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ABSTRACT

Educational Well-Being of Syrian Refugee Children in Public Schools:

A Qualitative Study in Istanbul

Starting from 2011, Turkey has been putting forth crucial efforts towards the
education of Syrian refugee children. With the 2014 regulations, the Turkish
government has made the decision to include Syrian students in public schools and
phase out temporary education centers (TEC). This thesis explores the Syrian refugee
children’s perspectives and interpretations on their education in the light of child
well-being perspective. Konu and Rimpela’s (2002) “School Well-being Model” is
used as an analytical framework in this study. In-depth semi-structured interviews
were carried out with 12 Turkish-speaking Syrian children strongly supported by
humanitarian organizations and recruited through a refugee community center
located in Sultanbeyli, Istanbul. The findings of the research reveal that children are
highly motivated to get an education and very eager to learning. Despite the
children’s high motivation to be successful in education, they are placed in a highly-
supported environment and their intense psychological investments towards
education, the thesis demonstrates that they still face serious difficulties in the
Turkish education system that negatively affect their school adjustments and well-
being in education. Disadvantaged position in the education to due language barrier,
perceived unfair measurement, and evaluation systems, fear of losing their fluency in
their mother tongue, discrimination and exclusion occurred in their vertical and

horizontal relationships in school are the recurrent themes in children’s subjective
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experiences. Thus, this thesis concludes that comprehensive and inclusionary social
and education policies have to be developed by taking into account Syrian children’s

capabilities, actual needs and their sense of fairness in education.



OZET

Devlet Okulunda Okuyan Suriyeli Miilteci Cocuklarin Egitimde Iyi olma Hali:

Istanbul’da Nitel Bir Arastirma

Tiirkiye, 2011 yilindan beri Suriyeli miilteci ¢cocuklarin egitimine yonelik 6nemli
cabalar sarf etmistir. 2014 yilinda yapilan diizenlemeler ile Suriyeli 6grencilerin
devlet okullarina entegre olmasi ve gegici egitim merkezlerinin asamali olarak
kapatilmas1 amaglanmistir. Bu tezin amaci Suriyeli ¢ocuklarin egitimdeki
deneyimlerini ve perspektiflerini ¢gocugun iyi olma hali yaklagimindan ele almaktir.
Calismada Konu ve Rimpela’nin (2002) olusturdugu “Okulda iyi olma hali” modeli,
Suriyeli ¢ocuklarin egitimdeki iyi olma hallerini arastirmada analitik ¢ergeve olarak
kullanilmistir. Saha ¢aligmasinda insani yardim kuruluslarindan destek alan ve
Tiirk¢e konugan 12 Suriyeli ¢ocukla ¢ocukla yar1 yapilandirilmig derinlemesine
goriigmeler yapilmistir. S6z konusu ¢ocuklar bir miilteci egitim merkezinden destek
alan ¢ocuklardir. Istanbul’un Sultanbeyli ilgesinde bulunan bir miilteci toplum
merkezi yoluyla ulagilmistir. Calismanin sonunda edinilen bulgulara gére ¢ocuklarin
egitim almaya ve 0grenmeye yonelik motivasyonlar ¢cok yiiksektir. Cocuklar okulda
basarili olmak i¢in gosterdikleri yogun cabalara, egitime kars1 yaptiklart derin
duygusal yatirimlara ve oldukca destek verilen bir ortamda bulunmalarina ragmen,
okullarda Tiirk egitim sistemine uyumlarini zorlastiran ve egitimde iyi olma hallerini
olumsuz yonden etkileyen ciddi engellerle karsilasmaktadir. Dildeki yetersizlikler
yiiziinden egitimde dezavantajli olarak bulunulan konum, ¢ocuklara gore adil

olmayan 6l¢me ve degerlendirme sistemleri, kendi dillerindeki yeterliligi kaybetme
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korkusu, yatay ve dikey iliskilerinde karsilastiklar1 ayrimeilik ve diglanma
ogrencilerin egitime iliskin 6znel deneyimlerinde 6n plana ¢ikardiklar1 temalardir.
Bu nedenle, bu tez sonug olarak Suriyeli miilteci cocuklarin egitiminde ¢cocuklarin
asil egitim ihtiyaglarini, yapabilirliklerini ve adalet duygusunu goz oniine alan daha

kapsayici sosyal ve egitim icerme ve uyum politikalar1 gelistirilmesi Onerisini getirir.
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CHAPTER 1

INTRODUCTION

When the protests entitled “Arab Spring” expanded to Syria in 2011, conflicts
brought about a civil war in the country. Syrians who were exposed to violence and
persecution in their country could no longer ascertain their safety and vital life
necessities. Thus, they had to flee to neighboring countries. Through the adoption of
open door policy towards Syria, Turkey became one of the largest host countries for
refugees from Syria (Erdogan, 2014).

As of date, April 2019, according to the figures of the Ministry of Interior
Directorate General of Migration Management (DGMM), there are 3,634,378
Syrians in Turkey (DGMM, 2019, July 18). Children aged 0-18 years constitute
almost half of the total population as the most vulnerable group affected by the
conflict in Syria. They struggle to deal with the impacts of war and forced
displacement as well as surviving in the resettled country. In the context of
resettlement, education becomes more of an issue for children’s mental health,
psychosocial adjustment and cultural adaptation (McBrien, 2005; Pastoor, 2017). As
a crucial need, education should be met urgently and be well organized in the
emergency situation (Pigozzi, 1999; Sinclair, 2001).

Starting from 2012, Turkey has been putting forth crucial efforts towards the
education of Syrian refugee children. ! According to the Circular 2014/21 entitled as

“Educational Services for Foreigners” of Ministry of National Education (MoNE)

!'In this study, “Syrian refugee children” is used to refer Syrian children under Temporary Protection
in Turkey.

1



published for foreign national students, foreign national students were offered the
opportunity to enroll in public schools and receive an education with other students
in mixed classrooms (MoNE, 2014, September 23). Thus, Syrian children were to
have education with their Turkish peers at public schools according to Turkish
curriculum. Besides, the Turkish government has made the decision to include Syrian
students in public schools and phase out TECs by the beginning of 2019-2020
academic year; thus the children are no longer accepted in the first, fifth and ninth
grades as a rule of transition (MoNE, 2016, September 2). These regulations indicate
that the educational situation of Syrian refugee children marks itself with a transition
process. Inequalities, bullying, and discrimination, limited access the school services
and inadequacy of school facilities appear as main barriers in the Turkish education

system and they may also affect Syrian refugee children’s well-being in education.

1.1 The aim of the study

The increase in the number of Syrian refugee children at public schools along with a
limited number of studies concerning children’s experiences creates the need to
explore the experiences of the Syrian children in more detail. Accordingly, the focus
of this research is to better understand the dynamics involved in this transition
process. A number of studies have attempted to address the situation of Syrian
refugee children in public schools and they offer a useful background to comprehend
the educational experience of Syrian refugee children in Turkish public schools.
Most of the studies focused on the policy analysis (e.g. Akgiil, Kapt1 & Demir, 2015;
Alkurt, 2016; Alpaydin, 2017; Yavuz & Mizrak, 2016) and the descriptive
demonstration of the current problems (e.g. Doner, Ozkara, & Kahveci, 2013;

Gencer, 2017) while others included teachers and school managers’ perspectives
2



(e.g. Aydin & Kaya, 2017; Aykiri, 2017; Bulut, Soysal, & Gil¢icek, 2018; Er &
Bayindir, 2015; Eren, 2019; Kardes & Akman, 2018; Sahin & Dogan, 2018; Sensin,
2016) or parents’ perspectives (e.g. Beyazova-Seger, 2017; Ayak, 2018).

Up to now, far too little attention has been paid to refugee children’s own
perspectives. There is very little published research on the educational process of
Syrian refugee children including how refugee children make sense of their
educational experiences, how they define their needs in the school environment, and
what emerges as a result of the transition to Turkish public schools. 2 In other words,
the missing in available studies is the lack of qualitative research enabling child
refugees to speak for their education which is crucial for acquiring the well-designed
refugee-focused educational policies. United Nations Children’s Fund (UNICEF) and
United Nations Educational, Scientific and Cultural Organization (UNESCO) (2007)
remark that children “should be recognized as key actors in their own education
rather than passive beneficiaries” of service (p.13). This thesis study, hence,
explores the educational well-being of Syrian refugee children in Turkish public
schools in accordance with the children’s own perceptions and experiences. Syrian
refugee children’s narratives were examined in a structure which was derived from
the key themes emerging from the literature on the presence of the refugees in
educational settings around the world and educational well-being perspective.

Accordingly, following the existing literature on educational well-being, the School

2 Some studies included children’s views on their education; nevertheless, rather than addressing
solely children’s perspectives, these studies also seek teachers’ or school managers’ interpretations in
the case of education of Syrian refugee children. (e.g. Dorman, 2014; Goziibiiyiik-Tamer, 2017;
Kolukirik, 2017).



Well-Being model offered by Konu and Rimpela (2002) was chosen as an analytical
framework for this study. In this model, indicators of well-being are divided into four
categories: school conditions, social relationships, means for self-fulfillment and
health status. Each well-being category comprises particular features of children’s
life in school and seeks children’s perspectives. The sample group was recruited
from the Refugees Assistance and Solidarity Association located in the province of
Sultanbeyli, Istanbul. Children in the sample group are the regular participants for
activities and courses taken place in this organization. Besides, they also join the
after school support courses provided by their school and their families psychological
investment towards education is also very high according to the the findings of this
study. Thus, the sampling group of this research represents children who are in a
highly supportive environment. This is a relatively special condition and it may not
be generalized to all Syrian children living in Turkey. Eight of the participants were
enrolled in public schools, whereas 4 of them were studying in the TEC that was
located in a public school. The data was collected through semi-structured in-depth

interviews. The thematic analysis was employed as a data analysis strategy.

1.2 Significance of the study

This thesis contributes to the literature by providing a discussion on the Syrian
children refugees’ perspectives concerning their educational experiences in Turkish
public schools. It also offers a conceptual contribution to refugee education literature
from the well-being perspective. Most importantly, by providing insights about the
actual needs and experiences of the Syrian refugee children’s education in Turkey, it

might provide support to policymakers and educators in the provision of much



needed and culturally sensitive educational services to approximately one and a half

million Syrian refugee children in Turkey.

1.3 Outline of the chapters

The overall structure of the study takes the form of four chapters. The aim of the first
chapter is to introduce the literature review of the research. This chapter is
subdivided into four sections. The first section attempts to present a summary of the
international literature on the main directions that occur in refugee children education
around the world. The second section continues with a summary of the general
picture of the Syrian flow in Turkey by providing background information about
Syrians in terms of their living conditions, existing legal arrangements, and
perceptions of Turkish people. The following section presents Turkey’s responses to
meet Syrian child refugees’ educational needs and the main problems confronted in
the education system trying to respond to the educational needs of the Syrian
children. The last section lays out the theoretical dimensions of child well-being and
educational well-being. Chapter 2 is concerned with the specific methods by which
the research and analyses were conducted. Chapter 3 analyses the results of
interviews and summarizes the main findings according to well-being framework
offered by Konu and Rimpela (2002). Finally, Chapter 4 offers the implications,
limitations as well as policy recommendations in the area of Syrian refugee

children’s education.



CHAPTER 2

LITERATURE REVIEW

This chapter provides a general overview of refugee children and educational well-
being literature. The chapter is divided into four subsections. The first section
presents the general picture of refugee children education around the world. The
second section offers an overview of Syrian refugee crisis in Turkey. The third
section focuses on the education of Syrian refugee children living in Turkey. Finally,
the fourth section provides the educational well-being literature and analytical

framework of this study.

2.1 The refugee children education around the world

Education is a fundamental right to be provided to all refugees, regardless of where
they live (United Nations High Commissary for Refugees [UNHCR], 2009). The
United Nation (UN) Convention against Discrimination in Education (1962) assures
non-nationals’ same access to education as nationals. Despite the transnational legal
regulations, refugee education around the world is still unsuccessful because of
limited access and poor quality (Bircan & Sunata, 2015). Poor living conditions,
poverty, working needs, inadequate care, and feeling of uncertainty about the future
create a challenge for refugee children's access to education (Komsuoglu, Ozer, &
Atesok, 2016). Unrecognition of children’s previous education, certification and
equivalency related problems in the host country also appear as structural barriers in
front of refugee children’s access to education (UNHCR, 2016). Similarly, shortage
of educational resources along with inadequate and unqualified educational

personnel and the inconsistency in countries’ education systems make refugee
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education be neither of high quality nor protective on a global scale (Bircan &
Sunata, 2015).

Refugee children’s educational experience has important implications for
their overall well-being (Keating & Ellis, 2007). Education is a key factor in
facilitating refugee children’s sense of belonging and adaptation to the new country
(Boyden, 2009; Matthews, 2008; S6hn & Ozcan, 2006; Taylor & Sidhu, 2012;
UNHCR, 2009). It also mitigates the effects of traumatic events, contribute their
psychosocial well-being and provides the sense of normalcy to refugee children
(Bacakova, 2011; Hope, 2008; Keating & Ellis, 2007; Rousseau & Guzder, 2008;
Sinclair, 2001). However, economic difficulties, language differences, the
exclusionary school climate, discrimination, insufficiency of education materials,
unqualified teachers and school personnel and lack of parental involvement arise as
main problems that refugee children face in education (Baker, Varma, & Tanaka,
2001; Doyuran, 2016; Gitlin, Buendia, Crosland, & Doumbia, 2003; Keating Ellis,
2007; Kirova, 2001; Oikonomidoy, 2010). These barriers impair refugee children’s
ties with education and enhance the possibility of their drop out of school (French &
Conrad, 2001). Apart from these, other issues such as psycho-social problems of
children stemming from displacement, forceful migration process and adaptation to
new country and culture and both emotionally and physically unsafe school
conditions are also the factors affecting children’s adjustment into school in
negatively (Keating & Ellis, 2007; O’shea, Hodes, Down & Bramley, 2000; Portes &
Rumbaut, 2001). Psycho-social problems create difficulties in children’s
concentration and learning process related anxiety, hyperactivity or uneasiness for

children (Hart, 2009; O’shea et al.,2000; Yildirinm & Tosun, 2012).



Adapting to the school environment and gaining a sense of belonging in the
school community strongly depends on children’s experiences at school. When the
school environment of the refugee students has positive characteristics, the students’
satisfaction with school, their sense of belonging toward school as well as their
academic performance increases (Matthews, 2008; Pittman & Richmond, 2007); in
contrast, the exclusionary characteristics of the school environment creates negative
experiences for refugee children and may remove children from the education by
revealing a sense of alienation (Hoot, 2011; Oikonomidoy, 2010; Phan, 2003).

In the literature on refugee children’s education, not having a command of the host
country’s language lie at the bottom of the problems (Marriott, 2001; Oh & Van der
Stouwe, 2008; Stanley, 2001). In his extensive review, McBrien (2005) suggested
that refugee students with good proficiency in the host country’s language were
better adapted to school environments. However, children face considerable
difficulties in learning the host language. Pryor (2001)’s study on the refugee
children living in America demonstrated that majority of refugee children have
difficulty in learning the language of the host society and it makes the school
adjustment of refugee students even more difficult. In this case, allowing children to
use and learn their mother tongue in the first years of education is often proposed as
a method to prevent alienation of refugee children from the school environment
(Pryor, 2001). It is argued that mother tongue-supported education makes these
children proud of their own language, feel safe about their cultural identity and
facilitate the learning of the host country’s language (Bush & Saltarelli, 2000; First,
1988). In this respect, the bilingual education system is often discussed around the
world in the case of refugee children education (Cornfield & Arzubiaga, 2004;

Szente, Hoot, & Taylor 2006). Research showed that children enrolled in bilingual
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schools are academically more successful than others, and they feel safer and more
comfortable in a school environment since they could protect their mother tongue
and feeling of belonging related to their own identity and origin country (Portes &
Rumbaut, 2001). They have high grades, lowest levels of psychological problems,
higher self-esteem, and passionate education and career goals (Portes & Rumbaut,
2001). Similarly, in his study on Southeast Asian refugee children, Ascher (1989)
offered that bilingual education is the most beneficial system for adjustment of
refugee students into school environments. In contrast, McBrien (2005) criticized the
bilingual education by departing from the idea that this system handled the student’s
mother tongue as an instrumental until that students have gained sufficient
proficiency in the host country’s language to place them in mainstream monolingual
classrooms. Hence, he argued that this system indeed does not provide being fully
fluent in two languages (McBrien, 2005).

Even though the language barrier is quite critical for refugee children’s
education, considerations cannot be limited to language proficiency provision. The
choice of curriculum determining what children will learn, for what purpose and in
which ways is also an important and challenging issue in the education of refugee
children. Indeed, a search of the literature revealed two main models that are used in
refugee education in terms of the curriculum and language of instruction. The first
model occurs an alternative to the national education system and adopted in refugee
camps and refugee community schools. In this model, children follow their own
countries’ curriculum in their own language. It offers opportunities to provide
familiar education environment for children in which they are able to protect their
mother tongue and cultural identities (Entzinger & Biezeveld, 2003). It also paves

the way to adaptation into education system when refugees return their country. To
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illustrate, refugee children migrating from Mozambique to Malawi and Zimbabwe in
the 1980s enrolled in the education system in which they were able to follow the
Mozambique curriculum in their mother tongue. When these children returned to
their country through repatriation, they adjusted in the education quickly and they did
not face adaptation problems (Sinclair, 2007). Recently, the country-of-origin
curriculum is used for refugee education in other countries such as Pakistan and
Liberia (UNHCR, 2015).

On the other hand, the second model focuses on the inclusion of refugees in
the national education system by providing language and academic support. In this
system, refugee students follow the host country’s curriculum and language.
Commonly, two separate applications were observed in terms of this system. For
example, in Lebanon, Iran, Uganda, and Yemen, refugee children are admitted to
national schools and follow national curricula with local students (UNHCR, 2015).
In contrast, in Malaysia, Kenya, Ethiopia, and Rwanda, refugee students follow the
host country’s curriculum with their peers in different schools separately from local
children (UNHCR, 2015).

For over ten years, Sudanese refugee children in Chad followed their own
curriculum in schools located at refugee community areas separately from local
children. As time goes on, when it was realized that refugees were not likely to return
back their country because of the ongoing conflict in Sudan, the disadvantages of
systems exemplifying the first model discussed above started to be questioned. In the
schools that Sudanese refugee children enrolled, refugee teachers were unqualified,
educational materials were expensive and difficult to be procured. This brought
about leading to poor quality education, which implied a change in the education

system. Accordingly, bilingual curriculum which enabled students to continue their
10



education in Arabic, as well as the French context, was provided to refugee children.
It was revealed that this application facilitated the adaptation of the refugee children
into the national education system and contributed their educational attainment
(UNHCR, 2015).

By considering the average residence time in resettled country, efforts on
refugee children’s inclusion to mainstream education where the national curriculum
and host country’s language is followed are supported by international actors and
scholars working in the field of refugee education (e.g., UNHCR, 2015; UNICEF,
2015; Komsuoglu et al., 2016). It was stated that inclusion of refugee children into
national education systems provide children to facilities to get quality teaching and
learning process, access free education materials and continue education at higher
levels through their accreditation they obtained in the national education system
(UNHCR, 2015).

On the other hand, the inclusion of refugee children in the national education
system requires much time and efforts since it brings along many obstacles for both
host country and refugee children. The language of the curriculum has an
exclusionary effect on children whose mother tongue is different. The content of the
curriculum is also challengeable since the curriculum may include the politicized and
sensitive context related to certain country or culture which may have exclusionary
consequences on certain communities (Bush & Saltarelli, 2000).

Refugee children education is an area in which governments or different
actors such as the civil society organizations and transnational institutions intervene
directly. Considering the power and the impact of these actors on refugee education
particularly in terms of curriculum, there is a danger that education may be used as a

tool for exploitation as well as the curriculum can be constructed as exclusionary for
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refugee children (Water & LeBlanc, 2005). Relating this concern, scholars suggested
that the curriculum should be liable to cultural sensitiveness in terms of managing the
diversity in the classroom (Haan & Elbers, 2005; Pugh, Every & Hattam, 2012).

If the language barrier continues to exist, and the curriculum does not include the
sensitivities towards the different cultural backgrounds and human rights, efforts to
integrate refugee students to national education system brings along exacerbating
conflicts causing to the alienation of refugee children in the national education
system (Dreyden-Peterson, 2011).

On the other, in the case of inclusive education, refugee children giving
efforts to get used to a new education system, unfamiliar language, and different
curriculum also likely to encounter with negative attitudes of teachers, peers, and
school personnel. Refugee children are quite vulnerable to face discriminatory
practices and bullying in the school environment (Matthews, 2008; Portes &
Rumbaut, 2001). Children who feel excluded and discriminated in the school
environment cannot develop a sense of belonging to school (McBrien, 2005). Frazee
(2003) who conducted research with refugee children in Canada suggested that the
sense of belonging in school was defined by the refugee children through
participating the positive peer relationships and being accepted by peer groups. In
this study, children described the concept of social inclusion in school in terms of
having an intimate attachment to peer groups. Similarly, Hirayama (1985) who
explores the Asian children's adaptation to schools in America revealed that students’
adaptation into school is getting worse by students’ expressions that they were being
mocked or insulted by their American classmates (Hirayama, 1985). Exclusion and
bullying experiences of refugee children weaken their ties with the school by

revealing a sense of alienation for children (Pryor, 2001; Kirmayer et al., 2011).
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Thus, social interactions and social relationships refugee children experience in the
new school environment highly determines their school adjustment.

Refugee children’s relationships with teachers, principals, and other school
personnel are also critical for their school adjustment in terms of utilization of
educational opportunities, development of social and academic achievements,
overcoming the problems children face due to migration (Bhavnagri, 2001; Taylor
and Sidhu, 2012). In the study of Brown and Chu (2012), Mexican refugee children
showed that they are happy in school when the teachers and school managers valuing
their ethnic identities and diversity in the school. On the contrary, studies focusing on
the education of Turkish immigrant children in Europe showed the discriminatory
attitudes of teachers and school managers occurred as an impediment on Turkish
students’ school adaptation which also affected students’ academic success
negatively (Doyuran, 2016; Gelekei, 2010; Ural, 2012). Similarly, research
conducted with Latino, Bosnian, Somali, and Sudanese refugee students enrolled in
an American school in which refugee students were placed at the distant wing of the
school separately from local students also showed the exclusionary practices that
refugee children were exposed to (Gitlin, Buendia, Crosland, & Doumbia, 2003). In
this research, refugee children’s inability to access transportation facilities that
enable them to join after-school activities, the existence of school assemblies which
were fully dominated by local children, segregated lunchroom practices, and
arbitrary disciplinary rules performed based on the school managers’ cultural
stereotypes are the explicit examples of exclusionary practices of school personnel
(Gitlin et al., 2003).

Other research also carried out with refugee children studying in American

schools showed that the prejudiced attitudes of teachers and local children implying
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refugee children’s low intelligence and learning difficulties, even though the
psychological counselors did not report such a diagnosis based on the results of
standardized tests they performed. However, when the academic performance of the
students was analyzed, it was revealed that the teachers, on the whole, could not
recognize the learning needs of the refugee children. In other words, rather than
showing efforts to understand refugee children’s actual educational needs, teachers
preferred to stigmatize those children as if they have insufficient capacity for
learning the lessons (Trueba, Garza, & Reyes, 2004).

In fact, teachers are of great importance in reducing the impact of structural
barriers in education and meeting the educational needs of refugee children (Exposito
& Favela, 2003; Hek, 2005; Roessingh, 2006). School may represent a major source
of a safe environment for refugee students when teachers are willing and well-trained
to detect and meet refugee students’ educational needs (Ascher, 1989; Kirk &
Winthrop, 2007). Teachers can create school environments that are multicultural and
transnational in which prejudiced attitudes and discriminatory practices do not exist
(Bondy, Ross, Gallingane, & Hambacher, 2007; Curran, 2003; Siwatu, Putman,
Starker-Glass, & Lewis, 2017). This may enhance the positive well-being of refugee
children in education. On the contrary, teachers who were not sufficiently qualified
to understand the experiences of refugee children and difficulties they face may have
a considerable negative impact upon refugee children’s school adaptation (Davison,
Guerrero, Barajas, & Thomas, 1999; Roxas, 2010). In a study conducted in the
United Kingdom, refugee children expressed that they feel more desperate and
unhappy when they think that their teachers show indifference attitudes towards them
and mishandling them (Hek, 2005). In contrast, it was clearly stated that refugee

children feel more comfortable and safe at school with the presence of supportive
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teachers who have knowledge and sensitivity about their experiences and problems
(Rutter, 2006). Children reported that the positive and interested behaviors of
teachers positively contribute their happiness in school, hope for future, and increase
their motivation towards lessons (Bartlett, Mendenhall, & Ghaffar-Kucher, 2017).
Conducted studies showed that teachers need more information and qualification to
meet and understand the needs of refugee students (Borii & Boyaci, 2016; Miller,
Windle, & Yazdanpanah, 2014; Roxas, 2011; Szente, Hoot, & Taylor, 2006). In this
respect, it is very important to support teachers and school administrators with
professional training especially those engaging in refugee children education
(Bhavnagri, 2001; Dreyden-Peterson, 2011; Theilheimer's, 2001).

According to the existing literature on refugee education, refugee parents may
be crucial links between schools and refugee children (Block, Cross, Riggs, & Gibbs,
2014; Prior & Niesz, 2013; Rah, Choi, & Nguyen, 2009). Refugee children’s
education is closely and positively affected by parental support which appears
through parental involvement in schools or representation of positive aspirations
about children’s future which motivate children towards education (Carreon, Drake,
& Barton 2005; Fan & Willams, 2010; Portes & Rumbaut, 2001). Hamilton (2013)
indicated that strong cooperation between parents and teachers enhances the refugee
children’s adaptation into the school environment. Furthermore, Zhou and Bankston
(2000) suggested that Asian refugee children who are being encouraged by their
parents in case of studying hard and get highly skilled jobs showed positive
adjustment into school and high academic success. However, in most cases, refugee
parents cannot be involved children’s education within school environment because
of the language barrier (Persembe, 2010; Rah et al., 2009; Weinstein, Tomlinson-

Clarke, & Curran, 2004). To illustrate, although a majority of Muslim parents in
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America reported that they wanted to be involved in their children's education
through participating school activities, they were hesitant since they have a fear of
being misunderstood due to their insufficiency in English language (Blakely, 1983).
In contrast, through the interpretation services and bilingual teachers which are
available in certain schools in the United Kingdom, parents feel welcome at school,
they are able to participate in parent-school meetings which gives rise to the refugee
students feel more part of their school (Hek, 2005).

Given the impact of the above issues on refugee children education around
the world, some scholars proposed certain models for better involvement of refugee
children into the national education system. For instance, Arnot and Pinson (2010)
offered a holistic model of refugee children education involving language support,
meeting special education needs, multiculturalist and rights-based education
perspective by reviewing the various models that are used in the United Kingdom for
refugee education.’ The main intention of this multidimensional model is meeting all
needs of refugee children including emotional, psychological, social, and medical. It
does not address the existence of refugees in the school as a problem that should be
solved, rather it handles them as enriching the cultural diversity and pluralism in the
school. It is indeed a rather remarkable argument which has the potential to
overcome the aforementioned problems in refugee children’s education. The model
mainly focuses on creating a positive educational environment for refugee children
despite the hostile perspective of the public and the media (Arnot & Pinson, 2010).

Rather than addressing refugee students with their academic success or their

% The model developed by Arnot and Pinson (2010) was also used by other studies in the discussions
around refugee children education (e.g. Hek, 2005; Matthews, 2008; Taylor & Sidhu, 2012).
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probability of returning to their country, this approach focuses on the social harmony
and well-being of these children in education. As a result, children's participation in
extra-curricular activities, feeling comfortable and safe at school, and their parents’
relations with the school and caring school environment come to the fore in their
model (Arnot & Pinson, 2010).

Furthermore, Zhou and Bankston's (2000) model for Vietnamese refugee children
emphasizes the importance of a welcoming school and classroom atmosphere for
creating a better inclusive school environment for refugee students. In this respect,
they underlined the importance of links between refugee parents, children, teachers
as well as local parents. Their model is especially salient for alleviating the
discriminative and exclusionary attitudes in the school environment. Since this kind
of peer behaviors are often linked to local parents’ attitudes towards refugees, local
parents’ involvement into refugee education and their connection with refugee
parents and children are also very crucial for demolishing parents’ prejudices
towards refugees (Entzinger & Biezeveld, 2003; First, 1988).

Moreover, McBrien (2005) underlined the importance of well-trained teachers,
parental support, peer support, and a welcoming refugee youth center as helping
factors for refugee students to adapt in American schools in spite of unwelcoming
situations occur from school personnel and local peers. Haan and Elbers (2005) used
the theory of cultural discontinuity to explain the adaptation of refugee students into
schools. According to this approach, if the socialization models of refugee children
from different countries and different cultures are completely different from the
whole school environment, it becomes more difficult for children to adapt and
acquire high academic achievements in school. Therefore, they proposed the

significance of multicultural education programs in refugee education. Accordingly,
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it has been argued that there are good practices of this approach in some countries
such as Germany (Kihtir, 2003).

School-based practices and attitudes, teachers, school managers, peers,
parents, as well as practices of local and state governments, existing policies, the role
of national and international organizations involve a large segment of the literature
on refugee children’s education. The issues discussed above suggest the common
practices and challenges for refugee education on a global scale. Overcoming these
difficulties and providing good quality inclusive education requires the development
of collaborations between governments and related actors working in the area of
refugee education. However, for sustainable educational inclusion, refugee children’s
own views are also of high importance. Up to now, far too little attention has been
paid to refugee children’s own views about their education though there are some
exceptions (e.g. Bacakova, 2011; Bash & Zezlina-Phillips, 2006; Frazee, 2003;
Hope, 2008; Mosselson, 2006; Prior & Niesz, 2013). Considerations and discussions
around refugee children education are mostly based on how they adapt the school
and the difficulties they encounter in the education system and conducted by adult
perspectives. In other words, refugee children’s own voices are seldom heard in this
context. However, “the transition from the non-citizen child to the learner citizen is
not complete unless safe visibility and voice are offered to such children” (Arnot &
Pinson, 2010, p. 217). Thus, this thesis was designed to respond to this gap by
focusing on the educational well-being of Syrian refugee children by taking their
perspectives and interpretations into account. This kind of approach would be
especially useful to understand the refugee children’s own experiences; barriers they

face in education or their preferences relating to two main educational models that
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were suggested above. Accordingly, they offer to ground for setting social policy

objectives which put children’s well-being into the center.

2.2 The social and political context of Syrian refugee crisis in Turkey

The effects of the Arab Spring* were initially observed in Tunisia in 2010 and
expanded immediately in the Arab world, specifically to Syria in 2011. The protests
in Syria were destructively intervened by regime forces and brought about heavy
slaughter. The increasing level of violence induced a huge influx of Syrians to the
host countries. From the start of the civil war in 2011, hundreds of thousands of
people have been killed and more than half of the Syrian population have been
displaced from their homes. While over 6 million Syrians displaced internally, more
than 5 million had to flee to other countries (UNHCR, 2018). Syria’s neighboring
countries including Turkey, Jordan, Iraq, Egypt, and Lebanon have accepted the vast
majority of the refugees; some of whom were not registered as refugees. As of June
2019, There are 3,634,378 registered Syrians in Turkey, 929,624 in Lebanon,
662,010 in Jordan, 252,983 in Iraq, 131,433 in Egypt (UNHCR, 2019, July 4).
Through the “open door" practice, Turkey accepted the Syrian citizens without
discrimination based on language, religion, race or economic status. Turkey became
a country which hosts more refugees than any other country by hosting 64% of the
Syrian refugees forcibly displaced from their country (UNHCR, 2019, July 4). The

Temporary Protection Status which is limited to situations where foreigners were

4 Arab Spring is the common name given to the popular movements as a consequence of civil war and
reforms in the Arab World, which started in 2010 and continues today.

19



forced out of their country, could not return, and in need of emergency and
temporary protection has been given to Syrian people who came across from Syrian
border to Turkey (Ozdemir, 2017). As of July 2019, 3,634,378 registered Syrians are
living in Turkey under temporary protection among which 1,687,040 (%46.4) are
made up of children (DGMM, 2019, July, 18). Among this population, 99,899
formally registered Syrians are settled in 11 shelter centers in 8 provinces and 3,534,
811 formally registered Syrians are living in urban and rural areas in Turkey
(DGMM, 2019, July, 18).

Icduygu and Simsek (2016) addressed the Syrian refugee flow in Turkey
according to three different phases. The first period started with the flow of Syrians
into Turkey in 2011 and continued until 2015. During this time, Turkey adopted the
open-door policy and set up tents in the cities where the Syrian population was
highly populated. In this period, Syrians were called “guest” and the temporariness
of the situation was emphasized by the Turkish government; thus, they were not
granted legal status. However, the conflicts in Syria as well as the number of
refugees arriving in Turkey intensified. Accordingly, in the second phase, Turkey
altered its open border policy and restricted to the refugee inflow. There was a
heightened refugee flow towards Europe in the Mediterranean from Turkey
especially in 2015. To control the refugee influx, Turkey made an agreement with
the European Union (EU). On the other hand, in the last phase which marks itself by
the beginning of 2016, Turkey steered its direction to integration policies (Igduygu &
Simsek, 2016). Following this, assurance of work permits, closure of TECs and
efforts for the inclusion of Syrian children to public schools, acknowledgment of

citizenship were observed in the policies and practices in Turkey.
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On July 2016, Turkish president announced that Syrians who were
willing to have it would be provided with the opportunity of citizenship
(Citizenship acknowledgment, 2016, July 2). However, since educational
skills, professional competence and duration of stay in Turkey employ as
criteria for getting citizenship, the number of Syrians who were granted
Turkish citizenship is considerably low. According to the Ministry of Interior,
the number of Syrians granted Turkish citizenship was announced as 79, 894

people (Miilteciler Dernegi, 2019, July 19).

2.2.1 Legal status of Syrian refugees

The legal status of Syrian refugees has continued to be problematic and uncertain.
When the Syrian crisis first appeared, the immigration policy concerning all foreign
people in Turkey was under transition process. However, as Turkey became a
country of transition through the effect of increasing number of refugees and asylum
seekers, especially from Syria, and with the effect of EU directives on asylum and
migration since the early 2000s, Turkey began to focus on policies for foreigners,
refugees and asylum seekers and people in need of international protection. As the
first comprehensive legal measurement, Law No. 6458 on Foreigners and
International Protection (LFIP) was passed on April 2013, whose drafting was
initiated in 2005 and was started to be implemented by 2014. LFIP No. 6458 holds
Turkey’s geographical reservation to the 1951 Geneva Convention relating to the
Status of Refugees (GCSR) and the 1967 Protocol which are the major documents
concerning the international protection of refugees. Under Articles 61 to 95 of the
LFIP, Syrians in Turkey receive a “temporary protection” status according to the

Temporary Protection Regulation (TPR) which was issued on 22 October 2014. In
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this regulation, there is no clear statement about the acknowledgment of permanent
legal status and time limit for temporary protection is not specified. Through TPR,
Syrian people have gained access to the labor market and healthcare, education,
social assistance, psycho-social support, translation assistance, and, advocacy
services. >

However, all these services and rights under the temporary protection regime
are only partly implemented due to bureaucratic difficulties mainly relating to
registration and dissemination of information related to the accessibility of those
services. The language barrier also makes difficult to access those services and
employs as an obstacle for Syrian’s awareness about their rights (Kiris¢i, 2014). In
other words, although there are policies and services directed to meeting the needs of
Syrian refugees, there are inconsistencies between the legal regulations and practices.
The ambiguity situation of temporary protection status, not being able to access the
rights and services put Syrian refugees into a precarious position and raise the feeling
of ambiguity for Syrian refugees. These problems profoundly affect overall living
conditions of Syrian refugees in Turkey which will be discussed at the rest of the

section.

> Access to health care services is issued by 2013 LFIP, 2014 TPR and AFAD Circulars 2014/4 and
2015/8 on Administration of Services for Temporary Protection Beneficiaries. Access to education is
issued by 2013 LFIP no. 6458, 2014 TPR and Circular on Educational Services for Foreign Nationals
(Circular 2014/21). Work permits are issued in 2016 by the Regulation on Work Permits for
Foreigners under Temporary Protection and International Labour Force Law (ILFL) No. 6375.
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2.2.2 Living conditions
While the vital needs of Syrian refugees accommodating in temporary
accommodation centers are met by Disaster and Emergency Management Presidency
of Turkey (AFAD) and camp administrations, Syrians living outside the refugee
camps face serious difficulties in maintaining their daily lives. The main difficulties
Syrian refugees encounter are financial constraints, housing, unemployment, access
to health services and education, language barrier, negative attitudes of Turkish
people, complicated process of bureaucracy, and registration problems (Baban, Ilcan,
& Rygiel, 2017; Kiris¢i, 2014; Oner & Geng, 2015).

Displacement, unemployment, a state of limbo, the absence of
sufficient social protection mechanisms put Syrian refugees into financially
disadvantaged position (Tung, 2015). Even though the regulation about work
permits for Syrian refugees was issued in 2016, they continue to face barriers
in access to meaningful employment (Baban et. al., 2017; icduygu & Simsek,
2016; Orhan & Senyiicel-Giindogar, 2015). Since the acquisition of work-
permits includes the long-lasting and complicated process of bureaucracy,
Syrians mostly engage in the informal sector in harsh working conditions
with low wages (Coban, 2018; Kutlu, 2015; Oner & Geng, 2015). Besides,
many Syrian children work as cheap labor and they remain out of education
(Harunogullari, 2016; International Labour Organization [ILO], 2016;
Lordoglu &Aslan, 2018; Save the Children, 2015).

For mitigating the effects of economic difficulties that Syrian refugees
face, the Emergency Social Safety Net (ESSN), EU funded unconditional
cash transfer program, is provided to registered refugees as social assistance.

In the scope of this program, each eligible family is entitled to receive
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monthly 120 Turkish Liras for each member of the family through the ESSN card
(Y1lmaz, 2018). The assistance purposed to meet the vital needs of neediest Syrian
families as well as dealing with child labor (European Commission [EC], 2016,
October 17).

While free accommodation opportunities are provided to Syrian refugees in
temporary sheltering areas, urban refugees struggle with the insufficiency of housing
facilities and increased rent costs. They are mostly settled in poor neighborhoods and
live in over-crowded houses with limited physical facilities (Akpinar, 2017,
Culbertson & Constant, 2015).

Syrians have the right to access to healthcare services in the province where
they are registered, but they have problems in accessing to the provinces where they
are not registered. Syrians who are not registered are not able to access healthcare
services except for emergency care and primary healthcare services. Besides, though
the accessibility of health services is physically possible in the provincial centers,
lack information about benefiting from the healthcare services, language differences,
as well as indifference and discriminatory attitudes of health personnel appear as
obstacles that Syrian refugees face while accessing healthcare services (Bilecen &

Yurtseven, 2018; Yavuz, 2015).

2.2.3 Perceptions of Turkish people

The increasing number of Syrian refugees, changing the political, social and
economic context in Turkey created the unrest and disturbance among Turkish
people. Previous research focusing on the relations between Turkish citizens and
Syrian refugees indicated the negative attitudes of Turkish people towards Syrian

refugees and existing policies for them (Erdogan, 2017; Giiltekin, 2014, Kaya, 2016;
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Unal, 2014; Y1ildiz & Uzgdren, 2016). Syrian refugees encounter with discriminatory
and exclusionary behaviors in their daily life (Deniz, Hiiliir, & Ekinci, 2016;
Gilyasar, 2017).

At the beginning of the Syrian inflow, Syrian refugees were often
being perceived as "temporary guests" and "persecuted brethren" by Turkish
people (Giiltekin, 2014; Ozdemir, 2017). The common expectation among
Turkish people was that upon the ending to the Syrian civil war and the
Syrian refugees would return to their country. However, the Syrian civil war
has lasted long and the Syrian refugees became permanent. It increased the
feeling of disturbance and constitution of negative attitudes among Turkish
people towards Syrian refugees. Syrians were no longer viewed as the victims
of a horrible civil war, but as people who disturbed the order and harmony of
Turkish society and were taking advantage of the Turkish government
(Y1ldiz-Nielsen, 2016). The majority of Turkish population do not show
consent about granting them citizenship (Erdogan, 2014; Paksoy &
Sentoregil, 2018; Tiimtas, 2018).

The reasons behind the disturbance of Turkish people with Syrian
refugees are mainly related to economic concerns including loss of income,
competition in employment, increasing rents, sharing of public services, and
changing social climate (Aslan, 2015; Giilyasar, 2017; Ozdemir, 2017; Tung,
2015). Some Turkish people are inclined to associate Syrian refugees with
criminality and violence (Kaya, 2016; Togral-Koca, 2016). In contrast,
official statistics do not reflect the belief that security incidents involving
Syrians are increasing across Turkey (Crisis Group, 2016, November 30;

Yildiz-Nielsen, 2016).
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Media plays an active role in the growth of such misconceptions among
Turkish society and it aggravates tensions between Syrian refugees and Turkish
people. Discourses about Syrian refugees are often reflected as exclusive, prejudicial,
discriminatory, and marginalizing by media and it causes the enhancement of
negative attitudes of Turkish people towards Syrian refugees (Giilyasar, 2017; Unal,
2014; Yildiz-Nielsen, 2016).

Despite the dominance of discriminatory and exclusive discourses;
nevertheless, there are also positive aspects of the attitudes of Turkish people
towards Syrian refugees (Ciftei, 2018; Kaya, 2016; Togral-Koca, 2016). Public
opinion research conducted by Konda Research and Consultancy revealed that more
than half of the Turkish people participating in survey agreed that it is a humanitarian
duty to accept Syrian refugees and that they should be no discrimination towards
them (Konda Research & Consultancy, 2016). Regarding this issue, some scholars
suggested that common historical and social memory pertaining to the Ottoman past
contributes to the seeing a humanitarian duty towards the Syrian refugees and
enhance positive attitudes among Turkish people (Kaya, 2016; Topal, Ozer, &
Dokuzlu, 2017). In this respect, Yitmen and Verkuyten (2018) argued that stronger
humanitarian concern observed among Turkish people can be associated with a
stronger intention to help and support refugees and a weaker inclination to show

negative attitudes towards them.

2.2.4 Syrian refugee children
Children are the most vulnerable members of the Syrian refugee population. Syrian
children who have directly been subjected to forced displacement and war are at risk

of having psychosocial maladjustment, dropping out of education, child labor, child
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marriages and various forms of exploitation and discrimination (Human Rights
Watch [HRW], 2015; Sirin & Rogers-Sirin, 2015; UNICEF, 2017).

