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Editorden
Merhabalar,

Tiirkiye akademik yaymnciliginda dnemli bir yer edinmis olan ve bu iilkede
egitim yonetimi alaninin gelisiminin neredeyse birgok evresine taniklik eden Ku-
ram ve Uygulamada Egitim Yonetimi Dergisi, 25’inci yilina dogru ilerlemektedir.
Tiirkiye’de basta egitim yonetimi olmak iizere, egitim arastirmacilarinin en ¢ok
atifta bulunduklar1 dergilerden biri olan Kuram ve Uygulamada Egitim Yonetimi
Dergisi Tirkiye’nin yani sira diinyadaki goriiniirligini, barindirdig1 yayinlarla
arttirma hedefindedir.

Ceyrek asirlik siirecinin ilk sayisi olan 25’inci sayinin ilk makalesinde Cimen
ve Karadag’in ¢aligmasinda, lise 0gretmenlerinin ruhsal liderlik, orgiit kiltiird,
orgiitsel sessizlikler algilar1 ve okul akademik basaris1 arasindaki iligkiler test
edilmigtir. Dilek¢i ve Nartgiin, yaptiklar1 6l¢ek uyarlamasi calismasinda ele al-
diklar1 6lcege, iki orijinal boyut daha ekleyerek 6gretmenlerin goruslerini ortaya
cikarmayr amaclamiglardir. Eranil, Ozcan ve Ozek ise, egitim fakiiltesi 6gren-
cilerinin smif yonetimi yeterlik diizeyinin belirlenmesini amagladiklar1 ¢aligma-
larinda, egitim fakiiltesi 6grencilerinin yiliksek diizeyde sinif yonetimi yeterligi
sergiledigi sonucuna ulagmiglardir. Karabag-Kose, 6gretmenlerin sinif liderligini
belirlemeye yardimci olacak bir 6l¢me araci ¢alismasiyla bu sayimiza katkida bu-
lunmustur. Bu saymin son makalesinde ise Onen ve Sincar, Kahramanmaras ve
Gaziantep’te bulunan 6zel okullarda yaptiklar1 calisgmalarinda oldukga giincel bir
tartigma giindemi olan 6gretmen performans degerlendirme konusuna okul mii-
diirleri tarafindan odaklanmislar ve miidiirlerin, 6gretmen performans degerlen-
dirmesinin 6gretmen gelisimine katki sagladigina dair goriisler elde etmislerdir.
Bu yaymlarin her birinin evrensel Olcekte literatiire katkida bulunmasinin yani
sira, Egitim uygulamalarina da rehberlik etmesini temenni ederiz.

Bu sayiya katki saglayan arastirmacilara tesekkiir ederken, dergimizin giiclii
kuramsal calismalara da cok agik oldugunu paylagsmak isteriz.

Editorler
Dog. Dr. Kadir Beycioglu
Prof. Dr. Yasar Kondakg1
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Spiritual Leadership, Organizational Culture, Organizational
Silence and Academic Success of the School®

Ruhsal Liderlik, Orgiit Kiiltiirii, Orgiitsel Sessizlik ve Okulun
Akademik Bagsarist

Burcu Cimen!, Engin Karadag?

Abstract

In this study, the relationships between high school teachers’ perceptions of spiritual leadership, organizational
culture, organizational silences and academic success of the school were tested. The population of the research,
which is designed with causal model, consists of a total of 2,791 teachers working in public high schools in a pro-
vince in Central Anatolia, whereas the sample consisted of 457 teachers working in 24 high schools determined
by the proportional cluster-sampling method. The primary data of the research were obtained using the Spiritual
Leadership Scale, School Culture Inventory and Organizational Silence Scale, whereas the secondary data were
obtained using the average scores of the school from the Higher Education Entrance Examination (YGS) and
the Undergraduate Placement Examination (LYS). The data were tested using correlation analysis, multiple
regression analysis and structural equation model. The findings of the research showed that teachers’ percep-
tions about the spiritual leadership behaviors of the principals affected their organizational culture perception
positively; the perception of the organizational culture affected the school’s YGS average score positively and
LYS average score negatively.

Keywords: Spiritual Leadership, school culture, organizational silence, academic success of the school, structu-
ral equation modeling

Oz

Bu arastirmada, lise 6gretmenlerinin ruhsal liderlik, 6rgiit kiltiiri, orgiitsel sessizlikler algilari ve okul akademik
basarisi arasindaki iligkiler test edilmistir. Nedensel desenle tasarlanan arastirmanin evreni i¢ Anadolu Bélge-
sinde yer alan bir ildeki kamu liselerinde gérev yapan 2.791 6gretmen, drneklemi ise oranh kiime 6rnekleme
yontemiyle belirlenen 24 lisede gorev yapan 457 6gretmenden olusmustur. Aragtirmada birincil veriler Ruhsal
Liderlik Olgegi, Okul Kiiltiirii Olcegi ve Orgiitsel Sessizlik Olgegi; okulun akademik basarisini iceren ikincil
veriler ise okulun Yiksekogretime Gegis Sinavi (YGS) ve Lisans Yerlestirme Sinavi (LYS) puan ortalamalart
kullanilarak elde edilmistir. Saptanan veriler korelasyon analizi, coklu regresyon analizi ve yapisal esitlik modeli
kullanilarak test edilmistir. Arastirma bulgulari, miidiirlerin ruhsal liderlik davraniglarina iligkin 6gretmenlerin
algilarmnin Orgiit kiltiird algilarini pozitif; orgiit kiiltiiri algilar: okulun YGS puan ortalamasini pozitif, LYS puan
ortalamasini ise negatif etkiledigini gostermistir.

Anahtar Sozciikler: Ruhsal liderlik, orgiit kiltiirii, 6rgiitsel sessizlik, okulun akademik basarisi
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English Version

Introduction

The experiments that Elton Mayo’s have conducted in the 1920s in the pe-
riod of the so-called “Great Recession”, in the areas such as performance pro-
motion plans, job satisfaction and working conditions, has supported the human
factor to take center stage in the workplace (Bedeian, 1993). In 1927-32, a series
of experiments about “the organization of work environments” was conducted in
Hawthorne facilities of Western Electricity, which gave its name to the research.
According to the results of the experiment; it is understood that the attitudes
and behaviors towards employees were perceived to be more important than the
wages and awards received in return for work (Carey, 1967). It was revealed that
organizations are social systems and human being is the most important factor in
this system. As a result of the outputs of Hawthorne researches, human factors of
the organizations have begun to take part in the studies intensively; the number
of tools and concepts that leaders can use in the organizations has increased con-
siderably. In this context, the factors that should be taken into account by the le-
aders in order to be effective, successful and productive were also differentiated
(Bursalioglu, 2003; Kogel, 2003). At the same time, the value given to the human
concept by the organizations has increased day by day. Research on employees
has triggered the emergence of new leadership theories, styles and approaches
(Baloglu and Karadag, 2009). One of these leadership theories is the spiritual
leadership theory, which forms the basis of this research.

Spiritual Leadership

The origin of the concept of “spirit”, which is accepted as the basis of spi-
ritual leadership, is based on the word “spiritus” which means breath, courage,
life and power to survive in Latin (Spirit, 2016). The term spiritualism is used in
a way that describes the existence of the soul apart from the matter. In western
languages, it is called as “spiritualism” and “spiritism”. Spirituality and spiritism
have close meanings, thus the term is used as spiritual leadership in the leaders-
hip literature (Kurtar, 2009, p. 9). Fry (2003), who argues that spiritual leadership
is needed for sustaining the success of transforming and learning organizations,
stated that the concept of spiritual leadership refers to the spiritual life where
both leaders and employees are organizationally more productive and dedica-
ted. He defined spiritual leadership as “the leadership that includes the values,
attitudes and behaviors that are necessary for the self-motivation and the moti-
vation of the others, for the people who can give a meaning to their spiritual life
by making a difference, making sense, understanding and appreciation” (p. 694).

The organizations, which are a part of the society, are affected by the intense
competition and the rapid and spontaneous changes in the business world because
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they are operating in an environment with an accelerating dynamism and comple-
xity. However, the competitive environment and rapid changes in the organization
create intensive stress and pressure on the employees. The increase of the spiritual
needs among the leaders and members, which are kneaded by the feelings such as
love, trust and belonging, have led to the emergence of the spirituality dimension.
As a result of the social changes, business life of today is perceived as an envi-
ronment in which individuals or groups can meet their needs. Therefore, gaining
appreciation as a result of the work that they perform has become an important re-
ason for the employees to enjoy their working lives. Regarding the expectations of
individuals in the concept of spirituality; it is not only material prizes such as wage,
but also a spiritual satisfaction, such as being appreciated (Fry, 2003). It is believed
that the material gains feed the soul of the individuals only for a short time. In fact,
the dominating idea is that these material prizes turn people into a greedy monster
after a while. The tasks of the spiritual leaders are; to create a community that is
open to various situations and advocating new opinions, to call on individuals, to
make feel the sense of belonging for the employees and to make them efficient by
means of appreciation (Fry, 2003, p. 694). Organizations are aware of the increa-
sing value of management science and focus on the development of better leaders.
Increasingly, organizations train leaders who prioritize spiritual values. The con-
cept of leadership based on the spirituality involves giving importance to life and
humanity. It is believed that the only way of leading in the future of the new world
is to make members feel valued (Fairholm, 1996). Employees focusing on their
work and engaging to their job with loyalty and love are seen as a reflection of the
behavior of the leaders (Fry, 2003, p. 703).

Spiritual leadership theory is designed with the help of an inner motivatio-
nal model that includes devotion, vision, workplace spirituality theories, hope/
belief and spiritual liberation. In the first modelling of spirituality, the mental,
emotional-physical factors of interaction of the individuals in the organizations
and their neglected mental components were taken into consideration (Fry,
2003, p. 695). The attitudes, values and beliefs of the leaders and their effects
on the organizational outputs were examined by considering the factors that the
employees need for the spiritual life. Spiritual leadership model was developed
as a result of the analysis (Figure 1).

EFFORT ——— > PERFORMANCE ————» CALLING
(HOPE/FAITH WORKS) (VISION) Make a difference
Life has meaning

ORGANIZATIONAL COMMITMENT &

PRODUCTIVITY
REWARD /
(ALTRUISTIC LOVE) —— MEMBERSHIP
Be Understood
Be Apprecialed
Leader Yalues, attitudes, Fol!qwer need§ Organizational outcomes
& behaviors for spiritual survival

Figure 1. Causal model of spiritual leadership (Fry, 2003)
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As can be seen from Figure 1, according to Fry (2003, p. 695);

*  Members are given responsibility while determining the vision of the
organization in order to make sense of the lives of the members and to
make a difference in their lives.

e In order for an individual to feel belonging to a place, he/she needs to
be appreciated and to feel to be understood first.

Fry reorganized and developed the spiritual leadership modeling study.
Some concepts have been modified and other concepts are added to replace
these concepts. One of these is the concept of “inner life of the leader”. The
relationship between the concepts in the model is emphasized by arrows and
putting + signs. It is seen that the effect size has increased in the new modeling
of spirituality. It was found that spiritual practices or inner life, which are the
source of spiritual leadership, positively affect devotion and hope/belief values
of the vision, which is the main source of inspiration and intuition (Fry, 2008, p.
111). The revised spiritual leadership modeling is shown in Figure 2.

Spiritual Leadership ————— Spiritual ———— > Individual & Organizational
Well Being Outcomes

+ +
HOPE/FAITH —>» VISION —» CALLING
Make a difference

Life has meaning/Purpose

+ +
INNER LIFE ORGANIZATIONAL COMMITMENT & PRODUCTIVITY
Spiritual Practice FINANCIAL, PERFORMANCE
. EMPLOYEE LIFE SATISFACTION
CORPORATE SOCIAL RESPONSIBILITY
+

ALTRUISTIC LOVE —— MEMBERSHIP /+Y

Be Understood

Be Appreciated

Figure 2. Revised casual model of spiritual leadership (Fry, 2008)

Spiritual leaders and their employees should have good relations with other
individuals by respecting them and their past life. He/she will have the ability to
follow his spiritual beliefs by feeling the existence of a purpose and a meaning in
life as a result of good relations and thinking that he/she can cope with the sur-
rounding world. It will be ensured that he/she will be in continuous development
by knowing him/herself (Fry, 2003, p. 703).

Spirituality is perceived as necessity, which is an indicator of social chan-
ges. Social change can affect not only community culture but also organizational
culture and school culture. Schools and society are mirrors of each other. The
dominant values and belief system in the societies are transferred to students in
schools (Morrison, 2008, p. 56). Individuals are the main factors in the formation
of the cultures. In organizations, the employees identify the leaders who are app-
ropriate for their culture while forming the organizational culture (Schein, 2004,

4
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p. 22). Regarding leadership and organizational culture; As Bodinson (2005)
stated, organizational culture can only be improved through leadership (p. 23).
Spiritual leaders create a new culture in which employees can adapt their sense
of duty, call, purpose and meaning feelings to their lives (Wheatley, 2002a, p. 6).
In such work environments, it is seen that spiritual leaders make feel the mem-
bers of the organization to be valuable. Therefore, another variable of research
is organizational culture.

Organizational Culture

The concept of culture is known to come from the Latin word “colere” or
“culture”, which means “cultivating, tending, growing”. Culture in this sense has
been used in the field of science. Then, culture has shown itself as a social and
human-related concept in the field of social sciences (Sun, 2001). According to
Sisman (1994); culture is a topic that has been extensively studied and debated in
our country for years (p. 27). In the 1980s, the concept of “Organizational Cultu-
re” first appeared in human relations approaches. Those who perform research
on organizations, took the cultural structure of organizations to forefront based
on the existence of the beliefs, traditions, symbols, rituals and values that direct
the behaviors of the employees (Bourantas, Anagnostelis, Mantes and Kefalas,
1990, p. 260).

Mintzberg (1989, p. 98) described the culture in terms of the ideological
structure of the organization or the beliefs and values that enabled the organiza-
tion to be distinguished from other organizations. Ouchi (1981) stated that the
basic values and beliefs of the organization are transferred to the members of
the organization through symbols, ceremonies and legends with the organizati-
onal culture (p. 41). According to Schein (1990), who has conducted numerous
researches on organizational culture, it is possible for the organization to functi-
on effectively with organizational culture. In addition, the organization makes a
picture in which internal harmony is ensured against other organizations via its
culture. Schein (1999) stated that organizational culture is not a visible, super-
ficial phenomenon, it is necessary to examine the depths of the organization in
order to understand it. Therefore, he emphasized that culture cannot be direc-
ted. He stated that organizational culture encompasses a very broad framework
with the shaping effect of the values and acceptances associated with daily life in
organizations. He also added that because of the stable structure of culture it is
difficult to change it.

There are many factors affecting the formation, implementation, preserva-
tion and reshaping with the experienced changes of a strong organizational cul-
ture. The most important role in the formation of culture in school organizations
belongs to the school principals (Balci, 2013; Cheng, 1993; Hatchett, 2010; Ka-
radag, Kilicoglu and Yilmaz, 2014). School administrators directs and manages
the culture in schools as well. However, for culture management, school admi-
nistrators have to be aware of the meaning of the culture and the basic values of
the culture, and to know and analyze the cultural structure in their schools well

5
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(Giimiiseli, 2006). According to Schein’s (2004) statement about the relationship
between culture and leadership; leaders fictionalize organizational culture befo-
re the formation of the organizations. At the same time, leadership criteria are
also built during the formation of the organizational culture. Thus, organizatio-
nal culture choses its leader. The concepts of culture and leadership are likened
to the head-tail faces of a coin, that cannot be thought separately, in which there
is a two-way interaction between them. In the conclusion of the research conduc-
ted by Karadag (2009), it was emphasized that organizational culture cannot be
explained only with spiritual leadership even though there is a relationship bet-
ween spiritual leadership and organizational culture. Based on this result, Morri-
son and Milliken’s (2000) concept of organizational silence, which they expressed
as employees’ hiding their opinions and concerns about organizational problems,
and maintaining their silence about sharing them, were included in the model.

Organizational Silence

Since the beginning of their existence, human beings have inserted the ac-
quiesce in the events occurring in the organizations where they work as a learned
helplessness and have tended to internalize this status. It has become a part of
the rotating gears within the ongoing system. They arranged their movements
according to the speed of the other wheel to which they were connected. They
tried to adapt themselves to this order by keeping silent together, being afraid
that any other attitude different from that will break the order of wheel that
steered the system.

With the increase of competition, technological developments, and the glo-
balization exceeding the borders in recent years, organizations need employees
who can express themselves easily, who have original ideas, and who can make
creative suggestions. While silence in the past was seen as an adaptation attitude,
it can be said that such an attitude may be seen as a reaction or withdrawal be-
havior today. Organizational silence prevents organizational improvement and
change, and does not permit the organization to change (Morrison and Milliken,
2000). Perlow and Wiliams (2003) describes organizational silence as hiding or
not expressing the ideas that may have a potential to change the functioning of
the organization (p. 3).