In the course of resettlement in Turkey, due to lack of adequate family
income, children are compelled to work to meet their families’ basic needs
such as food and shelter (Akpinar, 2017; Coban, 2018; Deniz, Hiiliir, &
Ekinci, 2016; Save the Children, 2015; Tung, 2015). In many cases, child
labor is the main avenue for refugee families to cope with economic
insufficiencies and difficulties in access to the labor market (Support to Life,
2016). Factors like having a seriously ill family member in the household and
relatively high rental fees (Tastan & Celik, 2017), overcrowded households
and lack of another breadwinner in the household (Uyan-Semerci & Erdogan,
2018) increase the need for an additional income and possibility of children
working. Some of the children became the main breadwinners of their
families (Zavis, 2015). They work in the informal sector mostly in the field of
construction, textile, and agriculture (Akpinar, 2017; Crisis Group, 2016,
November 30; Development Workshop, 2016; Education Reform Initiative
[ERI], 2017). They work under harsh conditions with very low wages. Their
wages are less than that of their adults and they receive their wages with
significant delays (Akpinar, 2017; Cetin, 2016). Child labor is also one of the
main reasons for being out of education and it has a significant impact on
Syrian children’s development and health (Lordoglu & Aslan, 2018).

Child marriage and polygamy are two disconcerting practices that are
seen as further significant risks for Syrian children, especially for girls
(Bircan & Sunata, 2015; Education Reform Initiative (ERI), 2017; Kiris¢i &

Ferris, 2015; UNICEF, 2017). Taken together, this negative context
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composing of economic difficulties, child labor, child marriage, polygamy and
remaining out of the education enhances the fear of “lost generation” among Syrians
as it leads to children missing out on education and opportunities for decent future
which damages the growth potential and development of children (UNICEF, 2015).
The description of the “lost generation” is indeed often used by the studies
addressing the Syrian refugee children’s position in society as insecure and
unpredictable (Culbertson & Constant, 2014; Erdogan, 2017; Heyse, 2016; HRW,
2015; Komsuoglu et al., 2016).

In such a context, education is of high importance for Syrian refugee
children’s mental health, psychosocial development, developing a sense of belonging
to the society they live in and constitution of their hope for decent future in the host
country (Pastoor, 2017; Seker & Aslan, 2014). Educational opportunities may enable
Syrian children to overcome the effects of war and displacement and support the
normalization of their lives through offering the opportunity to make friends and find
mentors, providing them with the skills for self-reliance, and improving their job
prospects (UNHCR, 2016). Education may protect children from abuse and potential
risks, specifically child labor and child marriages (Bircan & Sunata, 2015; Kirisci &
Ferris, 2015). However, nearly 400,000 Syrian refugee children in Turkey is
currently out of education (UNICEF, 2019). Besides, Syrian refugee children who

were enrolled in education facing many difficulties in getting a quality education.

2.3 Education of Syrian refugee children in Turkey
Education of Syrian refugee children is one of the most challenging problems of the
Syrian refugee crisis which should be considered in the political and social context

(Akkaya, 2013; Arabaci, Basar, Akan, & Goksoy, 2014; Bahadir & Ucku, 2016;
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Bircan & Sunata, 2015). In Turkey, education is provided to Syrian refugee children
through public schools, temporary education centers (TECs) and private schools set
up by Syrians. According to latest data available, the number of Syrian school-age
children between ages 6-18 is 976,200 and those who accessed education is provided
as 606,334 (62.11%) among which 383,285 (63.21%) goes Turkish public schools
and 223,049 (36.79%) goes to TECs (MoNE, 2018, April 9).% The Turkish
government has made the decision to include all Syrian students in public schools
and phase out TECs by the beginning of the 2019-2020 academic year (MoNE, 2016,
September 2). Thus, the education of Syrian refugee children marks itself with a
transition process recently.

Turkey’s educational policies for Syrian refugee children might be
explored in two different periods. The first period refers to the initial
educational policies developed as a response to the Syrian Crisis during 2011-
2014 by departing from the idea that Syrian refugees will return to Syria after
the civil war ended. The second period includes educational policies
developed after 2014 with a continuity perspective where the assumption of

temporality has increasingly been abandoned.

2.3.1 Educational policies towards temporariness (2011-2014)

® There is no available data about the number of children enrolled in private schools set up by Syrians.
Syrian private schools are opened in cities where the Syrian population is densely populated with
Syrians’ own means or by non-governmental organizations the buildings allocated by the Turkish
state. They offer Arabic education according to Syrian curriculum with the exception of topics related
to Assad; Ottoman history is included instead. In addition to science, social studies and mathematics,
Turkish courses are also offered for Syrian students (Bircan& Sunl ata, 2015; Emin, 2016).
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At the beginning of the crisis, Syrian refugees were considered as guests; therefore,
the Turkish government did not focus on conducting extensive and systematic
educational programs towards refugee children. Instead, efforts were only directed to
Syrian refugee children residing in camps. In 2012, the Minister of National
Education at the time, Omer Dinger stated that

Syrian refugee children are our guests; they will return to their own country

after the situation in Syria is improved. Their education was not designed to

enroll children in school and to receive a diploma in Turkey. They are being
trained as a guest student [emphasis added]. When they return to Syria, we
believe that there will be no problem in adapting to the education in their

country (MoNE, 2012, October 3).

Accordingly, educational policies for Syrian refugee children were developed
with the assumption that the war will end and Syrians will return back to their
country. The educational policies were initially developed for meeting the
educational needs of children residing in temporary shelter areas. TECs were
established in those areas and education was provided through Arabic curriculum to
enable children to keep on their education when they return back to their country
(Coskun & Emin, 2016). Later, TECs were also set up and operated in the provinces
where the Syrian population was densely populated. In 2012, MoNE clearly
supported the education of Syrian refugees in TECs with Arabic curriculum (MoNE,
2012, October 3). The aim of this implementation was to prevent the possible
problems children would face in their countries when re-integrating into their own
education system. MoNE and UNICEF showed efforts to prepare provincial action
plans aiming to the construction of new education centers for Syrian refugee
children, the allocation of public schools to the use of Syrian children in the

afternoon, provision of financial support to Syrian teachers, and provision of the

necessary educational materials (Yavuz & Mizrak, 2016).
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Contrary to common expectation, in 2013, the civil war and internal
disorder in Syria did not end, rather it continued to escalate. Following this,
the number of Syrians who fled from Syria to Turkey increased rapidly.
Together with the refugee babies born in Turkey, the rise in the refugee
population has conjured up the provision of urgent needs. Education
problems that were not considered in the first place started to come to the
forefront (Seydi, 2014). The numerous problems of Syrian children who have
remained out of education quite a while were recognized by the Turkish
government. Immediately afterward, MoNE has sought to find ways to
provide the continuation of Syrian children’s education. The first official
document addressing the education problem of Syrian refugee children
prepared was issued on April 26, 2013 by MoNE. The circular concerns
ensuring Syrian refugees’ access to basic services such as food, shelter,
healthcare, and education. In terms of education, Circular mainly included the
determination and evaluation of education places in which education for
Syrian refugees are given or determination of possible places that can be used
for the education of Syrians (MoNE, 2013, April 26). In other words, rather
than offering a comprehensive and sustainable education system for Syrian
children, the Circular handled the physical capacity of education places that
were used for Syrian children’s education. On September 26, 2013 a more
comprehensive circular entitled the “Educational Services for Syrian Citizens
Under Temporary Protection in Turkey” was published by MoNE.
Accordingly, the coordination of education services for Syrian refugee
children under the responsibility of MoNE. In this circular, it was aimed that

the Syrian children living in the temporary shelter areas whose education was
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interrupted will be supported by educational services to prevent their loss of years in
education. The circular also settled assignment of teachers; Syrian teachers or
eligible Syrians were evaluated and assigned to TECs by MoNE. The curriculum in
TECs was prepared by Syrian National Coalition Higher Education Commission
(SNCHEC) under the supervision of MoNE and education materials were provided
by MoNE, SNCHEC, AFAD and volunteer organizations who have permission to
conduct activities in Turkey. Syrian citizens of Turkish origin were entitled to study
in Turkish public schools. -Syrians living outside the camps and having residence
permits were entitled to be enrolled in Turkish public schools under 2010 Circular

No. 48 on the education of foreign nationals (MoNE, 2013, September 26).

2.3.1.1 Temporary education centers (TECs)

Temporary education centers are primary and secondary education centers that
provide education for Syrian children in both inside and outside the refugee camps
and have adapted the Syrian curriculum (MoNE, 2014, September 23). In the 2017-
2018 academic year, there were 55,454 students in TECs in temporary shelter areas
and 167,595 students in TECs in urban areas (MoNE, 2018, April 9). Presidency of
Religious Affairs and NGOs were the primary actors of the establishment and
financing of TECs (Tastan & Celik, 2017). Most of the TECs use the public school
buildings; these buildings are allocated to TECs in the afternoon when the Turkish
school program ends, others are commonly located in office blocks or NGO
buildings. In addition, in cooperation with the Prime Ministry Disaster and
Emergency Management Presidency (AFAD), schools were built in provinces by

utilizing international funds (MoNE, 2017, December 18).
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Since the introduction of the Circular 2014/21, TECs have been
legalized and more closely regulated. Their management and coordination
were left entirely to MoNE (MoNE, 2014, September 23). In addition to a
Syrian coordinator, a Turkish manager also employ as a school manager. For
the selection of Syrian teachers, MoNE work in collaboration with the
Presidency of Religious Affairs. Teachers working in TECs are assigned by
the norm surplus teachers or Syrian teachers by MoNE (MoNE, 2013,
September 26). UNICEF provides support by covering equipment and
infrastructure expenses of TECs along with the salaries of Syrian teachers
(UNIICEF, 2017, January). Syrian teachers in camps are paid 600 TL, while
others working in TECs in urban areas are paid 900 TL by UNICEF (MoNE,
2016, February 2). Apart from UNICEF funds, NGOs and local governments
also support the teachers’ salaries to acquire minimum wage level (Aras &
Yasun, 2016). The application process of the Syrian refugee children who
want to study in TECs and their placement tests are carried out by the
provincial national education directorates, teachers and the commissions
formed by the school managers (Emin, 2016).

The medium of instruction in these centers is Arabic. Revised Syrian
curriculum which was prepared by the Syrian National Coalition Higher
Education Commission, under the supervision of MoNE is followed in TECs.
(MoNE, 2013, September 26). During the revision, any assays and statements
supporting the Syrian regime, information and photos of the Ba'ath Party,
Bashar Assad and Hafez al-Assad have been extracted from the curriculum
and some geographical maps have been updated in the textbooks (BEKAM,

2015; UNICEF, 2015; Yavuz & Mizrak, 2016).
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Legalization of urban TECs by Circular 2014/21 has been an important
decision relating to the availability of schools for Syrian refugee children in Turkey.
TECs are important for providing a familiar educational environment for massive
numbers of Syrian children after they arrived in Turkey. However, some issues ought
to be considered. Kirig¢i (2014) argued that an education based on the Syrian
curriculum and Arabic language enable Syrian students to create a bond with their
identity and culture of their homeland; however, it would lead to problems after
transitioning Turkish school. Education in TECs brought about the raising
discussions about education and transportation costs, security, teachers’
qualifications, and insufficiency of education environments (Celik, 2018). The
quality of education in TECs was questionable (Erdogan, 2017).

TECs do not offer free education and they are not easily accessible to all
Syrian refugee children since they are not located everywhere and some families
encounter difficulties to pay the amount of fee. Most TECs charge fees from Syrian
families on a sliding scale as a donation (Aras &Yasun, 2016; Beyazova-Seger,
2017). The annual fee charged for majority most is between 440 TL-650 TL and this
creates an additional financial burden for Syrian families dealing with economic
difficulties (Biner & Soykan, 2016; Celik, 2018; HRW, 2015). Furthermore, since
TECs are not everywhere, many families reside far away from TECs and lack the
financial resources to pay for transportation costs (Ozcan, 2018; Tastan & Celik,
2017). Approximately a monthly fee of 60 - 120 TL is required for transportation to
TECs (HRW, 2015) which is mostly unaffordable for the Syrian families (Aras &
Yasun, 2016; Dorman, 2014). On the other side, the distance between students’
homes and TECs also brings about security concerns since some TECs are using the

second shift of schools, courses may end quite late and children have to go to their
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homes after dark. Consequently, some families hesitate to send their children
to school because of security concerns (Coskun & Emin, 2016; Tastan &
Celik, 2017). The fact that TECs are not located everywhere also caused the
accumulation of children into schools and classrooms (Ozcan, 2018; Yalgin,
2017). The overcrowding of TECs both restricts children's access to
education and reduces the quality of their education (Emin, 2016; Komsuoglu
et al., 2016; UNICEF, 2015). The extreme number of students enrolled and
limited facilities prevent children’s access to healthy educational
environments and damage children’s learning process. Besides, some TECs
are situated in places not appropriate for educational purposes such as
business centers, apartments, basements or abandoned places (Coskun &
Emin, 2016). They do not have areas for children to play in such as yards or
recreational areas (Aras & Yasun, 2016). Instead, children generally spend
their leisure time on the streets which increases the concerns about the
security of the children (Coskun & Emin, 2016). Therefore, in terms of places
in which children spend their spare time, some of the TECs have a lack of
child-friendly environments.

Another area of concern regarding TECs is the monitoring and
inspection of these centers (Seydi, 2013). Inspections are carried out
following bureaucratic procedures rather than the quality of education
(Coskun & Emin, 2016). Additionally, since education is provided in Arabic
language, it is difficult to monitor and evaluate the context of education (Aras
& Yasun, 2016). Moreover, since some of TECs are failed to provide
certificates to students since they remain unaccredited by Turkish authorities

due to the low quality of education (UNICEF, 2015). In this respect, Syrian
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families have concerns about the validity of education in TECs in the case of their
return to Syria in future (Balkar, Sahin, & Isikli-Babahan, 2016; Beyazova-Secer,
2017).

Quality of education in TECs was also criticized in terms of insufficiency of
teachers’ qualifications (Celik, 2018; Emin, 2016). Aras and Yasun (2016) indicated
that teacher candidates for TECs were not evaluated by MoNE in detail. Besides,
Syrian teachers working in TECs did not take any in-service training to work with
children who experienced war and trauma. They feel inadequate themselves to
manage refugee children’s problems in schools (Balkar et al., 2016; Usta, Arikan,
Sahin, & Cetin, 2018). It should also be mentioned that Syrian teachers were also
traumatized by the war and mostly they do not receive any kind of psychological
support.

The supervision of TECs and the appointment of teachers are under the
responsibility of the Ministry of National Education, but salaries of Syrian teachers
are met by UNICEF as stated previously. However, these payments are not equal to
the salaries of the teachers working in Turkish public schools. Syrian teachers
implied that low salaries cause their bound to their job weaker (Balkar et al., 2016;
Dorman, 2014; Yapici, 2019). This also affects the quality of education provided in

TECs in terms of teachers’ willingness and motivation in education.

2.3.2 Educational inclusive policies towards permanence (2014-current)

In 2014, when the Syrian population reached approximately 2 million, the
temporariness assumption in Turkish public opinion substantially changed and the
necessity of education policies with regard to long term solutions was recognized. On

September 23, 2014, Mone issued Circular 14/21 “Educational Services for Foreign
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Nationals” in accordance with TPR. All Syrians under temporary protection have the
right to be enrolled at public schools or TECs for basic education. For Syrian
children who want to register for public schools, instead of a residence permit, a
foreign identification document has started to be accepted as sufficient for Syrian
children’s registration into Turkish public schools. Through the establishment of the
Information System for Foreign Students (ISFS [YOBIS]), Syrian students’
registration, attendance, and academic success could be trackable. Circular also
emphasized the role of Provincial and Ministerial commissions in the case of
monitoring school registration of foreigners and educational needs and provide
coordination among educational institutions. Circular also addressed the issue of
Turkish language education in TECs. The curriculum in TECs required five hours of
Turkish course every week. It was suggested that Turkish language teachers,
classroom teachers, and foreign language teachers can be assigned for Turkish
lessons in TECs (MoNE, 2014, September 23).

According to this circular, Syrian school-age children under
temporary protection have gained the right to enroll in public schools, TECs
or Syrian private schools. As a result, it can be asserted that the Turkish
government started to show efforts to integrate Syrian children into public
schools from 2014 onwards.

On September 8, 2015, Strategic Plan of 2015-2019 which included
the expressions related to the education of Syrian children under temporary
protection in Turkey was published by MoNE. It is remarkable to mention
about this document since the first time it was emphasized that inclusion of
foreign national people to the education system would be ensured and efforts

would be conducted accordingly (MoNE, 2015). The document also
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addressed the problems experienced in the equivalence procedures and accreditation
and emphasize the role of MoNE and international organizations dealing with these
problems by focusing on applicable solutions.

Following these, in 2016, a Circular proposing to enroll all Syrian children
into Turkish public schools and close TECs at most in three years was issued by
MoNE (MoNE, 2016, September 6). In the light of this purpose, it was aimed that at
the end of the three-year period, the all TECs in Turkey will be closed and all Syrian
refugee students will be transferred into Turkish public schools. Thus, from the
beginning of the 2016-2017 academic year, Syrian children’s enrollment into TECs
who are first, fifth and ninth grades were prohibited (MoNE, 2016, September 6).
Students at these grades are directed to public schools for registration. For
accelerating the adaptation process of Syrian children into the Turkish educational
system, in addition to Syrian curriculum, 15 hours per week are allocated to Turkish
language courses at the primary school and high school levels at TECs (MoNE,
2017, July 19).

Syrian students studying in public schools are subjected to the same
educational and administrative processes and procedures with Turkish students.
Their educational records and transactions can be obtained both in Arabic and
Turkish through the Information System for Foreign Students (ISFS [YOBIS]),
which is similar to the e-school data system of the Ministry of National Education.

Educational policies directed for the integration of Syrian refugee children
into public schools are also supported by the activities of public institutions,
international organizations, local administrations, and non-governmental
organizations. For example, with the cooperation between MoNE, UNICEF and

TUBITAK, teacher trainings were provided in some provinces to develop teachers’
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qualifications; to increase their awareness about the conditions of foreign
students and to aid inclusive education environments, pedagogical support,
effective teaching and communicating skills, conflict management skills
(MoNE, 2016, August 6; MoNE, 2016, November 23). In order to contribute
to the qualifications of teachers, a handbook was prepared with the title of
Handbook for Teachers with Foreign Students in Their Classes (MoNE,
2017, December 18). Furthermore, a 2- year project named “Promoting
Integration of Syrian Children Under Protection to Turkish Education
System” was initiated on October 3, 2016 in cooperation between MoNE and
EU. The aim of the project was to increase the accessibility of education for
Syrian children, as well as the boost capacity of educational institutions,
training staff and the quality of education offered. Following this, the project
included programs in Turkish and Arabic language education, educators’
training, textbook-stationery-clothing aid, school transportation, teaching
materials, support courses, provision of educational equipment, Turkish
language examination system, school guidance activities, monitoring-
evaluation, staff training and awareness-raising activities (SETA & Their
world, 2017).

Through the cooperation between Ministry of Labour, Social Services
and Family, MoNE, Turkish Red Descent and UNICEF, conditional cash
transfers are provided to foreign children residing out of the temporary shelter
areas, who do not have social security and who has less than 4 days of
missing school in a month during the school period. This program is named
“Conditional Education Assistance Program for Foreigners”, and is financed

by the European Union. Within the scope of this program, from the first grade
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of primary school to the end of secondary school (1-8) 35 TL for boys and 40 TL for
girls are paid per month. Between the 9th and 12th grades, 50 TL and 60 TL for boys
and girls are paid per month respectively. At the same time, an additional 100 TL per
child is planned to be paid at the beginning of each semester (MoNE, 2017, June 8).
As of March 2019, approximately 500,000 Syrian families have benefited from
conditional cash transfer for education payments (UNICEF, 2019).

In addition, some local administrations and non-governmental organizations
offer trainings and educational services to Syrian refugee children. Some
municipalities provide services to Syrian refugee children to support their
educational needs. Multi-purpose community centers are established for supporting
formal education, Turkish language education, and social activities. To illustrate,
Refugees Assistance and Solidarity Association located at the Sultanbeyli provinces
of Istanbul where Syrian population is densely populated. It provides free education
support and Turkish language courses for Syrian children to accelerate their
adaptation process into public schools. Some of NGOs provide free educational
materials and psychosocial support and language support to children. With the aim of
eliminating the effects of war and trauma they experienced, they also arrange the
activities such as trips or workshops facilitating the interaction among Syrian refugee

children and Turkish children (Tiirk, 2016).

2.3.3 Barriers in access and quality of Syrian children’s education

Despite the considerable efforts mentioned above, Syrian children still have low
access to education. Approximately 400,000 Syrian children are still out of school

(UNICEF, 2019). Financial constraints, families’ lack of information about
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procedural issues, difficulties in registration procedures and reluctance among school
managers to register Syrian children into their schools appear as main barriers in
Syrian children’s access to education.

Due to displacement, unemployment, and inadequate social protection
mechanisms, most of the Syrian refugees struggle with economic difficulties.
Transportation, nutrition, educational materials, books, notebooks, and other
education costs create a financial burden that cannot be met by Syrian families (Biner
& Soykan, 2016; Culbertson & Constant, 2015; ERI, 2017; HRW, 2015; Saklan,
2018). Transportation expenses and school service fees are high especially in
metropolitan cities and families cannot afford it (Dorman, 2014; Emin, 2016;
Tanrikulu, 2017; Tastan & Celik, 2017). Consequently, economic difficulties are
referred as the most important problem damaging Syrian refugee education in terms
of access and quality of Syrian refugee children from accessing education (Coskun &
Emin, 2016; Dorman, 2014; Tanay-Akalin, 2016; Tastan & Celik, 2017; Yildiz,
2018). Many Syrian children had to participate in the labor force as their family
income was inadequate to meet the vital needs of family and they had to work for
survival (Akpinar, 2017; Coban, 2018; Save the Children, 2015). Child labor as an
important fact inhibiting against children’s enrollment in schools come into
prominence (Harunogullari, 2016; Orhan & Senyiicel-Giindogar, 2015; Save the
Children, 2015). Especially secondary and high school enrollment rates are lower
than primary school because of the children participating in income-generating
activities (Coskun & Emin, 2016). Especially boys are obliged to work at a very
young age as many have lost their fathers to war or their fathers are not available to
work to contribute to the family budget (Gencer, 2017; Tastan & Celik, 2017).

Financial difficulties are also the main reason identified for girls to get married
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young (Bircan & Sunata, 2015). Then, early marriage occurs as a barrier in front of
children’s access to education, especially for Syrian girls (Dorman, 2014; ERI, 2017;
Kultas, 2017; SETA & Theirworld, 2017; Yildiz, 2018). Consequently, it can be
claimed that financial difficulties make boys more vulnerable in terms of
participating in the labour force, while it leads to girls to have a higher risk of early

marriage and aggravates the barriers in front of children’s access to education.

Even though foreign identification document is sufficient for Syrian
children’s registration according to Circular 2014/21, some public schools still
requested unnecessary documents from the families (Celik, 2018; Tastan & Celik,
2017). Documents such as residence permit, lease contract, and the electric bill may
be requested from Syrian families for registration (Celik, 2018). However, Syrian
families may not provide those documents especially related to their shelter areas
since most of the Syrians in Turkey live in shantytowns without numbering systems.
Then, the registration process into the public become a challenging situation for
Syrian children in some cases. It was also observed that while many children are
ready to go to school, they were unable to do so since their parents lacked
information about the bureaucratic processes concerning with the necessary
procedures and documents to enroll their children in school in Turkey (COCA, 2015;
HRW, 2015; Levent & Cayak, 2017).

The high mobility tendencies among Syrian families also damage to students’
school enrollments. Since Syrian families frequently move around the country for the
sake of employment possibilities, children are not able to continue their education
(Emin, 2018). This situation is also very common for Turkish families working in

seasonal agricultural labor (Support to Life, 2016). It was found that half of the
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children working in seasonal agriculture together with their families drop out of the
education.’

Syrian children’s lack of motivation towards education also employs as a
drawback in front of children’s accessing to education. Psychological stress
(Erdogan, 2017) and anxiety about future (Tastan & Celik, 2017; Yildirim & Tosun,
2012); cultural and ethnical differences (Simsir & Dilmag, 2018), and gender-mixed
education in Turkey (Celik, 2018; Erden, 2017; Sert, 2014) may have created
reluctance among Syrian children to access education and/or continue their
education. Besides, even when children have access to education, its quality is
profoundly impacted by the language barrier, challenges in following the curriculum,
negative attitudes of Turkish students, parents and school staff towards Syrian
students, lack of quantity and quality of guidance and counseling services and
inadequacy of teachers’ qualifications. These issues will be discussed in detail at the

rest of the section.

2.3.3.1 Language barrier

Language is the cornerstone for the children’s communication and making sense of
life. Hence, in a school where the mother tongue is not spoken, the child’s right to
education is not being fully fulfilled (Koman, 2015). Despite the variety of dialects,
all Syrians speak Arabic. The effort to get the Syrian children in Turkish public

schools bring about certain barriers for Syrian refugee children in terms of language.

” The data includes both Syrian and Turkish children working in the seasonal agricultural labour
(Support to Life, 2016).
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Syrian children who know little or no Turkish are put in mixed classrooms with
Turkish students. There is no systematic approach or support for teaching Turkish to
those students (HRW, 2015). Therefore, language barrier arises as one of the most
fundamental problems that Syrian children encountered in education (Akgiil et al.,
2015; Aydin & Kaya, 2017; Aykari, 2017; Cift¢i & Aydin, 2014; Er & Bayindir,
2015; Erdem, 2017; Giin & Baldik, 2017; Kardes & Akman, 2018; Saritas, Sahin, &
Catalbas, 2016; Seker & Sirkeci, 2015; Zayimoglu-Oztiirk, 2018).

Simultaneously trying to learn Turkish language and following the
curriculum, made Syrian students fall back in the other curriculum courses (Cift¢i &
Aydin, 2014; Giin & Baldik, 2017). In other words, there is a risk that children
would miss the contents of other courses while they are dealing with learning the
Turkish language. This makes the students disadvantaged as compared to their
Turkish peers and leads to academic failure which weakens children’s ties to school
(Kirisci, 2014; Orhan & Senyiicel-Gilindogar, 2015; Seker & Sirkeci, 2015).

The language barrier also brings about crucial communication problems
between children, teachers and school staff (Aykir1 2017; Bulut et al., 2018; COCA,
2015; Er & Bayindir, 2015; Saritas et al., 2016; Simsir & Dilmag, 2018). Most of the
time Syrian children had to deal with problems alone since they have no opportunity
to share their concerns with teachers and peers because of language inadequacies
(Uzun & Biitiin, 2016). They have difficulties in making and communicating with
friends and consequently, they are left out of the peer groups. These situations
enhance the risk of children’s isolation from the school environment and create the
feeling of alienation (Kirisci, 2014; Orhan & Senyticel-Giindogar, 2015; Seker &
Sirkeci, 2015; Sensin, 2016) which lay the ground for leaving the education (Ciftci &

Aydin, 2014; Tanrikulu 2017).
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Although language difficulties create challenges in following the lessons and
bonding with their teachers, Turkish language education is also problematic in terms
of teachers’ competencies and lack of proper teaching materials that will provide
Turkish education for Syrian children (HRW, 2015). Besides, according to the
circular 2014/21, Turkish language and literature teachers, classroom teachers and
foreign language teachers are assigned to teach Turkish. However, teachers in these
fields usually do not wish to teach Turkish to Syrians because they do not know
Arabic and they are not experts in teaching Turkish as a second language (Coban &
Girel, 2017; Gencer, 2017; Tanrikulu, 2017). On the other side, the existing
educational materials are not appropriate to the level of Syrian refugee students and
are insufficient to teach Turkish to foreigners (Bulut et al., 2018; Gencer, 2017;
Erdem, 2017; ERI, 2017; Morali, 2018). They have inadequate physical and content
characteristics for teaching Turkish language and this negatively affects children’s
ability to learn (Biiytikikiz & Cangal, 2016; Demirci, 2015). The transfer of culture
has an important place in teaching Turkish as a foreign language, and the use of
cultural elements in the classroom environment increases students’ motivation to
learn the Turkish language. However, existing materials have insufficient
information to convey the Turkish culture (Biiyiikikiz & Cangal, 2016).

Apart from these, there is a widespread concern among Syrian students and
parents that Syrian children may lose their Arabic language skills as a result of being
embedded into the Turkish educational system. These concerns constitute a
psychological barrier to Syrian children’s integration to the Turkish educational

system. Both students and their families raised concerns regarding forgetting Arabic
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which distances Syrians from the Turkish language and Turkish curriculum (Ayak,

2018; Beyazova-Seger, 2017; Ozcan, 2018; Tanrikulu, 2017; Tastan & Celik, 2017).8

2.3.3.2 Shortcomings in the curriculum

The content of the curriculum for Syrian refugee students have been much debated in
the literature (e.g. BEKAM 2015; Kirisci, 2014; Ozer, Komsuoglu, & Atesok, 2017;
Save the Children, 2014; UNICEF, 2015). Some scholars suggest that Syria and
Turkey are vastly different countries with significant cultural, societal, and historical
backgrounds which are inevitably reflected in their educational systems and
curriculum (Dinger et al., 2013; Kizil & Dénmez, 2017; Kiris¢i, 2014). However,
unlike TECS, public schools do not have a separate curriculum for Syrian students.
Kiris¢i (2014) argued that Syrian students will have difficulty in the Turkish
education system due to these differences. Content and some components of
curriculum create adaptation problems for children since they are not acquainted
before (Ozer et al., 2017; Tastan & Celik, 2017). Besides, Turkish curriculum does
not include programs to meet the special educational needs of Syrian students. By
following the current curriculum, teachers asserted that they are not able to allocate
extra time for Syrian students (Aydin & Kaya, 2017; Cirit-Karaagag, 2018; Sakiz,
2016). There is a need for an inclusive curriculum responding to the needs of special

populations like refugee children (ERI, 2017).

8 MOoNE authorities emphasized that Syrian students would be ensured to learn Arabic, their culture
and history with elective and extra-curricular classes in the Turkish education system (MoNE, 2016,
September 2; September 6).
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Moreover, it was expressed that expressions in the textbooks excluding the
Arab societies should be cleared and the current curriculum in public schools should
be arranged in a way that Syrian children will protect their bounds with their country,
culture, language, customs, and traditions (Coskun & Emin, 2016). In contrast, others
argue that a school curriculum in Turkish will be critical to the functioning of these
children in Turkish society as adults (Kiris¢i, 2014). Considering together, it may be
claimed that there is no available intercultural curriculum in the Turkish education
system but should be immediately provided for the purpose of paving the way for
Syrian refugee students’ adaptation into schools.

Studies also addressed equivalency problem in terms of shortcomings in the
curriculum (Goziibiiylik-Tamer, 2017; Kolukirik, 2017; Levent & Cayak, 2017;
Morali, 2018; Sakiz, 2016; Saklan, 2018). In many cases, the Syrian refugee’s
classed are found as inconsistent with their qualifications (Emin, 2018; Kolukirik,
2017; Levent & Cayak, 2017). Students who were placed in the higher grades faced
difficulties in language comprehension and catching up the courses (HRW, 2015).
On the other hand, the transition of students from TECs to public schools causes
problems in terms of curriculum. For example, some subjects which are covered in
4™ orade of the public school curriculum is being covered in 5% grade in TECs
curriculum and this creates crucial problems in the transition process to public
school’s (Aras & Yasun, 2016). In other words, there is an incompatibility between
children’s educational background, ages and their class which creates crucial
problems for children’s academic success and peer relationships (Emin, 2018; Tastan

& Celik, 2017).
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2.3.3.3. The negative attitudes of Turkish school staff, parents, and peers

The initial reluctance of school managers to register Syrian students, the
discriminative attitudes of teachers, the lack of acceptance of Syrian students by
Turkish parents, and discrimination and exclusion that Syrian children face in peer
relationships have been much suggested in the literature (e.g. COCA 2015;
Beyazova-Secer, 2017; HRW, 2015; Uzun & Biitiin, 2016), These situations lead to
the alienation of the students from school climate and remove Syrian children from
educational environments (Aras & Yasun, 2016; Balkar et al., 2016; Coskun &
Emin, 2016; Gencer, 2017)

In some cases, Turkish families do not wish their children to study with
Syrian refugees in the same educational environment. Some of the families believe
that Syrian refugee children lack their personal hygiene and are occasionally infested
with lice (Tastan & Celik, 2017; Uzun & Biitiin, 2016). They do not want their
children to sit side by side or play with Syrians during recess (COCA, 2015; Uzun &
Biitiin, 2016). This situation creates reluctance among school managers to register
those children into their schools (Gencer, 2017) and it creates a psycho-social
drawback in Syrian children’s education (Tastan & Celik, 2017).

On the other hand, previous research showed that Turkish children exclude
their Syrian peers from sitting together, playing during the break time, sharing group
work (Ayak, 2018; Zayimoglu-Oztiirk, 2018). They show discriminatory and
exclusionary behaviors towards their Syrian peers (Beyazova-Secer, 2018; Erden,
2017).

Even though the role of teachers is high of importance for Syrian children’s

adjustment into public schools (Aydin & Kaya, 2017; Saklan, 2018; Yildiz, 2018)
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some studies have reported the negative attitudes of teachers towards Syrian students
(Er & Bayindir, 2015; SETA & Theirworld, 2017; Yalg¢in, 2017). Teachers do not
fully adopt Syrian children as their own students and see their presence as a
temporary situation (Emin, 2018; Goziibiiyiik-Tamer, 2017; Uzun & Biitiin, 2016)
and negative development for Turkish public schools (Sensin, 2016). They feel
uncomfortable with the presence of Syrian children in the classroom; assuming that
Syrian children are not able to communicate with their teachers and classmates due
to the language barrier and ethnic differences (Ayak, 2018). In some cases, teachers
were observed to ignore the needs of Syrian students in their classrooms as they have
low motivation towards to engage in refugee students (Erden, 2017; Uzun & Biitiin,
2016).

By addressing communication problems, difficulties in classroom
management, changing and disrupted school environment, some of the school
administrations and teachers supported the provision of education to Syrian children
in segregated environments. They believe that the presence of Syrians in schools
damage the homogeneous order at school and cause the decrease in the interest and
efforts of teachers towards Turkish students (Emin, 2018; Erden, 2017; Levent &
Cayak, 2017; Sakiz, 2016; Sensin, 2016).

Discrimination against Syrian refugee children at the school environment also
negatively affect attitudes of Syrian families towards the Turkish education system.
They have concerns that their children are exposed to discrimination and face
difficulties in their relationships with Turkish peers and teachers (Ayak, 2018;
Beyazova-Secer, 2017; Gencer; 2017; Beyazova-Seger, 2017). Then, public schools
may be perceived as an unsafe environment by parents where their children are

discriminated and excluded. This creates reluctance among parents to register their
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children to public schools (Beyazova-Seger, 2017; COCA, 2015; HRW, 2015;

Ozcan, 2018).

2.3.3.4 Insufficiency of teachers’ qualifications

Teachers are crucial to meet the need of role model for Syrian refugee children
especially in the absence of adequate support systems by families dealing with
traumatic experiences and socio-economic problems (Komsuglu et al., 2016).
However, educating refugee children is a new experience for most of the teachers in
Turkish public schools (Erden, 2017). Teachers in public schools mostly lack
qualifications related to treating children with traumatic backgrounds, creating
inclusive classroom environments, and solving conflicts among Turkish students and
Syrian ones (Er & Bayindir, 2015; Uzun & Biitiin, 2016). Besides, they are not
familiar with multicultural teaching techniques and have no experience in teaching
foreign students who do not speak Turkish (Erden, 2017).” Therefore, they do not
consider themselves capable to educate Syrian refugee children and they have serious
concerns to manage this situation (Dorman, 2014; Kardes & Akman, 2018; Uzun &
Biitlin, 2016). They also feel like they straddle between the Turkish families and
Syrian students because of the negative attitudes of Turkish parents towards Syrian

students (Uzun & Biitiin, 2016).

% Teachers who have experiences on working with Kurdish students do not know Turkish showed that
they are more acquainted with the teaching students who have immigrant background (Erden, 2017,
Goziyiik-Tamer, 2017)

50



Conducted studies showed that majority of the teachers did not get any in-
service education in the case of Syrian education, although they are eager to receive
such training to be able to get necessary skills to manage classroom environment and
work with vulnerable students (Aykiri, 2017; HRW, 2015; Komsuoglu et al., 2016).
Lacking these skills lead to reluctance and prejudiced attitudes among teachers to
engage in Syrian students’ education (Emin, 2018). Thus, it is a vital importance that
teachers receive the necessary qualifications to deal with refugee education. They
must be equipped for the education of vulnerable students who faced trauma and
force-displacement (Ugak-Erdogan & Tarlan, 2016). They need training about
multicultural classroom management and lesson plan preparation in light of
intercultural pedagogy, in-class psychological support, different communication
techniques and crisis management (Coskun & Emin, 2016; Kagnici, 2017). This kind
of training and support services are also crucial for the formation of positive teacher-

student relationships (Cin, 2018; Sensin, 2018; Tanrikulu, 2017).

2.3.3.5 Lack of guidance and counseling services

Conducted studies revealed that vast majority of Syrian refugee children have
symptoms of post-traumatic stress disorder, depression, anxiety, and hyper-alertness
due to war and trauma they experienced (AFAD, 2013; Er & Bayindir, 2015; Seker
& Aslan, 2015; Uzun & Biitiin, 2016). These problems create psychosocial
obstructions for students’ access to education. For instance, Sirin and Rogers-Sirin
(2015) indicated that an overwhelming majority of Syrian refugee children who are

not enrolled in school in Turkey suffer from Post-traumatic stress disorder (PTSD)
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and/or depression. Heyse (2016) showed psychosocial problems as one of the main
reasons for Syrian children not enrolling in education.

Even if children are able to access education, psychosocial problems may
cause problems in children’s learning capabilities, their concentration levels in the
classroom activities and their ability to socialize in educational environments
(Yildirim & Tosun, 2012). Thus, Syrian refugee children need special care focusing
on psychosocial support to access, continue and complete their education. These
services help students to overcome the effects of traumatic events and accelerate
their adjustment into new education environment (Cin, 2018; Fazel, Reed, Panter-
Brick, & Stein, 2012; Saritas et al., 2016). Provision of psychological guidance and
counseling services are of high importance for children who struggle with adaptation
problems in school in terms of learning and social relations.

In contrast, these services are not available in all public schools and the
psychological supports provided for Syrian refugee students is very limited (Aras &
Yasun, 2016; Balkar et al., 2016; Bircan & Sunata, 2015; Sakiz, 2016). Instead,
attempts often focus on the meeting physical needs of students such as stationery,
shoes, and coats which were met by the coordination of guidance teachers in some
schools (Goziibiiyiik-Tamer, 2017; Levent & Cayak, 2017). Besides, the number of
students per guidance counselor is also very high and it makes it difficult to engage
with children in-depth at the individual level (Levent & Cayak, 2017). Moreover, it
is stated that guidance teachers in Turkish public schools generally are not qualified
to address the issues of refugee children (Akay, Hamamci, & Kurt, 2018). They do
not have the training to be able to provide support for the students who have special
needs and coming from different ethical and cultural backgrounds (Cirit-Karagac,

2018), although this kind of qualification is very crucial (Kagnici, 2017).
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The language barrier is also another obstruction to meet the psychological
guidance and counseling needs of those children (Cirit-Karagag, Tamer, 2017; Uzun
& Biitiin, 2016). It was revealed while students showed that they want to get
psychosocial support and interact with guidance counselors, language barrier hinders
those children’s ability to benefit from counseling and guidance service in the

schools (Goziibiiyiik-Tamer, 2017).

2.3.3.6 Barriers to involvement of Syrian parents in their children’s educational
process
Parental involvement is one of the most important factors in terms of Syrian refugee
children’s adjustments into public school (COCA, 2015). Based on teachers’ and
school administrations expressions, some studies reported the indifference attitudes
of Syrian parents in children’s education and their inclination towards to disregard
educational matters (Emin, 2018; Goziibiiyiik-Tamer, 2017). In contrast, studies
focusing on the Syrian parents’ views on their children’s education demonstrated that
parents show rather positive attitudes towards their children’s education. They attach
high importance to their children education, they are eager to involve in and they are
trying their best to keep their children in the education system (Ayak, 2018;
Beyazova-Secer, 2017). The study of Saklan (2018) which includes teachers’
perspectives on Syrian children education also support these positive views.
However, communication problems between Syrian parents and school staff
due to language differences emerge as a barrier in front of the collaboration between
Syrian parents and school although parents are eager to participate in children’s
education (Coskun & Emin, 2016; Saklan, 2018; Uzun & Biitiin, 2016). Syrian

parents feel desperate as they cannot be involved in school-parent meetings and
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cannot communicate with school staff (Ayak, 2018; Levent & Cayak, 2017). In other
words, language barrier damages the support that can be provided by families to
Syrian children education; further complicating the problems they face.

On the other hand, parents who have negative attitudes towards enrolling
their children into public schools have some kind of concerns about discrimination
and bullying, fees for transportation and educational resources, language
inadequacies of and teachers’ lacking multicultural skills (Ayak, 2018; Beyazova-
Secer, 2017). Some Syrian parents complained about the indifference attitudes of
school staff towards Syrian refugee children in public school (HRW, 2015).

All in all, it can be argued that economic difficulties, bureaucratic issues,
language barriers, shortcomings in curriculum, negative attitudes of Turkish people,
teachers’ ignorance and inability to deal with the problem of refugee students, lack of
psychosocial support influence the access and quality of education for Syrian

children in Turkey.

2.4 Child well-being

The concept of well-being is mostly considered similar to the notion of quality of
life, wealth, happiness and life satisfaction (Allin, 2007; Crivello, Camfield, &
Woodhead, 2009; Diener & Seligman; Layard, 2005). While there is no consensus on
the definition of well-being, there is an agreement that well-being is a complex and
multidimensional construct (Ben Arieh et al., 2001; Helliwell, 2003). It involves the
interaction of biological, psychological and social aspects of a person’s life (Ben-
Arieh & Frones, 2011). It incorporates both objective (e.g. education, health status,
income) and subjective (autonomy, freedom of choice, interpersonal relationships)

domains (Casas 2011; Forgeard, Jayawickreme, Kern, & Seligman, 2011; Statham &
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Chase 2010). By departing from the idea that economic growth has not brought about
the simultaneous rise in well-being or happiness in wealthy nations, the focus on the
wider and dynamic range of indicators going beyond economic measures in policy
emerged (Clair, 2014; Cummins, Lau, Mellor, & Strokes, 2009).!? At this point,
well-being indicators encompassing individual preferences and opportunity
structures has gained attention.

The study of well-being has become firmly embedded in child studies in
academia and practices of government and public institutions in terms of
policymaking (Camfield, Streuli, & Woodhead; Morrow & Mayall 2009; Redmond
et al., 2013). Child well-being perspective is useful for not only monitoring,
describing and evaluating the social policies but also planning and developing new
policy targets (OECD, 2009). It paves the way for implementing programs and
policies that can address the specific needs of different groups of children (Ben-
Arieh et al., 2001). Thus, it is crucial for social policymaking. In recent years, studies
performed large scale surveys across different national contexts to provide
comparative information on child well-being (e.g. Bradshaw, Hoelscher, &
Richardson, 2007; Lau & Bradshaw, 2009; Kirkcaldy, Furnham, & Siefen, 2004;
OECD, 2009; Richardson, Hoelscher, & Bradshaw, 2008).

The UN Convention on the Rights of the Child (UNCRC) was a significant
landmark with regard to increased attention on child well-being since it encouraged

governments to develop appropriate indicators to monitor and evaluate the well-

19 The focus on well-being in policymaking has gained further importance especially after the Istanbul
declaration which took place in 2007 (OECD, 2007).
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being of children (Ben-Arieh et al., 2001; Clair, 2014). One of the important
developments of this process is the acceptance of children’s rights as human rights.
UNCRC’s Article 12 shows the right to the agency of children about the situations
that affect children themselves. Following this, children’s rights are discussed in
well-being studies as an essential element of children’s lives (Ben-Arieh, 2010; Ben-
Arieh & Boyer, 2005; Bradshaw et al., 2007; Camfield et al., 2009). Indeed, children
right’s and their well-being are closely interrelated as both of them aiming the
improvement in children’s lives (Fattore, Mason, & Watson, 2009; Lundy 2014;
Morrow & Mayall, 2009).

Another striking argument related to child well-being approach for proposed
by the UN CRC convention is to be recognized children as active agents living in the
society which determines children’s relationship within the environment, their
constitution of identities and feeling of belonging. Accordingly, Ben-Arieh and
Boyer (2005) underlined the significance of children’s citizenship in society and the
realization of children’s rights for enhancing their well-being. In addition to them,
recent developments in theoretical frameworks and methodology of child studies
lead to the occurrence of new indicators to evaluate and monitor child well-being in
different social and cultural context (Ben-Arich, 2009).

Indicators of well-being cover a great variety of aspects of children’s life.
They both involve objective measures based on material and community standards
and subjective measures based on children’s satisfaction and happiness (Ben-Arieh
& Frones, 2011). A number of studies utilized both indicators to be able to reveal
comprehensive evaluation of child well-being (e.g. Bradshaw et al., 2007; Bradshaw

& Richardson, 2009; Cummins et al., 2009; Liao, 2009; UNICEF, 2007).

56



Objective indicators of child well-being pay particular attention to discernible
aspects of children’s lives such as educational success and medical records (Clair,
2014; Pollard & Lee, 2002). They offer useful insights into children’s life. They also
facilitate making comparisons across different nations on a common standard and
determining international policy objectives for enhancing children’s well-being.
However, objective indicators were criticized by some of the scholars as they handle
children “as passive objects that are acted upon by the adult world” (Ben-Arieh et al.,
2001, p.44). It was underlined that children should be considered as subjects in well-
being research. In this respect, child-centered and participatory research attempts
obtaining children’s perspectives on their life experiences and facilitating their active
participation has gained attention (Bourke & Geldens, 2007; Redmond et al., 2013;
Gillett-Swan, 2014). A growing number of scholars remarked the importance of
subjective indicators to capture and understand the complex lives and actual
experiences of children (Ben-Arieh et al., 2001; Ben-Arieh, 2005, 2006; Clair, 2014;
Crivello et al., 2009; Fattore et al., 2009). UNICEF (2013) indicated the importance
of inclusion of subjective indicators in well-being research by asserting that
“subjective indicators overlap with and transcend all other domains of child well-
being” (p. 38).

Subjective indicators focus on children’s perceptions and evaluations about
various aspects of their life conditions and experiences, the satisfaction with the
services offered to them, the other domains of their lives children considered to be
important, the understanding of their rights and their expressions of happiness and
deprivation (Casas, 2011; Frones, 2007). It can be claimed that subjective indicators
are particularly important in education environments and social policies where

children’s views and voices are infrequently heard and rarely taken into account.
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For evaluating child well-being, subjective indicators are of high importance
because of the fact children’s perception of well-being, things that they prioritize for
their own well-being differ from adults (Ben-Arieh et al., 2001, Ben-Arieh, 2005;
Fattore et al. 2009; Statham & Chase 2010; Tobia, Bonifacci, Ottaviani, Borsato, &
Marzocchi, 2016). Evidence suggested that objective indicators chosen by adults do
not match with children’s own preferences (Ben-Arieh, 2005; NicGabhainn &
Sixsmith, 2006). While adults were inclined to prioritize the protection or service-
oriented concepts such as economic well-being or safety, children come up with the
concepts of a sense of agency, belonging and feelings of safety to the discussion of
well-being (Fattore et al. 2009). Moreover, since children are in the development
process, well-being indicators for children change quickly. Thus, conceptualization
and measurement of child well-being is a more complicated issue than adults well-
being (Frones, 2007). New Sociology of Childhood Movement also underlined the
importance of regarding children as a separate group whose needs, activities and
experiences should be taken into account in their own right (Qvortrup, 1993).

In sum, child-centered research which includes child-centered indicators
rather than adult-centered ones, and active participation of children in the well-being
research are encouraged by the scholars working in the child well-being area. Thus,
children should be considered in their own right and they should be recognized as
subjects in the well-being studies. Apart from the aforementioned issues, there are
also certain perspectives and further frameworks which can be guided to the
constitution of indicators of child well-being. The focus of this thesis is not to
provide a detailed description of them; nevertheless, since some of the perspectives
include close associations with educational well-being, they will be summarized

shortly below.
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2.4.1 Well-being and well-becoming

The sociology of childhood indicated the distinction between ‘being’ as life
experienced in the present and ‘becoming’ as life develops towards adulthood (Ben-
Arieh, 2006, 2008; Frenes, 2007). While well-being provides a description of
children’s present lives, well-becoming offers predictions about children’s adulthood
life. When studying child well-being, both of them are equally important since child
well-being not only interested in children’s future life but also their present lives in
which their childhood is constructed. The UNCRC rights-based approach also
underlined the measures of well-being and well-becoming by steering researchers’
direction towards children’s quality of life in the present and their ability to capture
their potential in future (Ben-Arieh & Frenes, 2011).

The discussions around the distinction of well-being and well-becoming are
specifically relevant to the subjective well-being of children in education. Education
by its nature is a domain that profoundly both affects children’s present life and
future. For example, children’s positive perception and satisfaction with school can
be linked to their academic achievement (Best, 2008; Suldo, Riley, & Shaffer, 2006).
It is likely that students who have high academic success in school may also have an
advantaged position in the future in terms of participating labor market and getting a
decent job. They would have more job opportunities and they may gain more salary
as compared to those who have low academic success in education. Here, it can be
seen how well-being in education contributes to children’s future eventually. In other
words, children’s educational well-being in school can be associated with their
positive well-becoming in the future. Thus, discussions around well-being and well-
becoming are particularly applicable to educational well-being. However, if the

aforementioned example is considered from the opposite perspective, the overall
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situation will be completely changed. Children’s academic success in their present
educational context alone may not refer to children’s positive perception and
satisfaction with school. In other words, by taking only academic success into
account, children’s present educational well-being cannot be measured. Rather,
multidimensional aspects of school climate, for example, children’s relationships
within the school environment may affect children’s perceptions and satisfaction
with school positively or negatively and; therefore, their educational well-being. This
situation indeed emphasized the recognition of Bronfenbrenner’s (1979) theory of
ecological systems to better conceptualize and comprehend the components of

children’s educational well-being.

2.4.2 Ecological model

Bronfenbrenner’s (1979) ecological model underlined the focusing on children’s
development within the scope of the interrelations between children and the
environment they live in. In Bronfenbrenner’s social ecology model, children are
considered as active agents in their interrelations and perceptions of children towards
their environments are the main constituents of their development. Therefore, this
model implies the inclusion of subjective indicators when conceptualizing child well-
being.

According to the ecological model, children’s environments are composed of
four settings: the microsystem, mesosystem, exosystem, and macrosystem
(Bronfenbrenner, 1979). The well-being of children emerges in the interactions
between individuals and environmental factors in these settings. Among these
settings, the system that has the greatest impact on the development of the child is

the microsystem specifically in terms of education. It regards the closest environment
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of the child (Bradshaw et al., 2007). It includes school a child enrolled and
completely covers the aspect of this school environment. Therefore, not only teachers
and what takes place in classrooms but also school garden, student clubs, canteen,
and after school activities are included in this system (Bronfenbrenner, 1979). The
mesosystem is the sum of the microsystems that a child is part of and refer to
interplays between diverse microsystems (Bronfenbrenner, 1979). The exosytem is
setting in which events do not directly include the child as an active agent, but it
refers to setting in where events happening in the environment affect the child in a
manner (Bronfenbrenner, 1979). Macrosystems are the settings in which patterns of
ideology and the organization of social institutions based on specific culture or
subculture become visible. Social policies are included in this setting
(Bronfenbrenner, 1979). The children’s development located at the core of the
ecological model is influenced by school influences in microsystems, such as peer
relations or availability of playgrounds in the school. On the other side, the school
environment is affected by social policies that are located at macrosystem
simultaneously. Therefore, in Bronfenbrenner’s (1979) social ecology model, all
settings are nested and influencing each other. As children interact with different
systems or subsystems, they face obstacles and facilitators which may affect their
well-being positively or negatively (Bradshaw et al., 2007). For example, when the
Syrian refugee baby has grown and started to school in Turkey, s’/he may encounter
with some of the obstacles in school setting (e.g. discrimination in peer relations due
to her/his cultural identity) as a part of microsystem and these obstacles negatively
affects that child’s well-being in education. Consequently, this situation entails

focussing on the better educational policies which are located in the macrosystems
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setting. Therefore, Bronfenbrenner’s ecological model is especially salient when

addressing the educational well-being of children.

2.4.3 Capability approach
In contrast to perspectives on human growth mainly focusing on desire satisfaction,
resources, and utility, Sen emphasized the recognition of freedom and individuals’
own values in attempting to appraise individuals’ quality of life (Sen, 1993).
According to the capability framework, well-being is not concerned with accessing
the goods since the consequences of obtaining goods may differ from person to
person (Sen, 1993). Instead, people’s lives consisting of people’s abilities,
preferences, and impediments are the matter for their well-being (Ben-Arieh et al.,
2001). According to Sen (2001), the standard of living is a matter of capabilities and
functioning, rather than resources or commodities. Capability framework is also
easily adaptable to educational context while studying children’s subjective well-
being. For example, infirmary services as a school resource indicate the school’s
healthcare services provided to children. However, here, in terms of the capability
approach, the provision of school resources or services do not matter for exploring
child well-being in school. Rather, whether children are really able to go to the
infirmary, get help, and benefit from the service in case of illnesses is the matter. In
other words, rather than availability of resources, people’s ability to use or benefit
from these resources and their consequences are important according to this
framework.

Sen (1993) defined capabilities as “individuals’ actual ability to obtain
diverse valuable functionings™ (p.30). On the other side, functionings related to what

people are able to do or what does affect their own well-being (Sen, 1993). While
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functioning regards the individuals’ achievements and living conditions, capabilities
concerns individuals’ abilities for attaining achievements and freedom about the
individuals’ real opportunities (Sen, 2001). Person’s capabilities have a direct impact
on her/his well-being (Anand, Hunter, & Smith, 2005).

As previously discussed, UNCRC (Article 5, 12, 30) offers clues about
children’s participatory rights and their right to have freedom If this statement is
taken considered with the capability approach, one may claim that to be able to
flourish, children need to transform these rights into capabilities. For example, they
should be able to enjoy participation rights in their social environments so that their
capabilities would be improved (Hart & Brando, 2007). It can be argued that
government and education policies have the potential to provide appropriate
environments in schools that contribute to the improvement of children’s knowledge
and their skills. Through these skills and knowledge children acquired, they are able
to transform their rights into capabilities; and eventually, the school may turn into
place in where children find an opportunity to use their own capabilities. In this
respect, the school may be considered as a resource for promoting children
flourishing. It would place that children who have a different set of capabilities will
find a chance to reach their own potential. Therefore, the capability approach is
particularly useful for studying the well-being of vulnerable children in education.
Choosing well-being indicators according to diversities in children’s capabilities is

crucial to assess the well-being of children fairly.

2.5 Educational well-being
“Children spend nearly one-third of their waking hours at school most weeks of the

year” (Tobia, Greco, Steca, & Msrzocchi, 2018, p.842). In other words, school is the
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place that constitutes a huge part of children’s daily life. It represents a crucial
ground for children where children encounter academic, social, and emotional
experiences. In turn, these experiences make a significant contribution to children’s
overall well-being in their lives. Thus, it is important to explore children’s well-being
in the school setting. Indeed, a considerable amount of studies has been focused on
the educational well-being of children by using different indicators. There are lots of
similarities across studies in terms of the measures that were used for exploring
educational well-being. Studies addressed educational participation, attainment,
duration of education, transition from school to work, and educational disaffection
(e.g.truancy rates, exclusions, proportions of children who are not in education and
not in employment or training (NEET)) as indicator while studying educational well-
being of children (Bradshaw et al., 2007; Bradshaw & Richardson, 2009; OECD,
2009, 2017; UNICEF, 2007, 2013).!!

These studies have provided an overview of education in terms of well-being
perspective so far. They offer opportunities to compare the educational well-being of
children across different countries and over time. However, they have certain
limitations. First of all, nearly all of the indicators were chosen based on the
availability of internationally comparable data. This makes recognizing the
differences in individual-level data as difficult. Second, certain indicators such as
duration of education and the transition from school to work are future-oriented.

They focus on the contribution of education to adulthood. However, by focusing on

M Some of those studies used “liking school” or “enjoying school” as one of the components of
children’s subjective well-being (e.g. Bradshaw et al., 2007; Bradshaw & Richardson, 2009; OECD,
2009; UNICEF, 2007).
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the future (well-becoming), they ignore the specificities of the present (well-being)
situation of children. Third, and the most crucial limitation is that the main focus in
all studies is on objective educational outcomes. There is no consideration of
subjective measures; how children are treated in schools or how they perceive their
educational experiences. In other words, children’s views on their education have
been neglected in these studies. This could give an incomplete representation of
children’s educational well-being.

On the other hand, educational outcomes bring into focus on children’s
subjective experiences (Kirkcaldy et al., 2004; Suldo et al., 2006). Students’
evaluations of school climate are affected by what takes place at school both
academically and socially since the school is perceived by children as a ‘living,
learning environment’ (Engels, Aelterman, Van Petegem, & Schepens, 2004, p.129).
Hence, there should be an inclination to focus on children’s perceptions of
experiences and feelings in school beyond the consideration of the educational
outcomes and objective outputs. Children’s own experiences in the school are of high
importance while studying education from the well-being perspective.

In this respect, some studies addressed multidimensional aspects of school
life and seek children’s perspectives on these aspects to explore children’s
educational well-being. For instance, by using children’s satisfaction with school
environment including facilities, safety and rules, relationships with peers and
teachers, and the meaning children attributed to learning and education as an
indicator, The Children’s Society (2012) explored children’s subjective well-being in
education. Similarly, Opdenakker and Van Damme (2000) used a well-being
questionnaire consisting of multiple indicators: children’s well-being at school,

social integration in the class, relationships with teachers, interest in learning tasks,
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motivation towards learning tasks, attitude to homework, and attentiveness in the
classroom. Moreover, Tobia et al. (2018) focused on the children’ satisfaction about
their academic success, self-efficiency and their emotional attitude towards school.
Apart from these indicators, Ingesson (2007) included children’s self-awareness in
school, Tomyn and Cummins (2010) included abilities, popularity, safety, travel,
Engels et al. (2004) included parental involvement, curriculum and study pressure as
indicator in their attempt to conceptualize and measure children’s well-being at
school.

In a broader scope, Fraillon (2004) proposed the student well-being model
which had two dimensions: intrapersonal and interpersonal. While the intrapersonal
dimension of student well-being explores student’s sense of self and capacity to
function in their school community by focusing on the concept of self-efficacy and
autonomy, the interpersonal aspect seeks student’s evaluation on their social
circumstances in the school community by focusing on the concept of acceptance
and empathy. Furthermore, Achermann and Bauer (2017) investigated children’s
subjective well-being in school by focusing on when children feel happy in school or
what do children need to be happy. They revealed that a children’s intimate
relationship with teachers and peers, interesting assignments and fun during the class
and getting high grades are the major domains influencing children’s subjective well-
being in school positively.

Perhaps the most comprehensive account of educational well-being is to be
found in the work of Konu and Rimpela (2002) in which they proposed the “School
Well-being Model” as a holistic and multidimensional approach for exploring
student well-being in accordance with children’s views and perspectives. School

Well-being model has been developed based on Allardt's (1976) model originated in
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the 1970s to study individual welfare in the Scandinavian context. Apart from, Konu
and Rimpela (2002), other studies also adapted Allardt’s model to study child well-
being (e.g. Konu, Alanen, Lintonen, & Rimpela, 2002; Puroila, Estola, & Syrjala,
2012; Kalmus, Siibak, & Blinka, 2014). Thus, it may be claimed that Allardt’s model
of well-being is indeed rather relevant to the current considerations on child well-
being.

According to Allardt, well-being is a circumstance in which “it is possible for
a human being to satisfy both material and non-material basic needs” (Konu &
Rimpela, 2002, p.82). He classified these needs according to three categories:
having, loving and being. These are “categorization of basic values concerning
individual need satisfaction” (Allardt, 1976, p.231). ‘Having’ involves to needs
concerning material conditions and impersonal resources (Allardt, 1976). It refers to
the individual’s resources that can be used for meeting a person’s safety and physical
needs (Purolia et al., 2012). ‘Loving’ refers to “the needs related to love, solidarity,
and belonging which was defined through how people relate to each other” (Allardt,
1976, p.231). Thus, the category of loving in Allardt’s well-being model underlines
the social interactions in which relationships are constructed. On the other hand,
‘being’ covers “the needs for personal growth and self-actualization” (Allardt, 1976,
p.231). It refers to being respected by society and having diverse opportunities to be
involved in activities that perceived as meaningful by a person himself (Purolia et al.,
2012). It should be noted that while the category of having and being regard
individual ends and resources, loving corresponds with the interactions and
relationships between individuals. Moreover, Allardt suggested that “health as a
resource is an essential part of living and well-being” (as cited in Konu & Rimpela,

2002, p.85). He included health as a component of ‘having’ category and he referred
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to the presence of chronic illness, anxiety, diseases having psychosomatic character,
and usage of medicines as the subdomains of health (Allardt, 1976).

Allardt (1976) attached particular importance to the subjective indicators for
measuring a person’s view on these categories. According to him, people have the
right to express their perceptions of their quality of life and well-being cannot be
studied by excluding subjective indicators (Allardt, 1976). From this perspective,
Allardt’s categories provide a useful framework for investigating children’s
evaluations on their educational well-being.

On the other hand, Konu and Rimpela (2002) adapted Allardt’s well-being
model to offer a fertile framework for implementation of school programs and
arrangement of necessary interventions to enhance students’ well-being in schools. In
the School Well-being model, well-being is divided into four categories: ‘School
conditions (having)’, ‘social relationships in school (loving)’, ‘means for self-
fulfillment (being)’ and ‘health status (health)’. The main intention of this
categorization seeking children’s evaluations and perspectives on these categories to
explore children’s well-being in school from a multidimensional perspective. It is
noteworthy to recognize that unlike Allardt, Konu and Rimpela (2002) addressed
‘health status’ as a separate category in their well-being model. However, all four
categories are intertwined and bidirectionally influence each other. At the rest of the
section, components of categories in School Well-being model and their relations

with educational well-being will be explained by referring to the related literature.

2.5.1 School conditions
‘School conditions’ category put school environment into the center and investigate

student’s well-being in the school environment. Thus, school environment factors
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including schedules of studies, class sizes, curriculum, schedules of studies, noise,
cleaning, heating, and safety are discussed in this category. The school resources and
facilities provided to students such as school lunches, health care, psychological and
counseling services are also involved in this category (Konu & Rimpela, 2002).

Previous studies showed that school conditions including recreational and
instructional resources, locations such as sports areas and garden, availability of
library and infirmary services and physical conditions related to noise, heating, and
cleaning are associated with students’ subjective well-being in schools (Achermann
& Bauer, 2017; Sarisik & Diigkiin, 2016). Similarly, in his study, Erdogan (2017)
also indicated that there is a positive correlation between students’ satisfaction with
the physical and non-physical facilities in the school and students’ overall
satisfaction with education. He found that the availability of school services such as
school clubs, canteen, cafeteria, library, and sports facilities and the security of the
school environment positively affect students’ satisfaction with education.
Accordingly, in the study of the Children’s Society (2012), children remarked the
importance of school facilities and school services on their subjective well-being in
school. More specifically, Opdenakker and van Damme (2000) showed that the
provision of trustee and counseling services in schools contribute both students’
academic success and students’ subjective well-being in the school.

Acherman and Bauer (2017) indicated that children’s satisfaction with school
infrastructure including the building, the classroom, and the school grounds has a
strong impact on children’s subjective well-being in school. Similarly, Cuyvers,
Weerd, Duppont, Mols, and Nuytten (2011) found that students enrolled in schools
with good quality infrastructure in which children have easy access to variety of

technological sources, a school garden with green areas, and green space surrounding
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a school reported higher levels of well-being as compared to those studying in poor
quality infrastructure. Indeed, several studies have identified a positive link between
school garden and children’s well-being in education. It was found that spending
time at the school garden has a positive effect on children’s well-being in school
through contributing children’s personal development (Skelly & Bradley, 2000),
academic success (Smith & Motsenbocker, 2005), positive relationships with peers
(Bradley, Waliczek, & Zajicek, 2001), and children’s health (Ohly et al., 2016; Ozer,
2007). Green areas surrounding school environment has positive effects on children’s
well-being education through enhancing the students’ attention towards lesson
(Schulman & Peterson, 2008) and reducing the psychological stress (Li & Sullivan,
2016), and contribute children’s school connectedness (Eitland et al., 2019; Mihaly,
Dubowitz, Richardson, & Gonzalez, 2018).

According to conducted studies, children showed the existence of hazardous
areas in school and the overall organization of classroom as factors that affecting
their perceived sense of safety in school (Astor, Guerra, & Van Acker, 2010; Eitland
et al., 2019; Van Acker, Grant, & Henry, 1996). Feeling not safe at school has
negative consequences on students’ happiness in school (Rees, Bradshaw, Goswami,
& Keung, 2010), participation in school activities (Chen, 2013) and academic
success (Stafford, Chandola, & Marmot, 2007). Concerning the organization of
learning and schoolwork, Engels et al. (2004) focused on the effect of curriculum and
the amount of schoolwork on students’ well-being. They found that the uneven
distribution of course assignments and a huge amount of schoolwork give rise to the
feeling of overburdened for students and they negatively affect students’ subjective

well-being in school. Similarly, Mihaly et al. (2018) also showed the schedules of
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curriculum and difficulties of lesson highly determines the students’ school
connectedness and subjective well-being in school.

In sum, it may be claimed that children’s satisfaction with school
environment including not only physical and infrastructural conditions but also
provision of school services and availability of resources have a direct impact upon

children’s educational well-being.

2.5.2 Social relationships
In the scope of School Well-being model, Konu and Rimpela (2002) proposed social
relationships category components as the social learning environment, teacher
relations, peer relations, bullying, cooperation between school and homes, and the
social characteristics of school climate. In other words, to explore children’s well-
being in school, the whole school climate and social relationships in school are the
main focus of this category. School climate refers to the whole social functionality of
school including teachers’ and students’ beliefs, attitudes, and behaviors towards
each other (Cunsolo, 2017; Wang & Degol, 2016). By departing from the idea that
students' perception of a caring and supportive school climate directly affect students'
satisfaction with school, scholars underlined the significance of multiple ecological
contexts concerning children’s relationship with teachers and peers for children’s
overall perceptions of school (Baker, 1998; Samdal, Nutbeam, Wold, & Kannas,
1998).

The quality of relationships children develops within the school environment
have significant academic and psychological effects on children (Suarez-Orozco,
Rhodes, & Milburn, 2009). Social relationships within the school environment can

be regarded as being the most precious or most problematic part of their school life
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by children. Children’s positive relationships with teachers and peers and perceived
social support contribute the children’s academic achievements, social competence,
self-confidence, and resiliency in education (Calabrese, 1987; Samdal et al., 1998;
Wentzel, 2003). Children experiencing warm and close relationships with their
teachers and peers are more likely to show high levels of well-being in school
(Samdal et al., 1998). On the contrary, negative relationships within school has
negative impact upon children’s psychological well-being as it may create anxiety
and depression (Gutman & Feinstein, 2008; Pyhaltd, Soini, & Pietarinen, 2010) and
lead to children’s unhappiness in school (Danielsen, Samdal, Hetland, & Wold,
2010; The Children’s Society, 2012).

A large number of studies indicated the importance of the teacher-student
relationship on student’s subjective well-being in school (e.g. Baker & Morlock,
2008; Danielsen et al., 2009; Natvig, Albrektson, & Qvanstrom, 2003; Suldo &
Huebner, 2006). Some of them showed the children perceived teacher support as one
of the most significant determinants of refugee children’s well-being in education
(Danielsen et al. 2009; DeSantis-King, Huebner, Suldo, & Valois, 2006; Ito & Smith
2006; Rosenfeld, Richman, & Bowen, 2000). The children’s perception of their
relationship with their teachers which are surrounded by care, patience, support, and
encouragement enhance children’s motivation to learn (Fan & Willams, 2010;
Wentzel, 1998; Zimmerman, Bandura, & Martinez- Pons, 1992) and increase
children’s attention towards lessons (Eisenberg et al., 2005; Pajares, 1996),
children’s achievements in fulfilling the class assignments (Furrer & Skinner, 2003).
Therefore, a supportive teacher-student relationship also increases students’
academic success (Pianta & Stuhlman, 2004; Hughes, Luo, Kwok, & Loyd, 2008;

Rivkin, Hanushek, & Kain, 2005).
72



The positive relationship between teachers and students also contributes
students’ social competences (Alexander, Entwisle, & Horsey, 1997; Dika & Singh,
2002; Malecki & Demaray, 2003; Silver, Measelle, Armstrong, & Essex, 2005). It
provides a safe ground for children to increase their self-esteem (Ryan, Stiller, &
Lynch, 1994) which has positive impacts on students’ subjective well-being in
school (Wentzel, 2003, Palomar-Lever & Victorio-Estrada, 2014) and feel more
comfortable when communicating with others in school (Blair, 2002; Pianta, 2006).

The effect of perceived peer support on children’s educational well-being was
also much debated in the literature (Gorard & See, 2011, Ruddock & Flutter, 2004;
Samdal et al, 1998). It was revealed that emotional support and perceived trust in
peer relationships play a vital role in children’s school connectedness (Gunter &
Thomson, 2007), mental health (Freeman et. al., 2009), and subjective well-being at
school (Gristy, 2012; Casas, Bello, Gonzalez, & Aligue, 2013). While positive peer
relationships are positively associated with the students’ development of feeling of
belonging (Goodenow & Grady, 1993), social competence (Eliot, 2005), and
motivation towards school (Anderman & Mabher, 1994), undesirable experiences in
peer relationships such as exclusion and discrimination are associated with low level
of well-being at school (Bash & Zezlina-Phillips, 2006; Danielsen et al., 2010).

As an undesirable and common part of negative peer relationships, bullying
may occur in school through physical and mental harming or passive form of
exclusion (OECD, 2009). The children, victims of bullying are at the very high risk

of feeling alienated from the school climate (Gutman & Feinstein, 2008, Graham,
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Bellmore, & Mize, 2006; Rigby, 2000) and getting low grades (Dotterer & Lowe,
2011). 12

As a part of the cooperations between schools and homes, parental
involvement in education may be discussed. Parental support plays a vital role in
every domain of children’s well-being (Barber, Stolz, & Olsen, 2005; Steinberg,
2001), especially in terms of education (Adams & Christenson 2000; Guttman &
Midgely, 2000; Wyrick & Rudasill 2009). Parental support in education become
visible through parents’ activities including participating in school-parent meetings
and meeting with teachers (Gordon & Cui, 2012) or parental practices occur through
mentoring and encouragement children (Cunsolo, 2017; Forrest, Bevans, Riley,
Crespo, & Louis, 2013). Such kinds of parental supports contribute the children’s
motivation towards education (Henry, Plunkett, & Sands, 2011), academic
performance (Benner, Boyle, & Sadler, 2016; Gordon & Cui, 2012; Kan & Wei-Der,
2005; Wang & Fredericks, 2014), autonomous self- development (Kocayoriik,
Altintag, & Icbay, 2015) and school connectedness (Forrest et al. 2013). Thus, one
may suggest that parental support contributes to students’ academic success and

educational well-being.

2.5.3 Means for self-fulfillment in school
Allardt referred ‘being’ as each person being respected as a valuable part of society

(as cited in Konu and Rimpela, 2002, p.84). By adopting this argument into school

12 The evidence for impact of bullying on students’ academic achievement has been mixed in the
literature indeed (e.g. Qualter, 2003; Hughes, Lou, Kwok, & Loyd, 2008; West, Sweeting, & Young,
2010).
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context, the Konu and Rimpela (2002) recognized that ‘being’ can be regarded as the
opportunities the school offers for children’s self-fulfillment.

Children’s means of self-fulfillment also recognize the children’s
participation rights in the school environment. In this respect, every child should
participate in decision making in school and express their views about the matters
that affect their education (Konu & Rimpela, 2002).

Accordingly, studies use being listened and participating in decisions as an
indicator to measure children’s subjective well-being in school (e.g. The Children’s
Society, 2012, Purolia et al., 2012). Students who feel they were listened in school
also feel happy in school (Calabrese, 1987).

Moreover, providing facilities for children to acquire necessary information
and skills according to their interests is vital for children’s self-fulfillment through
education.!® Children’s means of self-fulfillment is also strictly related to being
involved in activities that children regard as meaningful by themselves (Konu &
Rimpela, 2002). Children feel happy in the school if they feel like participating in
meaningful activities in school which are also corresponding with their interest
domains (Achermann & Bauer, 2017). On the other hand, children’s recognition of
activities taking place in school as meaningful is also related to the respect and
support that students received through their relationships with peers, teachers, and

parents (Konu & Rimpela, 2002; O’Brien, 2008).

13 For a more comprehensive discussion on opportunities to improve one’s own knowledge and skills;
see Noddings (2003).
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Means of self-fulfillment in school also regards facilities for leisure time
activities including recess or activities performed at out of school time which helps to
the constitution of reconciliation between school-based tasks and children’s other life
domains (Konu & Rimpela, 2002).

Children’s leisure time activities during break times and out of school time
activities directly or indirectly affect children’s satisfaction with school and their
subjective well-being in school (Blatchford & Sumpner, 1998; Pellegrini, 2005).
Based on children’s expressions, conducted studies showed that the majority of
children placed special emphasis on break times for their well-being school
(Blatchford & Baines, 20006).

Studies showed that children’s attention towards lesson and learning abilities
are enhanced after break time (Pellegrini, 2005). Besides, children obtain certain
social competences in break times that cannot be acquired during the courses
(Bjorklund & Douglas-Brown, 1998). Children can experience the feeling of
independence in school during break times or leisure time activities in and outside of
school (Blatchford & Baines, 2006).

Break times also called as recess also offer children to opportunity to make
friends, socialize in the school environment, and develop their peer relations which
are crucial aspects of children’s educational well-being (Blatchford & Baines, 2006;
Blatchford & Sumpner, 1998; Pellegrini 2005). Hence it may be argued that leisure
time activities support children’s self-fulfillment by contributing children’s social
and personal development.

On the whole, means for self-fulfillment in school is related to students’

perceived respect, participation rights, the correspondence between children’s
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expectations and activities in the school and reconciliation of children’s leisure time

and school in the one sense.

2.5.4 Health status
Health status contains “physical and mental symptoms, psychosomatic complaints,
common colds, chronic and other illnesses” (Konu & Rimpela, 2002, pp.83-85).
Health status is a personal situation and it profoundly affects students’ perception
towards other categories in school well-being model. Hascher (2008) also included
children’s somatic symptoms and psychological moods as an indicator to explore
children’s well-being at school. Similarly, Mihaly et al. (2018) explored the
association between students’ health and their well-being in school. In their study,
students experiencing depression, fatigue, sleep disorder, and anxiety indicated that
they face difficulties in establishing an intimate relationship with their teachers and
peers in school. They also reported a low level of school engagement and they are
more likely to drop out of school. Similarly, other scholars also show that health
problems especially including mental symptoms have a considerable impact on the
children’s school enjoyment and school connectedness (Bradshaw & Keung, 2011;
Murasko, 2007). These symptoms lead to frequent absenteeism in the school,
truancy, and leave education (Schulte-Korne, 2016; Quiroga, Janosz, Lyons, &
Morini, 2012; Robles-Pina, Defrance, & Cox, 2008). Besides, they may negatively
affect children’s capacities to learning and academic achievements (Symons, Cinelli,
James, & Groff, 1997) as well as create difficulties in conducting school assignments
(Basch, 2011).

Furthermore, mental health-related behaviors especially stemming from

emotional distress and depression such as s substance use, smoking, abusing, or any
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type of addiction also affect children’s academic success and educational well-being
(Busch et al., 2011; McLoad, Uemura, & Rohrman, 2012). Thus, there is a risk that
negative health status or negative health-related behaviors may affect children’s
educational well-being negatively. On the other hand, healthy nutrition and regular
participation in sports activities (Busch et al., 2014), low level of stress and absence
of anxiety and depression (Ozer & Weinstein, 2004) bring about increased academic
performance, school connectedness and positive well-being in education.

To sum up, the evidence summarized above guided the analytical framework
of this study, which in turn served to explore the educational well-being of Syrian
refugee children. If the School Well-being framework is taken together with
comprehensive literature on children’s school satisfaction and school adjustment, it
can be claimed that investigating children’s educational well-being entails taking into
various components and multidimensional perspectives. Children’s well-being in
education refers all the system of school context incorporating organizational (e.g.
physical structure, facilities, built environment), interpersonal (e.g. peers, family,
teachers), personal (e.g. future prospects, the meaning of success, the value of the
study, health) dimensions. It should be noteworthy to suggest that these domains are
directionally influencing each other and they should be handled together while

discussing children’s well-being in education.

78



CHAPTER 3

METHOD

This chapter gives an account of the data collection procedures, participants and data
analysis of the study. For this thesis, a qualitative study is carried out by means of in-
depth interviews. The data was collected by means of in-depth semi-structured
interviews and analyzed using a thematic approach. Firstly, the data collection
procedure and participants are explained; then, the data analysis of the study and

ethical considerations will be provided in this chapter.

3.1 Data collection procedure and participants

To explore children’s subjective experiences and evaluations, in-depth semi-
structured interviews with Syrian refugee children were conducted in this study.
Interviews have been performed with 7 males and 5 female participants reaching 12
children in total. The age group of participants is 12-15. Among the participants, 8
children are enrolled in public schools at the different districts of Sultanbeyli, while
others are enrolled in TEC which is located inside of a public school at Sultanbeyli as
well. In fact, the initial goal was to choose all participants from the students that are
all enrolled in Turkish public schools. However, during the times, of field study,
some of the children whose parents signed the informed consent form did not want to
participate in the study, some of them did not come to the refugee center in those
days. Thus, to be able to obtain sufficient data and reach the total number of
sampling group, I had to choose 4 participants from the students studying in TEC.

The TEC that participants enrolled in located the inside of a public school which
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actually serve ordinary national education to Turkish students. In contrast to common
applications observed in TECs that were indicated previously, the school program of
Syrian students does not start when the Turkish students leave the school. In this
school, two floors were completely devoted to Syrian students who are at 7% and 8
grades. Although the Syrian students and Turkish students are present in the school
at the same time; their recess times are totally different. In other words, there is no
interaction between Turkish students and Syrian students.

All participants were recruited from the Refugees Assistance and Solidarity
Association which is an organization working comprehensively with Syrian refugees
at Sultanbeyli where the Syrian population is densely populated. It was established in
2014 with the aim of supporting refugees in different fields and seeking solutions to
the problems of people who have left their country and who are in need of
international protection (Miilteciler Dernegi, 2017). It provides free support to
refugees through health care services, housing and employment opportunities,
educational support, translation, and law assistance (Miilteciler Dernegi, 2017). The
population of the study is chosen from the Syrian refugee children who participate in
the school support courses and various activities taking place in this association.
Those children also participate in after school courses. Their families’ psychological
investment in education is also high. They fairly support and motivate their children
toward education. Taken together, it must be suggested that sampling group of this
study actually represent the children who are in a highly supportive environment. At
the first step of field study, the managers working in the association provided my
contact with children’s parents. Children whose parents allowed their children to

participate in the study and signed the informed consent form were included as
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participants. The profiles of the Syrian refugee children in the field study can be

found in Table 1.

Table 1. The Profiles of the Syrian Refugee Children in the Field Study

Name | Gender | Age | Class | Type of The Number | Father

School residence | of Status
time in Siblings
Turkey

Ash Female | 15 gth Public 3 years 5 Living
school together

Talha | Male 12 | 7% Public 4years |3 Dead
school

Adem |Male |12 |5% Public 5years |4 Living
school together

Haydar | Male |12 |5% Public 3years |3 Living
school together

Leyla | Female | 13 gth Public 3 years 12 Living
School together

Rifat Male |12 |7 Public 6 years |3 Living
school together

Zehra | Female | 13 gth Temporary | 5 years 6 Living
Education together
Center

Musaf | Male 15 gth Public 4 years 12 (one | Living
school of the together

siblings
dead)

Nur Female | 14 gth Temporary | 5 years 5 Working
Education abroad
Center

Damre | Male 14 7th Temporary | 4 years 4 Living
Education together
Center

Maysa | Female | 13 7th Temporary | 3 years 5 Living
Education together
Center

Ekrem | Male 13 gth Public 7 years 4 Working
school abroad
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The interviews were carried out between February 2019 and March 2019. The
interviews took place in a private room of the Refugees Assistance and Solidarity
Association where children are familiar and feel comfortable. At the beginning of
interviews, children were informed of the purpose and the method of the study in
greater detail and they were told that they could withdraw at any point during the
interview. A semi-structured interview with guiding questions and probe questions
focusing on the educational experience of the children was used for this study.
Firstly, the demographics of the children and their previous educational trajectories
in Turkey was attempted to be understood. Demographics involved age, grades,
number of siblings, duration and place of settlement in Turkey. Then, in order to
comprehend children’s perceptions on their educational experiences, the variety of
questions regarding with their social relationships in the school, conditions of the
school, self-fulfillment, and health status were asked guided by Konu and Rimpela’s
(2002) framework.

The participants were asked to comment on their peer and teacher relations.
What the children thought about, and how they responded to their vertical and
horizontal relationships in the school environment were investigated. Relating the
relationships, children were also asked about their parental involvement in their
education. As for another objective, the questions regarding the academic orientation
of the children were offered to participants. These questions included their
experience with homework, lesson burden, courses s/he likes or does not like and the
problems they encountered in managing the school-based tasks and any kind of
supports they need for their academic orientation. The interviews also included the
questions focusing on the children’s experience with regard to access to school

resources, facilities provided by the school, break time activities and out of school
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activities as well as their health conditions and their perceptions on their health.
Their perception about themselves, future prospects, health conditions and their
perceptions on their health were also explored. Subsequently, how children felt about
the school, what do they need to feel better or what is needed to be a happy child in
school were explored. For encouraging children’s responses towards these questions,
prompts related to magic wand were used. In other words, children were asked to
indicate what things they would like to change in school to feel better if they wave a
magic wand in their hands.

It should be noted that since drawings are a fruitful tool for accessing
children’s perspectives (Driessnack, 2005; Thomson, 2008), children were asked to
draw or write the things, people or places that make them happy at school as guiding
question in the first place. However, none of the participants preferred to either
drawing or writing. They simply said that they do not like to draw or write. They do
not prefer drawing as a means of communication. It was an interesting response but it
is not unexpected. Related literature that I reviewed before I started to conduct field
study made me aware that drawing may not be welcomed by every child in every
context and may not be regarded as a positive experience (Dockett & Perry, 2005;
Einarsdottir, Dockett, & Perry, 2009; Fargas-Malet, McSherry, Larkin, & Robinson,
2010). In my research too, drawing or writing as a means of responses did not suit
the participants. It may be likely to stem from children’s cultural context associated
with social and communicational practices (Duncan, 2013) or language
insufficiencies in Turkish writing. Children’s unwillingness to draw or write was
observed and probe questions were used instead. Even though specific questions
were prepared beforehand as probes to be asked, it was important to let the children

built their own narratives’ in order to obtain a better understanding of their
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experience. Thus, the order of the interview questions was not strictly designed;
rather, children’s responses directed the flow of interviews. All of the participants
were fluent in Turkish speaking and all interviews were held in Turkish. The
interviews lasted between 45 to 60 minutes. All of the participants allowed using the

voice recorder.

3.2 Data analysis
In this study, the thematic analysis which is the process of identifying, analyzing,
organizing, describing, and reporting themes found within a data set was used as a
data analysis strategy (Braun & Clarke, 2006). Thematic analysis is a commonly
used approach in qualitative studies since it facilitates to organize and interpret a
wide variety of research questions (Castleberry & Nolen, 2018). Thematic analysis of
open-ended responses from surveys or transcribed interviews enables one to
investigate the key features of a large data context and develop an in-depth
appreciation for the sample group (Vaismoradi, Turunen, & Bondas, 2013). It also
offers to examine the perspectives of research participants, highlighting similarities
and differences between different participants, and revealing unanticipated insights
and knowledge from the data collected (Braun & Clarke, 2006; King, 2004). A
theme captures something important about the data in relation to the research
question and represents patterned response or meaning within the data set (Braun &
Clarke, 2006). It is a well-structured approach to address qualitative data and help the
researcher to develop a clear and organized final report (King, 2004).

For analyzing the data, semi-structured interviews have been transcribed
firstly. After transcribing the records into written form, thematic analysis method was

used to code, analyze and interpret the interviews. The transcriptions were carefully
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read and coded. Key quotes have been highlighted, coded and clustered into themes
in accordance with the analytic framework of the study. Detailed information about

the findings of interviews will be provided in the next chapter.