The employees who bring new ideas and turn them into products are di-
rectly related to the quality of educational organizations. The spiritual leader
can support teachers in school organizations for expressing themselves and for
sharing their knowledge with their surroundings. Fry (2003) emphasized that spi-
ritual leaders should first ensure that the members gain trust in themselves and
in the organization, which in turn increases their intrinsic motivation and streng-
then their organizational commitment. In addition, a negative correlation was
found between organizational silence and organizational commitment in many
researches (Handler, 2015; Kolay, 2012; Kahveci, 2010; Sevgin, 2015; Ozdemir,
2015; Oztiirk, 2014; Yiiksel, 2015).
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Morrison and Milliken (2000), one of the first researchers who worked on
the concept of organizational silence, suggested 13 hypotheses by analyzing or-
ganizational silence factor within the context of organizational culture concept;
under these hypotheses, they developed a new model that analyses the reasons of
the emergence of organizational silence within the functioning of the organizati-
onal structure. Dyne, Ang and Botero (2003) investigated organizational silence
in academic dimensions, by covering it within the scope of the organizational
culture concept. As a result of their analysis, they have developed a new model
for organizational silence behaviors. They provided a scale for testing different
models related to the silence types in organizations and to evaluate them in the
academic framework. In his research, Sacilik (2014) stated that sometimes orga-
nizational silence was the result of having a culture in the organization, while at
other times it was a negative situation that the organization has to overcome in
order to work efficiently.

The main topic of this study is to test the theory developed by the empirical
studies related to spiritual leadership and to review the researches on the spiri-
tual leadership in schools and their outputs. Considering that there is a limited
number of studies on spiritual leadership and the fact that the concept of spiritu-
al leadership was investigated in educational institutions in a way that it is limited
to the variables that are relevant and effective, and regarding the necessity for
the development of the literature on spiritual leadership, the main purpose of
this study is to test the spiritual leadership along with organizational culture and
organizational silence variables which are thought to be related to it.

Methodology
Design

In this study, the effect of spiritual leadership on organizational culture, or-
ganizational silence and the academic success of the school has been tested, for
this reason it was designed using “causal model”. In this context, the spiritual le-
adership is the cause, organizational culture and organizational silence are inter-
mediate variables and the academic success of the school is the output variable.

Participants

The universe of the research consists of 2791 teachers working in public high
schools in a province of Central Anatolia; whereas the sample of the study con-
sisted of a total of 24 schools selected after clustering the high schools included in
the universe according to the socio-economic status of the neighborhoods (high,
medium and low) and by randomly taking 8 schools form each cluster and 457
high school teachers who work in these schools, selected according to proporti-
onal cluster-sampling method (Table 1). The minimum sample size representing
the universe should be 338 (Confidence Interval = 99%; Error = .05; Hamburg,
1985). Having 457 as the sample of the study indicates that the size of the sample
is sufficient to represent the universe.
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Table 1
Participants’ Demographic Features
Features 1 2 3 4 Total
Gender Female Male
n 251 206 457
% 549 45.1 100
Educational Associate Undergraduate Postgraduate
Level Degree
n 9 349 99 457
% 2.0 76.4 21.7 100
Type of Institute of ~ Faculty of Science ~ Faculty of Other
Graduated Education  and Letters Education
School no6 171 233 47 457
% 1.3 37.4 51.0 103 100
Gender of Female Male
IS”(r:?n(Z:(i);l) N no 35 422 457
% 1.7 923 100

Data Collection Tools

Spiritual leadership scale. Spiritual Leadership Scale; is comprised of 40
items of 5-Points-Likert scale, consists of nine sub-scales (vision, hope/effort, alt-
ruistic love, meaning, membership-belonging, spiritual life, organizational com-
mitment, productivity and satisfaction from life) (Fry, 2003).

Vision sub-scale; is the perception of the teachers about the vision of the
schools they work in. Examples of items for this sub-scale are as follows:

(1) My institution’s vision is clear and challenging to me.
(2) My institution’s vision lets me to show my highest performance.

Hopeleffort sub-scale; addresses the teachers’ hope for the future of the
schools they work in and the efforts they make to achieve this. Examples of items
for this sub-scale are as follows:

(1) I believe in my institution and I’'m willing to do “whatever” my institution
needs to accomplish its mission.

(2) I prove my faith in my institution and its mission by doing everything to
help us succeed.
Altruistic love sub-scale; includes the attitude and dedication of the institu-

tion and the leaders towards their teachers. Examples of items for this sub-scale
are as follows:
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(1) My institution is respectful and understanding towards its employees;
wants to do something for them in their woes.

(2) Leaders in my institution are honest and modest.

Meaning sub-scale; includes teachers’ level of perception of the meaning and
importance of the work they do. Examples of items for this sub-scale are as fol-
lows:

(1) My work is meaningful to me.
(2) My work is very important to me.

Membership-Belonging sub-scale; includes the level of belonging that teac-
hers feel for the school they work in. Examples of items for this sub-scale are as
follows:

(1) I'feel that I'm considered to be important because of my job.
(2) I feel that I'm highly respected by my leaders.

Inner life sub-scale; includes the spiritual infrastructure level that the teac-
hers possess in the inner life. Examples of items for this sub-scale are as follows:

(1) I see myself as a person with spiritual values.
(2) I pay attention to the mental health of my colleagues.

Organizational Commitment sub-scale; includes the level of loyalty and com-
mitment of teachers towards the institution they work in. Examples of items for
this sub-scale are as follows:

(1) I'will be happy to spend the rest of my career in this institution.
(2) I really feel the problems of the institution as they are mine.

Productivity sub-scale; includes the level of productivity that teachers percei-
ve for the institution. Examples of items for this sub-scale are as follows:

(1) My colleagues are very successful in obtaining maximum output from
resources (money, people, team, etc.).

(2) Everyone in my department make their best effort.

Satisfaction from life sub-scale; includes teachers’ own perception levels re-
lated to the fulfillment and satisfaction from life. Examples of items for this sub-
scale are as follows:

(1) Life conditions are great.
(2) I've had all the important things I've ever wanted in my life.

The scale items are answered on 5-point Likert scale, varying between
“strongly disagree” and “strongly agree”. In this research, the internal consis-
tency coefficients of the scale adapted to Turkish by Kurtar (2000) were between
.54 and .87 (Table 2).
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School culture inventory. School Culture Inventory; is comprised of 29 items
of 5-Points-Likert scale, consists of four sub-scales (support culture, success cul-
ture, bureaucratic culture, mission culture) (Terzi, 2005).

The high score from the Support Culture sub-scale is an indicator of the
perception of mutual trust among teachers. Examples of items for this sub-scale
are as follows:

(1) People love each other.
(2) Employees share their joys and sorrows.

The high score from the Success Culture sub-scale is an indicator of the teac-
hers’ perception that employees who successfully perform their job are suppor-
ted by the institution. Examples of items for this sub-scale are as follows:

(1) Working for professional purposes is an appreciated behavior.
(2) Successful teachers and students are awarded.

The high score obtained from the Bureaucratic Culture sub-scale is an in-
dicator of the teachers’ perception that their institutions are free of personal
relations, they are managed according to standards, rules, hierarchy and legal
sanctions. Examples of items for this sub-scale are as follows:

(1) Hierarchy is given importance.
(2) Strict measures are taken against violations of rules.

The high score from the Mission Culture sub-scale is an indicator of the teac-
hers’ perception that the tasks related to the work that they are responsible to do
are for organizational purposes rather than for individual purposes. Examples of
items for this sub-scale are as follows:

(1) The first priority is doing the tasks set in the program.
(2) Efforts are made to achieve the school’s objectives.

The scale items are answered on 5-point Likert scale, varying between
“strongly disagree” and “strongly agree”. In this research, the internal consis-
tency coefficients of the scale adapted to Turkish by Tagkiran (2011) were betwe-
en .52 and .81 (Table 4).

Organizational silence scale. Organizational Silence Scale; is comprised of
29 items of 5-Points-Likert scale, consists of three sub-scales (accepting silence,
defensive silence, protectionist silence) (Dyne, Ang and Botero, 2003).

The high score obtained from the Accepting Silence subscale is an indicator
that although the teachers have thoughts and suggestions about the organizati-
onal problems, they remain consciously silent on the basis of the idea that they
cannot change the current status of the organization. Examples of items for this
sub-scale are as follows:

(1) I keep my views to myself on the point of finding solutions to problems.

10
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(2) Since I don’t believe that it will make a positive change, I keep my ideas
about self-improvement to myself.

The high score from the Defensive Silence subscale is an indicator that the
teachers consciously choose to remain silent because of not being held accoun-
table for the problems that exist in the organization or for avoiding the material-
spiritual losses that may occur when the existing problem is revealed. Examples
of items for this sub-scale are as follows:

(1) Since I think it doesn’t concern me, I refrain from expressing my views
on doing things better here.

(2) I keep the business-related information to myself, because I fear my ma-
nagers’ reaction.

The high score from the Protectionist Silence subscale is an indicator that
teachers don’t share their information and thoughts about the organization with
others because they care about the organization’s goals or the interests of other
employees. Examples of items for this sub-scale are as follows:

(1) I keep important information that will provide benefit to this institution
and to my colleagues to myself.

(2) I resist the pressures on the disclosure of the information about this
institution to others.

The scale items are answered with 5-point Likert scale, varying between
“strongly disagree” and “strongly agree”. In this research, the internal consis-
tency coefficients of the scale adapted to Turkish by Taskiran (2011) were betwe-
en .52 and .81 (Table 4).

Academic success of the school. The academic success of the school, which
is the output variable of the study, indicates the average scores that the partici-
pants’ high schools got from Higher Education Entrance Examination (YGS)
and the Undergraduate Placement Examination (LYS). YGS; consists of Tur-
kish, Social Sciences, Basic Mathematics and Science tests and YGS1, YGS2,
YGS3, YGS4, YGSS and YGS6 scores are computed according to the weight of
the tests (OSYM, 2015a). LYS; is comprised of five different exams and consists
of Turkish, Social Sciences, Basic Mathematics and Science tests and LYS-MF
(Math-Science Score), LYS-TM (Turkish-Mathematics Score), LYS-TS (Turkish-
Social Sciences Score) scores are computed according to the weight of the tests
(OSYM, 2015b). YGS and LYS average scores of the schools were obtained from
Provincial Directorate of National Education.

Process

In the research, the data were collected with a research package containing
demographic questions and related scale items. First of all, teachers were met
one-to-one and informed about the study, and data collection forms were given
to the teachers who accepted to participate in the research, and they were asked

11
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to fill them. It took approximately 25-30 minutes to complete data collection
forms.

Path analysis, which combines the measurement error that occurred in the
hidden and observed variables was preferred to analyze the data of the rese-
arch. The theoretical model developed for path analysis was used to reveal the
cause-effect relationships between spiritual leadership, organizational culture,
organizational silence and the academic success of the school. In this context, it
was assumed that in the model: spiritual leadership affects both organizational
culture and organizational silence; organizational culture affects organizational
silence and the academic success of the school; and organizational silence has an
effect on the academic success of the school. In the study, LISREL was used in
the path analysis and SPSS-21 program was used in the other analyzes.

Findings

Findings Related to Scale Scores

In the research, spiritual leadership, organizational culture and organizatio-
nal silence perception of the participants were described (Table 2). The average
score of the participants from overall Spiritual Leadership Scale was 3.64 (SD =
.57); whereas the sub-scale averages were between 3.45 and 4.05. Regarding the
subscales of spiritual leadership, “Meaning” sub-scale has the highest (M=4.05,
SD=.57) and “Vision” sub-scale has the lowest (M =3.45, SD=.83) average score.

The average score of the participants from overall School Culture Inventory
was 3.59 (§D=.43); whereas the sub-scale averages were between 3.28 and 4.04.
Regarding the subscales of school culture, “Mission Culture” sub-scale has the
highest (M=4.04, SD=.56) and “Bureaucratic Culture” sub-scale has the lowest
(M=3.28, SD=.58) average score.

In addition, the average score of the participants from overall Organizatio-
nal Silence Scale was 2.67 (SD=.62); whereas the sub-scale averages were betwe-
en 2.35 and 3.18. Regarding the subscales of Organizational Silence, “Protectio-
nist Silence” sub-scale has the highest (M=3.18, SD=.69), “Defensive Silence”
sub-scale has the lowest (M=2.35, SD=.80) average score.

12
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Table 2
Averages, Standard Deviations and Coefficient of Internal Consistency of Scale

Sub-scales Alpha M SD

Spiritual Leadership Scale

Spiritual Leadership-Total .96 3.64 57
Vision .56 3.45 .83
Hope/Effort .82 3.52 .66
Altruistic Love .85 3.61 .81
Meaning WAl 4.05 57
Membership-Belonging .87 3.48 .82
Inner life .67 3.81 .62
Organizational Commitment .85 3.46 78
Productivity .83 3.56 .69
Satisfaction from Life 54 3.47 .84

School Culture Inventory

School Culture-Total .87 3.59 43
Support Culture .87 3.56 .67
Success Culture .83 3.58 .69
Bureaucratic Culture .76 3.28 58
Mission Culture .76 4.04 .56

Organizational Silence Scale

Organizational Silence-Total .85 2.67 .62
Accepting Silence 81 2.47 77
Defensive Silence .80 2.35 .80
Protectionist Silence 52 3.18 .69

Correlation Findings of Theoretical Model

The relationships between the spiritual leadership, organizational culture
and organizational silence scales of the participants were analyzed by Pearson-
Moment Correlation Coefficient (Table 3). The results showed that there are po-
sitive, significant relationships between “Bureaucratic Culture” sub-scale score
of School Culture Inventory and “Accepting Silence”[r=.27], “Defensive Silen-
ce” sub-scales [r=.25] and overall score of Organizational Silence Scale [r=.25].

Positive and significant correlations were found between “Support Culture”,
“Success Culture”, and “Mission Culture” sub-scales of School Culture Inven-
tory and the sub-scales of Spiritual Leadership Scale (between .26 and .69). A po-
sitive and significant correlation was found between “Mission Culture” sub-scale
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of School Culture Inventory and “Accepting Silence” sub-scale of Organizational
Silence Scale [r= .10]. A positive and significant correlation was found between
the overall score of School Culture Inventory and “Accepting Silence” sub-scale
of Organizational Silence Scale [r=.12]. A negative, significant correlation was
found between “Bureaucratic Culture” sub-scale score of School Culture Inven-
tory and “Altruistic Love” sub-scale of Spiritual Leadership Scale [r= .10], and
a positive significant relation was found between “Bureaucratic Culture” and
“Productivity” sub-scales [r=.09].

A negative, significant correlation was found between “Accepting Silence”
sub-scale of Organizational Silence Scale and “Meaning” sub-scale of Spiritual
Leadership Scale [r= .13]. A negative, significant correlation was found between
“Defensive Silence” sub-scale of Organizational Silence Scale and “Meaning”
[r=.14] and “Spiritual Life” sub-scales [r= .12] of Spiritual Leadership Scale. A
positive, significant correlation was found between “Protectionist Silence” sub-
scale of Organizational Silence Scale and “Meaning” sub-scale of Spiritual Lea-
dership Scale [r=.15].
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Multiple Regression Findings on the Academic Success of the School

The prediction power of School Culture Inventory’s sub-scales on YGS
and LYS average scores, which express the academic success of the school, was
analyzed by multiple regression coefficients (Table 4). The outcomes showed that
School Culture Inventory’s sub-scales significantly predicted YGS and LYS ave-
rage scores and the sub-scales of School Culture Inventory can explain 7 % of
the variance in YGS score (R=.26, R’=.07, F=7.84, p<.01) and in LYS score
(R=.26,R*=.07, F=7.83,p<.01).

Regarding the results about the significance of the regression coefficients,
it is seen that “Bureaucratic Culture” and “Mission Culture” subscales are signi-
ficant predictors of the school’s YGS score, where “Bureaucratic Culture” exp-
lains 15% of the school’s YGS score variance, and “Mission Culture” explains
22% of the school’s YGS score variance. Similarly, “Bureaucratic Culture” and
“Mission Culture” subscales are significant predictors of the school’s LYS score.
“Bureaucratic Culture” explains 15% of the school’s LYS score variance, and
“Mission Culture” explains 20% of the school’s LYS score variance.