3.3 Ethical considerations

The study was approved by the Committee on Ethical Conduct in Extramural
Academic Relations at Bogazici University on February 2019. The ethics committee
approval form is available in Appendix A. A comprehensive list of probe questions
used in the interviews were listed in Appendix B. Turkish version of interview guide
was shown in Appendix C. The manager working in the Refugees Assistance and
Solidarity Association shared information about the study with children’s parents,
explained the reasons to be interviewed, and asked for their permission to be
contacted. An informed consent form for parents was prepared both in Turkish and
Arabic. Appendix D shows the Turkish version of informed consent form and
Appendix E indicates the Arabic version of informed consent form. The participants
and their parents were also informed that their interviews would be anonymous.
During the interviews, the voice recorder was used with the permission of the
participants. At the beginning of data analysis, participants were renamed and other
information that may have identified the participants were changed to protect privacy
and confidentiality. Thus, no identifying information with regard to participants was

provided in the final report. Quotations of participants can be found in Appendix F.
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CHAPTER 4

FINDINGS

The educational well-being of Syrian refugee students in the Turkish public schools
is investigated in this research, taking Konu and Rimpela’s (2002) school well-being
model into consideration. The students’ perspectives are studied by paying attention
to their evaluations and interpretations of their experience. In this chapter, the
findings of the study will be presented under four main headings: having, loving,
being, health.

For specifying the distinction, and easing the making comparisons, eight
students enrolled in ordinary Turkish public schools in which they follow the Turkish
curriculum in Turkish language and study together with Turkish students are referred
as participants enrolled in public school. On the other hand, four respondents who are
studying in a temporary education center (TEC) placed in a public school in which
they follow the Arabic curriculum in their mother tongue and study separately from
Turkish students are referred as participants enrolled in TEC.

All participants are going to school regularly whether they enrolled in public
school or TEC. They have been living in Turkey with a range from 3 to 7 years, with
an average of 4 years. Eleven of the children could enroll in school as soon as they
came to Turkey. However, one of them could not enroll since her family lacked
information about the school registration process. Once they came to Turkey, those
students initially enrolled in TEC and then eight of them were transferred into public
school in the last years. 4 students are still studying at TEC and will be transferred

into public schools next year. On the other hand, all children are active participants
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of the courses and activities of Refugee Assistance and Solidarity association for a
long time. They are highly supported by this organization both socially and
academically. In other words, participants are in the highly invested area with fairly
working support mechanism.

All participant living in the district of Sultanbeyli with their families. They
have a proper and clean place in their home to study though most of them do not
have private rooms as they share their room with their siblings or other family
members. Students did not report any problem regarding studying and concentrating
on lessons at home. Instead, they expressed that they spend most of their time doing
homework, preparing for exams, studying lessons in a quite comfortably. In other
words, students’ statements regarding they do not have difficulties about studying at
home relationship between their education and physical features of their homes were

very positive. 14

4.1 Having

Having involved the findings related to school conditions including language issues,
school curriculum, classroom sizes, the availability of psychological and counseling
services, social activities and student clubs, school garden, transportation, eating
lunch at school, healthcare services and other school conditions (hygienic conditions,

temperature).

14 This finding were presented here since it does not fix any categories defined in the School Well-
being model.
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4.1.1 Language issues

The language was included in the “having” category in School Well-Being model.
However, when discussing the issue of refugee children education, the distinction of
categories may be different. It must be emphasized that for refugee children, whose
mother tongue is different than the medium of instruction in the school, language
indeed signifies something more than the school conditions relating the curriculum or
doing homework. For refugee children, the domain of language is also one of the
most important determinants of their relational participation, their experiences in
social relationships, their access to school resources and even their health status.
Thus, indeed language involves and cross-cuts all categories in School Well-Being
model. Nevertheless, for the aim of a clear demonstration of findings, it would be
included in “having the category” in this study.

All of the participants were capable of speaking Turkish fluently. Majority of
them learned Turkish in temporary education centers and support courses that were
offered by refugee associations and community centers. There were also some
participants suggesting that they learned Turkish while they were working (Haydar,
Musaf) or communicating with his Turkish peers in the neighborhood he lives
(Talha). Even though all participants are good at speaking, they are not fully
competent in comprehending lessons and academic reading and writing. Lacking
these skills, the majority of participants enrolled in public schools reported that they
are not able to fully follow the content of courses. This makes their learning process
difficult. On the other hand, participants studying in TEC showed that they encounter
language difficulties only in Turkish courses, specifically in the writing assignments.

I speak Turkish but I can not read Turkish. I mean I can not understand what I
read in Turkish in the lessons(Musaf)
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I know how to read in Turkish, I know how to speak in Turkish; but, it is a
problem for me to understand the Turkish words, to comprehend the lessons
(Asl)

I speak Turkish, I understand what you say; but sometimes I cannot get the
words in the exams, then I make mistakes. Consequently, I get low marks
from those exams. I understand everything spoken in Turkish. I mean [ am
able to speak Turkish. Talking is not a problem. (Adem)

Actually, I speak Turkish but I cannot write in the lessons. For example, I
cannot write quickly what the Turkish teacher tells. (Maysa)

I both understand Turkish and speak Turkish. However, I am bad at writing.
That’s why I sometimes cannot write the answers to questions in my Turkish
homework. (Zehra)

I actually know Turkish; I really speak well. However, sometimes I cannot
write or I do not understand what I read in Turkish. I ask the teacher if I do
not get it. For example, the teacher writes something on the board in the
Turkish lesson, I do not know what that word means. (Damre)

As aresult of lack of comprehension, participants studying in a public school where
the medium of instruction is Turkish stated that they struggle to conduct homework
and course activities. They have considerable difficulties in conducting school
assignments and follow Turkish education materials. In their responses, they also
frequently uttered that they would perform better as if the language of the education
materials was in Arabic.
We have to memorize all of this book. What I will memorize is too much for
me. It really is too hard. If it is in Arabic, I might memorize them all because
I understand Arabic. I do not understand Turkish. Therefore, it is too difficult
for me to memorize a book that is very thick and in Turkish. It is hard. For
instance, I have an exam on 3" March. Do you know the book “Huzur
Sokag1”? It is a five hundred paged novel book. We have an exam in the
whole book. I read but I do not understand so I had to give up reading. I mean
if it is in Arabic, it would be very easy for me to study the book; however, it

is too difficult when it is in Turkish. (Asli)

Since the assignments are in Turkish, I cannot memorize quickly. I could if it
is in Arabic, but it is very difficult to memorize in Turkish. (Musaf)

As can be seen in the above statements, they face difficulties in studying course

subjects and conducting course activities because of the language of education
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materials. Language problem also negatively affects the children’s preparation for
exams and their academic success. They demonstrated that they encounter
difficulties during the exams due to lack of comprehension and their insufficient
vocabulary in the Turkish language. Since children lack an understanding of the
meaning of the certain words or lack knowledge as to how to write certain words,
participants enrolled in public schools showed that they sometimes have to leave
written questions blank in the exams. Accordingly, they become more likely to get
low grades from exams. Furthermore, some participants stated that it is not fair to get
the same exam or assessment with Turkish students since the language barrier cause
Syrian students to fall behind their Turkish classmates. As a coping mechanism to
deal with low grades, findings revealed that children prefer to cheat in the exams or
ask helping from their Turkish peers.

I have difficulty in exams. I cannot write some words as I do not know how

to write them. I leave the questions blank so I get low marks then. However,
Turkish students get higher grades since they know the meaning of words. It
is not an equal situation. (Leyla)

In some questions, there are words that I do not understand and I stuck on
these questions. It is forbidden to ask questions to the teacher during the
exams. We cannot say “Teacher, what does this word mean?”. Well, if I do
not get the word, I cannot answer the question; it stays blank. We are not like
Turkish students; then, we get low grades. It is not an equal situation, I think.
(Asl)

Let me tell you a story. I had an exam last year. It was the first time [ saw a
Turkish public school. I got nothing. Sometimes I could understand the
lessons, but I could not understand anything in the exam. Thus, I asked the
teacher in the exam: “What is written here?” He did not answer me. He said
“I cannot explain the meaning of words to you. You are at the exam; you
have to find to answer by yourself.” Consequently, I got 24 points from that
exam. The teacher said that I would have the exam again alone, apart from
Turkish students. In that exam, the teacher explained what I did not
understand since I was the only one in the exam. I got 70 points at that time. I
mean | asked the teacher what I did not understand and he explained the
meaning of words for me. It was better for me to get good grades. Thus, I
believe that it is not fair for us to have the same type of examination together
with Turkish students. (Musaf)
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Sometimes, I cannot make it in the exams as there are unknown words for
me. So, I ask my friend the meaning of those words or I look at her/his paper.
It is forbidden to cheat, to look at another students’ paper in the exams.
However, since there are lots of words that I do not know, I must look at my
classmate’s exam paper. (Adem)

The exams are difficult because of Turkish words. That’s why I want to study
in a Syrian school. I know the language; I can make it there. But Turkish is
very difficult for me. (Ekrem)
Some participants stated that they have an easier understanding of numerical courses
rather than verbal ones. The numbers, symbols, and formulas contained in the
numerical courses were more familiar to the students and facilitated their
understanding of the lesson as well as getting the high grades.
The easiest lesson for me is Maths since there is no writing. There are just
numbers and formulas. So, I do not care whether it is in Turkish. For
instance, I got 90 points in Maths; however, I got 36 points in Turkish lesson.
It is because of the fact that maths includes just the numbers, no more
unknown the words. (Haydar)
Maths homework is easy for me, I can manage the math assignments, but
other lessons’ homework is difficult. There are many Turkish words. How

can I know what they are? (Ekrem)

Maths and Physics are easy, no writing. All of them about the numbers and
formulas. I memorize the formulas and I can make it somewhat. (Musaf)

Two students expressed their concerns about forgetting their Arabic language skills
as a result of being enrolled in a public school where the medium of instruction is in
Turkish. They have worries about losing their Arabic language skills and fluency in
their mother tongue. Commenting about this issue, another participant studying in
TEC shared his concern about a risk of failing in religion courses after being enrolled
in a Turkish public school.

I forgot to read in Arabic because everything is in Turkish at this school. The

books are Turkish, the teacher writes Turkish on the board but then again I

speak Arabic. As all the lessons are in Turkish, I forget Arabic. I am more

successful in Arabic lessons. I do not want to forget Arabic. I like speaking
Arabic. (Ekrem)
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It is said that when we are transferred to the public school, the medium of
instruction in this school is going to be Turkish. We can forget the Arabic
language since we study in Turkish. In this case, we might get low marks in
religion lesson and Quran lesson. I do not want to forget the Arabic language.
My family speaks Arabic. I speak Arabic. It is my language. I hope, I would
not forget Arabic when I start to study in public schools. (Damre)
Since the medium of instruction is in Arabic, students studying in TEC indicated no
difficulties in following the content of courses. In the statement of those students,
there was no evidence that students have difficulties in getting high grades from
exams, doing homework and other course activities since they follow the curriculum
in their own mother tongue. Difficulties were only expressed about the assignments
for the Turkish lessons.
Just Turkish lesson’s exam is in Turkish. Normally the other lessons’ exams
are in Arabic. I am not bad at Arabic exams, but [ have difficulty in Turkish

exam. There are some words that I do not know in some questions. (Maysa)

Our school is a Syrian school. I do not have difficulty in lessons because they
are in Arabic. [ understand Turkish lessons, too, but less than Arabic. (Zehra)

Interestingly, all participants studying in TEC emphasized that they are quite
satisfied with the content and structure of Turkish courses that are provided in their
schools. They also expressed their high level of satisfaction from the Turkish
teachers in their school. They asserted that they are good quality teachers, they teach
well, and this is a positive situation for them.
The Turkish teachers at our school teach Turkish very well. All the teachers
know me, my name because I used to participate in Turkish lessons. This is a
positive and good thing. (Nur)
I am happy in Turkish lessons because I love my Turkish teacher very much.
She comes to our classes a lot, she behaves well, teaches the lesson very well.
I understand her very well since she speaks slowly and understandable.
(Maysa)
Learning Turkish is amazing. There are lots of rules. We must learn them all.

Our teacher tells those rules very well. We must learn all the Turkish rules.
We have amazing Turkish lessons at schools. This is perfect. (Zehra)
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Results from the interviews suggested that participants both enrolled in public
schools and TEC, utilized various strategies in order to improve their proficiency in
the Turkish language. They asserted that going to a community center or
participating in after-school support courses is a good advantage for their Turkish
language development. Interestingly, the majority of participants believe that this
kind of courses should be developed around the vocabulary and reading skills, rather
than grammatical issues specifically.

We have to learn new words. There are lots of words in Turkish. There must
be a course which teaches us new words. (Leyla)

I go to courses apart from school. I go to the refugee association for example.
It helps my lessons. Apart from this, I think there must be a course for just
Turkish reading for improving our Turkish reading abilities. (Maysa)

Reading support is important. I mean, we could learn Turkish better if there
would be more reading lessons at school and at the refugee association.
Turkish teachers mainly teach the rules of grammar. They generally mention
the rules, these rules, and those rules. However, we have to get specific
reading lessons to improve our overall ability in the Turkish language.
(Musaf)

A supply for the new Turkish words would be good for us. There too many

words. We can not know all of them; so it is necessary to learn new words.

(Asl)
On the other hand, commenting on the things that she wants to change in school, one
of the participants studying in public school proposes separate educational
environments in which they are provided with good Turkish teachers to overcome
their language difficulties in the school. She believes that if the class is composed of
only Syrian students and the Turkish teachers speak slowly and apprehensible, they
would understand the lessons better. As she put it:

I have an idea that I would like to share with you. In my opinion, Syrians

should be in a different classroom separately from Turkish students at a

school. For instance, one classroom should have consisted of full of Syrians

but their teacher must be a Turk. On the other hand, Turkish students must be
in a different classroom. Yes, because when the Turk teachers speak quickly,
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all the Turk students understand and reply. However, we do not understand.
The teacher must speak slower to us. Therefore, we need a different
classroom where only full of Syrian students. Otherwise, we cannot
understand the lessons. (Asl1)

4.1.2 Curriculum
During the interviews, participants enrolled in public schools indicated that they have
various difficulties not only because of the language of instruction, but that the
subjects cover the material they are unfamiliar with. Some of the participants stated
that the content of the Turkish curriculum and courses’ certain context do not
correspond with their own cultural experiences.
I cannot understand some context of the courses. Your history is different
from our history. The history we learned in Syria is different from the one
you learn here. For example, I cannot understand the social studies lesson.
Your dates, your events, your history is not the same as ours. I cannot get it. |
cannot comprehend. (Rifat)
I do not understand some lessons. The school in Syria was different. The
school in Turkey and Turkish books are more different than the ones in Syria.
I do not know how to explain myself. (Haydar)
I have difficulties in social studies exams. The subjects are difficult. In fact,
they are not difficult, but different. In Syria, our social studies subjects were
different. It was hard to get used to subjects here. Therefore, I attend to the
social studies support courses at school. (Leyla)
Two participants showed that they had been already acquainted with the subjects in
the curriculum since they experienced a different education system as well as
different curriculum in Syria. Thus, a further theme that emerged from the interviews
was the problem of equivalency.
I must be at the 6" grade now but I am at the 5" grade since there is a specific
education system here. Children were put in different classes rather than their
own grades. For example, a child must attend the 7™ grade but they cannot
put that child in that class directly. First, children have to finish the 5" grade;
this is the rule. After finishing the 5" grade, they can attend the higher grades.

I mean, regardless of their real grades, Syrian students have to attend 5%
grade for a year. I also started from the early stage, from the 5" grade.
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However, I already know those subjects and lessons. There is no need to do
like that. I lost a year for nothing. (Talha)

In fact, the lessons here are not difficult. If they were in Arabic, they would
be easier. For example, in Syria, we already had taken biological lessons that
we have learned in 9 class in Turkey. That’s why I sometimes get bored
during biological lessons. I mean the curriculum was different in Syria. We
had different lessons in different grades as compared to Turkey. (Asli)
Some of those interviewed suggested that to benefit from the content of the Turkish
curriculum, they participate in the after-school support courses in the school. These
courses generally take place in the schools during the weekend for 4 hours. In these
courses, students participate in Mathematics, Science and Turkish classes. It was
revealed that the main intention behind these courses is compensating Syrian
students’ gap in following the courses to accelerate their adjustment into Turkish
curriculum.
There are support courses at our school on the weekend mornings. They
arranged this program for us to be like Turkish students, as good as they are.
To make us better and learn more like Turkish students. They give maths,
science and Turkish courses to us. (Rifat)
Turkish government opened the support courses for us. There are Turkish,
science, and maths lessons. These courses happen at the weekends at our
school. I participate in these courses every weekend. All my Syrian friends
come, too. The intention behind these courses is helping Syrian students to
develop themselves and their ability in Turkish speech; in other words, to
know lessons and Turkish language as good as Turks. (Talha)
There are evening courses every weekday after school ends. Every volunteer
child can join those courses. All school lessons are provided for us to learn
the kind of subjects that we could not comprehend in class during school
hours. It helps us to be good as Turkish children. (Leyla)
A further issue related to the curriculum that emerged from the interviews was the
long class hours as it leads to a decrease in children’s performance at school.
Students enrolled in public schools remarked that they feel exhausted at school

because of the long lesson schedule. They also denoted that they had fewer class

hours at the schools in Syria. Interestingly, even though students enrolled in TEC are
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also exposed to the same course schedule and the same amount of class hours, this
theme did not come up from the statements of these students.

School time is too long as it lasts from 9 a.m. to 4 p.m. The students get tired.
Too many hours, too many lessons. It takes too much time. There are too
many subjects on our schedule. I wish it was shorter, finished earlier. The
school time is too long from 9 a.m. to 4 p.m. It is too boring. I mean too many
hours in a day for school. (Asli)

Our school in Syria was 4 hours a day. Here, there are 7 or 8 hours at school.
If the breaks were 5 or 10 minutes, the school would be finished at 12 p.m. or
1 p.m. But breaks last 20 minutes or 40 minutes. On the other hand, the
lesson time is 40 minute. If we had shorter breaks, the school would end
earlier. The breaks last long. It should be changed. (Rifat)
The school time is too long. It lasts by the evening. I mean it is too much. I
get too exhausted at school. It was not like that in Syria. When I first came to
the Turkish school, I was surprised that the duration was so long. The school
must finish early so that the children can listen to teachers better without
getting tired. (Leyla)
All participants in the field study indicated that they found the burden of homework
and course assignments as normal most of the time. No evidence was found for
student’s difficulties in dealing with the homework and managing course activities
except the assignments of religion courses. It was revealed that the majority of
children have a computer in their homes and they often benefit from the internet for
doing their homework and other course assignments. On the other hand, some of the
students from both public schools and TEC complained about the excessive amount
of homework given in the scope of religion class.
The homework is not difficult; it is tolerable. We usually do our homework
easily. We have a computer at home. I use the Internet to do homework
mostly. (Adem)
For example, teachers give us homework to search on the Internet. I search
the sources and I write the answers. They are easy. None of them are hard.

Only performance homework takes a little longer. I have my brother do some
kind of my homework. (Musaf)
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If the lessons were difficult then the homework would be difficult, too. But,
thank God, the lessons are easy, not hard. I often do my homework on the
computer. (Damre)

They give a lot of homework recently. It is about memorizing. For example,
they make us memorize the first four verses of the Quran’s suras. (Rifat)

I swear the God; we have great deal amounts of homework for Quran class.
Teachers say that they do not give us too many homework, and they say there
is a weekend in which you have enough time to deal with. But the homework,
they give us, is too much. I spend my whole time on Quran homework.
Every week is the same. (Nur)
4.1.3 Class sizes
Data emerging from the interviews showed that the class size in public schools range
from 28 to 37 students, while the average class size at TEC is 15 students. In other
words, there is a significant difference between the class sizes of public schools and
TEC. Accordingly, some participants studying in public schools expressed concerns
about the crowded classes they participated in and showed that it negatively affects
their overall comfort in the classroom. They argued that the crowded classes impede
their learning process as they could not hear the voice of teachers due to the voices of
other students making noises during the class. Similarly, they also argued that they
cannot participate in class discussions and cannot ask questions about the course-
related subjects that they did not understand since there are too many students in the
class who want to participate in the ongoing classroom discussions.
As the lessons are in the Turkish language, it is necessary that the teacher
should speak slowly and understandable during the lessons. The class is too
crowded. There are 37 students in the class. The children chat with each
other. We can not hear the teacher when they speak out. Nothing is heard.
(Adem)
The class is too crowded. For instance, if I do not understand what is written

on the board, I would like to ask the teacher to explain; however, until my
turn comes, it passes quickly. (Leyla)
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On the other hand, students studying in TEC were found as relatively satisfied with
the class sizes in their school. However, they reported that they were more crowded
in the classroom in the previous years and this caused problems in the classroom
environment. These students expressed the problems in terms of difficulties about the
entrance to classrooms during the break times and the stuffiness that existed in
classrooms.

We were crowded, there were 45-50 students in the same classroom earlier

times. Now, it has changed. We are divided into three different classes. It is

better now. It was very crowded before; hence, children had difficulties in

getting in and out to the class. Some were felling down. (Damre)

We are 15 in the classroom. It is a new situation. Before now, we were about

50 in the classroom. There was not enough fresh air in the classroom at that

time. (Zehra)
4.1.4 Psychological counseling and guidance services

By and large, the overall response to the psychological counseling and
guidance services in the schools was negative. Although they are available in all
schools, students’ access to these services is limited, not only because of the inactive
role of counseling and guidance teachers, but also the reluctance of children to get
support and talk about their issues. The majority of those who responded to this item
indicated their lack of motivation to benefit from these services and discuss their
problems with the staff in these services.

I do not see the counselor teacher at school. There are some students visiting

her/his room, but I do not. How should I say? [ am embarrassed to talk to

him/her. (Haydar)

I do not want to speak to the counselor teacher. I think students go to his/her

room when they want to speak to the counselor teacher. I have never been

there. I just saw that teacher one when the term started. I have not seen
her/him since then. (Leyla)
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Some participants specified that these services are active only in case of conflict and
fight among children most of the time. Students see the counseling and guidance
teachers only if there is a problem related to classroom order as s’he comes to class
to solve these issues. Conspicuously, some informants reported that they saw
guidance and counseling teachers only at once predominantly at the beginning of the
academic year. There was no evidence that students personally received any
psychological support by the counseling and guidance services.

I think there was a counselor teacher at school but we saw once and never

again. S/he asked our names, country and such things but that was all.
(Ekrem)

At the beginning of the term, the counselor teacher asked us questions such as
“when did you come to Turkey? What has happened since you came here,
which grade are you in, what do you do, how many siblings have you got?”
After that, I have not seen her/him again. I do not know what s/he is doing
now. (Talha)

We went near her/him once. S/he said we would do an activity but we did
not. We drew pictures of our favorite food, singer, song and the things we
dislike such as animals. We drew them on the paper. S/he said I would do an
activity with these drawings but s/he did not. We would do in the last term.
We asked her/him why did not we do the activity. S/he said, “I won’t do the
activity; the term is over.” We did not do the activity (Rifat)

Let’s say some children who fought each other, there is a problem; then, they
go to the counselor teacher’s room, they see that teacher. (Damre)

For instance, we had a fight once, there was a problem. The counselor teacher
came to our class and s/he said “do not act like that, this is not good behavior,
you come to school to learn the lessons. You are grown up. You should
exhibit appropriate behaviors at school. You will become a teacher or a
doctor.” In sum, s/he talks about rights and wrongs. I mean if there is a fight
in the class, s/he comes. Otherwise, I do not see him/her. (Nur)

A further problem related to the availability of psychological guidance and

counseling services emerging from the interviews was that guidance and counseling

services are sometimes provided by other branch teachers to children studying at

public school. As two interviewees put it:
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Our counselor teacher at school is an English teacher in fact. But another
teacher enters our English lessons. When the counselor teacher come into our
counseling lesson, we ask our questions that we did not understand in our
English lesson. Then, s/he tells that subject again. Since s/he is actually an
English teacher she helps our English course assignments. I mean we
generally talk about the English course with her/him during the guidance and
counseling lesson. (Haydar)

There is a teacher who enters both writing lesson and music lesson, that
teacher is our counselor teacher. Although s/he gives both music and writing
lesson, s/he also gives counseling lesson too. The counseling teacher
generally says “Do not fight, it is not right.” In her/his lessons, we read
Turkish books most of the time. In fact, that teacher gives us Turkish readers
then we read them in the lesson. (Adem)
It is also remarkable while talking about the psychological guidance and counseling
services in the school, one participant studying in public school raised the issue of
guidance counselors’ gender. He uttered his hesitations about communicating with an
opposite-sex teacher about his issues. His statement may open a window for the
discussions around gender-mix/segregated education:
Let’s say the counselor-teacher asked a question to a girl, she may not be able
to answer it in front of the boys. Similarly, a boy cannot answer or cannot talk
with this teacher in front of the girls, maybe. There must be something special
about these situations. It must be arranged separately for girls and boys. I
mean male teacher would meet with boys and talk about their issues. I do not
know how should I explain, but it must be confidentiality for boys and girls
separately. (Rifat)
4.1.5 Social activities and student clubs
When asked if there are social activities or student clubs in their schools, the majority
of the participants in public schools said that there were student clubs at the
beginning of the semester but they did not organize activities during the whole
academic year. Besides, majority of the students specified that they had no freedom
of choice regarding the student club they want to participate in.
There are some sport and trip clubs at school. Ideally, you should have a

chance to choose any club you want. In contrast, my teacher wrote my name
to an Arabic club despite the fact that I did not want to choose this club. The
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teacher writes the names of students’ according to her/his decision. Actually,
I wanted to join the Trip club. However, as I am Syrian, s/he wrote my name
for the Arabic club, I guess. (Musaf)

Yes, there are clubs at our school but we gathered only once and we made an
election at that time. We were chosen to certain clubs but we never had a
meeting again. There was no activity. I chose the Art club but nothing
happened in that club. Only, we had a club election at the beginning of the
term. (Asli)

I did not choose my student club. The teacher told me the club I will attend.
S/he gave the membership her/himself. Indeed, the teacher forces some
children to choose which club they will join. My club was “Human Right
Club” or something like that, but I did not choose by myself. Sometimes, you
can exchange your club with a friend if you have both a deal. (Rifat)
On the other hand, the overall responses of interviewees studying in TEC related to
the availability of the student clubs in their schools were negative. They reported that
their school has neither student clubs nor any kind of common social activities.
Instead, a few respondents mentioned Quran reading activities and Turkish reading
competitions as the social activities held in their schools.
There are no social activities or student clubs at our school. But, I can
mention that there is a teacher who organized Quran reading activities. If we
have idle class sessions except for normal lessons, we read the Quran as an
out of course activity. (Nur)
There are no such clubs in our schools but there are Turkish competitions
both at our school and among other schools. For example, at the end of the
first term, there was a Turkish competition among the schools. The winner
was from our school. (Damre)
The religion-based activities, especially reading the Quran are widespread also in
Turkish public schools. In fact, the activities regarding Islam and the Quran was
referred by some informants as the main social activities in school. For example,
when the availability of the social activities in their schools asked, two of the
respondents said:
Once a month, we have Quran reading meetings. We also have a masjid at

our school upstairs. We are on duty there on Fridays to keep the children
quiet there. Every Friday, there is Friday salaat at noon in our masjid.
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Students pray and perform salaat here. We stand in front of the masjid’s door
to warn the children not to disturb the prayer students. We keep them silent.
(Musaf)

We have Quran reading activities at our school. There is a competition
nowadays. Quran Reading Competition. We will have a few days later. If you

finish the book and read from cover to cover in fifteen days, then you will be
the winner and get the 8000 TL price. (Haydar)

4.1.6 School garden
Regarding the school infrastructure, all respondents indicated that a big garden which
has areas for doing sports and playing games are available in their schools. This is a
remarkable finding since a number of children placed the school garden as the area in
school where they feel happiest. Some children prioritize the garden for their
happiness in the school since they feel free and have fun with their friends there. The
importance of school garden was also emphasized while participants were discussing
their leisure time activities they perform in school. During the interviews, a majority
of participants often expressed a desire for spending time in the school garden during
the break times. The reasons behind the children’s interest in school garden are
provided at below statements.
The school garden is where I feel the happiest at the school. We sometimes
chat with my friends or sometimes we play football matches. There are two
gardens indeed. Upstairs is with green grass and trees, downstairs is ordinary.
We play football at downstairs. We have conversations at upstairs. We have a
great time in the garden. (Damre)
I swear the God; I feel happiest myself in the garden. The weather is fresh
and mild. There are buddies. We walk around as we want. I love being in the
garden. I feel free in the garden. (Musaf)
The school garden is very big and beautiful. There are two fields for both
football and basketball. There are places for walking around, benches to sit.

We sometimes eat our lunch at the benches. We have fun in the garden, truly.
(Haydar)
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4.1.7 Eating lunch at school
All participants stated that they eat their lunch at school whether bringing the
prepared meal from their home or shopping from the canteen. However, a few
respondents mentioned their concerns that the school canteen is expensive as
compared to market prices; therefore, shopping from the canteen are less preferred.
Related statements provided below suggest the reasons for not shopping at the
canteen.
I'm bringing my food from home. There is a canteen in the school but it is very
expensive. Prices in the canteen are equal to twice the price outside. (Adem)
I usually bring my lunch from home, but sometimes I take pocket money from
my family then I buy food from the canteen. However, most of the things are
very expensive at the canteen. For instance, some food at a grocer is 1 TL, but
itis 1,5 or 1,75 TI at the school canteen. In other words, grocery prices and
canteen prices are very different. I wish the prices were the same. Everything
is very expensive at the canteen. (Talha)
The canteen is more expensive than the grocers outside. For instance, the
chocolate “Karam” is 1,5 TL at the grocer but it is 1,75 TL at the school
canteen. Moreover, doner kebab was 3 TL, now it is 3,5 TL. The price of ayran
has been raised too. (Rifat)
The canteen is expensive but I sometimes buy something from the canteen. I
should say that it is more expensive than grocers outside. That’s why I bring
my lunch from home most of the time. (Damre)
4.1.8 Healthcare services
Considering the statements of all participants, it was found that the infirmary is
available in all schools. However, some of the students both in public schools and
TEC stated that they were not aware of infirmary’s existence in their school. They do
not know its place in the school as they did not go there before. In other words, the
use of the infirmary in both public schools and TEC is not widespread among the
participants. On the other hand, in one case, the informant who has a chronic disease

and studying at TEC, interestingly commented about the indifference of infirmary

staff in her school:
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The nursery does not look after me. I have asthma. I have breathing
problems. Sometimes, I have to go to the infirmary but she does not take care
of me. (Nur)
4.1.9 Other school conditions
In general, participants said that their schools and classrooms are clean and
sufficiently heated. In the children’s responses, no evidence was found for the
existence of unhygienic education environments for both types of schools. On the
other hand, only two children have complained about the low temperature of the
school, especially during the winter.
The school is cold. There is one heater in the classroom. Everybody goes near
it in the breaktimes. We never take off our coats in the classroom during the
winter. There are some heaters but just one is on, others are out of use.
(Musaf)
There are two heaters in the classroom. When I feel cold, I sit next to it in the
breaktimes. I sometimes wear my coat to get warm. (Rifat)
4.1.10 Transportation
All participants were living in Sultanbeyli and are enrolled in the schools that are
relatively close to their home; nevertheless, the distance between their home and
school requires the use public transportation or school services in most cases. It was
revealed that all participants enrolled in TEC, use free school services as a way of
transportation. They reported that it is free and it eases their access to schools. On the
other hand, participants enrolled in public schools often use public transportation or
paid school services with the exception of one interviewee who walks between his
home and the school. The school is far away from his home as each trip takes at least

45 minutes.

Our home is very far away from the school. It takes 45 minutes. I always
walk. (Talha)
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Concerning with this theme, one informant attending TEC who uses free school
shuttles as other participants in his school surprisingly underlined the importance of
distance between home and school for the children to access to schools. His
statement given below provides valuable findings for the discussions around
children’s transportation and access to the schools.
If I were the school principal, I would build schools everywhere. I would
build a school near each house so that it would be easier for children to go to
school. For the children to go to school comfortably without getting
exhausted while going to school. Especially when it rains or snows to protect
them warm. (Damre)
4.2 Loving
The section explores the social relationships influencing the overall educational

processes of children. Peer relations, teacher relations, and parental involvement are

given as a domain under this section.

4.2.1 Peer relationships

A recurrent theme in the interviews amongst respondents was that the importance of
friends and friendships in schools. All informants placed great emphasis on the
importance of friendships for their quality of school life. They consider close and
intimate peer relationships as a contributive factor for their school life. The
comments below illustrate that children feel happy and well in school when they are
hanging out with their friends, having a conversation, playing and having fun with
them.

I think friends are very important to be happy at school. One must have good
friends who never fight, fine friends, so school will be a great place. (Talha)
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When my friends are by my side, I feel very happy at school. I get along well
with them. We chat, we talk. For example, when we have a problem we share
with each other and we try to find a solution together. (Zehra)

I love my friends. We play together. The greatest time at school is when you

are with friends. (Haydar)
The majority of informants studying in the public school indicated that they mostly
hang out with their Syrian peers in the school rather than Turkish ones as their close
friends are Syrian children. They like their Syrian friends and they feel comfortable
next to them. During school hours, they have a conversation, make jokes and play
games with their Syrian peers. Some respondents indicated that they usually prefer to
sit at the same desk with Syrian peers in the classroom. Comment below
demonstrates the close friendship between participants and their Syrian peers in the
school.

I love my friends very much. I am fine when I am with them. I mean the

greatest time at school passes with friends. We play together. They are also

Syrians like me. We play football matches, hide and seek, play tag, 11-50 we

play. (Haydar)

I have a Syrian cousin in my class. S/he is my best friend. We sit next to each

other. We chat, we talk to each other. We sometimes make jokes. We play

card games in the idle classes. (Talha)

I love being with my friends. We always play a lot of games. There are

Syrian friends in our class. We usually play with them. When we do not play,

we chat, we talk about what is going on in our lives. (Adem)

I have a friend from the 5 grade, Mahar Asta. He comes to our classroom in

the recess. I always play with him, meet him. He is Syrian. He has an elder

brother. I meet him, too. (Ekrem)

I have both Syrian and Turkish friends at school. However, my best friends

are Syrian. They are Syrians and studying in another class. I also get along

well with my friend sitting next to me. She is from Syria as well. She is also

at the refugee association today. We usually go to the refugee association
together. (Asli)
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Regarding peer relations, only a small number of interviewees studying together with
Turkish students in public school elaborated on the issue of a positive relationship
with their Turkish peers. One interviewee indicated that his Turkish peers help him
to understand some subjects in the lessons that he did not understand because of
language. He also stated that they study together and do homework.
There are both good and bad Turkish children. We sometimes study together
and do homework together with our Turkish classmates. When we do not get
the subjects in course, we help each other to comprehend better. We do peer-
teaching. We discuss what the teacher told in the lesson. For example, if I do
not understand a question, I ask it to my Turkish friend as he knows better.
He explains the question to me. He helps me. (Haydar)
On the other hand, in the domain of peer relations, negative attitudes of Turkish
children were found as a recurrent theme coming up from the responses of
participants studying together with their Turkish peers in public school. A number of
respondents expressed that their Turkish peers in class or school behave badly and
rudely to them. All of those who responded to this item in such a way claim that
Turkish students labeled them as “Suriyeli” and they behave accordingly. Syrian
students are rather aware of this stigmatization and bullying. As a result, they feel
disturbed. To illustrate, one participant reported that he had to change his school
because of his experiences of being bullied in his previous public school.
I had a fight with a Turkish guy. He was talking trash. He is cursing me in
Arabic. He has Syrian friends. He learned Arabic curses from them and
telling me. He was treating me badly. Thus, I called my mum and said I
wanna go to another school. I changed my school and I came to my current
school. (Ekrem)
The issue of discrimination and bullying was a very strong theme in children’s
responses who are studying together with their Turkish peers in public school.

Findings suggested that the negative attitudes of Turkish peers towards Syrian

refugee children are often embedded in daily practices and conversations. These
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statements and negative behaviors especially become more prominent in the events at
recess and the end of the school day. The children who have been excluded and
bullied at the school reported that they feel unhappy in the school environment
because of this kind of negative attitudes and stigmatization they are exposed to.

Honestly, I am not happy at school because of the fact that Turks do not like
us. They treat us badly. For example, we stand somewhere, they come and
suddenly disturb us, they call us “Syrians”. (Talha)

That Turkish boy talks too much, he teases us. There is another boy. He is tall
and beats the children as he is taller than us. The last term, he teased my
cousin, he scratched my hand a little. I took him to the principle. That boy
says “I won’t beat you, I won’t interrupt you; but he lies. He does. Our
teacher changed our seats. He sat behind my desk. We replaced his seat. He
stills says “I will sit back to my old seat, you will see.” He threatens us.
(Rufat)

Fights and conflicts happen because of the fact that I am Syrian. They are
Turkish and they tangle with me. They say “you are a Syrian, go away”
although I never do something to them. This situation makes me sad.
However, there is nothing I can do. (Adem)

For example, my Syrian friends came to my class from other classes and
Turkish students in our class told them they had to get out since they were
foreigners. They said that “Turks could enter to class; Syrian have to go out
from the class.” They do not allow Syrians to enter our classroom. They
especially behave towards us like that when we first came here. This is
because I think it is hard to get used to us initially. To find a solution, I tried
to talk to them. I said that it would not go on like that. (Asl)

For instance, sometimes when the school ends Turkish children from other

classes comes to our class and tangles with us. One of these children told us
that “Come here, I will beat you.” He does not like us, so he tries to disturb

us. He tangles with us at the exit of the school. (Ekrem)

We cooked a meal at our home and brought to school. Our Turkish friend
asked us whether “it is homemade or not.” They do not want to eat our
traditional food. They do not eat our food; thus, in those days, first, they
wonder whether we made that meal or not. If we specifically cooked the
foods, they do not eat them. (Asli)

There is a board game we play drawing on the paper. We play in the recess.
There are two groups in the game. For example, one takes Syria country, one
takes Turkey country. I take Syria country on the paper game. They say you
are not Turkish, go away and they say “How about being from Turkey? Let’s
choose Turkey in the paper game.” (Musaf)
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As can be seen from the above statements, responses of children suffering from the
discriminatory behaviors of Turkish students in the classroom and school are
reflected in their narratives as they feel uncomfortable and anxious. A few
informants expressed that they preferred to discuss this issue with school managers
as a kind of strategy to deal with the negative attitudes and behaviors they
experienced in the school environment. In other words, students try to find a solution
to struggle with the problem of bullying by seeking the help of school managers and
teachers.

The boy from 7 grade always interrupts the Syrian children. Since I am
Syrian, he tangled with me, too. For example, he tells something bad and
disturbs me. He calls me “Syrian donkey”. Even though I do nothing to him,
he says rude things to me. I feel uncomfortable. I went to the principal’s room
and complained to him to the principal. The principal was angry at the boy.
He warned him. Since then, he has never disturbed me. (Haydar)

There is a Syrian boy next classroom in, 7-B. The children beat him in the
aisle although he does not do anything bad to those children. I recommended
him to go to the principle or tell the teachers. However, he could not go to the
school principal or teachers since he is afraid of being beaten. He says “They
may hit me if I do so.” Due to his fear, he hesitates to talk about this situation
with the principal. (Ekrem)

There are some Turkish children who behave badly to the Syrian boys in our
class. They throw their belongings on the floor and make them angry at
recess. We complain them to the principle and the teachers but nothing
happens. There is no need to act like that. Children should treat each other
properly. (Leyla)

Moreover, there were also some suggestions from the participants that the separate
school environments should be provided for Syrian students to prevent the
discrimination and bullying they encountered in school.
It should be a separate school for Syrians. It must be like the Refugee
Association. There must be no Turkish children in the class; however,
teachers should be Turkish. We should study as much as to communicate

with Turkish teachers. As I said before, it should be particular for Syrians,
Turkish children should not enroll in this school. (Rifat)
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There must be a particular school for Syrians in which only Syrian students
attend. I want to go there. My friends, my sister, my relatives are there
[Temporary education center]. I want to go to that school. I have a lot of
friends. I am happy, I am comfortable there. That’s why I want to study there.
(Ekrem)
I wish Syrians were in a separate, different school. There can be lessons in
Turkish language but only Syrian students should at that school. I will feel
more comfortable there. (Asli)
On the other hand, participants studying in TEC separately from Turkish students
suggest that they have a good relationship with their peers in general. By and large,
children’s responses to questions about their quality of friendships are very positive.
All children appear relatively happy with their friendships. None of the respondents
reported the discrimination or peer bullying they encountered in the school
environment.
I get along well with my classmates. We have the same interests. We chat, we
play. We are all friends. We are all Syrians. I regard all the children in my
class as my real friend. They love me, I love them. We are like siblings.
(Maysa)
When I am with my classmates, I feel happy. I get along with them. We have
good communication. If we have a problem regarding the school or our
private life, we always share everything with each other. (Zehra)
Concerns regarding the negative peer relations in the TEC is not widespread.
Nevertheless, it is noteworthy to address the statements of one interviewee studying
at TEC who expressed the negative relationships between her and her Syrian friends.
Her statement was not about the experience of discrimination or being bullied by
other children. She indicated that the relationship with her friends was damaged
because of the personal issue. She told that her best friend and her ex-boyfriend
became a lover. During the interviews, she often underlined how this situation

affected her emotions negatively and her friendships. She does not want to spend

time with her friends in class because of the troubles she experienced at past. Instead,
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she prefers to be alone at the class without hanging out with friends. She suggested
that she does not like anybody in her school. During the interview, in her different
responses, she also implied several depression symptoms which will be discussed in
the health domain. Talking about her relationships with peers, she said:
We argued with one of my close friends a lot. She told that she did not love
me, she was not my friend anymore. We had a lot of fights with my friends.
He said that he did not love me. He was not my friend anymore. He is my ex-
boyfriend. He was the most beloved friend of mine, the closes friend. Now, I
do not talk to his friends, either. I do not speak to anyone in the class. I sit
alone. I am very sad. (Nur)
A number of participants studying in TEC drew attention to the issue that friends as a
reliable source of support. They described trustworthiness is a key aspect of their
friendships in school. In their statements, they attached importance to the notion of
trust as they want to be trustworthy for their friends and they expect that their friends
would be reliable as well. Thus, a number of participants did identify a link between
trust and being close friends.
It is very crucial to have good friends. I get along well with everybody at
school; besides, I have a few close friends. They are rather trustworthy. For
instance, if I tell my secret to my friends, s/he never shares it with anyone
else. They keep my secret firmly. I mean they are so trustful. Similarly, when
they give me their secret, I never tell it to anyone else. (Damre)
I have a best friend in my class. We have been friends for three years and I
tell all my secrets to her, so does she. She is a Syrian, too. She is my fellow.
We know each other’s private, about our lives. She is very reliable so I love

her. (Maysa)

We share our secrets. They know me very well. Similarly, I know them well,
too. We really trust each other, I mean. (Zehra)

4.2.2 Teacher relationships
Like peer relationships, teacher relationships were one of the categories discussed
frequently during the interviews. A number of respondents prioritize teachers while

they were discussing their feelings of happiness in their schools. On the other hand,
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in response to the relationship with teachers, both positive and negative responses
were elicited from the interviews. Positive relationships with teachers conceptualized
around the themes of loving, care, assistance, and support, which participants have
described as being fundamental to their relationships with teachers. In contrast,
negative relationships surfaced mainly in relation to indifference, neglect, shouting,
and discrimination. A recurrent theme in the interviews was a sense amongst
participants about the importance of teaching and learning in their education process.
As seen in quotes below, all of the children identified “teaching well” as an
important factor to be a good teacher. Students like the teachers who re-explain the
specific subjects or some content of the courses they don't understand. Thus, for the
majority of students, being patient and showing an intense effort for teaching courses
are reported as the crucial factors contributing the positive teacher-student
relationships.
I like that teacher most since s/he likes Syrians and she helps us a lot. S/he
tells and explains the topics of the lesson that we did not comprehend.
Besides, s/he speaks slowly and understandable. I mean s/he tells the lesson
well. S/he does her/his best to teach us best. (Asli)
I like my teacher since s/he never shouts at us. S/he never gets angry at us at
all. For example, we sometimes can not solve some problems regarding the
course assignment; then, we ask her/him. S/he explains the subjects again and
again. We get it when s/he tells. (Haydar)
I like my teachers because they love us. They help us. We ask them if we do
not understand the lesson. They tell the lesson again in a patient way. The
other teachers love us, too but I like these teachers more than the others.
(Talha)
S/he teaches the lesson well. When I make mistakes, s/he says “It is okay,
come here, I will help you.” S/he helps us. S/he tries for our success. S/he
supports me faithfully. S/he treats us well. (Haydar)
I like that teacher since s/he tells the lesson well. When s/he tells the lesson,
we can get the subjects well. For example, you know there are some

grammatical rules in the Turkish language. That teacher explains these rules
in a very understandable way. We tell him/her when we do not understand.
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S/he explains again and s/he cares about us. S/he really tries for our success.
(Zehra)

A good teacher is the one who not only writes on the board but also explains
it in detail before the lesson ends. Other than that, a good teacher also is the

one who plays games with the students in the class and cares about them.
(Adem)

The teacher that I like most explains everything very well in class. S/he loves
us very much. S/he helps us. She explains the subjects that we do not
understand in a very patient way. S/he never shouts or gets angry at us.
Moreover, s’he sometimes takes us downstairs. If we are regular students
coming most of the lessons, then our teacher let us go out and play in the
school garden during the lesson as an award. S/he is a great teacher. (Ekrem)
My favorite teacher treats us very well. S/he teaches the lesson well. S/he
does not leave the class after s/he writes on the board. She explains the
subjects after she wrote to the board. She tries for our success. I feel good
when I am in her/his class. (Damre)

S/he is a good teacher. S/he is a good command of teaching. She does not
bother us. She is not boring. Everyone listens to her/him carefully. Besides,
s/he answers immediately if you ask a question regarding the lesson. S/he is
rather patient. I swear God; she is a really good teacher. (Musaf)

Having a conversation with teachers and sharing personal issues with them were also

reported by some participants as a contributive factor to their positive relationship

with teachers. Students feel well in the school when teachers care about them, talk

with them about daily issues and make jokes. They also reported that they are

pleased to have conversations with their teachers during break times or out of class

time.

I love my maths teacher most. He always chats with us. He often asks “how
are you Adem, how is going on your life?” (Adem)

S/he is a great teacher since s/he asks how I am, what am I doing. For
example, when we meet on the school road incidentally, s/he always asks
about my lessons and exams. I mean we chat about the events at school. S/he
makes jokes. That’s why I love her/him. (Musaf)

I love my Arabic teacher since she talks to me, she leads me. We talk a lot. |
also love my Turkish teacher much since Turkish teacher is very beautiful
and very good. She understands us and gives us a good lesson. We chat. She
not only teaches the lesson but also she chats with us about general life
affairs, makes jokes. We have fun together. (Nur)
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That teacher treats us well. She always communicates with us. After the
lesson finishes, she chats with us. She asks how life goes or what do we do. 1
enjoy talking to her. I feel well when I am with her. (Zehra)

Since the majority of respondents attached an intense significance to teaching and
learning, negative relationships with teachers were associated with teaching methods
of teachers mainly. Participants were particularly critical of teachers who do not
explain the content of courses clearly. Children do not like the teachers who just
come to class, write the subjects to the whiteboard and leave the class. Instead, they
expect that teachers would explain the subjects after they wrote on the board.
Moreover, children especially studying at the TEC suggested that they dislike the
teachers who are nervous and shout at them during the class.

Some teachers only write on the board and leave the classroom when the
lesson ends without explaining the subject. This kind of teachers write a lot of
things on the board and we write them down in our notebooks. I do not like
such teachers. They should explain the lesson verbally. (Rifat)

Let’s say the maths teacher writes something on the board during the lesson
and suppose that I can not write in my notebook what she writes on the board.
She says “Okey, write them later.” S/he does not repeat the subjects again.
She passes off me. When I do not understand something, s/he does not
explain again. It is of high importance that the teacher must explain the
lessons in details. (Asl)

Some teachers shout at us when we ask a question during the class. They say
that they will answer to question later. However, they forget later. I do not
like such teachers. A teacher should help us without getting angry. (Talha)

One of our teachers gets angry when students are late for school. I would
rather have a teacher who has a good attitude towards us. I like benign
teachers. I do not want the teacher to get hyped just because we are late for
class or we chat in class. (Maysa)

I have some bad teachers. They are not nice. They shout at me and everybody
in the class. She says “Why are you acting like that? If you keep doing this, I
will give you low report marks.” I mean, she threatens us with giving a low
grade. Some teachers call the parents to the school when they are angry at us.
This is bad. The school is different here. (Nur)
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The response of one interviewee broadly summarizes the main arguments of all
participants related to teacher-student relationships as well as the ideas that how a
good teacher should be.

If I had a magic wand, I would bring great and patient teachers to our school
who not only has the good command of teaching but also treat us kindly and
communicate well with us. Not bad, not angry but good teachers who lead us,
chat with us, listen to our problems. (Nur)

On the other hand, what is striking about the statements of interviewees enrolled in
public school about the negative teacher relationships is the discriminatory behavior
of the teachers in the class. Participants expressed that their teachers do not behave
towards them as they did towards their Turkish classmates. These behaviors of
teachers are often embedded in the daily practices of teachers in schools. Besides,
some of those participants explicitly referred to the teacher’s neglect in identifying
and meeting their educational needs.

Once, my friend and I were late for the class. We were performing salaat in
the masjid so we were late to class. Though she noted me as absent, she did
not note my friend as absent. I think he did so because my friend is Turkish
but [ am Syrian. (Musaf)

Some teachers sometimes do not give attention to us. My cousin was sitting
next to me and we were chatting in Arabic. The teacher changed our seats.
Everybody chats in class but as we chat in Arabic, the teacher changed our
seats in the classroom. She did not change the seats of other children. He
doesn't move the other kids; he changes our place so we don't speak Arabic.
(Talha)

We had math homework and a kid in our class got help from the English
teacher. He asked some questions and the English teacher solved a few
problems for us. I looked at my friend’s notebook and write the answer to a
question. In the maths lesson, that kid the teacher that I got help from the
English teacher. And guess what? The maths teacher did not get angry at that
kid but me! I think since he is Turkish, the teacher did not angry at him.
(Ekrem)

Some teachers do not give much attention to us. We (he and his cousin) asked
a teacher to change our seat since we were disturbed by other kids but s/he
did not respond to our demand for a long time. She just did last week. It was a
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long time we waited for her/his change. The teacher did not care about us.
(Rufat)

I do have some teachers whom I do not like much. They are not interested in
us. When we have a problem, for example, they say nothing. They do not
care about what is happening to us, what are our problems etc. We call them
“Teacher, teacher!”; nevertheless, they do not pay attention to us. I do not
like such teachers. (Adem)
Even though not necessarily specifically about teachers, it is noteworthy that the
language barrier was also found as a factor embedded in children’s responses to
negative teacher relationships.
There were some very qualified teachers but since the language is Turkish, I
can not comprehend the lesson fully. For instance, the teacher reads the texts
quickly and fluently but I do not understand the whole text. It may be related
to me being a Syrian. We can not catch up with the lessons of teachers who
are rapidly speaking during the lesson. They should speak slower so that we
can understand their speech. (Asl)
I can not say that I do not like my teachers at my school. However, I can not
fully comprehend the context of some lessons. This might result from the fact
that either teacher can not teach good enough or I can not understand the

Turkish language sufficiently. I like the teachers whom I can catch up with
her/his speech. (Haydar)

4.2.3 Parental involvement

The overall response to parental involvement in children’s education was very
positive. The participants, on the whole, illustrated that their parents are involved in
their education process, especially through the manner of encouraging, mentoring
and leading them. They have an active role in serving children’s educational
motivation and improving their academic achievements. It was revealed that
respondent’s parents are involved in their children's education through helping them
with their homework, being concerned about their children's academic performance

and their presence in the school, and encouraging them for further education. Some
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of the respondents even reported that their parents put pressure upon themselves
about preventing their truancy.

My parents want me to be successful and get a certificate of merit from the
school. I have not had a certificate yet. Nonetheless, my parents say that
“keep studying and be successful; get high grades.” (Talha)

My mum has a lot of expectations for me to succeed in the future. She wants
me to be an engineer. She always says “study hard”. When I do not go to
school, she asks whether I am ill or not. If I am ill, no problem, I can stay at a
home to rest. If I am not ill, then she gets very angry at me as I stay at home
that day. She really cares about whether I go to school regularly or not. As
you can see, [ am old enough to go to school by myself; nevertheless, if I let
her, she wants to take me to school. (Musaf)

My mum checks up on me whenever I do not go to school. She says “Go to
school, focus on and learn your lessons well.” She wants me to attend school
regularly if I am not ill. My mum had left school in 4" grade and got married
when she was 14 years old. She really cares that I go to school and study my
lessons. (Nur)

My dad insists on me to study hard. My mum does not know Turkish but my
dad knows so he usually checks my homework in the evenings. My dad’s
dream is to see me as a doctor in the future. (Haydar)
Findings of interviews also implied that involvement of parents’ to their children’s
education is mostly home-based as some of the parents cannot participate in the
school meetings and communicate with school staff due to their insufficiency in the
Turkish language. Talking about this issue one participant said:
There are parent-teacher meetings at school in which parents and teachers
come together. However, my mum does not speak Turkish and my dad works
during the day; thus, they can not participate in those meetings. (Adem)
4.3 Being
Being represents the reflections of children on their academic orientation, future

prospects, and leisure time activities that children perform at the school and out of

the school.
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4.3.1 Achievement orientation
A variety of perspectives regarding the importance of academic achievement were
expressed by the participants. These views suggested that all participants are highly
dedicated to their education as they are very eager to learn new subjects, follow the
courses and getting good grades. They are quite motivated to get high grades from
the exams and achieve a high level of academic success. In all cases, the informants
expressed an intense desire for learning and they indicated that they feel happy when
they learn the new subjects. In other words, they identified a positive association
between learning and their happiness. These views surfaced mainly in relation to
participation in the class discussions, getting involved in the ongoing classroom
conversation, asking questions about particular subjects and making comments about
the lectures. In some students’ statements, there are pieces of evidence that they are
very eager and passionate about being successful as they often stated that they want
to get the highest grades in the classroom.

Before I enter the class, I have no idea about the subjects in the courses.

Then, I learn the lesson in the class and I feel very happy. I love learning.

(Adem)

The lessons at school include amazing subjects. That’s why I wanna learn

them a lot. They teach rather pretty good things. I feel happy when I learn

what they teach. (Talha)

I am eager to get the report from school at the end of each term. Last

semester, | got my report and I was the ranked as fifth among other students. I

am happy about this. (Nur)

If I do not comprehend a word in the Turkish lesson, I ask it directly to the

teacher. If I do not ask and learn its meaning, I think about it on and on.

Therefore, I think it is better to ask the teacher and learn. (Leyla)

I ask a lot of questions during the class. Besides, I sometimes go near the

teacher and ask him/her. The teacher wrote a note on my report that I ask

questions about the lessons a lot! She said that “You ask a lot of questions
regarding the lessons which is a good way of learning.” (Maysa)
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I am happy when I have an exam or when I get a report at the end of the
semester. The report day is the happiest day for me. In this day, we always
compare our marks with our friends. If my marks are better than theirs, I am
the happiest then. (Adem)
One of the common views related to the concept of learning amongst participants
enrolled in TEC was that they are willing to learn and improve their Turkish
language as well. They like the Turkish courses most and they are excited to learn
Turkish. They also reported that they are pleased to learn Turkish in schools, they
like Turkish teachers and course schedule which were discussed in the previous

section.!?

I love Turkish lesson and the Turkish lesson teacher most. Learning Turkish
is awesome. There are a lot of rules. We need to learn them all. (Zehra)

I am happy in Turkish lessons. We sometimes do reading, sometimes learn
new grammar. When I learn new things in the class, I become happier as [ am
able to speak Turkish better. There are rules in the book and grammar to write
and speak Turkish better. I love my Turkish language teacher. (Damre)
4.3.2 Future prospects
A number of participants expressed a desire to have high skilled professional jobs
such as becoming an engineer or a doctor, whilst a minority said that they want to be
a soldier or police. Despite the differences, the overall statements about participants’
future prospects showed that they considerably regard their education to be able to
get decent jobs in the future. In all cases, the informants reported that they are

planning to build a wealthy life as they have a target to be successful in the future.

They desire to get good jobs and to earn sufficient money for their life, and; to

!> The positive and attentive attitudes of children towards Turkish course were suggested in detail
previously in the section of having, in the scope of language issues.
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acquire this target they are studying hard at school as they expressed. According to
the responses of students, it may be claimed that they consider their future life
opportunities and they study accordingly.

I wanna be a mechanical engineer who mends the broken machines. (Adem)
To be successful is very important to me. If [ am a hardworking person, my
lessons, as well as my future, will magnificent, I believe. The more I study
hard now, the better life I can achieve in the future. (Leyla)

If I become successful at school, I can have an excellent job in the future and
become rich. I will be able to buy new clothes and food for my wife and my
children. I will take care of them. On the hand, if I become a lazy student
now, I will have nothing when I grow up. Then, we will be poor. (Haydar)

When I grow up, I will be just like you. I mean I will be interested in
children’s problems and I will show an effort to solve their problems to help
them. I will be just the same as you. I will visit the kids and conduct
interviews with them. I will ask what their problems are. I wanna be the kind
of person who listens to students’ problems concerning their school and
private lives. I will try for their happiness and goodness. (Nur)

At the last class in school, I asked my teacher how I can be a policeman. A
Turkish child named Hamit in the class said: “You can not be a policeman
since you are Syrian.” However, if I get Turkish citizenship, I have a right to
be a policeman. I think as soon as I become a Turkish citizen, I can be a
policeman, even a Turkish soldier since I will be regarded as Turkish. As I
am Turkish, I can go to the army, too. (Rifat)
One of the most striking observation to emerge from the interviews was only one of
the children enrolled in public school is working after school. As he is working, he is
the only one among all participants. He said that he is working from 16.00 to 22.00
every weekday to save money for the future. He also claimed that his family did not
oblige him to work, but he wanted to work for his future, especially for saving for
marriage and for buying a home. He listed a range of concerns about the future. As
he put it:
I am working to save money for my own future. My family says it’s up to me,

I do not have to work at a job. However, I want to work. I need much money
to buy a house. I am trying to save money for my marriage, my wedding. I

120



save money to be happier in the future. It is important to have a family, there
are a lot of expenses. I work so that I can save money for them all. (Musaf)

In general, respondents were a reluctance to elaborate on the discussions around the
country they will live in the future. Eleven children did not specify any country or
place to live in the future when they were talking about their future prospects. On the
contrary, when he was offering a solution for discrimination and bullying he
encountered in his school, one participant enrolled in public school suddenly said
that he wants to return Syria as he believes that the problem of discrimination and
bullying in the schools do not exist in Syrian schools. As he put it:
Honestly, I do not know what to do. I do not want to fight with other students
at school. I wish nobody teased with each other at school. In fact, I pray to
God for our homeland. I hope Syria will be peaceful again and we can go
back there. There will be less fight among students at school in Syria. (Talha)
4.3.3 Leisure time activities

Leisure activities were explored in two aspects as out of school activities and in

school activities.

4.3.3.1 Out of school activities

The theme of children’s motivation to learn and achieve high academic success also
appeared in their statements about leisure time activities. When asked about their
leisure time activities, the majority of children reported that they participate in the
after-school support courses that take place after the school in weekdays or weekends
and they go to different community centers or different associations for support
courses to complement their education. It was also revealed that in addition to main
curriculum courses and extensive Turkish language courses, the courses such as

painting, music, sport, drama and information technologies are provided for Syrian
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children in community centers and different associations in where they join the
activities regularly. However, apart from the after-school support courses and other
activities of community centers, opportunities for leisure time activities out of school
are limited for them since they have almost no free time. Only a small number of
respondents indicated that they are able to spend time with their friends and relatives
in their leisure time.
I go back home as soon as school ends. I come to this course at weekends
(Refugee Solidarity and Assistance Association). I am either here or at
school. Additionally, there is an art course at Mavi Hilal. I sometimes go
there. (Asl1)
I go to weekend courses at school. I come here (Refugee Solidarity and
Assistance Association) after school. We have classes here; we chat with
friends. They give us cake and fruit juice in the classes. We sometimes play
football with my friends outside. Apart from that, we sometimes visit our
grandparents, especially at weekends. (Talha)
I come here (Refugee Solidarity and Assistance Association) at the weekends.
There is Mavi Hilal association in this area. I go there for art lessons. I love
my art teacher, Yavuz, there. He makes us draw pictures. We visit our
relatives in the evenings. (Ekrem)
There are maths, literature, music, physical education, art lessons here
(Refugee Solidarity and Assistance Association). I participate in all lessons.
Everything is here. I come here at weekends. I also attend the Turkish
Language course at the refugee association located in the down of this street.
Therefore, I am either here or there at weekends. In addition, I work after
school on weekdays as I said before. (Musaf)
During the interviews, participants explicitly referred to their satisfaction from the
courses and activities take place in Miilteciler Dernegi. They commented that they
are happy to be in the Miilteciler Dernegi with their friends and teachers for certain
reasons. First of all, they are pleased to be there since they are all Syrians and they
know each other. They feel comfortable as they have many Syrian friends and

acquaintances; some even know each other from Syria. Second, they satisfied to take

additional courses to support their education in their schools. They also expressed
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that they like their teachers in Miilteciler Dernegi. They remarked that the lectures in
Miilteciler Dernegi positively contribute to their academic success in the school.
Third, they also participate in social and sports activities in this association in
addition to courses around the main curriculum. It is valuable especially for the
children enrolled in TEC who stated the lack of social activities in their school.
I like this association. I complete the lessons that I missed at school. It is
very useful to me. I mean since I miss some subjects at school, I get help here
(Refugee Solidarity and Association). It supports my lessons. (Musaf)
I come here at weekends. I like here so much. We learn a lot. Besides, we
have a lot of friends here, from my school, even from Syria. I mean there are
many friends here who know each other since we were living in Syria.
(Maysa)
I know everybody here. I have good communication with my friends here.
We understand each other easily since we all speak Arabic. I feel more
comfortable here. (Ekrem)
Courses we take here are very helpful for our school. The teachers are very
good, too. I come to courses here at weekends. I also learn the Turkish
language, too. There are various kinds of courses like information
technologies. My close friends are also here. We come to the courses
together. (Asli)
Muhammet Teacher here took us to play basketball and taught us how to play
it. It was amazing. I learned basketball thanks to him. (Damre)
As seen in abovementioned statements, when the participants were asked what they
are doing in their leisure activities, the majority commented that they have no free
time since they either were at the community center or at school. Only free time for
those students begins at the late hours of the afternoon on weekdays when the school
ends. However, since the weather gets dark early during school period in winter,

some families choose not to send their children outside alone because of security

concerns.
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We have not got enough leisure time. We just come here together. We
sometimes walk around in the center of the town. After school, it gets dark at
4 p.m. My family does not allow me to go out then. (Asli)
When I tell mum that I will go out and meet my friends in the park after
school, she says that “Oo, do not do this. It is dark outside and I am scared of
thieves, stay at home”. She does not let me go out so I have to stay at home. I
sit alone in my room and do nothing. (Nur)
Two female interviewees alluded to the notion of housework as they are occupied
with other obligations in the home after the school which creates additional strain for
them. They complain about the lack of spare time outside the school as they always
have to engage in the housework involving washing the clothes, cleaning the home
and cooking. Commenting on their obligations related to housework, these

participants said:

I can not rest and relax after school. I do chores at home. There are lots of
chores at home. Cleaning, doing the laundry, setting the table, etc. (Leyla)

When I go home after school, I have my dinner at home, I perform salaat, I
watch movies on my cellphone. Besides, I tidy up the house and clean up the
rooms. My mum works at a tailor. So, there are lots of chores to do. I also
have a lot of siblings. I have to cook, wash the dishes, clean the house. Thus,
I usually do chores when I am at home. (Maysa)
4.3.3.2 In school activities
Concerning the break time activities in school, a number of participants emphasized
the importance of school garden in their leisure times in school. Indeed, some of
them addressed the garden as a crucial area for their whole school life. They feel
happiest in the garden most during school hours. They are hanging out with their
friends, playing games and having fun at the school garden. They also suggest that

they feel free and comfortable when they spend time at the school garden. Some of

the children offered an explanation for it:
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I like being in the garden. We walk around and chat with our friends in the
garden. It is awesome. There are slides and a park in the garden. If the
weather is warm, we play in the park. (Zehra)

If I had a magic wand in my hand, I would build gardens outside of each
school for children to play more comfortably. If the school garden is large,
children can play freely. The time that children spend in the garden during the
recess will be better. Children are happier. Then, they become more
successful at school. (Haydar)

In relation to school activities, children enrolled both in public schools and
temporary education centers expressed that out of course activities such as social
clubs and student meetings are very limited in the schools as stated previously. Thus,
some of the children proposed some suggestions concerning the out of course
activities in school. Data emerged from the interviews show that children want to
participate in school trips, student clubs, social and sports activities that are
organized by the school. They also suggested that this kind of activities would
contribute their happiness in the school positively.

For example, there should be a special day at school in which we celebrate
the domestic goods week. Everybody will bring something from home and
we will prepare a table and eat these foods together. This can be a good
activity for children. (Rifat)

We have been on a school trip just once this year. Never again. [ would like
to participate in more school trips. I hope they will take us to school trips,
again. (Ekrem)

If I had a chance to change something, I would arrange theater activities for
children to enjoy. I would open some student clubs for children like computer
club. I want such activities apart from the lessons. Schools should arrange
those things. Children would be happy in this way. (Talha)

I would like to go on a school trip. We actually used to go to school trips in
Syria, but there is no such thing at schools here. I would like to be with my
friends on the school trip for fun. (Zehra)

There is no field for sports activity at school but there should be, I guess. It
would be nice if we could play matches after school in these fields. They
always promise us that sports fields will be built; yet, there is not any
progress about this issue. We are looking forward to it. (Musaf)
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You asked me before and I answered there are no social activities in our
school. If there were such things, children would have more fun at school. As
I said before, I like football very much. I wish there would be football
tournaments at school. (Leyla)

4.4 Health

This section reflects the findings about children’s perceived health status in terms of

physiological and psychological conditions.

4.4.1 Physiological health
When participants were asked about their health conditions, they often preferred to
evaluate their health status in terms of physical health. In general, the physical health
status of children was found healthy as nine children expressed that their health as
fair. The self-assessments of these participants about their health were positive. Some
of them mentioned short term illnesses they sometimes experienced such as common
cold, sore throat, and temporary pain. On the contrary, long-standing illnesses
including epilepsy, asthma, heart disease was directly mentioned by three children
out of twelve. These children said that they have been chronically ill since they have
been living in Syria. They have been taking treatment for years and all of them take
medicines daily. These respondents who have a chronical disease identified health-
related issues as damaging their quality of life in school. They offered that these
chronic diseases sometimes cause feelings of discomfort during school hours and
lead to their absenteeism.

I try to go to school properly. However, I have asthma and when I have an

asthma attack, I cannot breathe properly and I have to stay at home that day

and the next day as I need to go to the hospital. (Nur)

When we play football at the recess, sometimes my heart beat fast. If my

heart hurts a lot, I wanna go back home. I take a permission paper from the
assistant of the principle and I go home. (Haydar)
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When I was in Syria, I fell down and I hit my head on the ground. We went to
the hospital and the doctor said that it was an epilepsy attack. [ goto a
hospital in Turkey as well. I have a doctor named Hasan Haydar. Do you
know him? He helps me a lot. He always gives me medicine to heal me.
(Ekrem)
4.4.2 Psychological health
By and large, participants did not identify the link between their health status and
psychological issues. Nevertheless, in their statements, some of the children implied
that they have anxiety symptoms. It is striking that while children studying in the
public schools expressed the anxiety symptoms related to school assignments, none
of the participants enrolling in TEC mentioned about this kind of situation or
symptoms. It was found that anxiety symptoms were getting worse while children are
studying for exams as they have a fear of failing in the exams. Uneasiness, nausea,
tachycardia, insomnia, and difficulty in breathing were expressed in the responses of
children but not as health-related responses. Instead, they mostly referred to these
symptoms as an answer to other questions regarding schoolwork, the burden of
studying, and exams. When these participants who have serious anxiety difficulties
were assessing their overall health, their response was generally positive.
Commenting on their health status, only one respondent remarked his symptoms
such as insomnia and the tachycardia he experienced at the night before the exam. In
other words, it may be claimed that the majority of children who have significant
anxiety do not consider those anxiety symptoms as related to the domain of health
status. They are not receiving any treatment. On the other hand, findings of
interviews revealed that these psychological symptoms substantially affect their

academic performance at school negatively as they face difficulties in studying

lessons and sitting through the exams. To illustrate, one participant suggested that his
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insomnia prevents him to go to school. Because of sleep deprivation, he had to stay
at home sometimes, especially the day after the exams. In other words, in addition to
difficulties during exams and studying for the courses, psychological difficulties also
lead to children’s absenteeism in the school.
Let’s say there is an exam tomorrow. I study for it at home but I do not
comprehend the subjects. [ am scared of getting low marks. My heart beats so
fast. I feel nervous. I say to myself “Maybe my friends will get higher than
me.” I cannot focus on studying. (Adem)
If we have the exam the next day, I cannot sleep at the night before the exam.
My heart hurts. Sometimes the sun rises in the very early of the morning but I
still stay awake. I go to school and feel sleepy there. I do not go to school
after exams. I feel sick. (Haydar)
Apart from these, the statements of one participant may be closely associated with
the intense depressive symptoms as she reported that she does not like anybody, she
just wants to be alone, does not want to do anything, does not communicate with her
friends or family. She stated that she deals with the feeling of unreasonable anger
towards her family members. In many times during the interview, she also mentioned
about her excessive eating behaviors and sleeping a lot especially while she was
commenting about her leisure time activities. She feels bad at school, does not want
to talk with her friends or hanging out. Like other participants who implies the
psychological difficulties they have, she also did not put these statements into her
health-related responses. She just mentioned her asthma while she was assessing her
overall health status. In other words, she does not perceive her depressive symptoms
as a psychological issue. Instead, she believes that it is her destiny and she has to live
with it. The comment below illustrates her psychological health.
I do not like anybody. I have some friends before but now I do not have any. I
do not like much people. I go home and listen to music alone. I do nothing. I

do not talk to my friends. I sit alone in the classroom. I do not like anybody.
(Nur)
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...I eat a lot when I am angry or somebody treats me badly. When I am
getting angry, I shout at everybody around me even at my mum. I eat a lot
when I am sad and angry. I sleep then. I got to bad 5 p.m. and I wake up at 1
p.m. the next day. I do not know why. This is my lifestyle. It is my destiny.
What can do? I cry a lot. I am usually very sad. (Nur)

...I'am not happy at school. I sit alone and talk to nobody in the class. I feel
sad. I am not happy. I cry every day. I hear something bad from the other
children at school, then I cry. Sometimes, the other children call me and say
“Come here, join us, play together.” I do not respond; I do not want to hang
out with them. (Nur)
Concerning her future prospects, she demonstrated that she wants to be the one who
engages children’s personal issues and helps them to struggle with the difficulties
they encounter. It is a remarkable result since it implies that she is in need to share
her problems with the person who shows interest in her problems and getting help
from this person. The comment below clearly illustrates that she deals with a
situation in which she needs help from somebody.
When I grow up, I will be just like you. I mean I will be interested in
children’s problems and I will show an effort to solve their problems to help
them. I will be just the same as you. I will visit the kids and conduct
interviews with them. I will ask what their problems are. I wanna be the kind

of person who listens to students’ problems concerning their school and
private lives. I will try for their happiness and goodness. (Nur)
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CHAPTER 5

DISCUSSION AND CONCLUSION

This study set out the investigate Syrian children’s educational well-being following
children’s perspectives and experiences. School Well-being model proposed by
Konu and Rimpela (2002) was used as an analytic framework in this study and
findings were analyzed accordingly. In this final chapter of the study, the discussion
and conclusion of the research are provided. Policy recommendations, limitations of
this study and suggestions for further research are made at the end of the chapter.
The findings in this study provide an understanding of children’s
perspectives on their education issues involving or affecting them. They offer a
deeper insight into Syrian children’s subjective well-being in education. School
Well-Being model was appropriate and useful to address Syrian children’s subjective
well-being in education since it paved the way to investigate both positive and
negative factors affecting children’s well-being in school as well as the main issues
affecting children’s adjustment and integration process into public schools.
Nevertheless, the model does not include any category handling the relationship
between physical features of children’s home and education. Availability of places at
home that children use for studying is crucial for children who spend their most of
out of school time at home and dealing with school work. Housing conditions (e.g.
comfort and deficiencies of housing, separate room for a child, facilities for a child
such as bed and desk) were often explored in child well-being studies (e.g. European
Commission, 2008; OECD, 2009; Uyan-Semerci & Erdogan, 2015; Uyan-Semerci et

al., 2012). It is also related to parental involvement in children’s education. The fact
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that parents create an environment where the child can study comfortably at home
shows their support for their children's education. Here, I do not refer to material
well-being or socio-economic status of families which was not explored in this study.
Rather, I imply to parents’ psychological investment towards their children
education. Parents can show their support for children’s education by providing them
proper study places at the home. Taken together, the availability of places at home
that children use for studying as an indicator might be added to School Well-Being
model and investigated when seeking children’s educational well-being.

Findings in this study imply that while Syrian children were evaluating their
education process and expressing their own experiences, they featured their agency,
capabilities in education, sense of fairness, trust and caring and supportive
relationships which may help us to understand children’s perspectives on education
policies which were derived from service-oriented adult rationales.” Here, it must be
strictly underlined that the “Syrian children” refer to interviewed children in this
study, rather than all Syrian refugee children living in Turkey.

The decision to close TECs and to enroll all Syrian students in public schools
by Turkey indicated the revision of educational policies direction to involve all
Syrian children in education. This decision could be regarded as an encouraging step
for Syrian children’s adaptation to society. However, obstacles that children face in
public schools seem to have become more visible with this decision. Thus, findings
may also contribute to recent debates concerning the barriers in the Syrian refugee
children’s education in public schools. It must be strictly emphasized that findings
based on relatively small sample sizes representing the Syrian children who are
placed at the highly invested area with fairly working support mechanism. They are

very fluent in Turkish speaking. Their access to education, continuity, and
131



educational attainments and motivations illustrates a good example. With a small
sample size, caution must be applied, as the findings refer to special case and might
not be transferrable to other Syrian children in education. In other words, it is highly
possible that these results may not be generalizable to the broader range of Syrian

children living in Turkey.

5.1 Implications

One of the most striking findings emerged from this study is that Syrian children’s
interests, attitudes, and motivations towards their education are quite positive. They
are rather enthusiastic about learning and dedicated to being successful. They have
strong bonds with education and they are in an intense struggle for learning. They
attach high importance to be successful at school as a step to getting good jobs in the
future. They also show remarkable efforts for adapting the new education system
through participating in community centers’ activities and after-school support
courses. In other words, Syrian children’s desires on their educational development
and their psychological investment in education are considerably high. Despite their
intense dedication and admirable efforts in education, certain obstacles related to
their school experiences stand in the way of optimizing their education.

Fear of losing fluency in their mother tongue, Turkish language
insufficiencies, perceived unfair measurement and evaluation systems,
discriminatory and exclusionary practices that Syrian refugee children face in their
vertical and horizontal relationships in school as well as the inadequacy of school
facilities, and students’ limited access to school services complicate the Syrian
children’s adjustments into public schools and negatively affect their well-being in

the Turkish education system. In a broad sense, these obstacles may damage
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children’s motivation towards education and the development of their sense of
belonging in schools. Besides, these obstacles open a window for discussion about
alternative education systems since some children studying in Turkish public schools
proposed the expressions about separate educational environments as it would be
fairer for their academic evaluations and achievements. They also indicated that they
feel more comfortable in such education environments in terms of social
relationships. Expressions of participants studying in separate educational
environments (TECs) support these arguments. They are inclined to show satisfied
attitudes towards school environment in which they follow the Arabic curriculum
together with their Syrian peers without encountering language difficulties. They feel
also happy and comfortable in their social relationships as they do not face
discrimination and bullying.

On the other hand, separate educational environments or the provision of
such kind of alternative systems to national education in where students follow
Arabic curriculum with Syrian teachers and peers is not useful and applicable in the
long run. This kind of applications would have negative consequences on children’s
educational well-being and their adaptation process into the country. First of all,
since children would not be enrolled in the Turkish education system, they face
accreditation and certification problems to continue their further education in Turkey.
Second, separate or alternative educational systems are not sustainable in terms of
provision of economic resources, proper school buildings, and qualified teachers and
school personnel. Last but not least, schools are the most appropriate places where
Syrian refugee children can find opportunities to communicate and interact with
Turkish people in their everyday life. This kind of interaction accelerate children’s

overall adjustment process into the whole society; therefore, it is important for
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children to study together with their Turkish peers. In other words, along with
educational concerns, the inclusion of children to the Turkish education system has
also important outcomes for children’s social adjustment into the new country
through enhancing the contact between children and Turkish people. In this respect,
these discussions may remind the two different models that were commonly
observed in the education of refugee children around the world. As stated previously,
scholars and actors (e.g. Komsuoglu et al., 2016; UNHCR, 2015; UNICEF, 2015)
working on the issue of refugee education underlined the importance of integration
of refugee children into mainstream education since it would be more plausible for
children’s quality of education and their educational attainments. Besides, separate
educational environments complicate the Syrian children’s adaptation into the
country in the long run by preventing the interaction between Syrians and Turkish
people and also creating a feeling of isolation. In other words, this kind of
applications may even damage the children’s well-becoming in addition to well-
being. Thus, proposals about parallel systems can be questionable. Similarly, Turkish
educational policies directed towards Syrian refugee students offered the inclusion of
Syrian children into the national education system by phasing out the operating of
alternative systems called as TECs. However, considering the findings of this study,
we see an inconsistency between existing political attempts and children’s
capabilities, desires and expectations. In other words, while education policies and
legal regulations aim to the immediate integration of Syrian children into public
schools and encourage newcomers to register in public schools, children’s
perspectives and experiences indicate the serious problems and drawbacks they face

in public schools.
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Language appears as the main obstacle in front of children’s capabilities and
achievements in public schools. All participants in this study were speaking Turkish
fluently. They were supported by intense Turkish language courses both school and
outside the school. Their language proficiency is considerably high as compared to
the Turkish language level of all Syrian children living in Turkey as we already
know from the previous studies. However, there are still crucial issues with regard to
language even for these students. Since children have certain inadequacies in reading
comprehension and writing, children studying at public schools face difficulties in
understanding the content of lessons fully, doing written assignments and exams.
These difficulties lead to children’s failing in some lessons, especially in the verbal
ones. They are more successful in the numerical lessons since the formulas and
symbols are somewhat familiar to them and do not require robust reading
comprehension and advanced writing skills. These results concur with previous
studies (Aydin & Kaya, 2017; Cirit-Karaagag, 2018; Emin, 2018; Goziibiiyiik-
Tamer, 2017; Saklan, 2018; Tastan & Celik, 2017). PISA results also show
immigrant students’ higher academic success in mathematics and science as
compared to reading (OECD, 2018).

On the other hand, in contrast the findings of other studies (e.g., Emin, 2016;
Kultas, 2017; Sakiz, 2016; Sensin, 2016; Tanay-Akalin, 2016), it was found that
language barrier does not restrict children’s participation in speaking based
classroom activities involving making comments or asking questions due to their
advanced speaking skills. They are very eager to participate in classroom discussions
and they can follow up and participate in the ongoing discussions mostly.

However, when it comes to the written evaluations and measurements,

remarkable problems which negatively affect children’s academic success and
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damaging their sense of fairness become visible. Children believe that is not fair to
get the same exams with their Turkish peers since their lack of writing skills cause
them to fall behind their Turkish classmates. The language barrier, therefore, opens a
window to discussions on children’s sense of fairness which is worth to emphasize
when addressing their education from the child well-being perspective. Children are
quite aware of their disadvantaged position stemming from the language barrier.
They often suggest that they would be more successful if the exams and school
assignments in Arabic. In this respect, taking the same examinations and assessments
with Turkish students damage their sense of fairness by creating a sense of alienation
in education. Concerning this issue, children proposed their demand for separate
educational environments as they believe that they would be fairer for them. These
results have important implications for developing diverse evaluation mechanisms
for assessing Syrian children’s academic success.

What is further remarkable is that students both studying at public schools
and TEC are very eager to improve their Turkish language skills and they feel happy
to take Turkish lessons. All interviewees participate in supplementary Turkish
language courses which are provided by community centers and weekend courses at
school. In other words, they are supported by intensive Turkish language courses out
of the regular school schedule. Despite these efforts, language is still a barrier in
front of children’s potential to get high academic success. Thus, it can be argued that
something is lacking within these support systems. Regarding this issue, children
proposed that support language courses must be particularly directed to improve
students’ writing skills and they should offer more vocabulary.

Children also expressed their concerns about forgetting their Arabic language

skills as a result of being enrolled in a public school where the medium of instruction
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is in Turkish. This concern matches those observed in other studies suggesting
Syrian’s hesitations about losing their proficiency in their mother tongue as they
could not practice it in their school lives (Ayak, 2018; Beyazova-Seger, 2017; Emin,
2018; Tastan & Celik, 2017; Wofford & Tibi, 2017). Fear of losing proficiency in
their language while learning the host country language is indeed a common concern
that was observed among all refugees around the world (Kymlicka, 2001).
Concerning this issue, McBrien (2005) suggested that preserving the mother tongue
of refugee children in host country enables them to establish healthy communication
with their own family and keep in touch with their own culture; thus, positively
affect the psychological well-being of children. For Syrian children, while studying
in a school where the medium of instruction is in Turkish, not losing their
proficiency in the Arabic language and placed in familiar educational environments
are important for protecting their cultural identity which increases children’s sense of
safety while trying to adjust into the new environment.

The sense of familiarity can be also discussed in terms of children’s concerns
about adapting to the Turkish curriculum. Syrian children are confronted with
unfamiliar concepts and subjects that are difficult to adapt due to their cultural
background and previous educational experiences in Syria. This issue becomes more
visible especially in culture and history based verbal lessons. These results mirror
those of the previous studies that have accounted for Syrian students’ difficulties in
the curriculum by showing their cultural differences (Tastan & Celik, 2017) and their
previous educational experiences (Saklan, 2018). Kiris¢i (2014) offered that Syrian
students face difficulties in Turkish curriculum since these countries have different
cultural, social, political and historical backgrounds. Accordingly, Kirig¢i (2014) and

Ozer et al. (2017) proposed the bilingual-based education program which combines
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Turkish and Syrian education systems under one roof to accelerate the adaptation
process of children into public schools, lead to students’ trust and satisfaction and
alleviate the feeling of marginalization children may be exposed to.

In connection with children’s previous educational experience, the
equivalency problem also came into question. Since Syrian children experienced a
different education system and different curriculum in Syria, it was suggested that
some children had already been acquainted with the subjects in the Turkish
curriculum. It can be argued that although some students need to be placed in higher
grades, they were placed in lower grades. This kind of placement brings about crucial
problems in their education. As they already know certain subjects covered in
classes, these students lose their interest in lessons and get bored during the class.
Besides, they believe that they lose unnecessary years since they are in a different
grade than they should be. These results are in accord with other studies reporting the
inconsistency of Syrian children’s grades in Turkish public schools (Cirit-Karagag,
2018; Goziibiiylik-Tamer, 2017; Kaya, 2019; Kolukirik, 2017; Levent & Cayak,
2017; Morali, 2018; Yapici, 2019).

The equivalency problem is noteworthy in at least two major respects while
exploring the Syrian children’s well-being in education. First, children feel
misplaced and they believe that they lose time. Such worries of students’ can harm
students’ trust toward the education system. Besides, students who were placed in
inappropriate grades face more adaptation problems in the classroom (HRW, 2015;
Celik, 2018). A study reported that Syrian refugee children feel unhappy at the
school when they were placed at lower grades (Yapici, 2019). Second, it may also
affect children’s well-being in the school in terms of peer relations since it was

suggested that children who cannot receive education in the appropriate grades are
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more likely to vulnerable to face discrimination and exclusion by other children in
their class (Emin, 2018; Giindiiz & Ozarslan, 2017; SETA & Theirworld, 2017).
Taken together, we see how equivalency problem may affect children’s well-being in
education negatively from many aspects.

The long school hours emerged as a theme again related to children’s
previous educational experiences in Syria. Students remarked that they had fewer
class hours at their schools in Syria and they face difficulties in getting used to long
school schedules in Turkey. They indicated that long class hours decreases their
performance in school. These results are in line with Sakiz’s (2016) findings which
offered that Turkish curriculum is rather exhaustive and intensive even for local
children, so it cannot be easily adapted by Syrian refugee children. It is possible that
when the children feel exhausted, their learning abilities and success in the lessons
decrease and this may negatively affect students’ overall achievement. Similarly, it
was found that overcrowded classes which create a feeling of discomfort for children
affect their learning process negatively. These findings are in keeping with previous
studies which addresses overcrowded classes as a barrier in front of Syrian refugee
children’s effective learning (Emin, 2016; Morali, 2018; Yildiz, 2018). Some studies
mentioned about the negative effects of overcrowded classes on Syrian refugee
children education since teachers could not pay special attention to refugee children
in the crowded classes (Ayak, 2018; Kultas, 2017). Taken together, these results may
have important implications for arranging a school program and class sizes
considering children’s learning performance and their needs for effective learning.