Table 4
Multivariate Regression Matrix Between Sub-Scales of School Culture Inventory
and YGS and LYS Scores of School

) YGS Score of School LYS Score of School
Variables

B SHB B ¢t p B SHB Bt p
Constant 161.04 2736 588 .00 18823 21.73 8.66 .00
1- Support 1315 820 .13 160 .11 1213 651 .15 1.86 .06
Culture
2- Success 21199 790 -12 -152 .13 979 628 -13 -1.56 .12
Culture

3- Bureaucratic

-17.25 545 -15 -316 .00 -13.73 433 -15 -3.17 .00
Culture

4- Mission

2624 644 22 407 .00 1946 511 20 3.80 .00
Culture

R=.26,R2=.07, F=7.84, p<.01 R=.26, R2=.07, F=7.83, p<.01

Organizational Silence Scale’s subscales were analyzed by multiple regressi-
on coefficients in terms of their prediction power on the scores of YGS and LYS
which express the academic success of schools (Table 5). The results showed that
the subscales of the Organizational Silence Scale did not significantly predict the
average scores of YGS and LYS in the school (p> 0.5).

16



Spiritual Leadership, Culture, Silence and Academic Success

Table 5

Multivariate Regression Matrix Between Sub-Scales of Organizational Silence Scale
and YGS and LYS Scores of School

) YGS Score of School LYS Score of School
Variables

B SHB P t P B SHB B t P
Constant 222.88 15.72 14.18 .00 236.57 12.49 18.94 .00
1- Accepting -12.42 6.02 -14 -2.06 .04 954 479 -14 -199 .04
Silence
2- Defensive 4.85 6.12 .06 .79 43 341 486 .05 .70 A48
Silence
3- Protectionist ~ 3.43 510 .03 .67 S50 2.84 405 .04 .70 48
Silence

R=.11, R2=.01, F=1.70, p>.05

R=.10, R2=.01, F=1.63, p>.05

Spiritual Leadership Scale’s subscales were analyzed by multiple regression
coefficients in terms of their prediction power on the scores of YGS and LYS
which express the academic success of schools (Table 6). The results showed that
the subscales of the Spiritual Leadership Scale did not significantly predict the
average scores of YGS and LYS in the school (p> 0.5).

Table 6

Multivariate Regression Matrix Between Sub-Scales of Spiritual Leadership Scale
and YGS and LYS Scores of School

) YGS Score of School LYS Score of School
Variables
B SHB pB t P B SHB p t P

Constant 185.61 24.81 7.48 .00 |205.64 19.70 10.44 .00
1- Vision 9.23 521 11 177 .08 |7.48 414 12 180 .07
2- Hope/Effort -11.51 870 -11 -1.32 .18 |-8.80 691 -11 -1.27 .20
3- Altruistic Love 12.69 7.60 .15 1.67 .10 [10.52 6.03 .16 1.74 .08
4- Meaning 2.17 7.88 .02 27 .78 |228 6.26 .02 .36 72
5- Membership- -746 804 -09 -93 35 |[-671 639 -10 -1.05 .29

Belonging
6- Inner Life -407 695 -04 -59 56 |[-431 551 -05 -78 43
7- Organizational -3.34 7.82 -04 -43 .67 |[-1.85 620 -03 -30 .77

Commitment
8- Productivity 1137 615 .12 185 .06 |8.45 488 .11 1.73 .08
9- Satisfaction -1.34 505 -02 -27 .79 |-47 401 -01 -12 .91

from Life

R=.17,R2=.03, F=1.50, p>.05 | R=.17,R2=.03, F=1.52, p>.05
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Path Analysis Findings

After the development of the theoretical model, the goodness of fit inde-
xes showed the concurrent contribution of the observed and hidden variables to
the whole model, which is an acceptable, independent structural equation model
reflecting the relationship between spiritual leadership, organizational culture,
organizational silence and the academic success of the school (Table 7). The go-
odness of fit of the theoretical model was determined in terms of RMSEA, GFI,
AGFI, CFI, %2 and x2/df ratio. RMSEA coefficient was found to be .07, GFI
coefficient was .93, AGFI coefficient was .91, CFI coefficient was .91 and y2/df
ratio was 1.33. The coefficients showed that the theoretical model suits the data
(Hair, Ringle and Sarstedt, 2010; Kline, 2015; Joéreskog and S6rbom, 2001).

Table 7
Goodness of Fit Parameters

Fit Parameter Coefficient
RMSEA .07
GFI .93
AGFI 91
CFI 91

df 268

%2 357.52
x/df 1.33

The effect of spiritual leadership on organizational culture and organizati-
onal silence; the effect of organizational culture and organizational silence on
YGS and LYS average scores, which express the academic success of the schools,
were analyzed by path analysis coefficients (Table 8). The results indicated that
spiritual leadership has .78 positive, significant effect on organizational culture
but it has no effect on organizational silence. In addition, organizational culture
has .11 positive, significant effect on YGS average success, and has *.03 negative,
significant effect on LYS average success. In addition, organizational silence has
no significant effect on the academic success of the school.
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Table 8
Path Coefficients, Significance and Specificity Coefficients

izati ?
School Culture [?] Qrgamza;zonal YGS [?] LYS [?]
Variabl  Coofiici Silence [?] Path Puath
e Path Coefficient Path Coefficient  Coefficient Coefficient
l ? t ? t ? t ?
1- Spiritual By
Leadership [?] 17.18 78 -1 -06 - - - -
2- School . .
Culture [?] - -12 -.01 234 11* 208 -.03
3- Organizational
Silence [?] } - - - -73  -04 -053 -03
*p<.05
Discussion

In this study, the relationships between the perceptions of high school teac-
hers about their principal’s spiritual leadership behaviors, organizational cultu-
re, organizational silences and academic success of the school were tested. The
results showed that there was a positive correlation between spiritual leadership
and organizational culture and the academic success of the school, whereas the-
re was a negative correlation between organizational culture and organizational
silence.

In the theoretical model developed within the scope of the research, it was
assumed that spiritual leadership affects organizational culture and organizatio-
nal silence; organizational culture affects organizational silence and the acade-
mic success of the school; and organizational silence affects the academic success
of the school. Path analysis was preferred to determine the causal relationships
between the implicit variables in the theoretical model. The results of the path
analysis indicated that the goodness of fit indexes related to the theoretical mo-
del are sufficient and the theoretical model is acceptable; Spiritual leadership,
organizational culture, organizational silence and academic success of the school
interaction model can be developed.

The first theoretical measurement model of the research belongs to the spiritual
leadership. Spiritual leadership is comprised of nine observed variables, namely visi-
on, hope/effort, altruistic love, meaning, membership-belonging, spiritual life, orga-
nizational commitment, productivity and satisfaction from life. Among them, “Orga-
nizational Commitment” sub-scale is the most important determinant of the spiritual
leadership (ky"=.89). This finding is consistent with the results of the research con-
ducted by Bozkus and Giindiiz (2016); Chen and Li (2013); Fry (2003); Fry, Hannah,
Noel and Walumbwa (2011); Fry and Slocum (2008); Fry Vitucci and Cedillo (2005)

19



Burcu Cimen & Engin Karadag

and Polat (2011). This result shows that the commitment of the teachers to the school
in terms of the healthy functioning of the schools is possible by the school principals
meeting the spiritual and psychological needs of the teachers.

The second measurement model belongs to organizational culture, which is comp-
rised of four observed variables, namely “support culture, success culture, bureaucratic
culture, and mission culture”. Among them, “Support Culture” sub-scale is the most
important determinant of the organizational culture (A *=.91). In the study of determi-
ning the cultural structure in primary schools Terzi (2005) found that the level of the
support culture was the lowest one in schools. Similarly, Terzi (1999) and Ipek (1999)
stated that the support culture is at the lowest level in high schools. Based on this result,
it can be said that despite the low level of support culture in schools, the mutual trust
and commitment between teachers, school administrators and other school staff is the
most important indicator of the existence of organizational culture in schools.

The third measurement model belongs to organizational silence, which is comp-
rised of three observed variables, namely “accepting silence, defensive silence, pro-
tectionist silence”. Among them, “Defensive silence” sub-scale is the most important
determinant of the organizational silences (A *=.94). Morrison and Milliken (2000)
emphasized that protectionist silence is caused by fear. In this case, the result is si-
milar to the findings of the study performed by Cakici (2008) in which the reasons
for the silence of the employees were questioned and found that they were silent with
the fear of isolation and damaging the relations. This result may be considered as an
indication that teachers cannot explain their personal opinions because they are afraid
of the school principals’ reaction.

In the final stage of the research, the interaction between spiritual leaders-
hip, organizational culture, organizational silence and the academic success of
the school was tested via path analysis. The findings identified at this stage of the
research can be summarized as follows:

e Spiritual leadership affects the organizational culture positively.
e Spiritual leadership has no effect on organizational silence.

*  Organizational culture affects the school’s YGS average score positi-
vely and LYS average score negatively, which express the academic suc-
cess of the school.

*  Organizational culture has no effect on organizational silence.
*  Organizational silence has no effect on the academic success of the school.

The most powerful direct impact of the research model is the impact of spi-
ritual leadership on organizational culture. This finding overlaps with the finding
that “spiritual leadership behaviors of school principals affect the formation pro-
cess of the organizational culture” found by Karadag (2009). Also Fry, Matherly
and Quimet (2010) reported that spiritual leadership improved organizational
vision and organizational culture. In a similar study, it was found that spiritual
leaders should provide an organizational culture based on devotional values in
order to increase employee productivity and loyalty (Fry and Matherly, 2006).
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In addition to empirical studies, Markow and Klenke (2005) stated that spiritual
leaders are highly influential in the formation of organizational culture, as spiri-
tuality was already established in the organizational culture and also stated that
in the literature, the studies investigating the effect of spiritual leadership on
organizational culture are insufficient.

Another impact identified in the study is the impact of organizational cul-
ture on the academic success of the school. Since the success of the school is
represented by the two observed variables, namely YGS and LYS average scores,
the impact of organizational culture on these two variables were analyzed. The
data showed that the impact of organizational culture on YGS average score was
positive; whereas it is negative on LYS average score. Schools with strong orga-
nizational culture are effective in terms of productivity, adaptability and flexibi-
lity, (Cheng, 1993); in addition, the impact of organizational culture on school
success is inevitable (Hatchett, 2010). Balci (2013), who stated that for school
success an organizational culture having high but achievable performance ex-
pectations and using cooperative learning techniques should be built, was emp-
hasizing the impact of organizational culture on school success. As a result of
the evaluation of the researches performed on organizational culture, Hoy and
Miskel (2010) emphasized that schools having effective and strong cultures ba-
sed on trust, provide high-level students’ success. Karadag, Kilicoglu and Yilmaz
(2014) stated in their study that the cooperation, the positive communication and
the trust formed between the school administrators and the teachers working in
the school as a result of the organizational culture are reflected in the student
achievement. Kogyigit (2017) also evaluated the effect of organizational culture
on school success by using meta-analysis method and concluded that there is
a positive relationship between organizational culture and school success. The
existence of the culture that values and respect the teachers in the schools satis-
fies the teachers and students, allowing an increase in the student achievement
(Yilmaz, 2014; Yilmaz and Turan, 2015).

Key stakeholders in the formation of organizational culture are the admi-
nistrators, teachers and students. Therefore, stakeholders are likely to be affected
by the positive and negative consequences of organizational culture. The positive
impact of organizational culture on the school’s YGS average; can be explained
by the positive effect of the followings on the success of the students: the school
culture based on the trust between teachers and school administrators, the efforts
made towards academic success, and teachers’ realistic and high-performance ex-
pectations from students. On the other hand, the negative effect of organizational
culture on school’s LYS average score can be explained by the nature of the test,
considering that student success is affected by many factors such as individual fac-
tors, organizational factors, and the nature of the exams. Since 2010, a two-stage
system is implemented for the entrance to the university in Turkey, namely YGS
(Higher Education Entrance Examination) and LYS (Undergraduate Placement
Examination) exams. YGS is accepted as a preliminary exam for all students; LYS
is an examination which includes all the subjects that the students have learned
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during their high school education, the number of questions is high and all stu-
dents do not participate (Cengiz and Ihtiyaroglu, 2012).

In the study, no significant correlation was found between organizational
culture and organizational silence; as well as organizational silence and the
academic success of the school. Morrison and Milliken (2000) emphasized that
cultural values in the organizations can constitute an obstacle to the disclosu-
re of employees’ ideas and opinions, Dyne et al. (2003) stated that organizatio-
nal culture and contextual norms are related with the silence of organizational
staff. Similarly, in his research investigating the causes of silence in organizations
Cakici (2008) stated that organizational culture may be effective on it; Tiktag
(2012) pointed the existence of a strong link between organizational culture, or-
ganizational identification and organizational silence; Aktas and Simsek (2014)
expressed organizational silence as a communication problem and stated that
it emerges as a reflection of the organizational culture; Karademir (2014) fo-
und positive relations between power culture and the silence behavior of the
employee; and negative relations between success culture, support culture and
hierarchy culture and the silence behavior of the employee. In addition, Rad-
mand and Ardakani (2014) concluded that organizational culture is effective on
organizational silence through organizational commitment; Acaray, Cekmeceli-
oglu and Akturan (2015) showed that employees’ organizational silence behavior
decreased as their organizational culture perceptions increased; Cavusoglu and
Kose (2016) concluded that organizational culture has an impact on organizati-
onal silence; Sholekar and Shoghi (2017) found that organizational culture has a
negative impact on organizational silence. The results revealed as a result of the
literature review do not overlap with the results of this study. However, the stu-
dies in the literature are generally the researches performed outside of Turkey or
researches conducted in non-educational organizations. This discrepancy may be
explained with the fact that in Turkey the organizational culture may be related
to the structure of the school; the silence observed in schools can be explained by
the characteristics of the teachers, the attitudes of the school administration, or
by many different reasons at school that cannot be identified.

Altin (2016) stated that teachers’ silence in schools would affect school suc-
cess; also stated that teachers who cannot express their ideas and opinions will
not be a good example for their students. However, in this research no significant
relationship was found between the organizational silence and the academic suc-
cess of the school, which is not consistent with the results of Altin (2016). The
results obtained in this study may indicate that teachers’ silences are affected by
their relations with school administration and other school staff but teachers do
not carry these facts to the classroom. It may be thought that teachers’ silence
against the problems in the schools they work in may be related to exhibiting
afraid behavior in their relations with the school administration and school staff.
However, even if the teachers are silent against the problems they face in the-
ir schools, they aim to organize the learning-teaching activities as required and
convert the objectives of the curricula into the student behaviors. Therefore, it
can be said that teachers’ silence behaviors do not have a significant effect on the
academic success of the school.
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Limitations and Suggestions for Future Research

In this study, it was found that there were significant relationships between
spiritual leadership, organizational culture and the academic success of the scho-
ol. In this context, the recommendations for theoretical and practical areas for
further research are:

e The cross-sectional nature of the research design has restrained the de-
eper understanding of the variables. Therefore, it may be useful to con-
duct a longitudinal study using mixed-method approaches for a more
comprehensive analysis of the research problem.

e The research shows the important effects of spiritual leadership on or-
ganizational culture; and the important effects of organizational cul-
ture on the academic success of the school. However, it doesn’t mean
that these effects are causal. Future studies may use real experimental
designs to investigate whether these effects are causal.

e Asaresult, it can be said that education aims to develop all aspects of
the students in schools, including moral, aesthetic, intellectual, physi-
cal, emotional, social and spiritual aspects (Vokey, 2001, p. 26). Schools
have to pay attention to the spiritual dimensions of school leaders, stu-
dents, and teachers to achieve their goals. The dissemination of spiritu-
al leadership in schools cannot be carried out only by school administ-
rators and teachers. In this respect, policy makers in education should
be effective in carrying out some transformation movements in schools.
Leadership practices that take into account the spiritual dimensions of
students, teachers and other school employees can be encouraged in
schools by organizing arrangements for the adoption of spiritual lea-
dership in schools by policy makers.

This research was conducted on the teachers only (at the same school level),
which was the most important limitation of the research. In addition, data were
collected and evaluated from a single province. In this respect, the generalizabi-
lity of the findings is limited. In the study, data were collected by self-reporting,
which led to common method bias. This may have led to an artificial increase in
observed correlations. Although this restriction could not be completely elimina-
ted in the study, it was attempted to reduce the error to minimum levels. For this
reason, necessary measures have been taken during the collection of data. First,
the research was conducted in 24 different schools. The validity and reliability of
the scales used in the data collection stage of the research were retested. Second,
in face-to-face interviews, the participants were told that the answers would be
kept completely confidential and would not be shared with anyone. Thirdly, the
questionnaire applied to the participants was arranged by placing the items re-
lated to the independent variables before the items related to the dependent
variables (Karadag et al., 2015).

23



Tiirkce Siiriim

Giris

Elton Mayo’nun 1920’li yillarda ‘Bilyitk Durgunluk’ adiyla da tabir edilen
donemde performansi tegvik planlamalari, is tatmini ve calisma sartlar gibi alan-
larda yaptig1 deneyler is yerlerinde insan faktOriiniin 6n plana ¢ikmasint des-
teklemistir (Bedeian, 1993). 1927-32 yillarinda Western Elektrik’in arastirmaya
admi vere Hawthorne tesislerinde, ‘is ortamlarinin diizenlenmesini’ iceren bir
dizi deney yapilmistir. Deney sonuclarina gore; calisanlara yonelik tutumlarin ve
davraniglarin, yapilan is karsiliginda alinan ticret ve ddiillerden bile daha 6nemli
olarak algilandig1 anlagilmistir (Carey, 1967). Orgiitlerin birer sosyal sistem ol-
duklar1 ve insanin bu sistemde en 6nemli etmen oldugu ortaya cikarilmistir. Ek
olarak Hawthorne arastirmalarinin sonuglari iizerine, orgiitlerde insan faktorii-
niin yogun bir bicimde calismalarda yer almaya baglamis; Orgiitlerde liderin ya-
rarlanabilecekleri araglarin ve kavramlarin sayilar1 oldukga artig gostermistir. Bu
kapsamda liderlerin etkili, basarili ve iiretken olmalar1 amaciyla dikkate almalar1
gerekli olan unsurlar da farklilasmigtir (Bursalioglu, 2003; Kogel, 2003). Ayni
zamanda Orgiitlerin gecen her giin insan kavramina verdikleri deger de artig gos-
termistir. Caligana yonelik arastirmalar, yeni liderlik teori, stil ve yaklagimlarinin
¢ikmasini tetiklemistir (Baloglu ve Karadag, 2009). Bu liderlik teorilerinden biri
de bu arastirmanin temelini olusturan ruhsal liderlik teorisidir.

Ruhsal Liderlik

Ruhsal liderligin temeli olarak kabul edilen ‘ruh’ kavraminin kokeni,
Latince’de hayatta kalmak icin aldigimiz nefes, cesaret, hayat ve gii¢ anlamlari-
na gelen ‘spiritus’ kelim esine dayanmaktadir (Spirit, 2016). Spiritiializm terimi,
kelime anlami olarak maddeden ayri olarak ruhun varligini agiklayan bir sekilde
kullanilmaktadir. Bat1 dillerinde ‘ruhguluk’ ve ‘spiritizm’ adiyla ifade edilmek-
tedir. Spiritiialite ve ruhculuk birbirlerine yakin anlamlar tasidig icin spiritiiel
liderligin yerine ruhsal liderlik ismiyle liderlik literatiiriine gecmistir (Kurtar,
2009, s. 9). Dontisiim ve 6grenen Orgiitlerin basarisinin devam etmesi igin ruh-
sal liderligin gerektigini dne siiren Fry (2003), ruhsal liderlik kavraminin ruhsal
yasamin hem liderlerin hem de ¢alisanlarin orgiitsel olarak daha tiretken olduk-
larmi ve kendilerini adadiklarini ifade etmistir. Ruhsal liderligi ‘bir fark yaratma,
anlamlandirma, anlagilma ve takdir edilme yoluyla ruhsal yasantilarina anlam
kazandirabilecek insanlarin kendisini ve bagkalarini igten giidiileme icin gerekli
olan degerleri, tutum ve davraniglari iceren bir liderlik’ olarak tanimlamistir (s.
694).

Toplumun bir parcas olan orgiitler, dinamikligi ve karmasikligi her gecen
giin daha da hizlanan ¢evrede faaliyet gostermesi sebebiyle is diinyasindaki yo-
gun rekabetten, anlik ve hizli degisimlerden etkilenmektedir. Ancak gergek-
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lesen rekabet ortami ve hizli degisimler Orgiit calisanlar {izerinde yogun stres
ve baski olugturmaktadir. Liderler ve iiyeler arasinda sevgi, gliven, aidiyet gibi
duygularla yogurulan manevi ihtiyaclarin fazlalagmasi, ruhsallik boyutunun
ortaya ¢ikmasina neden olmustur. Toplumsal degisimler sonucunda giiniimiizde
is hayati, bireylerin veya gruplarin ihtiyaclarmi kargilayabilecekleri bir ortam
olarak algilanmaktadir. Bu sebeple caliganlarin yaptiklar iglerin neticesinde
takdir kazanmalari, calisma hayatlarindan zevk almalart icin 6nemli bir gerekce
haline gelmigtir. Ruhsallik kavraminda bireylerin beklentileri; yalniz maag gibi
maddi anlamdaki 6diiller olmayip, bunun yaninda takdir edilmek gibi manevi bir
doyuma ulagmaktir (Fry, 2003). Bireylerin elde ettikleri maddi kazanclarin, ruhu
yalniz kisa bir siireligine besledigine inanilir. Hatta bu maddi ddiillerin bir siire
sonra Kisileri a¢gozIlii bir canavara donistiirdiigii diisiincesi hakimdir. Ruhsal
liderlerin gorevleri; farklh durumlara acik, yeni goriigleri savunabilen bir toplum
olusturmak, kisilere ¢agrida bulunmak, calisanlarda kuruma ait olma hissiyatini
yasatmak ve caliganlari takdir etme gibi yollarla verimli hale getirmektir (Fry,
2003, s. 694). Orgiitler yonetim biliminin gelisen degerinin farkinda olup daha iyi
liderlerin yetigsmesi iizerinde durmaktadir. Giderek artan bigimde Orgiitler ruhsal
degerleri On planda tutan liderler yetistirmektedir. Ruha dayali liderlik kavrami
hayata ve insanlifa deger vermeyi icermektedir. Yeni diinyanin geleceginde
liderlik yapmanin tek bir yolu da iiyelere kendilerini degerli hissettirmek olacag:
diistiniilmektedir (Fairholm, 1996). Calisanlarin islerine odaklanmalari, baghilik
ve sevgiyle yaptiklar: ise sarilmalari, liderlerin davraniglarinin yansimasi olarak
goriilmektedir (Fry, 2003, s. 703).

Rubhsal liderlik teorisi adanmiglik, vizyon, ig yeri ruhsallig1 teorileri, umut/
inanc ve ruhsal kurtulusu icerisine alan i¢sel bir motivasyon modeli yardimiyla
tasarlanmustir. Ik ruhsallik modellemesinde orgiitlerdeki bireylerin etkilesimini
zihinsel, duygusal-fiziksel unsurlari ve ihmal edilmis olan ruhsal bilesenlerini 6n
plana alinmistir (Fry, 2003, s. 695). Liderlerin tutumlari, degerleri ve inanglari ile
¢alisanlarin ruhsal yasam icin ihtiya¢ duydugu unsurlar goz 6ntinde bulundurula-
rak Orgiitsel ciktilar lizerine etkiler incelenmistir. Yapilan incelemeler neticesin-
de ruhsal liderlik modellemesi yapilmistir (Sekil 1).

CABA ——» PERFORMANS — 3 ANLAMLANDIRMA (calling)

(Umut/Inang Isler) (Vizyon) Bir fark yaratma
Hayatin bir anlami vradir

ORGUTSEL BAGLILIK
VERIMLILIK
~ ODUL } _ /
(Ozverili sevgi — 3y UYELIK
Adanmushk) Anlagilma
Takdir edilme

Lider degerleri, Ruhsal yagam igin .
Tutum ve davramglar izleyicilerin ihtiyaglar1—> Orgiitsel ¢iktilar

Sekil 1. Ruhsal liderlik modellemesi (Fry, 2003, s. 695)
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Sekil 1’den anlasilacagi tizere, Fry’a (2003, s. 695) gore;

¢ Uyelerin hayatlarini anlamlandirabilmek ve hayatlarinda fark olugtura-
bilmek i¢in Orgiit vizyonu belirlenirken tiyelere sorumluluk verilir.

e Bir bireyin bir yere aidiyet hissedebilmesi icin ilk olarak takdir edilmeye
ve anlasildigini hissetmeye ihtiyaci vardir.

Fry ruhsal liderlik modelleme calismasini tekrar diizenleyip gelistirmistir.
Bazi kavramlar degisiklige ugramis, bu kavramlarin yerine bagka kavramlar ek-
lenmistir. Bunlardan bir tanesi ‘liderin i¢sel yasantilar1’ kavramidir. Modelde yer
alan kavramlar arasindaki iligki oklarla ve baglarina + isareti konularak vurgu-
lanmigtir. Ruhsalligin yeni modellenmesinde etki boyutunun artig gosterdigi go-
rillmektedir. Ruhsal liderligin kaynagi olan ruhsal uygulamalarin veya igsel yasa-
min, ilham ve sezginin de ana kaynagi olan vizyonun adanmiglik ve umut/inanc
degerlerini olumlu yonde etkiledigi tespit edilmistir (Fry, 2008, s. 111). Yeniden
diizenlenen ruhsal liderlik modellemesi Sekil 2’de gOsterilmistir.

Ruhsal liderlik =~ ——— Ruhsal ————  Bireysel ve Orgiitsel
saglik Ciktilar

. + . +
UMUT/INANC —>» VIZYON—/> ANLAMLANDIRMA
Bir fark yaratma
Hayatin bir anlam1

+ + ve amaci vardir

ICSEL YASANTI

Ruhsal uygulamalar Orgiitsel baglilik/verimlilik

Finansal performans
+ Isgéren memnuniyeti
Sosyal sorumluluk
+ . . .
ADANMISLIK —> UYELIK/AIDIYET /4-Y
Anlagilma
Takdir edilme

Sekil 2. Yeniden diizenlenen ruhsal liderlik modeli (Fry, 2008, s. 112)

Rubhsal liderler ve calisanlari, gecmis yasantisina ve kendine saygi duyarak
baska bireylerle iyi iliskiler icerisinde olmahdirlar. Iyi iliskiler sonucunda yasa-
min bir amacinin ve anlaminin varligini hissedip, etrafini cevrelemis diinyayla
basa cikabilecegini disiinerek, ruhsal inanglarimi takip kabiliyetine sahip olacak-
tir. Kendini taniyarak siirekli gelisim iginde olmasi saglanacaktir (Fry, 2003, s.
703).

Ruhsalligin ihtiyac olarak algilanmaya baslamasi, toplumsal degisimlerin
gostergesidir. Toplumsal degisimler sadece toplum kiiltiiriinii degil orgiit kiltii-
riinii ve Orgiit kiiltiirint de etkileyebilir. Okullar ile toplum birbirlerinin ayna-
laridir. Toplumlarda baskin olan degerler ve inang sistemi okullarda 6grencilere
aktarilir (Morrison, 2008, s. 56). Kiiltiirlerin olusmasinda temel etken bireylerdir.
Orgiitlerde cahsanlar orgiit kiiltiiriinii olustururken, ayn1 zamanda kiiltiirlerine
uygun olan liderlerini belirlemektedirler (Schein, 2004, s. 22). Liderlik ve 6rgiit
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kiiltiirti ile ilgili olarak; Bodinsonun (2005) ifade ettigi gibi, orgiit kiiltiirii de
ancak liderlik sayesinde gelistirilebilir (s. 23). Ruhsal liderlerin 6rgiitlerde cali-
sanlarin gorev, cagri, amag ve anlam duygularini hayatlarina adapte edebildikleri
yeni bir kiiltiir yaratirlar (Wheatley, 2002a, s. 6). Boyle is ortamlarinda ruhsal
liderlerin, orgiit tiyelerinin degerli olduklarini onlara hissettirdikleri goriilmekte-
dir. Bu nedenle aragtirmanin bir bagka degiskeni orgiit kiiltiiriidiir.

Orgiit kiiltiirii

Kiiltiir kavrami ‘ekip bicmek, bakmak, yetistirmek’ anlamindaki Latince ‘co-
lere’ ya da ‘culture’ kelimesinde geldigi bilinmektedir. Kiiltiir bu anlamiyla fen
bilimleri alaninda kullanilmistir. Ardindan kiiltiir, toplumsal ve insanla iligkili
bir kavram olarak sosyal bilimler alaninda kendini gostermistir (Giines, 2001).
Sisman’a (1994) gore; kiiltiir tilkemizde yillardir yogun olarak tizerinde incele-
meler, tartigmalar yapilan bir konudur (s. 27). 1980’li yillarda ‘Orgiit Kiiltiiri’
kavrami ilk olarak insan iligkileri yaklagimlarinda kendini gostermistir. Orgiitler
lizerine arastirma yapanlar, calisanlarin davraniglarini yonlendiren inanglarin,
geleneklerin, sembollerin, ritiiellerin ve degerlerin varligindan yola c¢ikarak or-
giitlerin kiiltiirel yapilarini 6n plana almiglardir (Bourantas, Anagnostelis, Man-
tes ve Kefalas, 1990, s. 260).

Mintzberg (1989, s. 98) kiiltiirii, 6rgiitiin ideolojik yapisi ya da orgiitiin diger
orgiitlerden ayirt edilmesini saglayan inanclar1 ve degerleri seklinde agiklamistir.
Ouchi (1981) orgiit kiiltiirii sayesinde 6rgiitiin sahip oldugu temel degerlerin ve
inanclarin semboller, torenler ve efsaneler yoluyla Orgiit iiyelerine aktarildigini
belirtmistir (s. 41). Orgiit kiiltiirii konusunda ¢ok sayida arastirma yapmis olan
Schein’a (1990) gore orgiit kiiltiird ile orgiitiin etkili bigcimde islevini gergekles-
tirmesi mimkiindiir. Ayrica orgiit, sahip oldugu kiltiirle diger Orgiitlere karsi
beraberlik icerisinde i¢sel uyumun saglandigi bir tablo gizer. Schein (1999) 6rgiit
kiltiiriniin goriinen, yiizeysel bir olgu olmadigina, anlagilabilmesi icin Orgiitiin
derinlerinin incelemesinin gerekli olduguna deginmistir. Bu nedenle kiiltiiriin
yonlendirilemeyecegini vurgulamistir. Orgiit kiiltiiriiniin orgiitlerdeki giindelik
yasamla baglantili degerlerini ve kabullerini sekillendirici etkisi ile cok genis bir
cerceveyi kapsadigini belirtmistir. Ayrica kiiltiiriin istikrarli yapisindan dolay1 de-
gistirilmesinin zor oldugunu eklemistir.

Giicli bir orgiit kiiltiiriniin olusturulmasinda, yerlestirilmesinde, korun-
masi ve yasanan degisimlerle tekrar sekillendirilmesinde bircok faktorin etkisi
vardir. Okul Orgiitlerinde kiiltiiriin olusmasinda en 6nemli rol okul midiirlerin-
dedir (Balct, 2013; Cheng, 1993; Hatchett, 2010; Karadag, Kilicoglu ve Yilmaz,
2014). Okul yoneticileri ayn1 zamanda okullarda kiiltiirii de yonlendirir ve yo-
netirler. Ancak kiiltiir yonetimi icin, okul yoneticilerinin hem kiiltiir kavraminin
anlaminin ve kiiltiire ait temel degerlerin farkinda olmasi, hem de okullarindaki
kiiltiirel yapiy1 iyi sekilde tantyip ¢oziimlemesi gerekmektedir (Giimiiseli, 2006).
Schein’in (2004) kiiltiir ve liderlik arasindaki iligki ile ilgili olarak yaptig agik-
lamaya gore; liderler Orgiitleri olusturmadan Once orgit kiiltirini kurgular.
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Ayn1 zamanda orgiit kiiltiirli olusurken liderlik Olciitleri de olusur. Bu sayede
orgiit kiltird liderini se¢mis olur. Kiiltiir ve liderlik kavramlari birbirinden
ayr1 diisiiniilemeyen, aralarinda cift yonlii bir etkilesimin bulundugu madeni
paranin yazi-tura seklindeki yiizlerine benzetilmistir. Karadag (2009) tarafindan
yapilan arastirma sonucunda ruhsal liderlik ve Orgiit kiiltiirii arasinda iligki
olmakla birlikte orgiit kiiltiiriniin sadece ruhsal liderlikle agiklanamayacagini
vurgulanmaktadir. Bu sonuctan hareketle, bu calismada Morrison ve Milliken’nin
(2000) calisanlarin orgiitsel sorunlar ile ilgili goriis ve endiselerini saklamalari,
bunlar1 paylasma konusunda sessizliklerini korumalar1 olarak ifade ettikleri
orgiitsel sessizlik kavrami modele dahil edilmistir.

Orgiitsel Sessizlik

Insanoglu varolusundan bu yana galistig1 rgiitlerdeki olaylara ses gikarma-
may1 benligine 6grenilmis bir ¢aresizlik olarak yerlestirmistir ve bu durumu ig-
sellestirme egilimde olmustur. Siiregelen sistemin icerisinde bu sistemin donen
diglilerin birer parcasi haline gelmistir. Kendilerini yonlendiren, bagl olduklar
diger carkin hizina gére hareketlerini diizenlemislerdir. Sergileyecekleri herhan-
gi bir farkli tutumun sistemi yonlendiren ¢arkin diizenini bozmasindan cekinip
kendilerini tekrar bu diizene toplu halde sessiz kalarak uydurmaya calismiglardir.