Canteen and infirmary are available in all public schools and TEC in which
participants enrolled; however, what is important here is children’s access to these

facilities when discussing the subjective well-being of children. According to their
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statements, it was revealed that children wish to shop from the canteen for their
lunch, but they rarely do since the school canteen is expensive. Instead, children
bring their lunch to school from home. In other words, even though children want to
shop from the canteen, they cannot do because of their material inadequacies. Here,
it can be seen the effects of material well-being on educational well-being. Thus, this
finding also shows that how child well-being domains influence each other. The
children’s material well-being was not investigated in this study; no questions were
focusing on the financial situations of children’s families as well as their
socioeconomic status throughout the interviews. Nevertheless, many studies reported
that most of the Syrian families face economic difficulties and deal with poverty
(Baban et al., 2017; Biner & Soykan, 2016; Coskun & Emin, 2016; Celik, 2017,
Dorman, 2014; Tanay-Akalin, 2016). Taking the families’ economically
disadvantaged position into consideration, we see a kind of material deprivation in
terms of not affording to buy things from the canteen. Children who have greater
deprivation of experience, experience lower levels of choice than other children,
compounding lower levels of well-being (The Children’s Society, 2012). Here,
Syrian refugee families’ economic difficulties are directly reflected in the school
environment and restrict students’ choices (i.e. children accommodate their lunch
through bringing food from home, rather than shopping from the canteen) and it
negatively affects the students’ abilities to access the certain facilities in the school.
Thus, it can be concluded that the availability of resources in the school does not
mean anything if there are drawbacks in front of children’s access to these resources.
On the other side, even if children can access some of the school facilities,
they face barriers to exercise their autonomy and participation rights. For instance,

some student clubs are available in public schools, although the sustainability of their
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activities is rather weak. Besides, what is quite interesting is that some of the
students could not choose the student club that they want to join. Rather, their
teacher decided the club they will participate in. This is particularly important
finding which opens a window for discussions about children’s autonomy and
perceived participation in decision making which are valuable ingredients of means
of self-fulfillment according to Konu and Rimpela’s (2002) framework. Studies
reported that the children who feel they are not involved in decision making in
school setting indicated low subjective well-being, whereas those offering higher
levels of perceived participation reported better subjective well-being in school
(Casas, Bello, Gonzalez, & Aligue, 2013; Lloyd & Schubotz 2014; The Children’s
Society, 2012). There is a positive correlation between children’s subjective
wellbeing and their perceptions that their participation rights are respected in the
school environment (Lloyd & Emerson, 2016). Similarly, Kranzl-Nagl and Zartler
(2010) found an improved sense of self-esteem among children who felt they were
involved in decision making and were being listened to in school. Thus, involving
children in decision making at school that affects them might positively influence
their well-being in education. However, in the current study, it seems like teachers
ignore the agency of children by deciding which student club the children will attend.
They do not allow children to express themselves and participate in decision-making
at school. This situation emerges as an obstacle in front of children’s right to being
listened to and involving in decisions that may affect them in school.

On the other hand, it was revealed that there is no such kind of activities in
TEC. Instead, participants enrolled in TEC referred to Quran reading activities and
Turkish reading competitions as social activities held in their schools. This finding

matches those observed in earlier studies (i.e. Kaya, 2019; Yapici, 2018) showing the
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insufficiency of social activities and student clubs as well as sports or artistic
activities at TECs while remarking the hadith memorization competitions as an
extracurricular social activity. Taken together, we see a kind of deprivation of
children in participating in social activities that regard their autonomy and
participation rights.

Participating in such kinds of activities is crucial for Syrian refugee children
who were deprived of participating in such kind of activities for a long time because
of war and migration they experienced. These activities not only contribute to
children’s personal development but they may also help to decrease the effects of
war and migration process. Besides, since they would increase the contact with
Turkish students and Syrian students, such activities could contribute to positive peer
relations in school. In this respect, the role of psychological guidance and counseling
services is important for providing social activities in school accelerating the
integration of Syrian students into schools (Kultas, 2017). In contrast, findings of this
study clearly stated the inadequacy and ineffectiveness of psychological counseling
and guidance services which is an important element of Syrian refugee children
education in terms of increasing children’s capabilities by helping students’ to
decrease the effects of trauma and actualizing their potential in the school
environment. There is no systematic and effective approach in all public schools and
TECs in terms of provision of psychological counseling and guidance counselor
services. This finding seems to be consistent with previous studies indicating the lack
psychological and guidance services targeting the needs of the Syrian students in the
schools as well as the lack of qualifications of psychological counselors to engage in
refugee children’s issues (Balkar et al., 2016; Bircan & Sunata, 2015; Levent &

Cayak, 2017; Topsakal, Merey, & Kece, 2013; Tiirk, 2016; Yapici, 2019). Studies
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also frequently stated language difference as a barrier in front of the children’s access
to these services (Emin, 2018; Goziibiiylik-Tamer, 2017; Cirit-Karaagag, 2018; Uzun
& Biitiin, 2016). However, this study has been unable to demonstrate it. Rather than
the language barrier, children’s deprivation of these services is likely to be related to
counselor teacher’s indifference and children’s lack of motivation about benefiting
from this service due to personal and cultural concerns. For example, one participant
studying in public school raised the issue of guidance counselors’ gender about using
these services. He uttered his hesitations about communicating with an opposite-sex
teacher about his issues. His statement may open a window for the discussions
around gender-mix/segregated education which is also among the barriers in Syrian
children’s reluctance to enroll in Turkish public schools (Celik, 2018; Emin &
Coskun, 2016; Erden, 2017; Sert, 2014; Tastan & Celik, 2017). On the other hand, in
their statements throughout the interview, children mostly implied that they need
someone who tries for children’s happiness and wellness at school by engaging in
their school and personal problems as well as seeking a solution for them. From this
respect, it can be argued that one of the most important educational needs of refugee
children, psychological guidance and counseling services, could not be met.
Students’ evaluations concerning school infrastructure were generally
positive. The majority of children think that their schools and classrooms are clean
and sufficiently heated. Although they seem to be objective indicators, they are
influential for children’s subjective well-being in education. To illustrate, in their
study, Cuyvers et al. (2011) reported that children who have positive views about
school infrastructure reported high satisfaction from school and higher levels of well-
being as compared with those who evaluated their school infrastructure as poor. In

the current study, children expressed positive views and satisfied attitudes about
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these school conditions and it may contribute to the children’s well-being in school
in this sense. The school garden was a particularly remarkable theme in children’s
evaluations since many children placed the school garden which has areas for doing
sports and playing games as the area in school where they feel happiest. Children
repeatedly underlined the role of the school garden for their happiness and spending
their leisure time in the school since they feel free and have fun with their friends
there. These results may mirror those of the international studies offering evidence
about the positive effects of school gardens on refugee children’s well-being in
school since they offer a greater opportunity to socialize and communicate with peers
(Bradley, Waliczek, & Zajicek, 2001; Ozer, 2007). On the other side, it is
questionable finding since it indicates a rather conflicting issue. While children
prioritize school garden for their happiness and freedom in the school, they also
indicated that they were bullied by other children especially during the recess in
where children spend their time mainly at the school garden. The relationship
between school garden and peer relationships are attracted to conflicting
interpretations from a few aspects. Therefore, this finding might be further
investigated.

Students’ reports of their means of transportation to school were also positive
in general. This finding is contrary to previous studies which have suggested that
transportation difficulties for Syrian students due to long distance between children’s
homes and schools or the unaffordable fee of school bus services for families with
regard to TECs (Emin & Coskun, 2016; Celik, 2018; HRW, 2015; Yal¢in, 2017;
Yildiz, 2018; Tastan & Celik, 2017) and public schools (Biner & Soykan, 2016;
Culbertson & Constant, 2015; Saklan, 2018). Unlike the arguments in these studies,

students, especially the ones studying in TECs, seemed to be rather satisfied with the
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transportation facilities as all of them use the free school shuttles. A possible
explanation might be that these children benefit from the transportation aids for
Syrian children that are provided by public institutions, NGOs or international
organizations. Children are satisfied with this kind of transportation facilities; thus,
this result can be encouraging for enhancement of this kind of support.

Peer relations and teacher relations were the recurrent themes that were found
as profoundly crucial to children’s constitution of happiness in school. Children have
identified the concepts of caring, support, trust, and fairness as being fundamental to
their positive vertical and horizontal relationships at school. They placed great
emphasis on peer relations while talking about their overall happiness in the school.
They attached high importance to having reliable friends who keep their secrets,
understand their issues and care about them. It is noteworthy to mention that the key
aspects of positive peer relations (e.g. having fun, playing games, sharing secrets)
that children drew attention to are mostly related to their Syrian peers at school.
Especially, children studying at TEC who have no contact with Turkish students
seemed to be highly satisfied with their peer relationships since they study at a
familiar environment in which all students are Syrians, they feel close to each other,
and they feel comfortable in their friendships. Interestingly, none of the students
suggest the negative part of relationships with their Syrian peers which may also
include negative events surrounded by bullying for example. It is a questionable
finding. Rather than mentioning their Syrian peers, all participants prioritize their
relationships with their Turkish peers when discussing the negative peer relationships
in school. Besides, a few statements of participants implied that there are also
positive interactions between Turkish and Syrian students as participants suggested

that their Turkish peers learned Arabic words from their friends for example.
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However, children did not elaborate on this issue. Children’s preferences in this
aspect could be associated with the nature of the study. There are two likely causes
for the children’s preferences; the effect of the researcher’s ethnicity or the children’s
understanding of the researcher. At the beginning of the interviews, all participants
were informed about the aim of the study. The reasons that they will be interviewed
were explained clearly. However, children may suppose the researcher is conducting
interviews with them to investigate their problems in schools by taking notes,
recording their responses to help them and propose an immediate solution to make
them better at school. On the other side, they may be hesitated to talk about bullying
experiences that children face in their Syrian peer relationships because of the
Turkish speaking researcher. Children’s responses might be different if the
researcher is able to speak Arabic. They may feel more close to the researcher and
elaborate their statements about peer relationships from a different perspective. There
is a possibility that children may have hesitations to express their negative part of
relationships with Syrian peers to someone who is an outsider. It is unknown and it
may be further investigated.

In contrast, children studying at public schools together with Turkish students
often commented about the negative aspect of peer relations. Exclusion, being
despised, stigmatized, mocked and being exposed to the other types of psychological
and physical violence at school is part of Syrian children's daily life at school which
especially occur during the recess. In their accounts of the events surrounding
discrimination and bullying they are exposed to at school, they often use the phrase
that “Since we are Syrians, they are Turkish.” They have a strong sense of “we” and
“them.” In other words, the issue of identity and feeling of marginalization come into

prominence in children’s narratives about their relationships with Turkish peers. On
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the other hand, a clear sense of desperation can be observed in children’s statements.
Changing school or getting help from the school principal employ as a kind of
strategy for children who struggle with discrimination and exclusion. Such attitudes
of local peers damage the children’s feeling of belonging to the school and it
weakens their ties with the school by revealing a sense of alienation.

These results broadly support the conducted studies (Tanay-Akalin, 2016;
Uzun & Biitiin, 2016). However, in contrast to earlier studies (e.g. Er & Bayindir,
2015; Saritas et al., 2016; Uzun & Biitiin, 2016) which showed Syrian children’s
inadequacy in language as a reason for their inability to make and communicate with
friends, no evidence of negative effect of language barrier was detected in this study
in terms of peer relations. Rather than the communication problems stemming from
language differences, the negative relationships between peers are likely to be related
to the prejudiced attitudes and discriminatory behaviors of the Turkish children. First
(1998) argued that parents have a key role in the constitution of their children
attitudes towards refugees. Thus, these types of discriminatory behaviors of Turkish
children may likely be the result of their parents’ attitudes toward Syrian refugees
which directly transferred to their children and reflected into the school environment.
In other words, negative and prejudiced attitudes of the Turkish families towards the
Syrian refugees are likely to be reflected in school context by their children (Cin,
2018; Kurter, 2016; Uzun & Biitiin, 2016).

Like peer relations, teacher relations were also at the foreground in children’s
evaluations about their education and their bonds with learning. Since children are
very eager to learn, they attached significant importance to teachers’ abilities to teach
the lessons well. Good command of teaching, being patient, being understandable

and explaining the subjects on the board as well as talking about daily issues, making
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jokes, supporting and caring about children were the recurrent concepts in children’s
statements indicating their positive teacher relationships. For example, through
emphasizing these concepts, all participants studying at TEC reported their high
satisfaction from their Turkish teachers. This finding also accords with the study of
Kaya (2019) and Yildiz (2018) which showed good relationships between Turkish
lesson teachers and Syrian students at TEC. Kaya (2019) remarked teacher’s efforts
to understand Syrian children, talk about Syrian children’s everyday life and their
culture as a factor contributing to Syrian refugee children’s positive views about their
Turkish lesson teachers.

On the other hand, negative relationships with teachers were surrounded by
the concepts of discrimination, indifference, and unfairness. It was found that
children in public schools believe that some of their teachers do not treat them as
they treat their Turkish classmates. In their statements, they suggested shreds of
evidence about their teacher’s negligence to respond and meet their educational
needs. These results mirror those of the literature (Aydin & Kaya, 2017; Er &
Bayindir, 2015; Sakiz, 2016; SETA & Theirworld, 2017; Yal¢in, 2017).

It is known that teachers are by far the most significant drivers for refugee
education (Kirk & Winthrop, 2007; Rivkin, Hanushek, & Kain, 2005). Teachers’
attitudes towards refugee students might make children’s school adjustments easier
or harder (Brown & Chu, 2012; Theilheimer, 2001). In a context like children
suffering from the difficulties in language and curriculum as well as being excluded
and bullied by their Turkish peers, teachers’ role is especially valuable. On the other
hand, children’s perception of unfair and discriminative attitudes of teachers’
negatively affect children’s well-being in education by damaging children’s sense of

fairness and belonging in school.
148



Taken together, it can be said that the feeling of discrimination can occur at
teacher level as being treated unfairly or being ignored and at peer level as bullying
and stigmatization. Children who are exposed to these kinds of discrimination in
their relationships at school, may feel lonely and become alienated to their education.
In his study, Ismail (2018) suggested that negative attitudes of the local peers’ and
teachers’ towards refugee children cause children’s unwillingness to learn and lead to
loss of their trust in education. Similarly, Rutter (2006) showed that refugee children
who struggle with bullying, rejection, and exclusion in the school environment,
become alienated to their learning process and they are more likely to leave
education and renouncing learning as a kind of strategy to deal with this kind of
attitudes. In Turkish case, similarly, discriminatory attitudes of Turkish students and
teachers towards Syrian students also create unwillingness in children to study in
Turkish public schools (COCA, 2015); choosing to enroll in TEC, instead of public
school, appears as a kind of children’s strategy to deal with discrimination and
exclusion they face at public schools (Ayak, 2018; Beyazova-Secer, 2017; HRW,
2015; Ozcan, 2018).

For the framework of child well-being, children’s relationship with others in
their environment is of high importance (Bradshaw et al., 2007). Studies found
important links between children’s social relations surrounded by discrimination and
exclusion and children’s low well-being in school (Ismail, 2018; Rees et al., 2010;
The Children’s Society, 2012). Accordingly, it seems possible that negative
experiences emerged in Syrian children’s horizontal and vertical relationships in
school negatively affect children’s educational well-being.

These experiences also complicate children’s adaptation to a new country as

they might constitute hesitations for children about interacting with Turkish people
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and feeling of alienation from society. These concerns also have negative
consequences for children’s social life and participation in the labor market in the
future. In other words, children's experiences occurred in their social relationships in
school are reflected in every aspect of their lives and significantly influence the
quality of both their present and future lives, which bring the notion of children’s
“well-becoming” to the mind in addition to “well-being.”

Syrian parents’ involvement in their children’s education is very positive as
they encourage, mentor and support children about their education. They are trying
to be involved in children’s education parents through helping them with their
homework, being concerned about their children's academic performance and their
presence in the school, and encouraging them for further education. Children were
observed to be satisfied with the support from the families which motives them to
study and continue their further education. Although these findings differ from some
published studies (Emin, 2018; Goziibliylik-Tamer, 2017; Saritas et al., 2016)
suggesting the lack of parental involvement in Syrian children education, they offer
support for previous studies which found that parents are very eager to involve in
their children’s education, although the language barrier appears as an obstacle for
their involvement since they cannot communicate with the school staff and cannot
participate in the parent-teacher meetings (Ayak, 2018; Beyazova-Secer, 2017; Cirit-
Karaagag, 2018; Uzun & Biitiin, 2016; Saklan, 2018; Ozer, Komsuoglu, & Atesok,
2017). Similarly, in this research, no evidence about the communication between
Syrian parents and school staff was detected. Language barrier restricts parents’
involvement in children education; that’s why parental support has to be limited in-
home settings. Here, the issue of parents’ capabilities come into the discussion.

Although Syrian parents are willing to participate in children’s education and they
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show great efforts for it; the language barrier restricts their actualizing whole
potential to be involved in children’s education. They do not have equal resources
with Turkish parents to be involved in children’s education due to language
differences. In the broader sense, this may lead to the constitution of sense of
unfairness and discouragement among parents for involving in children’s education.
On the other hand, good communication between Syrian parents and school help
children to overcome the challenges they face in the education system and make their
school adjustments easier (Aras & Yasun, 2016; Levent & Cayak, 2017).

What emerged from this study related to children’s means of self-fulfillment
is that children are filled with an intense desire for learning and are highly dedicated
to their education as they are very eager to learn new subjects, follow the courses and
get good grades as also discussed above. They feel happy when they learn new
subjects. From this respect, there is a positive association between learning and
children’s happiness. They are curious about participating in class discussions,
getting involved in the ongoing classroom conversation, asking questions about the
subjects they did not understand. They regard these activities meaningful. They are
also passionate and quite motivated to get high grades from the exams and achieve
high academic success.

On the other hand, they are so aware of their disadvantaged position
stemming from being a refugee. They know they are not Turkish citizen, they know
they are refugees, they know they are “Syrian”, and they know they have a different
culture and different previous educational experiences than their Turkish peers.
However, they have attempted to find strategies to overcome difficulties in education
stemming from their vulnerabilities. Participating in after-school support courses and

activities of community centers as well as studying hard for the exams are children’s
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common strategies to be successful in their education. All children participated in
support courses outside of the regular school time and they are happy to receive this
kind of support. They willingly participate in these activities, they regard them
meaningful, and they are satisfied since the courses are accelerating their adjustment
into Turkish curriculum. They believe that these courses pave the way to making
them better at schools as Turkish students (as they said) and increasing their
capabilities for academic achievement. Again, here, students’ sense of distinction in
their mind about them and Turkish students come into prominence as they offered
that they are trying to be as good as Turkish students in schools; so that, they
participate in such kind of support courses.

As discussed above, Syrian children have strong bonds with education and
school, their desires for growth and improvement are strong although they face
serious obstacles in their education. Through the remarkable high motivation, they
have, they show crucial efforts to overcome these barriers. They, indeed, try to
transform these barriers into steps towards success for not only in their education but
also in their whole life as they considerably regard their education to be able to get
decent jobs in the future. These results seem to be consistent with other studies which
found that Syrian children have positive attitudes towards school, good motivation
for academic achievement and getting a job, and they are enthusiastic about learning;
which concurs with previous studies (Aydin & Kaya, 2017; Borii & Boyaci, 2016;
Kaya, 2019; Kolukirik, 2017; Saklan, 2018; SETA & Theirworld, 2017; Seydi, 2013;
Yapici, 2019; Tanay-Akalin, 2016). These results also make the notion of “lost
generation” that is frequently used for Syrian children questionable. In this study, we
see highly motivated and highly dedicated children in terms of education. Similarly,

their education supported by humanitarian organizations and their families. They
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show great physical and emotional efforts to be successful and continue to their
education. Considering these results, it may be claimed that the population of this
study represents a situation which can be recognized as opposite of the notion of
“lost generation.” Thus, it may be asserted that Syrian children in Turkey do not
represent the homogenous group. Their motivations, educational attainments, and
experiences are different. Therefore, they should be addressed as a heterogeneous
group especially when discussing their position in education.

The theme of children’s motivation to learn and achieve high academic
success also appeared in their statements about leisure time activities. When asked
about their leisure time activities, the majority of children reported that they
participate in the after-school support courses that take place after the school in
weekdays or weekends and they go to different community centers or different
associations for support courses to complement their education. They often expressed
their satisfaction from the activities in Refugees Assistance and Solidarity
Association since it provides a familiar environment for them and contributes to their
academic success in school and offer facilities for social and sports activities.
Students’ positive views about Refugees Assistance and Solidarity Association can
be encouraging for enhancing this kind of efforts in Turkey to support Syrian
children’s education.

When discussing children’s leisure time as a component of means of self-
fulfillment, the issue of children who are worked as domestic labor within the private
sphere also come into prominence. Girls engaging in household chores they are
responsible for every day stated the additional strain upon them. In fact, children’s,
especially girls’ involvement in domestic work within the private sphere was also

much debated in Turkey. Many school-aged Turkish girls have to do household
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chores and take care of their siblings which cause them to be out of education or
damage their continuing education process. Through the findings of this study, it was
revealed that this is also the issue for some of the Syrian girls and it negatively
affects their well-being as it restricts their ability to exercise their autonomy and
freedom of choice. For example, even if kids want to go out to hang out with their
friends, their obligations to do household chores restricts their ability to go outside
and spend their leisure time as they want. Housework in this respect cause children to
not be able to fulfill their freedom of choice (since they have no right to make a
choice) and relational participation (since they cannot spend time with their friends
although they want), which would have negative consequences on children’s social
development in the long run. Similarly, Akkan (2019) suggested that the gendered
care work within household prevent the young female carers’ participation of
childhood spaces including school life, life with friends, and leisure time.

Where children did identify the link between health and goodness was always
in terms of their physical health. Most of the children made positive evaluations
about their physical health except three children who have a chronic illness causing
feelings of discomfort during school hours sometimes and lead to their absenteeism.
From this respect, physical health negatively affects their well-being in school. On
the other hand, participants generally did not associate their health status and
psychological issues. Most of the children who have anxiety mostly referred to these
symptoms as an answer to other questions regarding schoolwork, the burden of
studying, and exams, while they gave positive responses to the questions directing
their overall health. In contrast to other studies (e.g. Seker & Aslan, 2015; Sirin &
Rogers-Sirin, 2015), no evidence of psychological difficulties they face stemming

from the post-traumatic stress was detected in this study.
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It was revealed that children’s anxiety substantially affects their academic
performance at school as they face difficulties in studying lessons and sitting through
the exams. They also lead to children’s missing courses in the school. Besides, one
child mentioned about her intense depressive symptoms as she does not want to
socialize in the school and communicate with others which affect her well-being in
school in terms of social relationships. Thus, it can be argued that as a health-related
issue, psychological symptoms, negatively affect students’ well-being in education,
which concurs with previous studies (Landow, 2006; Murasko, 2007). These
symptoms give rise to possibilities of repeating a grade, truancy, and dropping out of
school (Schulte-Ko6rne, 2016; Quiroga et al., 2012; Robles-Pina et al., 2008).

It is also striking that while children studying in the public schools expressed
the anxiety symptoms related to school work, none of the participants enrolling in
TEC mentioned about this kind of situation. A possible explanation for this
difference might be the differences in the medium of instruction and curriculum. To
illustrate, as previously stated, children enrolling in public schools complained about
the intensive program of the school schedule and they implied that it negatively
affects their well-being in the school since it leads to the feeling of exhausting and
decreases their school performance.

Even though psychological symptoms employ as a barrier in front of
children’s whole potential to self-actualization in education, children do not regard
these symptoms as a health-related issue and they do not receive treatment
accordingly. At this point, the role of psychological and guidance counselors in
schools is remarkable for helping children to overcome these difficulties. Sirin &
Rogers-Sirin (2015) suggested that if the teachers can recognize the refugee students’

mental health problems or other behavioral problems stemming from refugee
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experience and provide a kind of support to them, it is likely that these children will
show better academic performance at schools. Thus, the support that will be provided
by psychological and guidance counselors is of high importance for children’s self-
realization, use their potentials and become more successful in education.

Syrian children’s lack of motivation towards education as one of the
drawbacks in front of their access to education has been the subject of intense debate
within previous studies. They suggested that psychological stress (Erdogan, 2017)
and anxiety about future (Tastan & Celik, 2017; Yildirim & Tosun, 2012); cultural
and ethnical differences (Simsir & Dilmag, 2018), and gender-mixed education in
Turkey (Celik, 2018; Erden, 2017; Sert, 2014) may have created reluctance among
Syrian children to access education and/or continue their education. However, in this
study, we see that once the children access to education, they are showing very good
motivations to study and continue their education. These results could be associated
with the nature of the highly supportive environments composed of their families’
positive attitudes towards education and activities of humanitarian organizations.
They also could account for other aspects of children’s life. Whatever the reason be,
we see highly motivated and hard-working children. It is very important to keep
those children in education and removing the barriers they face in public schools.

Although policies and efforts were directed to integrate Syrian students into
Turkish public schools, according to children’s perspectives, there are still crucial
barriers affecting children’s educational well-being negatively. Lacking certain
literacy skills, and unfamiliar context of the curriculum, students studying at public
schools fall behind their classmates although they show great efforts to be successful.
These barriers were mainly stemmed from the different set of capabilities that

children have and they damage students’ sense of fairness and belonging in
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education. On the other hand, exposing negative attitudes of their Turkish peers and
teachers, as well as exclusion and discrimination, lead to the feeling of
marginalization and alienation for Syrian students in the school environment.
Besides, children’s access to school facilities are also problematic not because of the
technical and material inadequacies, but because of the effective perspectives taking
children’s participation rights, agency and autonomy into account. These barriers
negatively affect children’s well-being; however, applications of separate educational
environments cannot be considered as a solution since these kinds of the system
would be damage children’s well-becoming by complicating their adaptation process
into the country. It may even employ as a barrier in front of accessing the labor
market in the future. Here, we see a kind of trade-off since the barriers that hamper
children’s well-being in the present may indeed pave the way for their adaptation to
society. If these barriers would be eradicated, they may positively contribute to
children’s well-becoming in the future. Thus, in the transition process in which
Syrian children will be enrolled in public schools, better and comprehensive
inclusion and adjustment education and social policies taking refugee children’s
perspectives and actual needs into account are needed.

On the other hand, inability to access some of school services due to material
deprivation, the problem of the long school schedule and overcrowded classes, the
lack of quantity and quality of psychosocial guidance and counselor services, social
activities and student clubs as well as the issue of domestic labor within the private
sphere are also the common matter for Turkish students and may negatively affect
their educational well-being. From this perspective, these themes indeed imply to
address Syrian refugee education together with Turkish students. In other words,

despite the significant differences stemming from the Syrian children's refugee
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status, some obstacles appear in education as affecting both Syrian’s and Turkish
children's opportunity to get a quality education. Therefore, the presence of Syrian
students in public schools may be taken as an opportunity to rearrange the whole
Turkish education system in the wat that it can best serve its student body in a more
quality and inclusive way. For this aim, proactive measures should be taken and

plans should be made to ensure the increasing all children’s well-being in education.

5.2 Policy recommendations
In line with the findings of the research, the following policy recommendations can
be made to contribute to Syrian refugee children’s well-being in education at Turkish

public schools.

5.2.1 Language literacy

Language skills of Syrian students are still inadequate to follow the Turkish
curriculum although children are supported by intensive Turkish language courses
both at the school and at the community center. Lacking necessary literacy skills
make children disadvantaged in exams and prevent the objective assessment of
Syrian children’s academic success. Available evaluation mechanisms ignore the
variations in children’s capabilities in language and damage their sense of fairness. It
can thus be suggested that for evaluating and measuring children’s academic
performance, different methods-techniques enriched by taking children's
disadvantaged position into account and offering equal capabilities to each student
are needed. Efforts targeting directly Syrian students should be made without
damaging the Turkish students’ sense of fairness. If these situations are not taken

into consideration in the academic evaluation of Syrian children, their academic
158



performance could not be evaluated objectively and this may create a sense of
alienation for students towards their education.

Preparatory classes aim to improve children’s language skills before they
enrolled in Turkish public schools can be provided to children during the summer
months. In this way, newcomers could acquire the necessary literacy skills to follow
lessons in public schools. For this purpose, the role of provincial directors of MoNE
is crucial to detect the refugee children who are going to be enrolled in public
schools next year from the population database, inform families about the
preparatory classes and direct children to these classes.

The intensive supplementary Turkish language courses should continue
during the whole academic year and should be provided to children trying to learn
Turkish while simultaneously following the curriculum. This kind of support courses
can be offered to students in the afternoon when the regular school program ends or
at weekends under the supervision of MoNE. While designing the content of these
support courses, children’s specific needs that are necessary for their language
development should be taken into consideration. At the beginning of these
preparatory classes, exams can be conducted for determining students’ specific needs
and curriculum and planning of classes can be made accordingly. If children’s actual
needs regarding their language development would not be considered and if the same
curriculum is applied to every child regardless of their language proficiency, support

language courses will be waste of time and resources.

5.2.2 Multicultural sensitivity
The Syrian refugee influx offers an opportunity to rethink the way that the Turkish

education system can best provide its multi-ethnic student body in a more inclusive
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way and to improve the curriculum for not only Syrian students but also other minority
groups as well as Turkish students. To overcome the barriers in school conditions;
flexible, multicultural and student-centered approaches and strategies are needed in
the public schools to provide equal capabilities to each student, meet the diverse needs
of students’, contribute students’ feeling of belonging and increase students’ well-
being in education. In this respect, the current curriculum should be strengthening with
the multicultural understanding and promote togetherness; so that, the adaptation of
the Syrian students as well as other immigrant children’s adjustments to the school
would be easier.

Misplacement to grades that are inconsistent with their previous educational
background causes loss of students’ interest toward lessons and it damages students’
trust toward the education system. Syrian refugee children’s previous education
experiences and their adequacies are different. Hence, initiatives that are directed for
the grade placement should be done with caution by taking students’ previous
educational experiences and adequacies into account. For this aim, exams can be
done for ascertaining children’s level of knowledge before their grade placement in
the schools.

Since children have fears about forgetting their Arabic language skills and
losing their proficiency in the Arabic language as a result of being enrolled in public
schools, MoNE should implement extracurricular courses providing students’ to
protect their cultural identities and proficiency in their mother tongue. Having such
courses is important for Syrian students to protect their relations with the culture
which contribute students’ adjustment into public schools by providing a sense of
familiarity for Syrian students. Besides, they may also encourage Syrian parents’

willingness to enroll their children in public schools (Emin, 2018; Ozer, Komsuoglu,
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& Atesok, 2017). It should be noted that in 2016, MoNe offered that extra-curricular
and elective courses such as the Arabic language will be provided in public schools
to enable Syrian children to maintain their own language and culture (MoNE, 2016,
September 6). However, the findings of this study have been unable to demonstrate
the positive effects of this implementation. In other words, MoNE’s attempts about
this issue were promising; however, we cannot see its positive effects in practice.
Thus, school principals, teachers, and other relevant units who are responsible for the
implementation of the curriculum in the schools should be informed about the
current legislation. Support for the provision of these courses should be offered to
schools if necessary. Syrian teachers who will be unemployed as a result of the
closure of TECs may be assigned to teach these courses in public schools under the
supervision of MoNE. In this way, they can be reabsorbed into the education system.
One of the important results achieved in this study is the negative vertical and
horizontal relationships experienced in schools. This result may be explained by the
prejudiced attitudes of Turkish students’ and teachers’ towards Syrian students. This
kind of attitudes are manifested as discrimination and bullying in social relationships
and they directly affect not only students’ sense of belonging in the school but also
their relational participation which is one of the important domains of child well-
being. Enhanced contact which facilitates the interaction, communication, and
sharing between Turkish and Syrian students, as well as Turkish parents and Syrian
parents, are of high importance to eradicate negative attitudes since people would
find a chance to know each other more closely so that they can break preconceptions
about others. For this purpose, in-class and extracurricular activities should be
organized to strengthen the relations between Syrian students and local peers.

Activities facilitating contact and sharing between Syrian and Turkish students such
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as group homework, learning games, drama, role-playing, special occasions and team
assignments providing the contact and communication between Syrian students and
Turkish students should be developed. These activities may help students to respect
and accept others who have different national and cultural identities and may
improve social cohesion. On the other hand, since there is a possibility that
discriminatory attitudes of Turkish students towards Syrian students stem from their
families’ attitudes towards Syrian refugees, school organizations such as trips and
picnics bringing Turkish parents and Syrian parents close together and increasing the
interaction between them should be organized to strengthen the contact between
Turkish people and Syrians. It facilitates the meeting on common ground and
knowing each other more closely. Thus, it may contribute to the sense of acceptance
among parents which will be directly transferred to their children and would be
reflected in the school environment. For performing this kind of attempts, the role of
psychological guidance and counselor role is crucial for establishing contact between
families and strengthening the school family cooperation.

On the other hand, for eradicating bullying, specific measures must be taken
immediately. The effective strategies to tackle discrimination and bullying in schools
could have significant potential to improve children’s well-being in also other
domains of life and contribute their adaptation to society. At this point, the role of
school principals is crucial since it was revealed that school principals regarded as
the main assistance to deal with bullying by children. The responsive, considerate
and solution-oriented attitudes of school principals are very crucial to protect refugee
students’ sense of safety in school. All school personnel should treat all students in
an equal, respectful and tolerant manner and should not allow discrimination by

accepting diversity and addressing it as an opportunity for their schools. For this aim,
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professional training in refugee children’s conditions and needs, informing school
administrations to accepting diversity and addressing it as an opportunity for their
schools and struggle with bullying and discrimination should be given with the
cooperation of MoNE and international organizations working in this area.

According to the findings, teachers’ ability to be fair, give attention to
children, lead them, good command of teaching, communicate, support, listen and
respond to Syrian children’s educational needs positively contribute children’s well-
being in education. Thus, it is crucial for teachers to have the necessary knowledge,
skills, and awareness about the diverse needs of refugee children. However, teachers
in Turkish public schools may have inadequacies about the necessary knowledge and
skills reaching every students’ full potential and managing cultural diversity in the
classroom. Thus, in-service education which provides teachers to necessary skills
about various teaching methods for students coming from different cultures and
experienced war and trauma, effective communication strategies, giving guidance
and managing multicultural classroom environment should be provided. This kind of
training can increase teachers’ awareness and sensitivity on meeting the educational
needs of refugee children, coping with discrimination, respecting for different
cultures and; therefore, creating inclusive classroom environments. Similarly, the
courses in education faculties in universities should be added for the refugee
education, which will provide teacher members to the necessary knowledge and
strategies to perform the equal treatment to all students in the class.

The psychological and guidance services in schools and their activities for
Syrian refugee students are inadequate, some schools do not provide any services at
all. These services are necessary for not only students’ ability to overcome the

effects of war and migration process, but also providing psycho-social support to
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Syrian refugee children which very valuable for their adjustment into the new
educational environment. Psychological counselors can prepare the class
environment, inform Turkish students about refugees and provide them to the ability
to show respect and acceptance towards students coming from different cultural
backgrounds. Besides, their role is also important to detect the refugee children
having psychological symptoms which restrict children’s potentials for self-
actualization and academic achievements, provide the necessary support to them,
collaborate with their families, or direct serious cases to a psychiatrist if necessary.
Therefore, systematic and effective psychological support service should be provided
in schools. Guidance counselors should be educated and strengthen to work with
refugee students. It is also necessary to enhance the qualifications of guidance
counselors so that they can serve not only for Syrian students but also for school
administrators, teachers, parents and other students who come into contact with
Syrian students to establish healthy communication and increase the sense of
acceptance in the whole school environment. For improving the quality of
psychological guidance and counseling services, monitoring and evaluation systems
must be implemented in public schools.

There is a lack of social activities and active student clubs in schools. These
activities provide students to a sense normalization of their lives, improve children’s
social development and exercise their participation rights. They also increase
interaction between students; thus, they contribute to the constitution of positive peer
relations. Through these activities, students can find a chance to being listened,
participate in the decision-making process, and express themselves in school. Thus,
the social activities and social club meetings should be organized regularly by

enabling students to freedom of choice and treating their choices with respect; more
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serious attention to enabling children’s participation in social activities and student
clubs in which student will be able to exercise their autonomy and participation
rights is needed.

According to children’s expressions, it was found that Syrian parents are very
eager to be involved in their children’s education. They are encouraging and
mentoring for children’s education and this contributes to children’s motivation
towards education positively. However, their efforts are limited to the home. Because
of the language barrier, some parents cannot communicate with school staff and
cannot participate in parent-teacher meetings. Strengthening school-parent
cooperation positively affects children’s well-being in education. Thus,
communication mechanisms that enable healthy communication between Syrian
parents and school staff and strengthening Syrian parents’ ties with the school should
be developed. inclusive communication mechanisms that strengthen the Syrian
parent’s ties with the school are essential. There should be an interpreter or a call
center in the schools to provide communication between with Syrian parents and
teachers. This kind of support may enhance parents’ capabilities to involve in
children’s education. Thus, inclusive communication mechanisms that strengthen the

Syrian parents’ ties with the school are essential.

5.2.3 Supporting children well-being in and outside the school

Findings, on the whole, demonstrated that students feel happy and satisfied to
participate in familiar educational environments in which children feel comfortable
and protect their friendships with Syrians. These environments provide children to
develop a sense of safety, protect their cultural identity, and increase their adaptation

into society. Syrian children participate in the courses and activities organized by the
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Refugees Assistance and Solidarity Association suggested that this kind of support
contributes positively to them socially and academically. They are rather satisfied to
participate in these activities; they like to spend time in such familiar environments
in which Syrians are together and they think that the courses in this community
center support their lessons at school. Based on children’s accounts, it may be
claimed that community centers in neighborhoods or voluntary associations
positively affect children’s well-being. Hence, this kind of organizations, whether
state, NGOs or international organizations funded, should be provided and expanded
for Syrian refugee education. Environments where children feel familiar, safe and
comfortable should be increased.

In order to preserve children’s sense of fairness and provide a sense of
belonging in education, social policy objectives need to concentrate on the
distinctness in children’s capability sets. It would be unjust to deprive children of
support mechanisms providing resources and opportunities for children to access
facilities, show their real potential and exercise their rights in education. To detect
variations in children’s capabilities, it should be ensured that the Syrian refugee
children’s themselves participate in the planning, implementation and evaluation
processes related to their education. The roles of international and local institutions
should also be considered in all processes. The wide range of cooperation and
coordination of actors engaging in the provision of education for Syrian refugee
children within the framework of a holistic and child-centered approach is also
crucial for Syrian children’s well-being in education.

Taken together, these findings suggest the need for better adjustment policies
which consisted of a holistic and child-centered approach to increase children’s well-

being in education. This kind of holistic approach should be flexible and adaptable to
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meet the diverse needs of refugee students and should include long-term solutions,
social, economic and political support. This holistic approach requires the
transformation of school atmosphere through humanitarian concerns on the axis of
social inclusion, while it is important to attribute and maintain a positive image to
refugee students for effective implementation. On the other hand, it should be child-
centered focusing on creating multicultural and transnational education
environments, which consider children’s capabilities and promote children’s sense of
fairness and belonging in education.

There is a risk that policies or any kind of attempts directly targeted to
increase Syrian children’s well-being in education may damage the Turkish students’
sense of fairness in education. Children are quite aware of the rights they have and
exercise of their rights. This awareness becomes visible especially in the educational
environments in where children have a chance to compare exercise of their rights and
others. For instance, as stated previously, Syrian students expressed that they get
higher grades when they took different exam separately from Turkish students. They
also believe that it would be fairer to subjected to different academic evaluations
because of language difficulties they encounter during the exams and they show their
demand about the necessity of different evaluation mechanisms for them
accordingly. If such a proposal is put into practice, it may contribute to the Syrian
students’ well-being in education; however, it may also create a feeling of
disturbance and unfairness for Turkish students. This kind of situations may
exacerbate the existing inequalities and conflicts among children and complicate
Syrian children’s adaptation into school. Thus, educational efforts must be done in

caution by considering each child’s rights, agency and sense of fairness equally.
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All in all, better social policies focusing on adjustment and integration of
Syrian refugee children into Turkish public schools and comprehensive solution-
oriented coordination platforms that bring local and central administrations,
academic units, refugee children, Turkish children and NGOs together are needed for
enhancing Syrian refugee children well-being in education and overcome barriers

they face at public schools.

5.3 Limitations and suggestions for further research
This study was limited to Syrian students living in the Sultanbeyli district and who
are enrolled in activities and courses offered by Refugees Assistance and Solidarity
Association. Thus, this research focused on the subjective well-being of children in a
highly invested area. These results may not be applicable to the wider population of
children living in Istanbul. Syrian children living in other districts of the city and are
not supported by community centers might have a somewhat different set of
capabilities, concerns and different coping mechanisms. For example, children who
are not supported by community centers may have more difficulties in adapting the
Turkish curriculum and language. Thus, further research should include samples
from different neighborhoods. This kind of research will enable to make a
comparison between the educational well-being of students’ who are supported by
the community center and the others who are not supported by this kind of
associations.

For exploring children’s well-being in education, the views of teachers,
school principals, and school personnel are also important. Therefore, further
research could include these actors in the research scope along with children. It

would also be interesting to explore the educational well-being of Syrian refugee
168



children living in different countries such as Lebanon, Jordan, and Egypt in which
the Syrian population is densely populated. Comparative studies may help to reveal
differences in Syrian refugee children’s well-being across different education
systems.

Child well-being is multidimensional and horizontal approach offering a
contextual understanding of children is not only in terms of education but also in
different domains (Uyan-Semerci & Erdogan, 2015). Thus, further studies are
required to better understand Syrian children’s well-being in all domains by using
objective and subjective indicators by extending the research population and sample.
This kind of studies can be conducted in different regions where the Syrian

population are concentrated.
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APPENDIX B

INTERVIEW GUIDE

Directive: I am wondering opinions, experiences of children in your age with respect
to schools. Therefore, I make negotiations. I wished to talk to you right now. I want to
get to know you, I have some questions about your school. You do not have to answer
if there is a question you do not want to answer. We can stop when you want to. I need
to get the voice recording to record the answers correctly, but no one will listen to the
voice recording. I will not share your name and private information with anyone. There
is no right or wrong answer to any question. I am wondering about your thoughts and

experiences. Is there anything you wish to ask?