Son donemlerde artan rekabet sartlari, yasanan teknolojik gelismeler, si-
nirlarint asan kiresellesme ile orgiitler kendilerini rahatca ifade edebilen, ori-
jinal fikirlere sahip, yaratici Onerilerde bulunan is gorenlere ihtiya¢ duymakta-
dir. Gegmiste sessiz kalmak bir uyum saglama tutumu olarak goriilmekteyken,
giiniimiizde boyle bir tutumun bir tepki veya geri ¢ekilme davranisi olabilecegi
soylenebilir. Orgiitsel sessizlik orgiitsel gelismeyi ve degismeyi engellemekte, 6r-
giitiin degisimine izin vermemektedir (Morrison ve Milliken, 2000). Perlow ve
Wiliams’a (2003) gore Orgiitiin isleyisini degistirebilme potansiyeli olan fikirleri
saklamak veya agikca beyan etmemek Orgiitsel sessizlik olarak nitelendirilir (s.
3).

Yeni fikirler ortaya cikaran ve bunlari tirine doniistiiren orgiit ¢alisanlari,
egitim orgltlerinin kalitesiyle dogrudan iligskidir. Ruhsal lider okul orgiitlerinde
ogretmenlerin kendilerini ifade etme ve bilgilerini ¢evreleriyle paylasmada des-
tek olabilir. Fry (2003) ruhsal liderlerin 6ncelikle tiyelerin kendilerine ve orgiite
olan giivenini kazanmalarini gerektigini, buna bagli olarak iiyelerin i¢sel motivas-
yonlarinin arttigini ve orgiitsel baghliklarinin saglamlastigint vurgulamistir. Ek
olarak cok sayida arastirmada Orgiitsel sessizlik ile orgiitsel baglilik negatif iliski
saptanmigtir (1§leyici, 2015; Kolay, 2012; Kahveci, 2010; Sevgin, 2015; Ozdemir,
2015; Oztiirk, 2014; Yiiksel, 2015).

Orgiitsel sessizlik kavramu iizerinde ¢alismaya baslayan ilk arastirmacilar-
dan olan Morrison ve Milliken (2000), orgiitsel sessizlik faktoriini orgit kiiltii-
rii kavrami kapsaminda inceleyerek 13 tane dnerme ortaya atmig; bu 6nermeler
kapsaminda Orgiitsel sessizligin, Orgiitsel yapinin isleyisi biinyesinde meydana
¢ikma sebeplerini inceleyen yeni bir model gelistirmistir. Dyne, Ang ve Botero
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(2003) ise Orgiitsel sessizligi, Orgiit kiiltiri kavrami kapsamina sokarak, akade-
mik boyutlariyla aragtirmiglardir. Incelemeleri neticesinde orgiitsel sessizlik dav-
raniglarina yonelik yeni bir model gelistirmislerdir. Orgiitlerdeki sessizlik tiirleri
ile iligkili farkli modellerin test edilmesi ve akademik ¢ercevede degerlendirilme-
si icin 6lgek sunmuslardir. Sagilik (2014), arastirmasinda Orgiitsel sessizligin bazi
zamanlarda Orgiitlin bir kiiltiire sahip olmasinin sonucu iken, bazi zamanlarda
ise Orgiitiin verimli bir sekilde ¢alismasi icin agilmasi gerekli goriilen olumsuz bir
durum oldugunu belirtmistir.

Rubhsal liderlige iliskin ampirik caligmalarla gelistirilen teorinin test edilme-
sini saglamak, okullardaki ruhsal liderligin arastiricilarini ve c¢iktilarini tespit et-
mek calismanin ana konusunu olusturmaktadir. Ruhsal liderlik konusunda sinirl
sayida calisma yapilmasi, egitim kurumlarinda ruhsal liderlik kavraminin iligkili
ve etkili oldugu degiskenlerle sinirli olarak incelenmesi durumu ve ruhsal liderlik
literatiiriiniin gelistirilmesine duyulan gereklilige baglh olarak ruhsal liderligin,
kendisiyle iliskili oldugu diistiniilen Orgiit kiiltiirii ve Orgiitsel sessizlik degisken-
leri ile test edilmesi arastirmanin ana amacidir.

Yontem

Desen

Bu arastirmada ruhsal liderligin, orgit kilttrt, orgiitsel sessizlik ve okulun
akademik basarisina etkisi test edildiginden ‘nedensel desen’ kullanilarak tasar-
lanmistir. Bu kapsamda ruhsal liderlik neden, orgiit kiiltiirii ve orgiitsel sessizlik
ara degisken ve okulun akademik basarisi ise sonug degiskenidir.

Katilimcilar

Arastirmanin evreni I¢ Anadolu bélgesindeki bir ilinde kamu liselerinde go-
rev yapan 2791 o6gretmen; Orneklemi ise evrendeki liselerin bulunduklar1 mahal-
lenin sosyo-ekonomik statiilerine -list, orta ve alt- kiimelenmesi ve rassal olarak
her kiimden sekizer okul olmak tizere toplamda 24 okul ve bu okullarda gorev
yapan oranli kiime drnekleme ile belirlenen 457 lise 6gretmeni ¢alismanin 6rnek-
lemini olusturmustur (Tablo 1). Orneklem biiyiikliigiiniin evreni temsil giiciinii
minimum Orneklem biiytikligi 338’dir (Giiven Araligi=%99; Hata Pay1=.05;
Hamburg, 1985). Aragtirmanin 6rnekleminin olugturan 457 birim biiyiikliik evre-
nin temsil gliciintin yeterli oldugu gostermektedir.

29



Burcu Cimen & Engin Karadag

Tablo 1 .
Katiimcdarin Demografik Ozellikleri

Secenekler 1 2 3 4 Toplam
Cinsiyet Kadm Erkek
n 251 206 457
% 549 451 100
Egitim Diizeyi On Lisans  Lisans Lisans Ustii
n 9 349 99 457
% 2.0 76.4 21.7 100
Mezun Olunan Egitim Fen-Edebiyat  Egitim Diger
Okul Tiird Enstitiisi ~ Fakiiltesi Fakiiltesi
n 6 171 233 47 457
% 1.3 37.4 51.0 10.3 100
Okul Miidiiriiniin Kadin Erkek
Cinsiyeti n o 35 422 457
% 7.7 92.3 100

Veri Toplama Araclar:
Ruhsal Liderlik Olgegi

Ruhsal Liderlik Olgegi; dokuz alt-6lgekten (vizyon, umut/caba, ozveri/
fedakarlik sevgisi, anlam, iiyelik-aitlik, ruhsal yasam, kurumsal baglilik, verimli-
lik ve yasamsal memnuniyet) olusan 40 5°li Likert maddeden olugsmaktadir (Fry,
2003).

Vizyon alt-Olgegi; calistiklar1 okullarin sergiledikleri vizyonu algilamalarini
icermektedir. Bu alt-Olcege iligkin 6rnek maddeler asagidaki gibidir:

(1) Kurumumun vizyonu agik ve beni zorlayicidir.

(2) Kurumumun vizyonu, benim en yiiksek performansimi sergilememe se-
bep olur.

Umut/Caba alt-Olgegi; Ogretmenlerin calistiklar1 okullarin  gelecegine
duyduklar1 umudu ve bunu gerceklestirmek icin sergiledikleri cabayi ele
almaktadir. Bu alt-6lgege iliskin 6rnek maddeler asagidaki gibidir:

(1) Kurumuma inanirim ve kurumumun misyonunu basarmasi i¢in gereken
‘ne olursa olsun’ yapmaya goniilliytiim.

(2) Basarmamiza yardim olabilecek her seyi yaparak kurumuma ve onun
misyonuna olan inancimi kanithyorum.

Ozveri alt-6lgegi; kurumun ve kurumdaki liderlerin 6gretmenlerine karsi
gosterdikleri tutum ve Ozveriyi icermektedir. Bu alt-6lgege iliskin 6rnek madde-
ler asagidaki gibidir:
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(1) Kurumum calisanlarina karsi saygili ve anlayislidir; ¢calisanlarinin sikinti-
larinda onlar icin bir seyler yapmak ister.

(2) Kurumumdaki liderler diiriist ve algakgoniilliidiir.

Anlam alt-dlcegi; 6gretmenlerin yaptiklari iglerin anlamini ve Onemini
algilama diizeylerini icermektedir. Bu alt-6l¢ege iliskin 6rnek maddeler asagidaki
gibidir:

(1) Yaptigim is benim igin anlamhidir.

(2) Yaptigim ig benim i¢gin olduk¢a dnemlidir.

Uyelik-Aitlik alt-6lgegi; 6gretmenlerin calistiklar1 okulun biinyesine kendi-
lerini ait hissetme diizeylerini icermektedir. Bu alt-Olcege iliskin 6rnek maddeler
asagidaki gibidir:

(1) Isimden dolay1 énemsendigimi hissederim.
(2) Liderlerim tarafindan son derece saygi gordiigiimii hissederim.

I¢ Yasam alt-6lcegi; 6gretmenlerin sahip oldugu ruhsal alt yapilarinin ic ya-
samdaki diizeylerini icermektedir. Bu alt-0lgege iliskin 6rnek maddeler agagidaki
gibidir:

(1) Kendimi manevi degerleri olan bir kisi olarak goriirtim.

(2) 1s arkadaslarimin ruhsal sagliklarina dikkat ederim.

Kurumsal Baglilik alt-6lcegi; 6gretmenlerin calistiklar: kuruma karsi duyduk-
lar1 sadakat ve baglilik diizeylerini icermektedir. Bu alt-6l¢ege iliskin 6rnek mad-
deler asagidaki gibidir:

(1) Meslek hayatimin geri kalanini bu kurumda gecirirsem mutlu olurum.
(2) Kurumun sorunlarini gercekten kendi sorunummus gibi hissederim.

Verimlilik alt-6lgegi; 6gretmenlerin kuruma kars1 algiladiklar1 verimlilik dii-
zeylerini icermektedir. Bu alt-Olgege iliskin 6rnek maddeler asagidaki gibidir:

(1) Is arkadaslarim kaynaklardan (para, insan, ekip vb.) maksimum cikt1
elde etmede oldukga basarilidir.

(2) Caligtigim bolimdeki herkes yapabilecegi en iyi ¢abay1 gosterir.

Yasamsal Memnuniyet alt-0lgegi; 6gretmenlerin yasamsal doyum ve memnu-
niyet ile iligkili kendi algi seviyelerini icermektedir. Bu alt-6lgege iliskin 6rnek
maddeler agagidaki gibidir:

(1) Hayat sartlart miikemmeldir.
(2) Simdiye kadar yasantimda istedigim 6nemli seylere sahip oldum.

Olgek maddeleri, ‘kesinlikle katilmiyorum’ ile ‘kesinlikle katiliyorum’
arasinda degisen 5’li Likert skalasindan cevaplanmaktadir. Kurtar (2000) tara-
findan Tiirk¢eye uyarlanan 6lcegin bu arastirmadaki i¢ tutarlilik katsayilart .54
ile .87 arasindadir (Tablo 2).
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Okul Kiiltiirii Olgegi

Okul Kiiltiirii Olgegi; dort alt-dlcekten (destek kiiltiirii, basart kiiltiirii, bii-
rokratik kiiltiir, gorev kiiltiiri) olusan 29 5°li Likert maddeden olusmaktadir
(Terzi, 2005).

Destek Kiiltiirii alt-dlceginden alinan yiikksek puan, 6gretmenlerin arasinda
karsilikli giivenin oldugu algisinin gostergesidir. Bu alt-6lgege iligskin 6rnek mad-
deler asagidaki gibidir:

(1) Insanlar birbirini sever.
(2) Caliganlar sevinglerini ve iziintiilerini paylasir.

Basan Kiiltiirii alt-6l¢ceginden alinan yiiksek puan, 6gretmenlerin islerini ba-
sartyla yapanlarin kurum tarafindan desteklendigi algisinin gostergesidir. Bu alt-
Olcege iliskin 6rnek maddeler asagidaki gibidir:

(1) Mesleki amaclar i¢in calismak takdir goren bir davranistir.
(2) Basarili 6gretmenler ve 6grenciler ddiillendirilir.

Biirokratik Kiiltiir alt-6l¢eginden alinan yiksek puan, 6gretmenlerin bulun-
duklar1 kurumlarda kisisel iliskilerden arindirilmis, standartlarin, kurallarm, hi-
yerarsinin ve yasal yaptirimlarin 6n planda oldugu algisinin gostergesidir. Bu alt-
Olcege iliskin 6rnek maddeler asagidaki gibidir:

(1) Hiyerarsiye 6nem verilir.

(2) Kural ihlaline kars1 sert 6nlemler alinir.

Gorev Kiiltiirii alt-6l¢eginden alinan yiiksek puan, 6gretmenlerin kurumla-
rinda bireysel amaglardan ¢ok orgiitsel amaglarla, yapmakla sorumlu oldugu ise
iligkin gorevlerinin bulundugu algisinin gostergesidir. Bu alt-0lcege iligskin 6rnek
maddeler agagidaki gibidir:

(1) Programda belirlenen igleri yapmak birinci 6nceliklidir.
(2) Okulun amaglarini gergeklestirmek icin yeterince caba harcanir.

Olgek maddeleri, ‘hicbir zaman’ ile ‘her zaman’ arasinda degisen 5’li Likert
skalasindan cevaplanmaktadir. Olcegin bu arastirmadaki i¢ tutarhilik katsayilari
.76 ile .87 arasindadir (Tablo 2).

Orgiitsel Sessizlik Olgegi

Orgiitsel Sessizlik Olcegi; ii¢ alt-dlcekten (kabullenici sessizlik, korunma-
c1 sessizlik, korumaci sessizlik) olusan 29 5°li Likert maddeden olusmaktadir
(Dyne, Ang ve Botero, 2003).

Kabullenici Sessizlik alt-dl¢eginden alinan yiiksek puan, 6gretmenlerin Orgiit-
sel sorunlar hakkinda ¢oziime yonelik diisiinceye ve Oneriye sahip olmalarina
ragmen Orgiitlin i¢inde bulundugu mevcut durumu degistiremeyecekleri diisiin-
cesine dayanarak bilingli olarak sessiz kaldiklarinin gostergesidir. Bu alt-Olcege
iliskin 6rnek maddeler asagidaki gibidir:
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(1) Problemlere ¢dziim liretme noktasinda goriislerimi kendime saklarim.

(2) Olumlu bir degisiklik yaratacagina inanmadigim icin kendimi gelistirme-
ye yonelik fikirlerimi kendime saklarim.

Korunmaci Sessizlik alt-6lgeginden alinan yiiksek puan, 6gretmenlerin biling-
li bir sekilde orgiitte var olan sorunlardan sorumlu tutulmamak veya var olan
sorun ortaya ciktiginda olusabilecek maddi-manevi kayiplardan kagindiklari
icin sessiz kalmayi tercih ettiklerinin gostergesidir. Bu alt-Olcege iligkin drnek
maddeler asagidaki gibidir:

(1) Beni ilgilendirmedigini diisiindiigiim icin, buradaki islerin daha iyi yapil-
mas1 noktasindaki goriiglerimi ifade etmekten kaginirim.

(2) Yoneticilerimin tepkisinden ¢ekindigim igin isle ilgili bilgileri kendime
saklarim.

Korumact Sessizlik alt-6lgeginden alinan yiiksek puan, 6gretmenlerin orgii-
tiin amaclarini veya diger ¢alisanlarin ¢ikarlarini 6nemseyerek orgiitle ilgili bilgi-
lerini ve diislincelerini bagkalariyla paylasmamasinin gostergesidir. Bu alt-Olcege
iliskin 6rnek maddeler asagidaki gibidir:

(1) Bu kuruma ve is arkadaglarima fayda saglayacak onemli bilgileri sakla-
rim.

(2) Bu kurumla ilgili bilgileri bagkalarina a¢iklamam konusunda yapilan bas-
kilara direnirim.

Olcek maddeleri, ‘kesinlikle katilmiyorum’ ile ‘kesinlikle katiliyorum’
arasinda degisen 5°li Likert skalasindan cevaplanmaktadir. Tagkiran (2011) ta-
rafindan Tiirk¢eye uyarlanan 6l¢egin bu arastirmadaki ic tutarlilik katsayilart .52
ile .81 arasindadir (Tablo 4).

Okulun Akademik Basarisi

Arastirmanin sonug degiskeni olan okulun akademik basarisi, katilimcilarin
gorev yaptiklari liselerin 2015 yili Yiiksekogretime Gegis Sinavi (YGS) ve Lisans
Yerlestirme Simnavi (LYS) puan ortalamalarini ifade etmektedir. YGS; Tiirkee,
Sosyal Bilimler, Temel Matematik ve Fen Bilimleri testlerinden olusmakta olup
testlerin agirliklarina gére YGS1, YGS2, YGS3, YGS4, YGSS VE YGS6 pu-
anlar1 belirlenmektedir (OSYM, 2015a). LYS; bes farkh sinavi igermekte olup
Tiirkce, Sosyal Bilimler, Temel Matematik ve Fen Bilimleri testlerinden olus-
makta olup testlerin agirliklarina gére LYS-MF (Matematik Fen Puani), LYS-
TM (Tirk¢e Matematik Puani), LYS-TS (Tiirkce Sosyal Puani) puanlari belir-
lenmektedir (OSYM, 2015b). Okullarin YGS ve LYS puan ortalamalari il Milli
Egitim Midirligiinden elde edilmistir.

Islem

Arastirmada veriler demografik sorulari ve ilgili 6lcek maddelerinin iceren
bir aragtirma paketiyle toplanmistir. Oncelikle 6gretmenlere birebir goriisiilerek
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¢aligma hakkinda bilgi verilmis, aragtirmaya katilmay1 kabul eden 6gretmenlere
veri toplama formlar1 verilerek cevaplamalari istenmigtir. Veri toplama formlari-
n1 doldurulmasi ortalama 25-30 dakika stirmiistiir.

Arastirmanin verileri ¢oziimlenmesi icin gizil ve gozlenen degiskenlerde
olusan Ol¢iim hatasinin birlestirilmesi amaciyla yol analizi tercih edilmistir. Yol
analizi i¢in gelistirilen teorik model ruhsal liderlik, orgiit kiiltirt, orgitsel ses-
sizlik ve okulun akademik bagarisi arasindaki neden-sonug iliskilerini ortaya ci-
karmak icin kullanilmigtir. Bu kapsamda modelde ruhsal liderligin hem orgiit
kultiiri hem de orgiitsel sessizlige; orgiit kiiltiiriiniin orgiitsel sessizlik ve okulun
akademik basarina; orgiitsel sessizligin ise okulun akademik basarina etkisi ol-
dugu varsayllmistir. Arastirmada yol analizinde LISREL, diger analizlerde ise
SPSS-21 programindan yararlanilmustir.

Bulgular

Ol¢ek Puanlarina Iliskin Bulgular

Arastirmada katilimcilarin ruhsal liderlik, orgiit kiltiirii ve orgiitsel sessizlik
algilar1 betimlenmistir (Tablo 1). Katihimcilarin Ruhsal Liderlik Olgegi toplama
ortalamasi 3.64 (S§=.57); alt-Olcek ortalamalari ise 3.45 ile 4.05 arasindadir. Ka-
tilimcilarin ruhsal liderlik alt 6lgeklerinden ‘Anlam’ alt 6lgegi en yliksek (X=4.05,
$§8=.57), ‘Vizyon’ alt Olcegi ise en diisiik (X=3.45, $§=.83) ortalamaya sahiptir.
Ayrica katilimeilarin Okul Kiiltiirii Olcegi toplama ortalamasi 3.59 (SS=.43); alt-
Olcek ortalamalart ise 3.28 ile 4.04 arasindadir. Katilimcilarin okul kiiltiird alt
6lgeklerinden ‘Gorev Kiiltiirii” alt dlcegi en yiiksek (X=4.04, $S§=.56), ‘Biirok-
ratik Kiiltiir’ alt olcegi ise en diigiik (X=3.28, §5=.58) ortalamaya sahiptir. Ek
olarak atilimcilarin Orgiitsel Sessizlik Olgegi toplama ortalamasi 2.67 (SS=.62);
alt-Olcek ortalamalari ise 2.35 ile 3.18 arasindadir. Katilimcilarin orgiitsel sessiz-
lik alt 6l¢eklerinden ‘Korumact Sessizlik’ alt dlcegi en yiiksek (X=3.18, SS=.69),
‘Korunmaci Sessizlik” alt 6lgegi ise en dusiik (X=2.35, §5=.80) ortalamaya sa-
hiptir.
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Tablo 2 .
Olgek Ortalamalarn, Standart Sapmalan ve I¢ Tutarlik Katsaylar

Alt-Olgekler Alpha X SS

Ruhsal Liderlik Olcegi

Ruhsal Liderlik-Toplam .96 3.64 57
Vizyon .56 3.45 .83
Umut/Caba .82 3.52 .66
Ozveri/ Fedakarlik Sevgisi .85 3.61 81
Anlam 71 4.05 57
Uyelik-Aitlik .87 3.48 .82
Ruhsal Yasam .67 3.81 .62
Kurumsal Baglilik .85 3.46 78
Verimlilik .83 3.56 .69
Yasamsal Memnuniyet 54 3.47 .84

Okul Kiiltiirii Olcegi

Orgiit kiiltiirii-Toplam 87 359 43
Destek Kiiltiiri .87 3.56 .67
Basari Kiltiirii .83 3.58 .69
Biirokratik Kiiltiir .76 3.28 58
Gorev Kiltiiri .76 4.04 .56

Orgiitsel Sessizlik Olcegi

Orgiitsel Sessizlik-Toplam .85 2.67 .62
Kabullenici Sessizlik 81 2.47 77
Korunmaci Sessizlik .80 2.35 .80
Korumaci Sessizlik 52 3.18 .69

Teorik Modele Iliskin Korelasyon Bulgular:

Katilimeilarin ruhsal liderlik, orgiit kiltiri ve orgiitsel sessizlik olcekleri
arasindaki iligkiler Pearson-moment Korelasyon Katsayisiyla incelenmistir (Tab-
lo 3). Sonuglar Okul Kiiltiirii Olgeginin ‘Biirokratik Kiiltiir’ alt-6lcek puanityla
Orgiitsel Sessizlik Olgeginin ‘Kabullenici Sessizlik® alt-6lgegi [r=.27], ‘Korun-
mac1 Sessizlik’ alt-6lcegi [r=.25] ve Orgiitsel Sessizlik Olceginin toplam puani
[r=.25] arasinda pozitif anlamli korelasyon oldugunu gostermistir.

Okul Kiiltiirii Olgeginin ‘Destek Kiiltiiri’, ‘Bagar Kiiltiiri’ ve ‘Gorev Kiiltii-
rii’ alt-6lgek puaniyla Ruhsal Liderlik Olceginin alt-6lcekleri arasinda pozitif yon-
de (.26 ile .69) anlamh korelasyon saptanmigtir. Okul Kiiltiirii Olgeginin ‘Gérev
Kiiltiirii’ alt-6lcek puaniyla Orgiitsel Sessizlik Olceginin “‘Kabullenici Sessizlik’ alt-
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Olgegi [r= .10], arasinda pozitif yénde anlamli korelasyon saptanmistir. Okul Kiil-
tiirii Olgeginin toplam puani ile Orgiitsel Sessizlik Olceginin ‘Kabullenici Sessizlik’
alt-6lgegi [r=.12] arasinda pozitif yonde anlamli korelasyon saptanmustir. Okul
Kiiltiirii Olgeginin ‘Biirokratik Kiiltiir’ alt-6lgek puaniyla Ruhsal Liderlik Olgegi-
nin ‘Ozveri/Fedakarlik Sevgisi’ alt-6lgegi [r= .10] arasinda negatif yénde ve ‘Verim-
lilik> alt-6lgegi [r=.09] arasinda pozitif yonde anlamli korelasyonlar saptanmugtir.

Orgutsel Sessizlik Olceginin ‘Kabullenici Sessizlik’ alt-6lcegi ile Ruhsal
Liderlik Olgeginin ‘Anlam’ alt-6lcegi [r=.13] arasinda negatif ydnde anlamli kore-
lasyon saptanmuistir. Orgutsel Sessizlik Olceginin ‘Korunmaci Sessizlik’ alt-6lcegi
ile Ruhsal Liderlik Olceginin ‘Anlam’ alt-6lcegi [r=.14] ve ‘Ruhsal Yasam’ alt-
olcegi [r=.12] arasinda negatif yonde anlamh korelasyon saptanmustir. Orgiitsel
Sessizlik Olceginin ‘Korumaci Sessizlik’ alt-6lcegi ile Ruhsal Liderlik Olceginin
Anlam’ alt-Olcegi [r=.15] arasinda pozitif yonde anlaml iligskiler saptanmuistir.
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Okulun Akademik Basarisina Iliskin Coklu Regresyon Bulgulart

Okul Kiiltiirii Olgegi alt-lgeklerinin okullarin akademik basarini ifade eden
YGS ve LYS puan ortalamalarini yordama diizeyleri ¢oklu regresyon katsayistyla
incelenmistir (Tablo 4). Sonuglar Okul Kiiltiirii Olceginin alt-6lceklerinin okulun
YGS ve LYS puan ortalamalarini anlamli olarak yordadigini ve Okul Kiiltiirii Ol-
¢eginin alt-6l¢eklerinin hem YGS puanindan degisimin (R=.26, R°=.07, F=7.84,
p<.01) hem de LYS puanindan degisimin %7’ini (R=.26, R*=.07, F=7.83,p<.01)
aciklayabildigini gostermistir.

Regresyon katsayilarinin anlamliligina iliskin sonuglar incelendiginde ‘Bii-
rokratik Kiiltiir’ ve ‘Gorev Kiiltiiri” alt-6lcekleri okulun YGS puani tizerinde
anlamli bir yordayici oldugu goriilmekte olup, ‘Biirokratik Kiiltiir’ YGS puan
varsayisinin %15’ini; ‘Gorev Kiltiirti’ ise okulun YGS puan varsayisinin %22’sini
aciklamaktadir. Benzer sekilde ‘Biirokratik Kiltir ve Gorev Kiltird’ alt-
Olceklerinin okulun LYS puani iizerinde anlamli bir yordayicisidir. ‘Biirokratik
Kiiltiir’ okulun LYS puan varsayisinin %15’ini; ‘Gorev Kiiltiirii” okulun LYS puan
varsayisinin %20’sini aciklamaktadir.

Tablo 4
Orgiit kiiltiirii Olgegi Alt-Olgekleri ile Okulun YGS ve LYS Puan arasindaki Cok
Degiskenli Regresyon Matrisi

Okulun YGS Puan Okulun LYS Puani

Degiskenler

B SHB B t p| B SHB B t p
Sabit 161.04 27.36 588 .00 | 18823 21.73 8.66 .00
1- Destek 1315 820 .13 160 .11 |1213 651 .15 186 .06
Kiltaru
2- Basan 21199 790 -12 -152 .13 1979 628 -13 -1.56 .12
Kaltira
3-Birokratik 1555 545 15 316 00 |-1373 433 -15 317 .00
Kultur
4- Gorev 2624 644 22 407 00 [1946 511 20 3.80 .00
Kiultira

R=.26, R2=.07, F=7.84, p<.01 | R=.26, R2=.07, F=7.83, p<.01

Orgiitsel Sessizlik Olcegi alt-dlceklerinin okullarin akademik basarini ifade
eden YGS ve LYS puan ortalamalarmi yordama diizeyleri ¢oklu regresyon
katsayisiyla incelenmistir (Tablo 5). Sonuglar Orgiitsel Sessizlik Olgeginin
alt-Olceklerinin okulun YGS ve LYS puan ortalamalarini anlaml olarak
yordamadigini géstermistir (p>0.5).
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Orgiitsel Sessizlik Olgegi Alt-Olgekleri ile Okulun YGS ve LYS Puan arasindaki
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Cok Degiskenli Regresyon Matrisi

) Okulun YGS Puamn Okulun LYS Puant
Degiskenler

B SHB B t p B SHB B t P
Sabit 222.88 15.72 14.18 .00 |236.57 12.49 18.94 .00
1- Kabullenici  -12.42 6.02 -.14 -2.06 .04 |-954 479 -14 -199 .04
Sessizlik
2- Korunmact  4.85 6.12 .06 .79 43 1341 48 .05 .70 A48
Sessizlik
3- Korumaci 3.43 510 .03 .67 S0 | 2.84 405 .04 .70 A48
Sessizlik

R=.11, R2=.01, F=1.70, p>.05

R=.10, R2=.01, F=1.63, p>.05

Ruhsal Liderlik Olcegi alt-dlceklerinin okullarin akademik basarmi ifa-
de eden YGS ve LYS puan ortalamalarini yordama diizeyleri ¢oklu regresyon
katsayisiyla incelenmistir (Tablo 6). Sonuglar Ruhsal Liderlik Olgeginin alt-
6l¢eklerinin okulun YGS ve LYS puan ortalamalarini anlamli olarak yordamadi-
g1 gostermistir (p>0.5).

Tablo 6

Ruhsal Liderlik Olgegi Alt-Olgekleri ile Okulun YGS ve LYS Puan arasindaki Cok
Degiskenli Regresyon Matrisi

) Okulun YGS Puant Okulun LYS Puam
Degiskenler
B SHB B t P B SHB B t P

Sabit 185.61 24.81 7.48 .00 |205.64 19.70 10.44 .00
1-Vizyon 9.23 521 11 177 .08 |748 414 12 180 .07
2-Umut/Caba -11.51 870 -11 -1.32 .18 [-880 691 -11 -1.27 .20
3-Ozveri/ 12,69 7.60 .15 1.67 .10 [1052 6.03 .16 1.74 .08

Fedakarlik

Sevgisi
4-Anlam 2.17 788 .02 27 .78 |228 626 .02 .36 72
5-Uyelik- Aitlik  -7.46 804 -09 -93 .35 [-6.71 639 -10 -1.05 .29
6-Ruhsal Yagam -4.07 695 -04 -59 56 |-431 551 -05 -78 .43
7-Kurumsal 334 7.82 -04 -43 .67 |-1.85 620 -03 -30 .77

Baglhilik
8-Verimlilik 1137 615 12 185 .06 (845 488 .11 173 .08
9-Yasamsal -1.34 505 -02 -27 .79 |-47 401 -01 -12 91

Memnuniyet

R=.17,R2=.03, F=1.50, p>.05

R=.17,R2=.03, F=1.52, p>.05
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Yol Analizi Bulgular

Arastirmada teorik modelin olusturulmasindan sonra ruhsal liderlik,
orgit kulttrd, orgiitsel sessizlik ve okulun akademik basarist arasindaki iligkiyi
yansitan kabul edilebilir, bagimsiz bir yapisal esitlik modeli model i¢in gdzlenen
ve gizil degigskenlerin toplam modele es zamanl katkisinin uyum iyiligi indeksleri
incelenmistir (Tablo 7). Teorik modelin uyum iyiligi; RMSEA, GFI, AGFI, CFI,
%2 ve x2/df orani olarak belirlenmistir. Calismada RMSEA katsayisinin .07, GFI
katsayisinin .93, AGFT katsayisinin .91, CFI katsayisinin .91 ve x2/df oraninin ise
1.33 oldugu goriildi. Katsayilar teorik modelin, saptanan veriye uygun oldugunu
gostermistir (Hair, Ringle ve Sarstedt, 2010; Kline, 2015; Joreskog ve Sérbom,
2001).

Tablo 7
Uyum lyiligi Parametreleri

Uyum Parametresi Katsay1
RMSEA .07
GFI .93
AGFI 91

CFI1 91

df 268

x> 357.52
x%/df 1.33

Rubhsal liderligin, orgiit kiltiirt ve orgiitsel sessizlige; orgut kiiltiri ve or-
giitsel sessizligin ise okullarin akademik basarini ifade eden YGS ve LYS puan
ortalamalarini etkileri yol analizi katsayisiyla incelenmistir (Tablo 8). Sonuclar
ruhsal liderligin Orgiit kiiltiiriine .78 pozitif yonde anlamli etkisinin oldugunu, an-
cak oOrgiitsel sessizlige etkisinin olmadigini gostermistir. Ayrica orgiit kiiltiiriiniin
okulun YGS bagar1 ortalamasina .11 pozitif; okulun LYS basar1 ortalamasina ise
*.03 negatif yonde anlamli etkisinin oldugunu, ancak orgiitsel sessizlige etkisinin
olmadigini gostermistir. Ek olarak orgiitsel sessizligin okulun akademik basarisi-
na anlamli etkisi yoktur.
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Tablo 8
Yol Katsayilan, Anlamlilik ve Belirlilik Katsayilar

A Orgiitsel YGS[?] LYS[?]

9
- gr;g‘lgalf‘:tluf“ Pl Sessizlik[7] Yol Yol

Degiskenler © sayis Yol Katsayis1 Katsayist  Katsayisi

t ? t ¢ t ? t ?
1-Ruhsal Liderlik [?]  17.18  .78* 71 -06 - - - -
2-Orgiit Kiiltiiri [?] - - -12 -01 234 .11* 2.08 -.03*
3-Orgiitsel Sessizlik [?] - - - - -73  -04 -053 -.03
* p<.05

Tartisma

Bu aragtirmada lise 0gretmenlerinin miidiirlerinin ruhsal liderlik davranigla-
11, Orglt kiiltiiri, orgiitsel sessizlikler algilariyla okul akademik basarisi arasinda-
ki iligkiler test edilmistir. Arastirma sonuglari ruhsal liderlik ile orgiit kiiltiirii ve
okulun akademik bagaris1 arasinda pozitif anlamig korelasyon, orgiit kiiltiirii ile
orgiitsel sessizlik arasinda negatif anlaml korelasyon oldugu gostermistir.