Introduction: Can you tell me about yourself a bit? (Probe: Probe: How old are you,
how many siblings do you have, what do you like to do, what is your favorite lesson,

what is your favorite team?)

Entrance to school: What grade are you going into? How do you get to and return from
school? How many years in this school? When did you come to Turkey? Have you

ever change school since coming to Turkey?

May I ask you to write the things that make you happy at school, either by drawing or
writing? Are you feeling well, happy in school? Where, with whom, what are you
doing? Can you draw or write on this sheet coming to your mind? (Why child choose
that person/place /what does s/he does will be asked to deepen every point the child
draws/writes) In this activity, some children can give very detailed answers and these

questions are not asked again because they will have given the answers to the following
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questions. However, the following questions are asked to children who do not speak

much or who do not elaborate on it;

Possible Extra Questions

Are you feeling happy about what you do most in school?

(About the relationship with teachers): Is there a teacher you feel close/safe with/love?
Why this teacher (s)? Can you give an example / tell me something that comes to your

mind?

So, are there teachers you do not agree with? Why this teacher (s)? Can you give an

example / tell me something that comes to mind?

(About the relationship with classmates): How many are you in class? Do you have a
friend you feel close to / love / meet outside the school among other students in your
class? Why is that friend? Will you meet outside the school? What do you do? Where

do you go?

Alright, is there someone in your class that you do not like, who says rude/abusive/

making fun of / making offensive remarks to you or others?

Some of your peers said they discriminated against themselves or their friends at
school. Does it happen at your school as well? Do things like this happen to you or

your friends? (If s/he says yes: What would you like to do in order to solve that event?)

(About the academic process): How do you like your lessons? Which lessons do you
like? Which lessons you do not like? Why is that? How do you find homework from
school? Do they give a lot of homework? What kind of assignments do they usually

give? Is it difficult?
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Is it important for you to succeed in your classes? In which field do you want to be

successful?

Do you have difficulty following courses because the language is Turkish? Is your
Turkish knowledge sufficient to express yourself in exams? How / where did you learn
Turkish? Do you want to get support on this regard? What kind of language support

would be good for you?

(About the facilities/conditions of the school): What kind of school facilities are you
happy with? What do you think it would be nice to be in school or what do you want
it to be? Where are you playing at school in break time? Does the school have a garden?
Is it enough? Do you bring your lunch from home to school? Does the school have a
canteen or cafeteria? Are you satisfied with the cleanliness/warm-up of the school? Is
there a place in the school where you can go in case of an accident or illness? Is there

an infirmary at school? Does the school have guidance counselors?

Do you have extracurricular activities (such as studies, social clubs, educational
branches meetings) in the school? Can you tell me a little bit about them? What are

you doing? What do you enjoy doing?

(About out-of-school activities): What do you do when you are out of school / after
school / when you are not going to school? Can you tell me a little bit about them?
What are you doing? What do you enjoy doing? Are there regular places to go?

Courses? Sports? Can you see your friends? What do you do?

Do you work out of school somewhere with or without any fee to support your family

or to raise your own allowance?
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(About the family's impact on the school period): What do your parents think of your

education? Is there an environment where you can study at home?

(Opinions about health): How is your health? How do you feel physically? Do you
have any complaints/concerns about your health? Do you get sick often? Do you have
any illness that affects you and your daily life? If so, what kind of treatments are you

receiving? How does this process affect you?

(About his/her own opinions): What do you think should happen in a school to make
a child happy? What would you care about if you were running this school? Why did

you choose these?

(About what they wanted to change): If you had a magic wand, what would you change

to make you happier in school? Why is that?

(Closing): What is your favorite feature about yourselt? What do you want to be in the

future? That was a nice conversation. Thank you. Is there anything you want to add?
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APPENDIX C

INTERVIEW GUIDE (TURKISH)

Yonerge: Ben senin yasitin ¢ocuklarin okullari ile ilgili goriislerini, deneyimlerini
merak ediyorum. O nedenle goriismeler yapiyorum. Simdi de seninle konugsmak
istedim. Seni biraz tanimak istiyorum, okulun ile ilgili baz1 sorularim olacak. Cevap
vermek istemedigin bir soru olursa cevaplamak zorunda degilsin. Birakmak istedigin
zaman birakabiliriz. Ses kaydini cevaplarini dogru kaydedebilmek i¢in almam
gerekiyor ama bu ses kaydini kimse dinlemeyecek. Ben senin adini ve 6zel bilgilerini
kimseyle paylagsmayacagim. Hi¢bir sorunu dogru ya da yanlis cevabi yok. Ben
sadece senin diigiincelerini ve deneyimlerini merak ediyorum. Sormak istedigin
birsey var m1?

Giris: Bana biraz kendinden bahseder misin? (Probe: Ka¢ yasindasin, kag
kardessiniz, neler yapmaktan hoslanirsin, en sevdigin ders ne, hangi takimi
tutuyorsun?)

Okula giris: Kaginer siniftasin? Okula nasil gidip geliyorsun? Bu okulda kaginci
senen? Tiirkiye’ye ne zaman geldin? Tiirkiye’ye geldiginden beri hi¢ okul degistirdin
mi?

Buradaki kagida ister resimleyerek, ister yazarak okulda seni mutlu eden seyleri
yazmani isteyebilir miyim? Okulda nerede, kim(ler)le, ne yaparken kendini iy1i,
mutlu hissediyorsun? Aklina gelenleri bu kagida ¢izer misin ya da yazar misin?
(Cocugun ¢izdigi/yazdig: her noktay1 derinlestirmek i¢in o kisi/yer/ne yaptigini

neden sectigi sorulacak) Bu aktivitede bazi cocuklar cok detayli cevaplar verebilirler
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ve ilerdeki sorularin cevaplarini vermis olacaklarindan o sorular tekrar sorulmaz.
Ancak, cok fazla konugmayan ya da agmayan ¢ocuklara asagidaki sorular sorulur:
Olas1 Ek Sorular

Okulda en ¢ok ne yaparken kendini mutlu hissediyorsun?

(Ogretmenlerle iliskisi hakkinda): Kendine yakin hissettigin/ beraberken giivende
hissettigin/sevdigin bir gretmen var m1? Neden bu dgretmen(ler)? Ornek verebilir
misin/aklina gelen bir olay1 anlatabilir misin?

Peki, anlasamadigin/sevmedigin 6gretmenler var m1? Neden bu 6gretmen(ler)?
Ornek verebilir misin/aklina gelen bir olay1 anlatir misin?

(Sinif arkadaslari ile iliskisi hakkinda): Sinifta kag kisisiniz? Sinifindaki diger
ogrenciler icinde kendine yakin hissettigin/sevdigin/okul disinda goriistiigiin bir
arkadasin var m1? Neden o arkadas? Okul disinda goriislir miisiiniiz? Neler
yaparsiniz? Nelere gidersiniz?

Peki sinifinda hoslanmadigin, sana ya da bagkalarina kaba/kotli davranan/dalga
gecen/kirict sozler sdyleyen birileri var m1?

Bazi yasitlarin kendilerine kars1 ya da arkadaslarina karsi okulda ayrimeilik
yapildigini sdylediler. Sizin okulda da oluyor mu? Senin ya da arkadaslarinin bagina
boyle seyler geliyor mu? (Evet der ise: Bu gibi durumlarda o olayin
coziimlenebilmesi i¢in ne yapilmasini isterdin?)

(Akademik stireci hakkinda): Derslerle aran nasil? Sevdigin dersler hangileri?
Sevmedigin dersler hangileri? Neden? Okuldan verilen 6devleri nasil buluyorsun?
Cok odev veriyorlar m1? Ne tiir 6devler veriyorlar genelde? Zor mu?

Derslerde basarili olmak senin i¢in 6nemli mi? Hangi konularda basarili olmak

istiyorsun?
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Dersleri dil Tiirk¢e oldugu igin takip etmekte zorlantyor musun? Sahip oldugun
Tiirkge dil bilgisi kendini sinavlarda rahat ifade edebilmek icin yeterli mi? Nasil/
nerede 6grendin Tiirk¢e’yi? Bu konuda destek almak ister misin? Ne tiir bir dil
destegi sana iyi gelirdi?

(Okulun imkanlari/kosullart hakkinda): Okulun ne tiir imkanlarindan memnunsun?
Okulda olsa 1yi olurdu dedigin ya da daha fazla olmasini istedigin neler var? Okulda
tenefilis zamani nerede oyun oynuyorsunuz? Okulun bahgesi var m1? Yeterli mi?
Okulda yiyecegin yemegi evden mi getiriyorsun? Okulun kantini veya kafeteryasi
var m1? Okulun temizligi/isinmasindan memnun musun? Herhangi bir kaza yada
hastalik oldugunda okulun i¢inde gidebilecegin bir yer var m1? Okulda revir var m1?
Okulun rehber 6gretmeni var m1? Okulda ders dis1 yaptigin aktiviteler (etiit, sosyal
kliip, kol toplantisi gibi) var m1? Onlardan biraz bahseder misin? Neler yapiyorsun?
Neler yapmaktan zevk aliyorsun?

(Okul dis1 aktiviteleri hakkinda): Okul disinda/okuldan sonra/okula gitmedigin
zamanlar neler yaptyorsun? Onlardan biraz bahseder misin? Neler yapiyorsun? Neler
yapmaktan zevk altyorsun? Diizenli gittigi yerler var m1? Kurslar? Spor?
Arkadaslarinla goriigebiliyor musun? Neler yaparsiniz?

Ailene destek olmak amacaiyla veya kendi har¢ligini ¢ikarmak i¢in herhangi bir
ticret alarak yada almayarak okul diginda bir yerlerde ¢alistyor musun?

(Ailenin okul siirecine etkisi hakkinda): Ailen senin egitiminle ilgili ne diisiiniiyor?
Evde ders calisabilecegin ortam var m1?

(Saglig1 hakkindaki goriisleri): Sagligin nasil? Fiziksel olarak kendini nasil
hissediyorsun? Sagliginla ilgili herhangi bir sikayetin/endisen var m1? Sik sik
hastalanir misin? Seni ve giinliikk yasamini etkileyen bir hastaligin var m1? Varsa ne

tiir tedaviler aliyorsun? Bu siire¢ seni nasil etkiliyor?
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(Goriisleri hakkinda): Sence bir okulda bir cocugu mutlu etmek i¢in neler olmalidir?
Bu okulu sen yonetiyor olsaydin nelere dikkat ederdin? Neden bunlar1 sectin?
(Degistirmek istedikleri hakkinda): Elinde sihirli bir degnek olsaydi okulda seni daha
mutlu etmek i¢in neyi veya neleri degistirirdin? Neden?

(Kapanis): Kendinle ilgili en sevdigin 6zelligin nedir? Gelecekte ne olmak
istiyorsun?

Cok giizel bir sohbetti. Tesekkiir ederim. Senin eklemek istedigin bir sey var m1?
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APPENDIX D

CONSENT FORM (TURKISH)

Aragtirmay1 destekleyen kurum: Bogazigi Universitesi

Arastirmanin adi: Devlet Okulundaki Suriyeli Miilteci Cocuklarin Egitimde Iyi Olma
Hali: Sultanbeyli Ornegi

Proje Yiriitiiciisii: Dog. Dr. Serra Miiderrisoglu

E-mail adresi: serra@boun.edu.tr

Telefonu: +90 212 359 73 24

Arastirmacinin adi: Simla Serim

E-mail adresi: simlaserim@gmail.com

Telefonu: +90 544 278 71 73

Sayin veli,

Bogazici Universitesi Psikoloji Béliimii dgretim iiyesi Dog. Dr. Serra
Miiderrisoglu ve Sosyal Politika Yiiksek Lisans 6grencisi Simla Serim tarafindan
“Suriyeli Miilteci Cocuklarin Egitimde Iyi Olma Halleri: Sultanbeyli Ornegi” adi
altinda bilimsel bir aragtirma projesi yiiriitilmektedir. Bu ¢alisma ¢ocugunuzun
egitim siireci ve okul deneyimi ile ilgili konular1 kapsamaktadir. 12-15 yas arasindaki
cocuklarla birebir goriismeler yapilacaktir. Bu goriismeler yaklasik bir saat
stirecektir. Bu goriismeler Sultanbeyli’de bulunan Miilteciler ve Siginmacilar
Yardimlagma ve Dayanigsma Dernegi’nde ger¢eklestirilecektir. Cocugunuzun bu
caligmaya katilimini kabul ettiginiz takdirde, cocugunuzun okulun fiziksel ve sosyal
ortami, ulasim, 6gretmenler ve sinif arkadaslariyla iligkileri, dil, 6devler ve sinavlarla
ilgili deneyimi hakkinda paylasim yapmasi istenecektir.

Bu arastirma bilimsel bir amagcla yapilmaktadir ve katilimer bilgilerinin
gizliligi esas tutulmaktadir. Goriigmelerin degerlendirilmesinde ¢ocuklarin ismi ve
cocuklar belirleyici kisisel 6zellikler degistirilecektir. Cocugunuzun goriisme
esnasinda aktardiklar1 hi¢bir kosulda okulundaki idari personel yada 6gretmenleriyle
paylasilmayacaktir.

Bu arastirmaya katilmak tamamen istege baglidir. Cocugunuzun bu ¢aligmaya
katilimina onay verdiginiz takdirde ¢aligmanin herhangi bir agsamasinda herhangi bir
sebep gdstermeden onayinizi ¢ekmek hakkina da sahipsinizdir. Cocuklar
istemedikleri sorulara cevap vermek zorunda degillerdir. Istedikleri zaman
caligmadan c¢ekilebilirler.
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Cocuklarin aktardig1 deneyimlerin ve goriislerin dogru yansitilmasi i¢in ses
kaydina ihtiya¢ duyulmaktadir. Ses kayit dosyalarinin desifresi yapilirken gizliligin
korunmasi agisindan isimler ve kigisel bilgiler degistirilecektir. Ses kayit dosyalar1 ve
desifrelenmis halleri ¢calisma tamamlandiktan sonra imha edilecektir.

Bu formu imzalamadan once, ¢alismayla ilgili sorulariniz varsa liitfen
sorunuz. Daha sonra aragtirma projesi hakkinda ek bilgi almak istediginiz takdirde
sorunuz olursa, proje arastirmacist Simla Serim (e-mail: simlaserim@gmail.com;
telefon: +90 544 278 71 73) ve/veya proje yliriitiiciisii Serra Miiderrisoglu (e-mail:
serra@boun.edu.tr; telefon: +90 212 359 73 24) ile temasa geginiz. Ilgili proje
hakkinda sorunlariniz ve sikayetleriniz i¢in Sosyal ve Beseri Bilimler Yiiksek Lisans
ve Doktora Tezleri Etik Inceleme Komisyonu ile iletisime geginiz.

Eger ¢ocugunuzun ¢alismaya katilmasini kabul ediyorsaniz, liitfen bu formu
imzalay1p kapali bir zarf i¢erisinde bize geri yollayin.

Ben, (katilimcimin adi) ......ccoooieiiiiniiiiieieiie, , yukaridaki metni okudum
ve ¢ocugumun katilimi istenen ¢alismanin kapsamini ve amacini, goniillii olarak
iizerime diisen sorumluluklari tamamen anladim. Calisma hakkinda soru sorma
imkani buldum. Bu ¢alismay1 ¢ocugumun istedigim zaman ve herhangi bir neden
belirtmek zorunda kalmadan birakabilecegini ve biraktigi takdirde herhangi bir
olumsuzluk ile karsilagmayacagimi anladim.

Bu kosullarda s6z konusu arastirmaya kendi istegimle, hicbir baski ve
zorlama olmaksizin ¢ocugumun katilmasini kabul ediyorum.

Formun bir 6rnegini aldim / almak istemiyorum (bu durumda aragtirmaci bu
kopyay1 saklar).

Katilimciin (¢cocugun) Adi
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APPENDIX E

CONSENT FORM (ARABIC)

&\ﬂ\clﬂjf?\g{g&ujha

Bogazici Universitesi _ siw sl daala :&lag¥) dussa a3
(o Ol (8 e Sl G plaally addall 8 a3 (pay y saall JELY) a5 Al )

Serra Miiderrisoglu sl si (s )3e 3l ) 5Kl 18 g ydiall (Gauia
serra@boun.edu.tr 1598 Ll ol gis
+90 212 359 73 24 ;i)

Simla Serim a e Slar s&alll al
simlaserim@gmail.com :¢59 38N &l ) sis
+90 544 278 71 73 il

cﬁiﬁ\‘;}%\d\

gn ¢ s sl Aaalay il le o (8 By 51 Al 8 e (51 5 s 3 jls) B pualaall 5 gSall ()
d\.ﬂb‘)}\ea; ?‘“\“—‘MG‘J‘; uxtj)wuu}m(ﬁ)mM)mm‘X\MM\usﬂmw\d\.la
Mg Ml (A aaletl) (B GiadU G s

e a2l 4T g pSikn (50l Aibany Ailaal e guim gl sl o) o3n (J 5l adeil) 3
s (3t o s COUEN 028 Lle 15 512 om pd sleel 2 o) 5 cpdll JULY) pe dpadd @llie
Miilteciler ve Sigmmacilar )csiadd) ga (ebiaill 5 3ac buall dnen (8 SOLEA 038 (5 jain dela
Al oda A oSlada A4S Ll pild 1)) olalud) 8 (Yardimlasma ve Dayanisma Dernegi

;)\AJJUJM‘CAUBM‘J cd..a\}.d\} M.u)JAHM:;LAJ;\J\M\CA@);JASJWeSthuAg_\u:uu
llaieY) g cilal ol 5 Aalll g

JUlaY) elal 505wt | Ll e glae 3 o o Llial) e dpale (ol 2 Y Cnl) 138 ¢l ya) Al
}iQﬁ)u}z\Qﬂgzﬂtpesmnau}xuas)umgdqyamu\&ﬁ% Joad il agila glasag
gl e cala ol Al ualeall

aSI 3a g Miu¥) o2 b aSlak AS HLie e il Jla s Lalas 4 sl @ Uaiu) 13 AS jLal)
Ll 0 shaas | ged JULY) s gl elayy dalall 505 Aaa) al e (e Als e sl (& o)
O3 s (sl 3 ALE (e eV agiay LS Ledde Y G5 ¥ 1 ALY Jle

183 o JERYT el 0 el 91 5 o) By (el £ o S0 and LG DI i
A gl ) o3 TS die oSk Ay gead s A o) dulea Jaf (e Fad 8 e slaall s olandl
anll elgs an i geall i laaadll o3 (3 i LS

ey S 1)) Aulall oda Jsa Alaud gl clial (S 13 Lad L) oa iz 3 sadl) 138 ol i) 8
g s el daalyy JuatV) (oo (3aY Gy (8 Jadll g 5 pdiall Jsa ddlia) Glaslae o Jsaal)
5 (490 544 278 71 73 1wl ¢ simlaserim@gmail.com : s Y 2 54) Simla Serim

+90 212 :ila ¢ serra@boun.edu.tr ;5 ASY) 2,4) Serra Miiderrisoglu ¢ s séall ye
(35973 24

181



bl Jils 5 CAEYAY) Ziady JLaiV) (o o ¢ g s el Joa 558 5f JSLie (g elial (IS 1)
oelaa¥l aglall dol ) si€all

lhe Gl 8 L) diole) 5 23 saill 138 e o il g ¢ Al 8 oSlaa AS Lt il 13)

Al Jle Ll Caagh s eodled panill il 8 a8 e, (i) aud) Ui
oo JLd ol da gl J a2l e gla Ley cuallaial 31 dada 3 jLiie A g guse Caagd g ¢ Lgdaa g
Ui sl an) ol o il 5 e 6V Al (505 g (sl AR o3a (il wolaiadd il agdl Al )
ale Ly dada

o) S) sl ok (g (50 Jmall Canll 8 Jalall A jliie Jf conis Ll g

(Al i) 03y Chalull Jagiag 2 A sda 8 Lgie daus 'Ssioiaﬂj/liéjjl\a&usm”' 3 dal

e e 148y (Jadall) LA A
B s e e ) - Jahall g o)
.............. [ vvvoneca ] e (Al /) /2 all) e U e

B e S8l Call) )
[ [ e (Al /5l /) GGl e

182



APPENDIX F

QUOTATIONS OF PARTICIPANTS (TURKISH)

Konusuyorum ama okumak yok. Derslerde Tiirk¢e okudugumu anlamryorum yani.
(Musaf)

Okumak biliyorum, konusmak biliyorum ama Tiirk¢e kelimeleri anlamam, dersi
anlamam problem. (Asli)

Tiirkge konusuyorum, senin ne sdyledigini anliyorum mesela. Ama bazen sinavlarda
kelimelerin bilemiyorum kelimeleri o zaman soruyu yanlis yapmis oluyorum.
Onlardan diisiik not aliyorum. Ama her sdylediklerini anliyorum. Konusuyorum
yani. Konusmam problem degil. (Adem)

Ben aslinda Tiirk¢eyi konusuyorum ama derslerde yazmam iyi degil. Mesela Tiirkce
hocasinin anlattiklarini hizli bir sekilde yazamiyorum. (Maysa)

Tiirk¢eyi anliyorum konusuyorum da ama yazmam iyi degil. O ylizden bazen Tiirkce
ddevlerin sorularimin cevaplarint yazamiyorum. (Zehra)

Ben aslinda Tiirk¢e biliyorum, konusuyorum da ama bazen yazamiyorum yada
okuduklarimi anlamiyorum. Hocaya soruyorum anlamadiklarimi. Mesela Tiirkge
dersinde hoca tahtaya bir sey yaziyor, ben bilmiyorum o kelime ne anlama geliyor.
(Damre)

Bu kitabin hepsini ezberlememiz gerekiyor. Ben neyi ezberleyecegim, ¢ok geliyor.
Cok fazla. Arapca olsa evet belki hepsini ezberleyebilirdim ¢iinkii Arapga anliyorum,
Tiirk¢e anlamiyorum. Ama yani bu kadar kalin bir kitap Tiirkge olunca ve sinav igin
ezberlememiz gerekince zorlantyorum. Hepsini ezberlemem gerekiyor, zor

geliyor. Mesela 3 Mart'ta bir sinav var. Huzur Sokagi biliyor musun? 500 sayfa, bir
roman kitab1 bu. Hepsinden sinav var. Okuyorum ama anlamiyorum, o yiizden
biraktim. Yani Arapca olsa benim i¢in ¢ok kolay ama Tiirk¢e oldugu i¢in zor geliyor.
(Asl)

Odevler Tiirkge oldugu icin hemen ezberleyemiyorum. Arapga olsa hemen
ezberlerim ama Tiirkce ezberlemek ¢ok zor. (Musaf)

Sinavlarda zorlantyorum. Bazi kelimelerin nasil yazilacagini bilemedigim i¢in
yazamiyorum. Sorulari bog birakiyorum. Ama o zaman da diisiik puan aliyorum. Bu
esit olmaz. (Leyla)

Bazi sorularda anlamadigim kelimeler oluyor o soruya takiliyorum mesela.
Ogretmene de soru sormak yasak. Hani hocam bu ne demek, bu kelime ne anlama
geliyor diyemiyoruz sinavlarda. E o kelimeyi anlayamayinca o soru gidiyor zaten. O

183



soruyu bos birakmak zorunda kaliyorum. Ttk ¢ocuklar gibi degiliz ve bu yiizden
diisiik not aliyoruz. Bu esit bir sey degil bence. (Asli)

Ban ben sana bir hikaye anlatayim mesela. Gegen sene bir sinava girdim. O zamanlar
ilk defa Tiirkiye okulu goriiyordum, hi¢bir sey anlamiyordum. Dersi anliyordum ama
sinava girince higbir sey anlamiyordum. Hoca anlatinca anliyorum ama yazma
okuma yok. Sinavda hocaya sordum; "Burada ne yaziyor?" dedim, bana cevap
vermedi. Ben sdyleyemem bunu, sinavdayiz; "Sen kendin bil" dedi. O sinavdan 24
aldim. Hoca sinav1 bir daha yapacagini sdyledi tek basima olarak. Tiirklerden ayri
girdim yani sinava. Hoca soyledi tek bagima oldugum i¢in anlamadigim seyleri
sOyliilyordu. 74 aldim o sefer. Yani mesela ben hocaya bu ne demek diyordum, o da
sOylityordu benim i¢in. Bu yiizden bence bizim Tiirklerle ayni sinavi olmamiz adil
degil. (Musaf)

Bazen yapamiyorum sinavlar1 anlamadigim kelimeler oluyor. O zaman arkadasima
soruyorum kelimelerin anlamin1 yada ondan bakiyorum. Sinavda yanindakine yada
bagka dgrencilerin kagidina bakmak yasak ama bilmedigim kelimeler oldugu i¢in
mecburen bakiyorum. (Adem)

Sinavlar zor oluyor Tiirkce kelimeler oldugu i¢in. Ben o yiizden Suriyeli okulu
istiyorum iste. Orada dili biliyorum, yapabiliyorum. Ama Tiirk¢e ¢cok zor geliyor.
(Ekrem)

Matematin en kolay ders. Yazma falan yok. Sadece sayilar var, formiiller var. O
yiizden Tiirk¢e olmasi beni zorlamiyor. Tiirkge'den 36 aldim. Ama matematikten 94
aldim. Ciinkli matematik sadece sayilar. Orada anlamadigim kelime ¢ok olmuyor.
(Haydar)

Matematik 6devleri kolay, ben onlar1 yapabiliyorum ama diger derslerin 6devleri zor.
Bir siirii Tiirk¢e kelimeler oluyor. Ben nerden bilicem ki onlar ne. (Ekrem)

Matematik ve Fizik kolay geliyor, yazi yok. Hep sayilar var. Formiiller var.
Formiilleri ezberliyorum. Az ¢ok yapabiliyorum. (Musaf)

Arapga'y1 nasil okuyordum onu unuttum. Cilinkii bu okulda her sey Tiirkge. Kitaplar
Tiirk¢e. Hoca tahtaya Tiirkge yaziyor ama ben Arapga konusuyorum aslinda. Biitiin
dersler Tiirk¢e olunca, Arapga'y1 unuttum. Arapga derslerde daha basariliyim.
Arapga'y1 unutmak istemiyorum. Arapg¢a konugmayi seviyorum. (Ekrem)

Biz Tiirk okuluna gecince biitiin dersler Tiirk¢e olucakmis. O zaman hep Tiirkge ders
calisgagimiz i¢in Arapgay1 unutabiliriz. E o zaman Kuran dersinden ve din dersinden
diistik aliriz. Ama ben Arapgay1 unutmak istemiyorum. Benim aile Arapga
konusuyor, ben Arapca konusuyorum. Bu benim dilim yani. insallah devlet okulunda
okumaya bagladigimda Arapgay1 unutmam. (Damre)

Sadece Tiirk¢e dersinin siavi Tiirkge. Normal derslerin sinavi Arapga. Arapga olan

siavlarda zorlanmiyorum, Tiirk¢e sinavlarda zorlaniyorum. Sinavda sorularin i¢inde
bilemedigim kelimeler oluyor. (Maysa)

184



Bizim okul Suriyeli okulu. Dersler Arapga oldugu i¢in zorlanmiyorum. Tiirkce
dersleri de anliyorum ama Arapga derslere gore daha az anliyorum. (Zehra)

Bizim okuldaki hocalar Tiirk¢eyi ¢ok giizel 6gretiyorlar. Hocalar Tiirk¢e'de hep beni
biliyorlardi, derste konusuyordum hep. Olumlu bir sey, giizel bir sey bu yani. (Nur)

Tiirk¢e dersinde mutlu oluyorum ¢iinkii 6gretmenimi ¢ok seviyorum. Ciinkii o bize
cok geliyor. Bize ¢ok iyi davraniyor. Dersi ¢ok iyi anlatryor. Ben ¢ok iyi anliyorum
onu. Ciinkii yavas ve anlagilir konusuyor bizimle. (Maysa)

Tiirkgeyi 6grenmek ¢ok giizel. Bir siirli kural var. Bizim hepsini 6grenmemiz lazim.
Ogretmenimiz bize ¢ok giizel anlatiyor Tiirkce kurallarin hepsini. Bizim hepsini
ogrenmemiz gerekiyor. Okulda Tiirk¢e dersleri giizel geciyor. Bu harika bir sey.
(Zehra)

Yeni kelimeler 6grenmemiz lazim. Tiirk¢e’de ¢ok fazla kelime var. Yeni kelimeleri
ogreten bir kurs lazim. (Leyla)

Okul disinda da kurslara gidiyorum tabi. Miilteciler dernegine geliyorum mesela.
Faydali oluyor derslerime. Ama bunun disinda sadece Tiirk¢e okuma iizerine bir kurs
olsa ve bizim Tiirk¢e okumamiz gelismesi i¢in iyi olurdu (Maysa)

Okuma. Okuma destegi 6nemli. Yani derslerde, dernekte daha ¢ok okuma yapilsa
daha iyi 6grenebilirdik Tiirk¢e’yi ama hep kurallar bu kurallar su diye anlatiyorlar.
Bizim okuma yapmamiz lazim. Okuma {izerine dersler olmali ki okumamiz
gelisebilsin. (Musaf)

Yeni kelimelerle ilgili bir destek iyi gelirdi. Cok kelime var. Biz bilemiyoruz
hepsinin ne anlama geldigini. O yiizden kelime 6grenmek lazim. (Asli)

Bir fikrim vardi, sana sdyleyeyim. Bence Suriyeliler Tiirklerden ayr bir sinifta olsun.
Mesela bir sinif Suriyeli sinifi olsun ama Tiirk 6gretmen olsun. Tiirk¢e ders aliyoruz
ama Suriyelilerle beraber siifta. Tiirk sinifi ayr1 olsun, Suriyeli sinifi ayr1 olsun.
Evet boyle c¢iinkii Tiirk hoca hizli konusurken biitiin Tiirk 6grenciler anliyor ve
konusuyorlar ama biz anlamiyoruz. Ogretmenin bize daha yavas konusmasi lazim. O
yiizden bize ayr1 siif lazim iginde sadece Suriyelilerin oldugu. Obiir tiirlii
anlayamay1z dersleri. (Asli)

Anlayamrtyorum bazi dersler ne anlatiyor. Sizin tarihteki seyler bizim tarihteki
seylerle farkli. Bizim Suriye’de 6grendigimiz tarihle sizin burada 6grendiginiz ¢ok
farkli. Anlayamiyorum yani mesela Sosyal bilgiler dersini. Yani sizin tarihler olaylar
bizim tarihler gibi degil. Anlayamiyorum. Algilayamiyorum. (Rifat)

Bazi dersleri anlamiyorum. Suriyedeki okul daha farkliydi. Tiirkiye’deki okul veTiirk
kitaplar1 Suriye’dekilerden daha farkli. Nasil anlatsam bilemedim. (Haydar)
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Sosyal bilgiler sinavlarinda zorlantyorum. Konular zor geliyor. Yani aslinda zor
degil de farkli yani konular. Bizim Suriye’de o ders daha farkli olurdu. Alismak zor
oldu yani buradaki konulara. O yiizden okulun verdigi sosyal bilgiler kursuna
gidiyorum. (Leyla)

Benim aslinda suan 6. Sinifta olmam lazim ama 5. Smiftayim ¢iinkii burada 6zel bir
system varmis. Cocuklar ilk geldiginde kendi siniflarindan bagka siniflara
konuluyormus. Mesela bir cocugun 7. sinifa gitmesi gerekiyormus ama onu direk 7.
Siifa koyamazlar. Once 5. Sinifi okuma ve bitirme sart1 var. 5. Sinifi okuduktan
sonra devam edebilir. Yani gercek siniflar1 6nemli degil Suriyeli ¢ocuklarin hepsi bir
sene 5. Sinift okumali. Ben de mecburen erken siniftan bagladim. 5. Siifi okudum.
Ama ben o dersleri biliyordum zaten. Boyle olmamasi gerekirdi. Bosa bir sene
kaybetmis oldum. (Talha)

Aslinda burada dersler zor degil. Bu dersler Arapga olsa ¢cok kolay. Mesela burada 9.
siifta gérdiiglimiiz biyoloji konularini biz Suriye'de aliyoruz. E bu yiizden ben
bazen buradaki biyoloji derslerinde sikiliyorum. Farkli yani gordiigiimiiz konular
Suriye’de. Baska konular1 baska baska siniflarda aliyoruz (Asli)

Bizim okulun haftasonu sabahlar1 kursu var. Biz Tiirkler gibi olalim diye agmislar o
kursu. Onlarla ayni bilelim, onlar gibi olalim diye. Orada Matematik, Fen, Tiirkce
veriyorlar. (Rifat)

Devlet agmis bu kursu bizim i¢in. Tiirk¢e dersleri, Fen ve Matematik dersleri var.
Haftasonlar1 okulda oluyor. Ona gidiyorum ben de her haftasonu. Biitiin Suriyeli
arkadaglarim da geliyor. Bu kurs Suriyelilerin kendilerini ve konugmalarin1 daha iyi
gelistirmesi i¢in. Tiirkler gibi olalim, dersleri Tiirkler gibi iyi bilelim diye var.
(Talha)

Okulda dersler bittikten sonra aksamlar1 kurs basliyor. Isteyen her cocuk bu kurslara
katilabiliyor. Her dersten kurslar var. Okulda anlamadigimiz konular1 6greniyoruz.
Biz de Tiirkler gibi olalim diye bu kurs bize yardime diyor. (Leyla)

Okul zamani ¢ok uzun. Mesela 9'dan 4'e kadar ¢ok uzun oluyor. Ogrenciler yorgun
oluyor. Cok uzun saatler, ¢cok dersler var. Cok zaman aliyor. Cok ders var yani
programda. Keske daha kisa olsa okul. Daa erken bitse ama 9'dan 4'e kadar ¢ok uzun.
Cok sikict oluyor. Cok fazla yani saat olarak. (Asli)

Bizim Suriye'de okul bir giinde 4 saatti. Burda 7-8 saat. Tenefiisler 5-10 dakika
olsaydr okul saat 12° de yada 1' de bitebilirdi ama kirk dakika yirmi dakika aralar
var. Derslerin stiresi 40 dakika. Tenefiisleri de kisa yapsaladi hemen bitirirdik ama
cok uzun yapiyorlar. Degismeli saatler bence. (Rifat)

Okul ¢cok uzun. Aksama kadar siiriiyor yani ¢ok fazla. Cok yorulmus oluyorum.

Bizim Suriye’de boyle degildi. Buraya gelince sasirdim yani bu kadar uzun olmasina.
Daha kisa olmal1 okul ki 6grenciler yorulmadan dersleri dinleyebilsin. (Leyla)
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Zor degil 6devler, normal yani yapabiliyoruz. Genelde kolayca yapiyoruz. Bizim
evde bilgisayar var. Ben internetten yapiyorum ddevlerin ¢ogunu. (Adem)

Mesela 6gretmen ddev veriyor diyor ki internetten arastir. Kaynak aragtirtyorum
yaziyorum. Kolay 6devler. Higbiri zor degil. Performans 6devi biraz vakit aliyor.
Onu da iste dedim ya kardesime yaptirtyorum bazen. (Musaf)

Dersler zor olsaydi ddevler de zor olurdu. Ama dersler elhamdiiriillah kolay, zor
degil. Bilgisayardan baka baka yapiyorum ddevlerimi ¢ogu zaman. (Damre)

Bu aralar ¢ok verdiler. Ezberleme var. Mesela Kuran suriyesinin ilk dort ayetini falan
ezberletiyorlar, mealini. (Rifat)

Valla yemin ederim Kurani Kerim ¢ok 6dev veriyor. Ogretmen biz size ¢ok
vermiyoruz, haftasonu var haftasonunda yazin zaman var diyor. Ama verdigi 6dev
cok uzun. Tiim zamanim Kurani1 Kerim ddevini yapmaya gidiyor. Her hafta boyle.
(Nur)

Tiirkce oldugu i¢in 6gretmenin yavas ve anlasilir konusmasi gerekiyor. Zaten sinif
kalabalik. 37 kisi var snifta. Cocuklar kendi aralarinda konusuyorlar. Duyamiyoruz
ogretmeni siiftakiler konusunca. Hicbir sey anlagilmiyor. (Adem)

Bir de sinif ¢cok kalabalik. Mesela tahtaya yazilan bir seyi anlamadiysam 6gretmene
ne yazdigini sormak istiyorum ama bana sira gelene kadar o konu ge¢mis oluyor.

(Zeynep)

Cok kisiydik eskiden ¢ok kalabaliktik. 45-50 kisi bir siniftaydik. Simdi ayirdilar ti¢
smifa. Daha iyi oldu. Eskiden ¢ok kalabalikt: tenefiislerde sinifa girip ¢ikarken
zorluklar oluyordu, kapida yigilma oluyordu, bazi ¢ocuklar diisiiyordu. (Damre)

15 kisiyiz sinifta. Ama yeni oldu bu. Bundan 6nce 50 kisi falandik. Temiz hava
kalmiyordu o zaman sinifta. (Zehra)

Yok ben rehber 6gretmenle goriismityorum. Odasina gidenler var ama ben
gitmiyorum. Nasil desem, utaniyorum yani yanina gitmeye. (Haydar)

Ben konugmak istemiyorum. Konusmak isteyenler gidiyor galiba odasina. Ben hi¢
gitmedim. Zaten bir kere gordiim o 6gretmeni donem baglarken. Bir daha da
gormedim. (Leyla)

Vardi galiba ama bir kere gordiik sadece bir daha da gérmedik. Iste sizin adiniz ne
nereden geldiniz falan gibi seyler dedi o kadar. Bir daha gérmedik hi¢. (Ekrem)

Rehber 6gretmen Tiirkiye'ye ne zaman geldiniz, neler oldu geldiginizden beri,

kacinci sinifa gidiyorsunuz, neler yapryosunuz, kag¢ kardessiniz gibi sorular sordu
senenin baginda. Sonra bir daha gérmedim hi¢. Ne yapiyor bilmem. (Talha)
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Bir kez gittik yanina. Etkinlik falan yapicaz dedi ama yapmadik. Resim ¢izdik orada.
En sevdiginiz yemekler, en sevdiginiz sarkici, en sevdiginiz sarki. Hi¢ sevmediginiz
seyleri, hayvanlari, kopek falan onlar1 sordu kagit iizerine ¢izdik. Bununla ilgili
etkinlik yapicam dedi ama yapmadi. Gegen donem yapicaktik. Biz de sorduk hani
etkinlik yapicaktiniz dedik. Yapmicam, okul bitti falan dedi. Yapmadik. (Rifat)

Mesela bazi ¢ocuklar kavga etmis, problem olmus diyelim, o zaman onlar rehberlik
hocasinin odasina gidiyorlar, hocayla goriisiiyorlar. (Damre)

Mesela biz bir sinifla kavga ettik, problem oldu. Bu hoca geldi. Boyle yapmayin, siz
biiylik sinifsiniz, bu dogru degil dedi. Siz okula ders i¢in geliyorsunuz, artik
biiyiidiiniiz dedi. Ogretmen, doktor olacaksiniz dedi. Bu dogrudur bu yanlstir bunlar
hakkinda konusuyor. Bir kavga oldugunda geliyor yani sinifa. Baska gérmiiyorum.
(Nur)

Rehber dgretmeni aslinda Ingilizce 6gretmeni. Ama bizim ingilizce dersimize baska
ogretmen geliyor. Rehberlik dersine o 6gretmen gelince biz ingilizce'de bir yeri
anlamadiysak ona sdyliiyoruz, o bize geri anlatiyor. Gergekte Ingilizce 6gretmeni
oldugu i¢in bize Ingilizce ddevlerimiz igin yardim ediyor. Yani biz genelde rehberlik
dersinde ingilizce dersi hakkinda konusuyoruz. (Haydar)

Bir tane hoca var yazarlik dersine ve miizik dersine giren o bizim rehberlik dersimize
de giriyor. Yani bir hoca var; hem yazarlik dersini yapiyor, hem miizik dersini
yapiyor. Hem de rehberlik dersine geliyor. Rehber hocasi kavga etmeyin bu dogru
degil falan diyor. Bu yanlis diyor. Cogu zaman da Tiirkge kitap okuyoruz rehberlik
dersinde. Tiirk¢e kitap dagitiyor aslinda hoca bize. Sonra derste onu okuyoruz.
(Adem)

Mesela rehber hoca bir sey sordu bir kiz erkeklerin dniinde soyleyemeyebilir cevabi.
Yada erkekler hocanin sordugu soruya kizlarin 6niinde cevap veremez. Bu durumlar
icin 6zel bir sey olmali. Onlara ayr1 bir sey olmali. Kizlar i¢in ayr1 erkek i¢in ayr1
olmali. Yani erkek 6gretmen erkek ogrencilerle goriismeli ve konusmali. Nasil
desem bilemedim, kizlar ve erkekler icin gizlilik olmali, onlar i¢in olmali. (Rifat).