Arastirma kapsaminda gelistirilen teorik modelde, ruhsal liderligin Orgiit
kiltiiri ve orgiitsel sessizligi; Orgiit kiiltiiriintin orgiitsel sessizligi ve okulun aka-
demik basarisini; Orgiitsel sessizligin ise okulun akademik basarisini etkiledigi
varsayillmistir. Teorik modeldeki Ortiik degiskenlerin aralarindaki nedensel ilis-
kileri belirlemek icin yol analizi tercih edilmistir. Yol analizi sonuclari, teorik
modele iligkin uyum iyiligi indekslerinin yeterli oldugu ve teorik modelin kabul
edilebilir olugunu; ruhsal liderlik, orgiit kiiltiiri, orgiitsel sessizlik ve okulun aka-
demik basaris1 etkilesim modelinin olusturulabilecegi gdstermistir.

Arastirmanin teorik 6l¢tim modelinin ilki ruhsal liderlige aittir. Ruhsal liderlik
‘vizyon, umut/¢aba, 6zveri/fedakarlik sevgisi, anlam, iiyelik-aitlik, ruhsal yasam, ku-
rumsal bagllik, verimlilik ve yasamsal memnuniyet’ olmak iizere dokuz gozlenen
degiskenden olusmaktadir. Bu alt-Glgekler arasinda ‘Kurumsal Baglilik® (A yx:.89)
alt-lcegi, ruhsal liderligin en 6nemli belirleyicisidir. Bu bulgu Bozkus ve Giindiiz
(2016); Chen ve Li (2013); Fry (2003); Fry, Hannah, Noel ve Walumbwa (2011); Fry
ve Slocum (2008); Fry, Vitucci ve Cedillo (2005) ve Polat (2011) tarafindan yapilan
aragtirma sonuglartyla tutarlidir. Bu sonug okullarin saglikli isleyen orgiitler olmasin-
da 6gretmenlerin okula gdsterdigi bagliligin, okul miidiirlerinin 6gretmenlerin ruhsal
ve psikolojik ihtiyaclarini karsilamasiyla miimkiin oldugunu gostermektedir.

Ikinci 6l¢iim modeli orgiit kiiltiiriine aittir. Orgiit kiiltiirii ‘destek kiiltiirii, basar1
kiiltiirti, burokratik kiiltiir ve gorev kiiltiirii’ olmak tizere dort gézlenen degiskenden
olusmaktadir. Bu alt-6lgekler arasinda ‘Destek Kiiltiiri’ ()»yx=.91) alt olgegi, orgiit
kiiltiriiniin en 6nemli belirleyicisidir. Terzi’nin (2005) ilkdgretim okullaridaki kiiltii-
rel yapinin belirlenmesine yonelik ¢alismasinda destek kiiltiirtiniin okullarda en diisiik
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seviyede yer aldigini saptamistir. Benzer olarak Terzi (1999) ve Ipek (1999) liselerde
de destek kiiltiiriniin en diisiik diizeyde oldugunu sdylemistir. Bu sonugtan hareketle
yapilan ¢alismalarda okullarda destek kiiltliriiniin diisiik seviyede tespit edilmesine
ragmen ogretmenler, okul yoneticileri ve diger okul ¢alisanlari arasindaki karsilikli
giiven ve baglilik, okullarda 6rgiit kiiltiiriiniin varliginin en 6nemli gostergesidir.

Ugiincii 6lgiim modeli drgiitsel sessizlige aittir. Orgiitsel sessizlik ‘kabullenici
sessizlik, korunmaci sessizlik ve korumaci sessizlik’ olmak iizere ii¢ gozlenen
degiskenden olusmaktadir. Bu alt-6lgekler arasinda ‘Korunmaci Sessizlik’ (7\.;‘:.94)
alt-Olgegi, orgiitsel sessizliklerinin en 6nemli belirleyicisidir. Morrison ve Milliken
(2000) korunmaci sessizligin korku nedeniyle ortaya ¢iktigini vurgulamaktadir. Bu
durumda ulasilan sonu¢ Cakici’nin (2008) drgiitlerde calisanlarin sessiz kalmalariin
nedenlerini sorguladigt ¢aligsmasinda ¢alisanlarin ¢ogunlukla izolasyon ve iliskileri
zedeleme korkusuyla sessiz kaldiklari bulgusuyla benzerlik gdstermektedir. Bu sonug
ogretmenlerin okul miidiirlerinin tepkisinden ¢ekindikleri igin kisisel goriislerini
aciklayamadiklarinin gostergesi olarak degerlendirilebilir.

Arastirmanin son asamasinda ruhsal liderlik, orgut kiltiri, orgiitsel sessiz-
lik ve okulun akademik basarisi1 arasindaki etkilesim yol analiziyle test edilmistir.
Aragtirmanin bu agsamasinda saptanan bulgular asagidaki sekilde 6zetlenebilir:

*  Ruhsal liderlik orgiit kiiltiirtinii pozitif etkilemektedir.
*  Ruhsal liderligin orgiitsel sessizlige etkisi yoktur.

¢ Orgiit kiiltiirii okullun akademik basarisimi ifade deden YGS puan or-
talamalari pozitif; LYS puan ortalamalari negatif etkilemektedir.

+  Orgiit kiiltiiriiniin 6rgiitsel sessizlige etkisi yoktur.
»  Orgiitsel sessizligin okulun akademik basarisina etkisi yoktur.

Arastirma modelin en giiclii dogrudan etki ruhsal liderligin orgiit kiltiri
etkisidir. Saptanan bu bulgu, Karadag (2009) tarafindan saptanan ‘okul miidiirle-
rinin ruhsal liderlik davraniglarinin, 6rgiit kiiltiiriiniin olugsma siirecini etkiledigi’
bulgusuyla 6rtiismektedir. Ayrica Fry, Matherly ve Quimet (2010) calismalarinda
ruhsal liderligin Orgiitsel vizyonu ve orgiit kiiltiirtinti gelistirdigini belirtmistir.
Benzer bir ¢calismada ruhsal liderlerin ¢alisanlarin iiretkenligini ve birbirine bag-
liligin1 arttirmak icin adanmighk degerlerine dayal orgiitsel bir kiiltiir saglamasi
gerektigi saptanmustir (Fry ve Matherly, 2006). Ampirik ¢alismalarin yani sira
Markow ve Klenke (2005) orgiitlerde ruhsallik, orgiit kiiltiiriine yerlesmis du-
rumda oldugu icin ruhsal liderler orgiit kiiltiiriiniin olusmasinda oldukca etkili
olugunu belirtmekte ve literatiirde ruhsal liderligin 6rgiit kiiltiiriine etkisini aras-
tiran ¢aligmalarin yetersiz oldugunu ifade etmektedir.

Arastirmada saptanan diger bir etki de orgiit kiiltiiriiniin okulun akademik
basarisina etkisidir. Aragtirmada okulun basarist YGS ve LYS puan ortalamalar1
seklinde iki gozlenen degisken tarafindan temsil edildigi icin Orgiit kiiltiiriiniin
iki degisken iizerinde ayr1 ayr etkileri incelenmistir. Veriler orgiit kiiltiiriiniin
YGS ortalamasin pozitif; LYS ortalamasina ise negatif etkisini gostermistir. Gic-
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li orgiit kiltiiriine sahip okullarin iretkenlik, uyum ve esneklik agisindan etkili
olmalarinin yani sira (Cheng, 1993); okul basarisi iizerine de etkisi kaginilmaz-
dir (Hatchett, 2010). Okul basarist igin yiiksek ama ulasilabilir performans bek-
lentileri tastyan ve is birligine dayali 6grenme tekniklerine bagvuran bir orgiit
kiiltiriiniin olusturulmast gerektigini belirten Balci (2013), orgiit kiltiiriiniin
okul basarisina etkisini vurgulamaktadir. Hoy ve Miskel (2010) orgiit kiiltiiri
iizerine yapilan aragtirmalarin degerlendirmesi olarak etkin ve giicli kiiltiirlerle
giivene dayal kiiltiirlere sahip okullarin st diizey 6grenci basarist sagladigini
vurgulamustir. Karadag, Kilicoglu ve Yilmaz (2014) yaptiklart caligmada orgiit
kiiltiiriiniin bir sonucu olarak okul yoneticilerinin ve okulda calisan 6gretmen-
lerin ig birliginin, olumlu iletigiminin ve birbirleri arasindaki giivenin 6grenci
basarisina yansidiginmi belirtmiglerdir. Yine Kocyigit (2017) calismasinda Orgiit
kiiltiirtintin okul bagarisina etkisini meta-analiz yontemiyle degerlendirmis olup
orgiit kiltiri ile okul basarist arasinda pozitif iliski oldugu sonucuna ulasiimis-
tir. Okullarda 6gretmenlere deger veren, onlara saygt duyulan kiiltiirtin varlig:
ogretmenleri ve 6grencileri tatmin ederek 6grenci bagarisinin arttirilmasini sag-
lamaktadir (Yilmaz, 2014; Yilmaz ve Turan, 2015).

Orgiit kiiltiirii olusumunda temel paydaslar; yoneticiler, 6gretmenler ve
ogrencilerdir. Dolayisiyla paydaslarina orgiit kiiltiiriiniin olumlu ve olumsuz
sonugclarindan etkilenmeleri muhtemeldir. Orgiit kiiltiiriiniin okulun YGS orta-
lamasina pozitif etkisi; 6gretmenlerle okul yoneticileri arasindaki giivene, aka-
demik basar i¢in cabaya, 0gretmenlerin 6grencilerden gercekgi ve ytiksek per-
formans beklentisine dayali okul kiiltiirlerinin 6grenci basarisini olumlu yonde
etkilemesiyle aciklanabilir. Orgiit kiiltiiriiniin okulun LYS ortalamasina negatif
etkisi 6grenci bagsarisinin bireysel, orgiitsel, sinavlarin niteligi gibi bir¢ok faktor-
den etkilendigi diistiniiliirse, ulagilan bu sonucun sinavin niteligiyle aciklanabilir.
Tiirkiye’de 2010 yilindan itibaren iiniversiteye gecis sisteminde YGS (Yiiksek
Ogretime Gegis Smavi) ve LYS (Lisans Yerlestirme Sinavi) olmak iizere iki asa-
mal1 sinav uygulanmaktadir. YGS tiim 6grencilerin katildig bir baraj sinavi ola-
rak kabul edilmekte; LYS ise 6grencilerin lise egitiminde 6grenmis olduklari tim
konular1 kapsayan, soru sayisinin fazla oldugu ve tiim 6grencilerin katilmadigi bir
sinavdir (Cengiz ve Thtiyaroglu, 2012).

Arastirmada, orgut kiiltiirii ile Orgiitsel sessizlik; Orgiitsel sessizlik ile de
okulun akademik basarist arasinda anlamli korelasyon saptanmamustir. Morri-
son ve Milliken (2000) orgiitlerdeki kiiltiirel degerlerin, ¢alisanlarin fikirlerini
ve diistincelerini agiklamalarinin 6niinde bir engel teskil edebilecegini vurgu-
lamakta, Dyne ve digeri (2003) ¢alismalarinda orgiit kiiltiiriiniin ve baglamsal
normlarin orgit calisanlarinin sessizlikleri ile iligkili oldugunu ifade etmektedir.
Benzer sekilde Cakici (2008) orgiitlerde sessizligin nedenlerini sorguladig aras-
tirmasinda orgiit kiiltiriiniin etkili olabilecegini; Tiktag (2012) orgiit kiiltiird, or-
giitsel 6zdeslesme ve Orgiitsel sessizlik arasinda giiclii bir bagin varligini; Aktas
ve Simsek (2014) orgiitsel sessizligi bir iletisim sorunu olarak ifade ederek, drgiit
kiiltiirintin yansimasi olarak ortaya ¢iktigini; Karademir (2014) gii¢ kiiltiiri ile
caligsanin sessizlik davranigi arasinda pozitif; basari kiiltiiri, destek kiiltiirt ve hi-
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yerarsi kiiltiiri ile calisanin sessizlik davranigi arasinda ise negatif iligkiler sapta-
mustir. Ayrica Radmand ve Ardakani (2014) orgiitsel baghlik araciligiyla orgiit
kiiltiriintin orgiitsel sessizlik lizerinde etkili oldugunu; Acaray, Cekmecelioglu
ve Akturan (2015) calisanlarm orgiit kiiltiirii algilarinin arttikca, drgiitsel sessiz-
lik tutumlarinin azaldigi; Cavusoglu ve Kose (2016) orgiit kiltiiriiniin orgiitsel
sessizlik lizerinde etkisinin oldugunu; Sholekar ve Shoghi (2017) ise orgiit kiiltii-
riiniin orgiitsel sessizlik tizerine negatif etkinin oldugu sonucuna ulagmistir. Lite-
ratlirdeki calismalarda ortaya ¢ikarilan bu sonuclar, bu arastirmanin sonuclariyla
ortismemektedir. Ancak literatiirdeki caligmalar genel olarak Tiirkiye digt aras-
tirmalar veya egitim Orgiitleri disindaki calismalardir. Bu zithk Tirkiye’de orgiit
kiiltiirtintin genel olarak okulun yapisiyla iligkili olabildigi; okullarda yaganan
sessizligin ise 6gretmenlerin karakterlerinden, okul yonetiminin tutumlarindan
veya okuldaki tespit edilemeyen bir¢ok farkli nedenlerden kaynaklanabildigiyle
aciklanabilir.

Altin (2016) okullarda 6gretmenlerin sessiz kalmasinin okul basarisini da et-
kileyecegini dile getirmis; fikirlerini ve goriiglerini ifade edemeyen 6gretmenlerin
ogrencilerine de iyi bir drnek olmayacagini belirtmistir. Ancak bu aragtirma elde
edilen Orgiitsel sessizlik ile okulun akademik basarisi arasinda anlaml bir iligki-
nin tespit edilmemis olmasi, Altin’mn (2016) sonuglariyla tutarh degildir. Bu aras-
tirmada elde edilen sonug, 0gretmenlerin sessizliklerinin okul yonetimi ve diger
okul calisanlaryla iligkilerinden etkilendigi ve 6gretmenlerin bu durumlari sinifa
tasimadigmin gostergesi olabilir. Ogretmenlerin calistiklari okullardaki sorunlar
karsisinda sessiz kalmalari, okul yonetimi ve okul ¢alisanlariyla olan iligkilerinde
bu sorunlari dile getirmekte cekinme davraniglar1 gostermeleriyle iliskili oldugu
dustniilebilir. Ancak 6gretmenler okullarinda karsilastiklar: sorunlar karsisinda
sessiz kalsalar dahi, gerekli sekilde 6grenme-Ogretme etkinliklerini diizenleyip,
Ogretim programlarmin amaglarim 6grenci davraniglarina doniistiirmeyi hedef-
lemektedir. Bu nedenle 6gretmenlerin sessizlik davranislariin okulun akademik
basarisi iizerinde anlaml bir etki olusturmadig: sOylenebilir.

Smirhiliklar ve Gelecek Arastirmalar: Yonelik Oneriler

Bu arastirmada ruhsal liderlik, orgiit kiiltiirii ve okulun akademik basarisi
arasinda 6dnemli bir iligkilerin oldugu saptanmistir. Bu baglamda, ileri aragtirma-
lar icin teorik ve pratik alanlar i¢in Oneriler sunlardir:

e Arastirma tasariminin kesitsel niteligi, degiskenlere iligskinin daha de-
rinden anlagiimasini engellemistir. Bu nedenle, arastirma probleminin
daha kapsamli bir arastirmasi i¢in karma yontem yaklasimlar1 kullana-
rak boylamsal bir ¢aligma yiiriitmek faydali olabilir.

e Arastirma ruhsal liderligin orgiit kiltiirii; 6rgiit kiiltiiriintin ise okulun
akademik basari tizerinde 6nemli etkilerini gostermektedir. Ancak, bu
etkilerin nedensel oldugu anlamina gelmemektedir. Gelecekteki calig-
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malarda s6z konusu etkilerin nedensel olup olmadigini arastirmak icin
gercek deneysel tasarimlar kullanabilir.

e Sonug olarak denilebilir ki egitim ile okullarda 6grencilerin ahlaki, es-
tetik, entelektiiel, fiziksel, duygusal, sosyal ve ruhsal olmak tizere tiim
yonlerinin gelistirilmesi hedeflenmektedir (Vokey, 2001, s. 26). Okul-
larin hedeflerini gergeklestirmesi igin okul liderlerinin, 6grencilerin ve
O0gretmenlerin ruhsal boyutlarina 6nem vermesi gerekmektedir. Ruhsal
liderligin okullarda yayginlastirilmasi sadece okul yoneticileri ve 6gret-
menlerle gerceklestirilemez. Bu agidan egitimde politika yapicilar okul-
larda bazi doniisiim hareketlerinin gerceklestirilmesinde etkili goriil-
mektedir. Ruhsal liderligin okullarda benimsenmesine iligskin egitimde
politika yapicilar tarafindan diizenlemeler gerceklestirilerek 6grencile-
rin, 6gretmenlerin ve diger okul calisanlarinin ruhsal boyutlarini dikka-
te alan liderlik uygulamalar1 okullarda tegvik edilebilir.