Beden, spor, gezi kliipleri var. Normalde istedigin bir kliip se¢ebilmen lazim ama
buna ragmen ben sdylemeden beni direk Arapea kliibiine yazdilar. Hoca yazdi yani
kafasina gore. Ben aslinda Gezi kliibiline gitmek istiyordum. Ama yani ben Suriyelim
diye kafadan direk Arapca kliibiine yazdi herhalde beni. (Musaf)

Evet yaptilar ama bir giin yaptilar sadece. Onda da secim yaptilar sadece. Segiliyorlar
ama sonra hi¢ gitmedik. Bir aktivite olmadi yani hi¢. Resim kliibiinii se¢mistim ben
ama hicbir sey olmadi. Sadece donem basinda kliib se¢imi oldu. (Asli)

Ben segmedim kliibiimii. Ogretmen soyledi hangi kliibe katilacagimi. Ogretmen zorla

veriyor. Bazi ¢ocuklari zorluyor. Insan haklari m1 ye bir seydi bize verdigi ama ben
kendim se¢medim. Bazen bir arkadaginla anlasip kliibiinii degistirebiliyorsun. (Rifat)
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Yani sosyal etkinlikler yok. Ama Kurani kerim okuma yaptiran bir 6gretmen var onu
diyebilirim. Normal derslerin disinda bos derslerimiz olursa Kurani kerim okuyoruz
ders dis1 bir olay olarak yani. (Nur)

Oyle kliipler yok bizim okulda. Ama hem bizim okulda hem okullar aras: Tiirk¢e
okuma yarigmalari oluyor. Mesela bir 6nceki donemin en sonunda Tiirk¢e yarigmast
oldu her okulla ortak. Birinci bizim okuldan ¢ikti. (Damre)

Ayda bir kere Kuran okuma toplantilarimiz oluyor. Bir de bizim okulda yukarida
mescit var. Orada Cuma giinii ¢ocuklar konugmasin, ses yapmasin diye giivenlik
yaptyoruz. Her Cuma giinii namaz var. Ogrenciler mescitte dua ediyor, namaz
kilryor. Bagka ¢ocuklar onlar1 rahatsiz etmesinler diye mescitin 6niinde duruyoruz,
konusanlar1 uyariyoruz. Susturuyoruz ¢ocuklari. (Musaf)

Kurani Kerim okuma var. Kitap veriyor, yarigma var simdi. Kurani1 Kerim okuma
yarismasi. Birkag¢ giin sonra yapicaz. Eger o kitap1 15 giin i¢inde bitirip hatim
edersen 1. olursun ve 8 bin tl 6diil alirsin. (Haydar)

Okulda en ¢ok bah¢ede mutluyum. Bazen arkadaslarimla sohbet ediyorum yada
bazen de mag oynuyoruz, futbol mag1 yapiyoruz bahgede. Iki bahce var. Yukaridaki
cimli ve agacli bir yer, asagidaki normal bahge. Asagidakinde futbol oynuyoruz.
Yukaridakinde de sohbet ediyoruz. Bahgede vakit ¢ok giizel geciyor. (Damre)

Yemin ederim bah¢ede mutluyum valla en ¢ok. Mis gibi hava var. Arkadaglar var.
Kafamiza gore turluyoruz bahgede. Seviyorum bahgede olmay1, kendimi 6zgiir
hissediyorum bahgede. (Musaf)

Cok biiyiik, giizel bahge. ki tane saha var. Hem futbol hem basketbol icin. Dolasmak
icin yerler, oturmak icin banklar var. Bazen yemek yeriz banklarda. Egleniriz yani
arkadaslarimla. (Haydar)

Yemegimi evden getiriyorum. Okulda kantin var ama ¢ok pahali. Digaridaki fiyatin
iki katina esit geliyor. (Adem)

Okulda yiyecegim yemegi genelde evden getiriyorum, bazen de para aliyorum
ailemden o zaman kantinden altyorum. Ama bazen kantinde ¢ok pahali seyler oluyor.
Mesela baz1 yemekler bakkalda 1 liraysa, kantinde 1.5 yada 1.75. Yani digaridaki
market fiyatlariyla kantin fiyatlari ¢ok farkli. Keske ayni fiyatlar olsa disaridaki
fiyatla okul kantini. Ama disar fiyatiyla okul fiyat1 ¢ok farkli. Okuldaki herseyin
fiyat1 ¢ok pahali. (Talha)

Kantin biraz pahali disariya gore. Mesela bakkalda Karam varya ¢ikolata onu 1,5
liraya satiyorlar. Ama okuldaki kantin 1,75'e satyor. Doner 3 liraydi, simdi 3,5 lira

oldu. Ayran da zamlandi. (Rifat)

Kantin pahali ama bazen aliyorum bir seyler. Disartya gore biraz pahali diyebilirim.
O yiizden yemegimi daha ¢ok evden getiriyorum. (Damre)
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Revir bana bakmiyor. Ben astim oluyorum. Nefesim olmuyor, nefes problemlerim
oluyor yani. O zaman bazen revire gidiyorum ama revir benle ilgilenmiyor. (Nur)

Okul soguk oluyor. Diyorum ya, bir petek var sadece. Tenefiislerde herkes o petegin
yanina gidiyor. Sinifta montlar1 ¢ikarmiyoruz. Zaten petekler bir tane yaniyor,
obiirlerini yanmiyor (Musaf)

Sinifta iki tane kalorifer var. Usiidiigiim anda tenefiislerde simfta orada duruyorum.
Bazen de 1sinmak i¢in montumu giyiyorum. Oyle 1siniyoruz. (Rifat)

Okulla evin aras1 ¢ok uzak. 45 dakika siiriiyor arasi. Hep yiiriiyorum. (Talha)

Ben miidiir olsam her yere bir okul yapardim. Her evin yakinina bir okul yapardim ki
okula gitmek kolay olsun. Cocuklar okula gidebilsin, okula giderken ¢ok
yorulmasinlar diye. Ozellikle de yagmur yagarken, kar yagarken kisin okula giderken
iistimesinler diye. (Damre)

Arkadaslar ¢ok 6nemli bence ¢ocuklarin okulda mutlu olmasi igin. Iyi arkadaslar
olmali. Kavga etmeyen, giizel arkadasliklar olursa okul da giizel bir yer olur. (Talha)

Okulda arkadaslarim yanimda olunca, arkadaslarimla beraberken kendimi ¢ok mutlu
hissediyorum. Onlarla ¢ok iyiyim. Sohbet ediyoruz, konusuyoruz. Mesela bir

sorunumuz oldugunda birbirimize anlatiyoruz ve bir ¢dziim bulmaya ¢alisiyoruz
beraber. (Zehra)

Arkadaglarimi ¢ok seviyorum. Oyun oynuyoruz beraber. Okulda en giizel zaman
arkadaslarla gecen zaman yani. (Haydar)

Arkadaslarimi ¢ok seviyorum. Onlarlayken iyiyim. Okulda en giizel zaman
arkadaglarla gecen zaman yani. Oyun oynuyoruz beraber. Onlar da Suriyeli benim
gibi. Mag yapiyoruz, saklanba¢ oynuyoruz. Ebelemece falan oynuyoruz. 11-50
oynuyoruz. (Haydar)

Kuzenim var Suriyeli. Biz onunla ayni siniftay1z. En yakin arkadagim o. Ayni sirada
oturuyoruz. lyiyiz. Hep onunla konusuruz, sohbet ederiz. Bazen sakalar yapariz
birbirimize. Dersler bos olunca kagit oyunlari oynariz. (Talha)

Arkadaslarimla olmay1 seviyorum. Bazen arkadaslarimla bir siirii oyunlar oynariz.
Bizim sinifta Suriyeli arkadaglar var. Biz genelde onlarla beraber oynariz. Oyun
oynamazsak da sohbet ederiz, 0yle napiyorsun diye konusuruz yani. (Mahmut Ali)

5. smuftan bir arkadagim var adi Mahar Asta. Bizim sinifa geliyor tenefiislerde. Ben
hep onunla oynuyorum, onunla goriisiiyorum. Bu Suriyeli. Bir de bunun agabeyi var.
Onunla da goriisiiyoruz. (Ekrem)

Tiirk de var Suriyeli de var. Ama yakin arkadaglarim Suriyeli. Onlar Suriyeli ve diger

sinifta. Bir de okulda ayni sirada oturdugum arkadasimla yakiniz. O da Suriyeli.
Hatta suan dernekte bugiin. Dernege beraber gidip geliyoruz genelde. (Asl)
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Tiirk ¢ocuklardan iyiler de var kétiiler de var. Bazen beraber ders calisiyoruz, 6dev
yapiyoruz. Derste bir seyi anlamadigimiz zaman birbirimize anlatiyoruz. Daha iyi
anlamak igin yani. Ogretmenin anlattiklarini konusuyoruz. Mesela ben bir soruyu
anlamadim, o daha iyi Tiirk¢e bildigi i¢in Tiirk arkadagima soruyorum. O bana
soruyu anlatiyor. Bana yardimci oluyor. (Hiiseyin)

Bir tane Tiirkle kavga ettim. Ayip konusuyordu. Arapca ayip kiifiirler ediyor o Tiirk
arkadasim bana. Suriyeli arkadaslar1 var. Onlardan Arapca kiifiirler, ayip kelimeler
Ogreniyor. Bana sdyliiyor. K&tii davrantyor yani. Bu yiizden ben de annemi aradim
baska okula gitmek istiyorum dedim. Okul degistirdim simdiki okuluma geldim.
(Ekrem)

Yani gercekten okulda ben ¢ok mutlu degilim ki. Tiirkler bizi sevmiyorlar ki o
yiizden yani. K6tli davraniyorlar. Duruyoruz mesela bir yerlerde birden gelip
satastyorlar, siz Suriyelisiniz diyorlar. (Talha)

Iste o Tiirk ¢ocuk konusuyor, satasiyor bize. Bir de bir tane daha ¢ocuk var. O uzun
boylu. Uzun boylu diye ¢ocuklar1 doviiyor. Gegcen donem kuzenime satasti, benim
buram biraz ¢izildi. Miidiire gotiirdiim, “dayak atmicam bir daha rahatsiz etmicem”
falan diyor ama yalan sdyliiyor. Bize karistyor. Hocam bizim yerimizi degistirdi
onun yeriyle. O bir arka siraya gegcti. Biz de onun yerine gegtik. Derste diyor ki “ben
sizi kaldiracagim, goriirsiinliz” falan diyor. (Rifat)

Ben Suriyeli oldugum i¢in bdyle kavgalar oluyor. Onlar Tiirkler ya. Benimle kavga
ediyorlar. “Sen Suriyelisin git buradan” falan diyorlar. Ben iiziiliiyorum ama napiyim
ki ben bir sey yapmiyorum zaten onlara. (Adem)

Mesela Suriyeli arkadaslarim baska bir siniftan bize geliyorlar. Tiirk 6grenciler
onlara “Cik buradan yabanci giremez, Tiirkler girer” diyorlar. Eger Suriyeliysen git
falan diyorlar. Suriyelilerin sinifimiza girmesine izin vermiyorlar. Boyle kotii
davraniyorlar yani 6zellikle de biz ilk gelince. Alisamiyorlar herhalde ilk basta. Ben
¢Oziim olsun diye biraz konustum onlarla, sdyledim boyle olmaz dedim. (Asli)

Mesela bir sey yaptik, evde yemek yaptik okula yemek getirdik. Yesene diyoruz.
Tiirk arkadasimiz “bunu siz mi yaptiniz yoksa hazir m1 aldiniz” diyor. Hazir aldiysak
yiyorlar ama biz yaptiysak, bizim yemegimizse yemiyorlar. Bilmiyorum nasil
diisiiniiyorlar. Ilk 6nce siz mi yaptiniz yoksa hazir mi1 aldiniz diyorlar merak
ediyorlar yani. Suriyeli yemekler istemiyorlar. Yemiyorlar bizim yemeklerimizi.
(Asl)

Mesela okul ¢ikist baska siniftan Tiirk ¢cocuklar geliyor, bizimle kavga ediyorlar.
“Gel lan gebertirim seni” diyor. Suriyelileri sevmiyor, o yiizden doviiyor. Okul
cikiglarinda kavga ediyor bizimle. (Ekrem)

Bir oyun var bdyle savasiyoruz kagitta, tenefiislerde oynuyoruz. Oyunda iki tane
grup oluyor. Bir taraf Suriye oluyor bir taraf Tiirkiye’yi aliyor. Ben Suriye'yi
aliyorum. “Sen git buradan sen Tiirk degilsin, git buradan” diyor Tiirk ¢ocuklar; “yok
diyorlar, sen Tiirkiyeli ol.” (Musaf)

191



7'lerden bir Tiirk ¢ocuk, Suriyeli cocuklara karigtyor hep, rahatsiz ediyor. Ben
Suriyeli oldugum i¢in bana da satastyordu. Geliyor mesela laf ediyor, rahatsiz ediyor.
“Suriyeli esegi” diyor. Ben bir sey yapmiyorum. O bana kétii seyler soyliiyor. Ben
rahatsiz oluyorum. Gittim miidiire sdyledim. Miidiir de bu olay1 o ¢ocukla konustu.
Kizd1 yani ona. Yapma dedi. O giinden sonra ¢ocuk bize bir daha karigmadi.

(Haydar)

Bir tane ¢ocuk var bizim kars1 sinifta, 7-B'de. Cocuklar koridorda ona vuruyor, ama
o aslinda bir sey yapmiyor. Ben diyorum ki git miidiire falan soyle, 6gretmenlere
sOyle diyorum. Beni doverler, ¢ikista beni doverler falan diye sdylemiyor. Korktugu
icin miidiirle konugsmuyor yani ¢ekiniyor. (Ekrem)

Mesela bizim sinifta bazi Tiirk ¢ocuklar var. Suriyeli erkeklere kotii davraniyolar.
Tenefliste durup durup esyalarini yere atiyorlar kizdirtyorlar falan. Biz de 6gretmene
yada miidiire sikayet ediyoruz onlari. Ama bir sey olmuyor. Boyle olmamali.
Cocuklar birbirine iyi davranmali. (Leyla)

Suriyelilere ayr1 okul agilmasi lazim. Burasi gibi (miilteciler dernegi) olmasi lazim.
Tiirk cocuklar olmayacak ama Tiirk 6gretmenler olacak. Biz kendimiz Tiirk
ogretmenlerle anlasabilecek kadar ders c¢alisalim. Ama dedim ya, Suriyelilere 6zel
olmali burasi, buraya Tiirk ¢ocuklarin gelmemesi gerekiyor. (Rifat)

Keske Suriyeliler ayri, baska bir okulda olsa. Tiirk¢e dersler olsun ama sirf
Suriyelilerin oldugu okul olsun. Daha rahat hissediyorum dyle kendimi. (Asli)

Siniftan arkadaglarimla aram ¢ok iyi. Cok iyi anlagiyoruz. Ayni seyleri seviyoruz.
Sohbet ediyoruz, oyun oynuyoruz. Hepimiz arkadasiz. Zaten hepimiz Suriyeliyiz.
Ben simifimdaki biitiin 6grencileri gergek arkadas olarak goriiyorum. Ciinkii herkes
beni seviyor, ben de onlar1 seviyorum. Kardes gibiyiz yani. (Maysa)

Siniftan arkadaglarim yanimda olunca, arkadaslarimla beraberken kendimi ¢ok mutlu
hissediyorum. Onlarla ¢ok iyiyim. Giizel konusuyoruz. Mesela okulla ilgili yada
kendimizle ilgili bir sorunumuz oldugunda her seyi birbirimize anlatiyoruz. (Zehra)

Cok kavga ettik arkadasimla. Baska arkadaslara “ben onu sevmiyorum, o benim artik
arkadasim degil” demis. Cok kavga ettik. O benim eski erkek sevdigimdi. Su an o ve
o benim eskiden sevdigim erkek sevgili. O benim ¢ok sevdigim, ¢ok yakin bir
arkadasimdi. Simdi onun arkadaslariyla da konusmuyorum. Kimseyle
konusmuyorum yani sinifta. Tek basima oturuyorum. Cok tizglinim. (Nur)

Iyi arkadaslar cok onemli. Ben herkesle iyi anlasiyorum ama bir kag tane ¢ok iyi
arkadasim var. Onlar emin bir arkadasim o yiizden. Mesela ben ona bir sirrimi1
anlattiim zaman o kimseye sdylemez, emin bir arkadasim yani. Sirrim1 saklar yani.
Aynen o da bana anlattiginda ben kimseye sdylemem. (Damre)

Siifimda en yakin arkadasim var. Ben onunla 3 senedir beraberim ve her sirlarimi
ona sOylilyorum, o da bana soyliiyor. Suriyeli o da. Dostum yani. Ben onun her
seyini biliyorum, o da benim her seyimi biliyor. Kendimiz hakkinda, hayat hakkinda
yani. O ¢ok gilivenilir biri. O yiizden onu ¢ok seviyorum. (Maysa)
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Mesela sirlarimizi anlatryoruz birbirimize. Onlar beni ¢ok iyi taniyor ben de onlar1
coktan tantyorum. Eminiz yani birbirimizden. (Zehra)

O 6gretmeni en ¢ok seviyorum ¢iinkii o Suriyelileri seviyor ve bize ¢ok yardimci
oluyor. Anlamadigimiz yerleri bize anlatiyor. Bir de yavas ve anlasilir konusuyor.
Yani giizel anlatryor dersi. Iyi 6grenebilmemiz igin gaba veriyor. (Asl1)

Ben 6gretmenimi seviyorum ¢iinkii o bize hi¢ bagirmiyor. Kizmiyor. Baz1 6devlerle
ilgili problemleri yapamiyoruz mesela, 6gretmene soruyoruz. O da bize tekrar
anlatryor. Biz de o anlatinca anliyoruz. (Haydar)

Ogretmenlerimi seviyorum ciinkii onlar bizi seviyorlar. Yardim ediyorlar. Dersi
anlamadiysak anlamadigimiz yerleri soruyoruz. Kizmadan tekrar anlatiyorlar. Baska
ogretmenler de bizi seviyor ama ben onlar1 digerlerinden ¢ok seviyorum. (Talha)

Dersi giizel anlatiyor. Mesela yanlis yapinca “tamam gel, ben sana yardim ederim”
diyor. Bize yardim ediyor. Basarili olalim diye ¢aba veriyor. Bize destek veriyor
giizelce. Iyi davraniyor. (Damre)

O Ogretmeni seviyorum c¢linkii dersi gilizel anlatiyor. O anlatinca konular1 biz
anliyoruz. Kurallar var mesela Tiirk¢e’de. Kurallar giizel anlatiyor 6gretmen.
Anlamamizi sagliyor. Anlamadigimiz yerleri de sdyliiyoruz. O zaman tekrar
anlattyor, bizi umursuyor yani. Basarili olmamizi sagliyor. (Zehra)

Cok iyi 6gretmen tahtaya yazdiktan sonra dersi iyice anlatan 6gretmendir. Bir de
oyun oynayan 0gretmendir. Derste 6grencilerle oyun oynayan ve umursayan
ogretmendir. (Adem)

Bu benim en sevdigim hoca bize ¢ok giizel ders anlatiyor. Bizi ¢ok seviyor. Yardim
ediyor. Dersi anlamadigimizda tekrar anlatiyor. Bagirmiyor hig, kizmiyor bize.
Arada bir ders bizi agsagiya indiriyor. Eger 50 kere derse gelirsen, var yazilirsan bir
ders asagiya inebiliyorsun, top oynuyorsun bahgede. Odiil veriyor yani. Cok iyi hoca.
(Ekrem)

O 1yi bir 6gretmen yani. Dersi iyi anlatiyor, giizel 6gretiyor. Sikic1 anlatmiyor.
Herkes dersi dikkatlice dinliyor. Bir de derste bilemedigin bir sey olursa hemen
cevapliyor. Sabir var hocada. Yemin ederim, ¢ok iyi hoca valla. (Musaf)

Ben en ¢ok Matematik 6gretmenimi seviyorum. Gelir hep muhabbet eder bizle.
“Nasilsin Mahmut, ne yaparsin hayatta” der. Oyle konusuruz yani napiyosun diye.
(Adem)

Iyi hoca ¢iinkii boyle hal hatir sorar, napryosun der. Dersler nasil smavlar nasil der
bana yolda karsilastigimizda. Okul olaylar1 hakkinda sohbet ederiz yani. Bana
sakalar yapar. Severim ben de o hocay1. (Musaf)

Mesela Arapg¢a hocami severim ¢iinkii benimle konusuyor hep. Bana yol gosteriyor.
Cok muhabbet ediyoruz. Tiirk¢ce hocam1 da ¢ok seviyorum, en ¢ok seviyorum ¢iinkii
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o 6gretmen cok giizel, ¢ok iyi. Bizi anliyor, dersi giizel 6gretiyor. Sohbet ediyoruz.
Her ders sadece ders anlatarak gegmiyor, muhabbet ediyoruz, saka yapiyoruz
aramizda. Eglence yapiyoruz beraber. (Nur)

O 6gretmen bize iyi davraniyor. Sohbet ediyor, hep konusuyor bizimle. Mesela
nasilsiniz diyor. Ders bitince bizimle sohbet ediyor yani hayat nasil, ne yaptiniz diye.
Ben onunla konusmay1 seviyorum. Onunlayken kendimi iyi hissediyorum. (Zehra)

Baz1 6gretmenler dersi anlatmiyor, yazi yaziyor ders bitince de gidiyor. Tahtaya bir
stirli yazilar yaziyor biz de onu tahtaya baka baka defterimize yaziyoruz. Sonra
ogretmen gidiyor. O 6gretmenleri sevmiyorum. Dersi kendileri sozlerle anlatmalari
lazim. (Rifat)

Mesela matematik hocas1 diyelim tahtaya 6rnekler yazdi. Diyelim ki ben onun
tahtaya yazdiklarini defterime yazamadim, “tamam sonra yazarsin” diyor. Bize
tekrarlamiyor konulari. Anlamadigim seyi sordugumda anlatmiyor, gecistiriyor.
Tekrar anlatmiyor. Hocalarin anlamadigimiz yeri ¢okga anlatmalari ¢ok 6nemli.
(Asl)

Evet bazen derste anlamadigimiz yeri sorunca sonra diyor, bagriyor. Sonra da
unutuyor. Ben o 6gretmenleri sevmiyorum iste. Ogretmen biz ona soru sorunca
kizmamali, bize kizmadan yardim etmeli. (Talha)

Mesela cocuklar derse ge¢ geliyor sen niye bu kadar gec geldin diye kiziyor bir tane
ogretmen. Ben bize kizmayan, bdyle yumusak olan giizel davranan dgretmenlerimi
seviyorum. Mesela ge¢ geldigimizde kizmasinlar yada sinifta konustugumuzda
kizmasinlar. (Maysa)

Cok kot 6gretmenlerim var. Glizel degil. Hep bagiriyorlar bana. Bana degil yani
sinifta herkese bagiriyorlar. “Sen niye boyle yaptin, sen niye sOyle yaptin, eger boyle
yapmaya devam edersen karnene sifir vericem” diyorlar. Yani diisiik not veririm ha
diyor. Bdyle ¢ok oluyor. Sinirlenince anne babay1 okula ¢agiriyorlar. Bu ¢ok kotii.
Burda okul baska. (Nur)

Elimde bir sihirli degnek olsaydi, ben giizel 6gretmenler getirirdim okula. Dersleri
giizel anlatan, giizel 6greten. Kotii degil, sinirli degil. Bagirmak yok. Bizimle
konusan, muhabbet eden 6gretmenler getirirdim. Ogrencilerle konusan, onlarin
dertlerini dinleyen, onlara yol gosteren 6gretmenler getirirdim. (Nur)

Bir kere ben ve arkadasim beraber sinifa gec girdik. Mescitte namaz kiltyorduk o
yiizden geg kaldik derse. Ogretmen o arkadasimi ge¢ yazmadi, beni ge¢ yazdi. Bence
o arkadagim Tiirk diye onu var yazdi ama ben Suriyeliyim ya, beni yok yazdi.
(Musaf)

Bazi 6gretmenler bize dikkat vermiyorlar. Biz kuzenimle ayn1 yerde oturuyorduk,
Arapca konustugumuz i¢in yerimizi degistirdi. Cocuklarin hepsi konusuyor. Biz de
konusuyoruz. Ama biz Arapca konustugumuz i¢in yerimizi degistiriyor. Diger
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cocuklarin yerini degistirmiyor, biz Arapc¢a konugmayalim diye bizim yerimizi
degistiriyor. (Talha)

Matematik 6devimiz vardi ve simiftaki diger cocuk Ingilizce dgretmeninden sorulara
yardim istedi. Soru soruyordu ve Ingilizce hocas1 problemleri ¢dziiyordu. Ben de
sadece baktim bir tane soruyu yazdim o ¢ocugun defterinden. Matematik dersinde o
cocuk hocaya soyledi. O dedi, Ingilizce hocasina yaptirdi dedi. E noldu, hoca o
cocuga kizmadi ama bana kizdi. O ¢ocuk Tiirk oldugu icin hoca ona kizmadi.
(Ekrem)

Baz1 6gretmenler ilgilenmiyor bizle. Mesela bir 6gretmenden birkag hafta dnce
yerimizi degistirmesini istedik cocuklar bize karistig1 i¢in. Ogretmen ¢ok uzun siire
cevap vermiyordu, gecen hafta degistirdi yerimizi. Ama uzun siire dyle oturmak
zorunda kaldik, ¢ocuklar bizi rahatsiz ediyordu. Ogretmen de ¢ok bakmadi bize.
(Rufat)

Sevmedigim 6gretmenler de var. Hig¢ bize bakmiyorlar. Mesela bir problemimiz var.
Bizle ilgilenmiyorlar. Ne oldu demiyorlar. Sinifta hocam hocam diyoruz ama o
zaman da duymuyorlar. O dgretmenleri sevmiyorum iste. (Adem)

Dersi glizel anlatan giizel 6gretmenler var ama Suriyeli oldugumla alakali olabilir, o
yiizden dersleri tamini ¢gok anlamiyorum Tiirk¢e oldugundan dolay1. Ciinkii mesela
hoca okuyor, ¢cok hizli okuyor. Anlamiyorum. Derste hizli konusan Tiirk hocalar1 hi¢
anlayamiyoruz. Yavas konugmalar1 lazim ki biz onun konustugunu anlayabilelim.
(Asl)

Yani sevmedigim 6gretmen var diyemem. Ama bazi derslerin tamint
anlayamiyorum. Belki 6gretmen iyi anlatamadigindan belki de Tiirkge
konustugundan ben Tiirk¢eyi iyice anlayamadgimdan. Tiirk¢esini anladigim,
konusmasinda ne dedigini anladigim 6gretmenleri seviyorum ben. (Haydar)

Ailem bagarili gormek istiyor beni. Okuldan takdir almamu istiyor. Ben hig takdir
almadim daha. Ama onlar “hep sen basarili ol, cok calis Talha, yiiksek not al” diyor.
(Talha)

Baya biiyiik diisiiniyor annem. Gelecekteki basarim i¢in bekliyor yani. Miihendis
olmamu istiyor. Hep ¢ok ¢alis diyor. Okula gitmedigim zaman hasta olup olmadigimi
soruyor. Hastaysam tamam problem yok evde kalabilirim ama hasta degilsem ve o
giin okula gitmemissem ¢ok kiziyor. Her giin okula gidip gitmedigime ¢ok dikkat
veriyor yani. Kocaman ¢ocuk oldum ama hala o gotiircek beni okula biraksan.
(Musaf)

Annem ben ne zaman okula gitmesem, neden okula gitmedin der. “Okula git,
derslerine odaklan, derslerini iyi 6gren” diyor. Eger hasta degilsem siirekli okula
gitmemi istiyor. Git derslerini 6gren diyor. Benim annem 4. siniftan sonra okulu
birakti, 14 yasinda da evlendi. Benim okula gitmeme ve ders ¢alismama ¢ok dikkat

veriyor. (Nur)

195



Babam ¢ok ders ¢alis diyor. Benim anne Tiirk¢e ¢ok bilmiyor ama babam biliyor o
yiizden aksam 6devlerimi kontrol ediyor. Ben seni gelecekte doktor gormek
istiyorum diyor. (Haydar)

Okulda toplantilar oluyor. Anneler ve §gretmenlerin goriistiigii. Ama benim anne
Tiirkce bilmiyor. Babam da giindiizleri ¢alisiyor. O yilizden o toplantilara
gelemiyorlar. (Adem)

Sinifa gitmeden once dersin konularini hi¢ bilmiyorum, sinifa gidince dersleri
dgreniyorum ve dgrendigim icin ¢ok mutlu oluyorum. Ogrenmeyi seviyorum (Adem)

Okuldaki derslerin i¢inde ¢ok giizel bir seyler var. O yiizden dersleri ¢ok 6grenmek
istiyorum. Ogrettikleri seyler ¢ok giizel. O dersleri 6grenince ¢cok mutlu oluyorum.
(Talha)

Her donemin sonunda karne alacagim i¢in heyecanli oluyorum. Gegen dénem karne
aldim. Sinifta 5. ¢iktim. Buna mutlu oldum. (Nur)

Mesela Tiirk¢e dersinde bir kelimeyi anlamadigim zaman direk 6gretmene
soruyorum, bu ne demek diyorum. Ciinkii eger sormazsam aklima takiliyor, hep o
kelimenin ne anlama geldigini diisiinmek zorunda kaliyorum. Bu yiizden
bilemedigimiz yerleri 6gretmene sormak ve sonra 6grenmek iyi bence. (Leyla)

Cok sorular soruyorum derste. Bazen ders bitince 6gretmenin yanina gidip
soruyorum. Hatta 6gretmen sene sonunda karnede benim ¢ok soru yazdigimi yazmis.
“Sen derslerle ilgili ¢ok sorular soruyorsun ama bu 6grenmen i¢in iyi bir sey”” demis.
(Maysa)

Sinav yapinca karne alinca ¢ok mutlu oluyorum. Karne giinii en sevdigim giin. Karne
giinii arkadaglarimizla notlarimiz1 kiyaslariz. Ben onlardan daha yiiksek aldiysam
cok mutlu olurum. (Adem)

En ¢ok Tiirk¢e dersini seviyorum en ¢ok da Tiirk¢e hocasini seviyorum. Tiirk¢eyi
ogrenmek cok giizel. Bir siirii kural var. Bizim hepsini 6grenmemiz lazim. (Zehra)

Tiirk¢e dersinde mutlu oluyorum. Bazen okuma dersi yapiyoruz, bazen yeni kurallar
Ogreniyoruz. Yeni seyler 6grenince ¢ok mutlu oluyorum c¢iinkii Tiirk¢eyi daha iyi
konusuyor oluyorum. Kitaptan kurallar var. Tiirk¢e kurallar ve Dilbigisi kurallar var.
Tiirk¢eyi daha iyi konusabilmek i¢in gereken konular ve yazabilmek i¢in. Tiirk¢e
hocasini ¢cok seviyorum. (Damre)

Boyle makinelerle ilgili. Makineler bozulunca onlar1 tamir eden miihendisler gibi
olmak istiyorum. (Adem)

Derslerde basarili olmak benim i¢in ¢ok 6nemli. Ben ¢aligkan olursam derslerim iyi

olur, biliylidiigiim zamanki hayatim da iyi olur o zaman. Ben simdi ¢alisirsam
biiylidiigiimde de daha iyi ve bir hayatim olur yani. (Leyla)
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Eger okulda derslerde basarili olursam biiyiiyiince ¢ok iyi bir isim olur ve zengin
olurum. Karim ve ¢ocuklarima yeni giysiler ve yemek alirim. Onlara bakarim yani.
Ama eger derslerde basarisiz olursam biiyiiyiince fakir oluruz ve paramiz olmaz.
(Haydar)

Ben biiylidiigiim zaman senin aynin olacagim. Yani ¢ocuklarin problemleriyle
ilgilenicem onlara yardim etmek i¢in ¢aba vericem. Senin aynin

olacagim. Gelecegim bdyle ¢ocuklarla sohbet edecegim, goriisme yapacagim. Senin
ne sorunun var diyecegim, onlarla ilgilenecegim. Ogrencilerin sorunlarini dinleyen,
okulla ve kendi hayatlartyla ilgili dertlerini dinleyen kisi olmak istiyorum. Onlarin
mutlulugu ve 1yiligi i¢in ¢abalayan kisi olacagim. (Nur)

Gegen ders hocaya dedim. Polis olmam i¢in ne yapmam gerekiyor dedim. Sinifta o
cocuk dedi ki sen polis olamazsin dedi. O ¢ocuk dedigim Hamit. Hamit, sen polis
olamazsin, ¢iinkii Suriyelisin sen diyor. Ama ben Tiirk vatandashigini alirsam, Tiirk
say1ldigim i¢in polis olma hakkim olur. Tiirk vatandasligin1 aldigim anda polis
olabilirim. Askere de giderim. (Rifat)

Ben kendim gelecek i¢in para biriktirmek icin ¢alistyorum. Ailem "istersen calis,
istersen ¢alisma" diyor. Yani ¢caligmak zorunda degilim. Ama ben ¢alismak
istiyorum. Ev alabilmek i¢in ¢ok para lazim. Evlenmek i¢in diiglin parasi
biriktiriyorum. Gelecekte daha mutlu olabilmek icin. Aile kurmak lazim. Cok masraf
var. Bunlara hep para lazim. O yiizden ¢alisiyorum ki para biriksin. (Musaf)

Valla yani bilmiyorum ki ben ne yapacagim. Ben okulda diger ¢ocuklarla kavga
etmek istemiyorum ki. Kimse birbirine satagsmasin. Dua ediyorum da ingallah
vatanimiz eskisi gibi olsun da biz gidelim. Bizim vatanimiz Suriye eskiden gibi olsun
oraya gidelim yani. Suriyedeki okulda kavga olmaz yani daha az olur. (Talha)

Okuldan sonra hemen eve gidiyorum. Haftasonlar1 da buraya (Miilteciler Dernegi)
kursa geliyorum. Ya dernekteyim ya kurstayim. Bir de Mavi Hilal'de resim kursu
var. Bazen ona gidiyorum. (Asli)

Ben okulda kursa gidiyorum Cumartesi ve Pazar. Okuldan ¢ikinca buraya (Miilteciler
Dernegi) geliyorum. Burada derslere gireriz, arkadaslarimizla sohbet ederiz. Kek ve
meyve suyu verirler bize derslerde. Bazen de disarida arkadaslarimla top oynariz.
Bunlardan bagka da haftasonlar1 ziyarete gideriz. Mesela babaannelerimizi ziyarete
gideriz. (Talha)

Haftasonlar1 buraya (Miilteciler Dernegi) geliyorum. Bir de burada Mavi Hilal var.
Oraya gidiyorum resim dersine. Hocam Yusuf var orada. Resim hocas1. Cok
seviyorum. O bize resim ¢izdiriyor. Aksamlar1 da akrabalarimiza ziyarete gidiyoruz.
(Ekrem)

Matematik, edebiyat, resim var, beden var, miizik var burada (Miilteciler Dernegi).
Biitiin derslere giriyorum. Her sey var burada. Buraya haftasonlar1 geliyorum.
Asagidaki Miilteciler Dernegi'ndeki kursa da gidiyorum. Orada da Tiirk¢e kursuna
gidiyorum. Haftasonlar1 ya burdayim ya orada yani. Haftai¢i de sdyledim ya
calistyorum okuldan ¢ikinca. (Musaf)
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Evet, dernegi ¢cok seviyorum. Okulda eksik kalan dersleri burada tamamlryorum. Iyi
oluyor yani benim i¢in. Ciinkii okulda kacirdigim, anlamadigim yerler oluyor benim.
Burasi (Miilteciler Dernegi) yardim ediyor benim derslerime. (Musaf)

Cumartesi ve Pazar olmak iizere haftada iki gilin buraya geliyorum. Cok seviyorum
burayi. Bir siirli ders 6greniyoruz ve arkadaslarim da burada. Okuldan hatta
Suriyeden bir siirli arkadagim burada. Yani Suriye’den beri tanidigimiz arkadaslar
var burada. (Fatma)

Burada herkesi biliyorum ben. Herkesle iyi anlagiyorum. Arkadaglarimi kolayca
anliyorum. Zaten Arapg¢a konusuyoruz hepimiz. Biitiin tanidiklar burada. Yani daha
rahatim burada. (Ekrem)

Cok yardimeilar bize. Ogretmenler de iyi. Kurslara geliyorum burada, Tiirkce de
ogreniyorum. Bilgisayar kursu gibi bagka aktivitelerden kurslar da var. Yakin
arkadaslarim da burada. Derslere onlarla beraber geliyoruz. (Asl)

Burada bu dernekte Muhammet Hoca bizi basketbol sporuna gétiirdii. Orada bize
basketbolun nasil oynanacagini 6gretti. Cok giizeldi. Ben basketbolu onun sayesinde
ogrendim. (Damre)

Vakit bulamiyoruz ki bos zaman i¢in. Beraber buraya geliyoruz sadece. Bazen de
azcik merkezde geziyoruz. Aksamlari okul ¢ikist 4'ten sonra hava kararmig oluyor.
Ailem izin vermiyor o zaman disar1 ¢ikmama. (Asl)

Mesela anneme okuldan sonra arkadasimla parka gidicem diyorum “yok bdyle
yapma” diyor. “Sen simdi disar1 ¢ikma, hava karanlik, ¢iinkii ¢cok korkuyorum, hirsiz
var, ¢ikma” diyor. Disar1 ¢ikmama izin vermiyor, ben de evde kalmak zorunda
kaliyorum. Evde tek basima odamda oturuyorum ve hicbir sey yapmiyorum. (Nur)

Dinlenemiyorum ki ben dyle rahatlamak yok. Okuldan sonra evdeki isleri
yaptyorum. Evin ¢ok isi var. Evi temizlemek, ¢amasirlar1 yikamak, masay1
hazirlamak, sonra geri toplamak vs. (Zeynep)

Okul bittikten sonra eve gittigimde evde yemek yiyorum, namaz kiliyorum,
telefondan film izliyorum. Bir de evi topluyorum, odalar1 temizliyorum. Annem
calistyor simdi. Terzide ¢alisiyor. O yilizden evde ¢ok is birikiyor. Bizde kardes de
cok. Yemek oluyor, bulasik yikamak oluyor, temizlik yapmak lazim. Ben de genelde
o igleri yapiyorum okula gitmedigim zamanlarda. (Maysa)

Bahgede olmay1 seviyorum. Bahgede 0yle geziyoruz arkadaslarimla, sohbet
ediyoruz. Cok giizel. Bahgede park var. Kaydiraklar var. Parkta oynuyoruz eger hava
sicaksa. (Zehra)

Elimde sihirli degnek olsaydi cocuklar daha rahat oyun oynayabilsinler diye bahgeler
yapardim. Okul bahgesi biiyiik olursa ¢ocuklar daha rahat oyun oynar. Cocuklarin
tenefiis zamanlar1 daha giizel gecer. Cocuklar mutlu olur. Sonra derslerde de daha
cok basarili olurlar. (Haydar)
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Yerli mali haftas1 yapacaklar mesela okulda ona 6zel bir giin olacak. Herkes evden
bir sey getirecek yiyecek. Bir masa hazirlayacagiz ve beraber o yiyecekleri
yiyecegiz. Bu ¢ocuklar i¢in giizel bir sey olur yani. (Rifat)

Bu sene sadece bir kez okul gezisine gittik. Gitmedik baska geziye hi¢. Sadece daha
fazla okul gezisine gitmek isterdim. Ingallah yine bizi okul gezisine gétiiriirler.
(Ekrem)

Okulda bir degisim yapsaydim 6grencilerin eglenmesi i¢in tiyatro getirirdim.
Ogrenci kliipleri acardim. Bilgisayar kliibii olsun mesela. Ben dyle seyleri cok
istiyorum. Derslerden baska yani. Okullar boyle seyler yapmali. Cocuklar mutlu olur
yani bu sekilde. (Talha)

Okul gezisine gitmek isterdim. Suriye’de okullar geziye gotiiriirdii cocuklar: ama
buradaki okulda yok dyle bir sey. Siniftan arkadaslarimla beraber olurduk ve okul
gezisinde eglenirdik. (Zehra)

Okulda spor alan1 yok. Ama olmas1 lazim bence yani. Boyle okul ¢ikisi maclar falan
olsa giizel olur. Siirekli s6z veriyorlar, yapilacak diyorlar ama bir tiirlii yapilmadi.
Bakalim bekliyoruz biz de ne zaman yapilacak diye. (Musaf)

Sormustunuz ya, bizim okulda sosyal etkinlikler yok demistim. Oyle seyler olsa
eglenceli olurdu. Cocuklar okulda daha ¢ok eglenirdi. Mesela dedim ya ben futbolu
cok seviyorum diye. Okulda futbol turnuvasi yapilabilir mesela. (Leyla)

Normal giinlerde okula gidiyorum. Ama benim astim var ve ne zaman astim gelse
bana ben nefes alamiyorum. O zaman okula gitmiyorum. Evde kalmak zorunda
kaliyorum. O giinden sonraki giinde okula gitmiyorum hani bir daha gelir de
hastaneye gitmemiz gerekir diye. (Nur)

Bazen tenefiiste mag yaptiysak kalbim ¢ok hizli atryor oluyor. Kalbim ¢ok agridig:
vakit eve gitmek istiyorum. O zaman miidiir yardimcisina gidiyorum izin kagidi
aliyorum ve eve gidiyorum. (Haydar)

Ben Suriye'deyken diistiim, kafam1 yere vurdum. Doktora gittim doktor sende Sara
var dedi. Tiirkiye'ye gelince de doktor Hasan Hiiseyin biliyor musun? Benim doktor,
bana her zaman ilag veriyor daha iyi olayim diye. (Ekrem)

Mesela yarin sinav var diyelim. Ben evde o sinava ¢alisiyorum ama konulari
anlamiyorum. Boyle korkuyorum, diisiik not alicam belki de diyorum. Kalbim ¢ok
hizli atiyor o zaman. Boyle kotii hissediyorum. “Arkadaslarim yiiksek alicak”
diyorum. Calisamiyorum o yiizden. (Adem)

Yarin sinav varsa ondan dnceki gece bdyle kalbim sikisiyor uyuyamiyorum. Bazen
giines dogmus oluyor ve ben hala uyumamis oluyorum. O zaman okula gidince ¢ok
uykum oluyor, uykulu oluyorum. Simavdan sonraki giin okula gitmiyorum.
Yatiyorum evde. Hasta gibi oluyorum yani. (Haydar)
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Ben hi¢ kimseyi sevmiyorum. Onceden arkadaslarim vardi ama simdi yok. Kimseyi
cok sevmiyorum. Eve gidiyorum sarki koyuyorum oturuyorum tek bagima. Higbir
sey yapmiyorum. Arkadaslarimla konusmuyorum. Kimseyle konugsmuyorum. Sinifta
tek basima oturuyorum. Kimseyi sevmiyorum. (Nur)

Sinirliyken veya bagkalar1 bana kotii davrandiginda ¢ok yemek yiyorum. Ben
sinirlenince yanimda kim var farketmez. Annem bile olsa ona bagriyorum. Uzgiin ve
sinirli oldugumda ¢ok yemek yiyorum. Sonra da uyuyorum hep. Mesela 6glen 5’te
yatiyorum, ertesi sabah 1’de kalkiyorum. Bilmiyorum neden yani. Hayat bana bdyle
geldi. Bu benim hayat yani. Kader yani. Napiyim? Cok agliyorum. Cok iizgiiniim
genel olarak. (Nur)

Ben okulda mutlu degilim ki. Smifta tek bagima oturuyorum, kimseyle
konugmuyorum. Cok tizglinim. Her giin agliyorum okulda. Okulda diger
cocuklardan bir seyler duyuyorum sonra agliyorum. Siniftaki diger ¢ocuklar “sen
neden konusmuyorsun, gel beraber bir seyler yapalim” diyor ama yok, istemiyorum.
(Nur)

Ben biiyiidiiglim zaman senin aynin olacagim. Yani ¢cocuklarin problemleriyle
ilgilenicem onlara yardim etmek i¢in ¢aba vericem. Senin aynin

olacagim. Gelecegim bdyle ¢ocuklarla sohbet edecegim, goriisme yapacagim. Senin
ne sorunun var diyecegim, onlarla ilgilenecegim. Ogrencilerin sorunlarini dinleyen,
okulla ve kendi hayatlartyla ilgili dertlerini dinleyen kisi olmak istiyorum. Onlarin
mutlulugu ve iyiligi i¢in ¢abalayan kisi olacagim. (Nur)
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