Bu arastirma 6gretmenler (ayni okul kademesi diizeyinde) iizerinde yapil-
masi arastirmanin en 6nemli sinirhigidir. Ayrica, bir ilden veri toplanmis ve de-
gerlendirilmistir. Bu bakimdan, bulgularin genellestirilebilirligi sinirlidir. Arastir-
mada veriler 6z-raporlamayla toplanmis olup bu durum ortak yontem yanliligina
neden olmustur. Bu durum gozlenen korelasyonlarda yapay bir artisa yol agmis
olabilir. Bu sinirlama arastirmada tamamen ortadan kaldirilamamasina ragmen,
hatanin minimum seviyelere ¢ekilmeye calisilmistir. Bu nedenle verilerin toplan-
masi asamasinda gerekli onlemler alinmustir. Ilk olarak arastirma 24 farkl okul-
da yuritalmistir. Arastirmanin veri toplama asamasinda kullanilan 6l¢eklerin
gecerligi ve giivenirlikleri yeniden test edilmistir. Ikincisi, yiiz yiize goriismelerde
katilimcilara cevaplarin tamamen gizli tutulacagi ve kimseyle paylasilmayacagi
ifade edilmistir. Ugiincii olarak ise katilimcilara uygulanan anket formu, bagim-
siz degiskenlere iliskin maddeler, bagiml degiskenlere iliskin maddelerden dnce
yerlestirilerek diizenlenmistir (Karadag vd., 2015).
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Adaptation of Teachers’ Instructional Emotions Scale to Turkish
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Ogretmenlerin Ogretim Duygu Durumlan Olgegi’nin Tiirk Kiiltiiriine
Uyarlanmasi, Revize Edilmesi ve Betimsel Analizi

Umit Dilekgi!, Senay Sezgin Nartgiin?
Abstract

The aim of this study was to adapt the scale developed by Hong et al. (2016) to the Turkish culture, to revise
the scale as six dimensional by adding the dimensions of hope and frustration and to determine the views of the
teachers. The research was carried out with three groups consisting of teachers working in secondary schools in
different cities of Turkey. In the study, firstly linguistic equivalence was provided (r=.849, p<.01), then the scale
was submitted to expert opinion and dimensions were added to the scale after it was revised. As a result of the
EFA performed to determine the construct validity of the scale, it was determined that the factor loads ranged
between .609 and .855 and the CFA result was in good agreement with the model. Cronbach’s alpha coefficients
(a=.749-0.=.896) and item-total correlations (r=.502-.813) revealed the reliability of the scale. In addition, sig-
nificant relationships between the dimensions (r=-.166-.581) showed that the internal consistency of the scale
was ensured. The scale which was finalized as six dimensions and twenty-seven items was applied to teachers
(N=732). It was found out that teachers’ views were “I certainly do not agree” in the dimension of Anxiety, “I
agree” in the dimension of Pride, “I certainly agree” in the dimensions of Enjoyment and Hope and “I do not
agree” in the dimension of Anger and Frustration.

Keywords: Teacher, emotion, instructional emotions, scale adaptation, validity, reliability.

Oz

Bu arastirmayla Hong vd. (2016) tarafindan gelistirilen 6l¢egin Tiirk kiiltiiriine uyarlanmasi, umut duygusu ile
hayal kirikligi duygusu boyutlari eklenerek 6l¢egin alti boyut olarak revize edilmesi ve 6gretmenlerin goriislerinin
ortaya cikarilmasi amaglanmustir. Arastirma, Tiirkiye’nin farkli illerindeki ortaokullarda gorevli 6gretmenlerden
olusan {i¢ grupla yiiriitilmistiir. Arastirmada, ilk olarak dilsel esdegerlik saglanmus (r=.849, p<.01), sonra dlgek
uzman goriigiine sunulmus ve diizeltmeler yapilan dlgege boyutlar eklenmistir. Olgegin yap1 gegerligini tespit
etmek i¢in yapilan AFA sonucunda faktor yiiklerinin .609 ile .855 arasinda degistigi, DFA sonucunda ise modelin
iyi uyum gosterdigi belirlenmistir. Cronbach’s alpha i¢ tutarlilik katsayilar1 (a.=.749-a.=.896) ve madde-toplam
korelasyonlar1 (r=.502-.813) 6l¢egin giivenilir bir lgme araci oldugunu ortaya koymustur. Ayrica boyutlar ara-
sindaki anlamli iligkiler de (r=-.166-.581) dl¢egin i¢ tutarliligin saglanmis oldugunu gostermistir. Altt boyut ve
yirmi yedi madde olarak nihai yapiya kavusturulan 6l¢ek 6gretmenlere (N=732) uygulanmig olup 6gretmenlerin
gorislerinin Kaygi Duygusu boyutunda “kesinlikle katilmiyorum”, Gurur Duygusu boyutunda “katiliyorum”,
Haz Alma Duygusu ve Umut Duygusu boyutlarinda “kesinlikle katiliyorum”, Ofke Duygusu ve Hayal Kirikligt
Duygusu boyutlarinda “katilmiyorum” diizeyinde oldugu sonucuna ulagilmistir.

Anahtar Kelimeler: Ogretmen, duygu, 6gretim duygu durumlari, dlgek uyarlama, gegerlik, giivenirlik.
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English Version

Introduction

Emotions direct the individual’s behavior in both private and business life,
affect the decisions taken by the individual and have great importance for both
individuals and organizations. Despite this importance, it can be quite surprising
to give little attention to emotions in organizational behavior and organizations
up to day. There may be two possible explanations of emotions being ignored.
The first of these possible explanations is the myth of rationality. According to
the myth of rationality, the way in which organizations worked until recently re-
quired the suppression of emotions and the conduct of things with logic. The
second of the possible explanations is the perspective that every type of emotion
is destructive. Because of this negative point of view, it was accepted that the
involvement of emotions in organizational decisions was harmful for the organi-
zation and therefore emotions should not be included (Robbins & Judge, 2012).
However, the importance of emotions which strongly affect behaviors and tho-
ughts, (Dagleish & Power, 1999) has been increasing day by day in recent years,
emotions are taken care of and attract attention (Akcay & Coruk, 2012; Argon,
2015; Frenzel et al., 2016; Frenzel, Pekrun & Goetz, 2010; Hong et al., 2016;
Pekrun & Linnenbrink-Garcia, 2014; Schutz & Pekrun, 2007; Schutz & Zemb-
ylas, 2009). Today, emotions are an effective variable that contributes to orga-
nizational efficiency and has an important role in increasing the performances
of employees, not as a destructive element that needs to be suppressed. For this
reason, emotions in education, which is full of change from past to present, tend
to become more remarkable (Cross & Hong, 2009).

Emotions are a vital and integral part of teaching and learning because they
affect the quality of the entire teaching-learning process in the classroom, teac-
her-student interaction and the classroom environment (Prosen, Smrtnik Vituli¢
& Poljsak Skraban, 2014). Emotions, which are of great importance for teaching
and learning, are expressed in different forms and densities by teachers and stu-
dents in teaching and learning activities. Therefore, if educational changes and
reform efforts are to be successful, a better understanding of emotions and the
emotional dimensions of teaching and teacher development should be known
(Cross & Hong, 2009). The emotional dimension of teaching is an important
part of the teaching profession (éarié, 2015) and teachers’ emotions are of gre-
at importance not only for their well-being, but also for teachers’ teaching and
learning activities in classes (Frenzel et al., 2016). Because teachers are in many
emotional situations in the classroom environment and teachers’ emotions affect
the quality of teaching, especially because of their effects during teaching (Fren-
zel, Goetz, Stephens & Jacob, 2009b). The literature provides important findings
that teachers’ emotions are related to the quality of teaching, and thus to the
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learning and learning outcomes of students (Sari¢, 2015). Despite its importance,
researches about teacher emotions have gradually emerged, but the general lack
of studies on which teachers evaluate their own emotions is noteworthy (Buric,
Sliskovi¢ & Macuka, 2017; Frenzel et al., 2016). Current literature focusing on
teacher emotions is limited, and in the existing literature, studies using mostly
interview-based qualitative approaches are dominant. In these studies (Becker,
Goetz, Morger & Ranellucci, 2014; Cross & Hong, 2012; Darby, 2008; Jones &
Youngs, 2012; Zembylas, Charalambous & Charalambous, 2014), it is seen that
quite broadly, different kinds of questions about how teachers feel about their
profession are used. The results obtained from these studies are generally evalu-
ated in terms of personal emotions (Frenzel, 2014). However, it is important not
only to reflect the personal emotions but also to the reflections of these emotions
on the work life, on the school, on the methods used by the teachers and on the
teaching activities.

Teaching, which is an emotional effort, involves several emotional experien-
ces ranging from joy to anger (Hargreaves, 1998). Because teachers experience
a variety of emotions every day, some of these emotional situations are seen
appropriate by teachers and expressed freely while some of them are considered
unsuitable and hidden by teachers (Taxer & Frenzel, 2015). Related literature
(Frenzel et al., 2009b; Sutton, 2007; Sutton & Harper, 2009; Sutton & Wheatley,
2003; Taxer & Frenzel, 2015; Trigwell, 2009) show that teachers have many emo-
tional experiences in a classroom environment and experience different emo-
tions. The same literature also states that the researchers’ feelings of teachers
are discussed in various dimensions, and the emotions that teachers experience
most frequently are enjoyment, pride, anger, anxiety and frustration (Lee, Pekrun,
Taxer, Schutz, Vogl & Xie, 2016). Teachers’ emotions related to teaching activiti-
es, Frenzel et al. (2010) examined anger, anxiety and enjoyment in their work and
Hong et al. (2016) added pride to these three emotions analyzed by Frenzel et al.
(2010). Hong et al. (2016), at the end of these studies, have suggested to researc-
hers that iope in qualitative studies in the literature can also be investigated qu-
antitatively. Furthermore, Frenzel et al. (2009b), who investigated the effects of
teachers’ emotions on teaching behaviors and acquisition of the students based
on their anxiety, anger and enjoyment, stated that frustration may be the subject of
other researches.

Although the scope and depth of research on teacher emotions has incre-
ased significantly, more qualitative research appears to be prominent (Hong et
al., 2016). Some of the researches that address the subject through qualitative
research methods are focus group interviews (Cross & Hong, 2012), individual
interviews (Argon, 2015; Darby, 2008) and experience sampling (Becker et al.,
2014; Jones & Youngs, 2012). Despite the frequency of qualitative research re-
lated to teachers’ different emotions, there is little research using quantitative
measurement tools and therefore there is not enough quantitative data (Buri¢
et al., 2017; Frenzel et al., 2016; Hong et al., 2016). In addition to the scarcity
of quantitative research, in accessible resources, in Turkey, no research entitled
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“Teachers’ Instructional Emotions” has not been encountered in any research
and there are very few studies conducted on teachers’ emotional experiences in
the teaching and learning process (Aksu & Yiiksel-Sahin, 1999; Argon, 2015;
Develi, 2006; Oztiitk & Ozan, 2015; Sengiil & Demirel, 2016; Taggim, Tekin &
Altmok, 2007; Temel, 2015; Temel, Akpinar, Birol, Nas & Akpinar, 2015), and
these researches have also addressed a limited number of emotions. It can be
said that the natural structure of emotions is quite effective in lack of quantita-
tive researches about emotions. The lack of quantitative measurement tools and
studies that examine teachers’ emotions is an important issue. Because teachers
are involved in the classroom environment with their emotions, they experience
different emotions in the classroom, and these emotional experiences they expe-
rience significantly affect many aspects of teachers’ working life. In the light of
these findings, in this study, the scale which was originally created by Frenzel et
al. (2010) with three emotions experienced by teachers about teaching activities,
including anger, anxiety and enjoyment; and then revised by Hong et al. (2016) by
adding a pride to these three emotions and named as “Achievement Emotions
Questionnaire-Teachers/AEQ-T” was aimed to adapt to Turkish culture. In addi-
tion, according to the recommendations in the literature (Frenzel et al., 2009b;
Hong et al., 2016) in accordance with the scale adapted to the Turkish culture
(Hong et al., 2016) by adding the hope and frustration to obtain a new structure
to measure six instructional emotions of teachers (anxiety, pride, enjoyment, an-
ger, hope and frustration), and to reveal the views of teachers about instructional
emotions through descriptive analysis.

Emotion

Emotions, which are towards the psychological integrity of the individual,
are an indispensable part of being human (Hefferon & Boniwell, 2014). Emo-
tions have been regarded as a mysterious human phenomenon that has puzzled
humanity for centuries (Hopfl & Linstead, 1993; cited in Chen, 2016), and has
provided a wide range of theoretical perspectives to researchers, including physi-
ological, philosophical, historical, sociological, feminist, organizational, anthro-
pological, and psychological perspectives (Oatley, 2000; cited in Fried, Mansfield
& Dobozy, 2015). According to Schutz, Hong, Cross & Osbon (2006), emotions
are socially constructed, personally enabled ways of being that comes from cons-
cious and/or unconscious judgments related to perceived achievement at reac-
hing aims or keeping standards or beliefs during transactions as part of social-
historical context. Gerrig & Zimbardo (2013) define emotion as a complex form
of physical and mental changes, including physiological stimulation, cognitive
processes, emotions, visible behavior such as face and posture, and certain be-
havioral responses, shown as a response to an important situation. Frijda (1988)
describes emotion as meaningful subjective experiences (cited in Meyer & Tur-
ner, 2006), which stimulate actions.
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Emotions can be considered not only as a matter of personal tendencies or
psychological qualities, but also as experiences built through how an individual
works and organizes his work (Zembylas, 2003). While some researchers try to
place these emotions in “a basic cluster”, some researchers have stated that it is
not meaningful to consider the emotions of the individual as a “basis” and put
them into “a cluster”. One of the researchers involved in these discussions is
René Descartes, who is known as the founder of modern philosophy. Descartes,
who states that universal emotions exist, indicate that there are six “simple and
primitive” emotions such as curiosity, love, hate, longing, joy and sadness, and all
other emotions are either a derivative or a combination of these emotions. In
addition to these six basic emotions proposed by Descartes, some researchers
claimed that anger, fear, sadness, happiness, disgust, and surprise were the main
emotions of the individual. Although other philosophers such as Hume, Hobbes
and Spinoza have mentioned certain emotion categories that support Descartes,
these discussions continue today and it can be said that proof of the existence
of a basic set of emotions is still waiting for modern researchers. With this ex-
pectation, it is unlikely that psychologists or philosophers can agree on the basic
cluster of emotions that the individual has, or even be convinced of the existence
of such a thing (Robbins & Judge, 2012). Another way of classifying emotions is
to divide emotions into two main categories according to whether they are posi-
tive or negative (Watson, Clark & Tellegen, 1988). Because it is known that some
events cause negative emotions of the person, some of the events contribute to
the positive emotions of the person. The emotions, which have many points of
view about their emergence, can be experienced by individuals in different ways.
Individuals experience negative emotions when they fail or fail to achieve their
goals, while positive emotions are experienced when they reach an important
goal or expectation for themselves (Oatley & Jenkins, 1996; cited in Prosen et
al., 2014). Positive emotions erase the negative emotions of the individual while
expanding the range of actions and thoughts of individuals, and improve their
psychological resilience (Hefferon & Boniwell, 2014). In addition to positive and
negative emotions, another classification related to emotions is positive and ne-
gative affect. Positive affect is a kind of emotion composed of emotions such as
excitement, self-confidence and joy, while negative affect can be said to be a sort
of emotion that results from anxiety, stress, nervousness (Robbins & Judge, 2012).
Whether the individual’s emotions are collected in a basic cluster or not, will be
classified as positive or negative, and whether the emotions are neutral or not are
subject to controversy. According to Ben-Ze’ev (2000; cited in Robbins & Judge,
2012), emotions cannot be neutral. Because being neutral may also mean being
emotionless at the same time. As mentioned, the emotions, which are dealt with
in different ways by researchers and which are subject to many different debates,
have important functions for individuals as well as for organizations.
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Emotions in Organizations

Emotions are of great importance in terms of affecting employees’ behavi-
ors in the organization. However, when evaluated within the historical process,
it is seen that emotions are approached carefully inorganizations and finally, un-
til recently, organizational theories did not give much importance to emotions
(Akgiin, Keskin & Byrne, 2009; Fineman, 1993; Tirkay, Unal & Tasar, 2011).
Expression of emotions as subjective, ambiguous, difficult to define and comp-
letely independent of logic can be shown as the biggest reasons behind the neg-
lect of emotions, not showing interest in emotions in researches of the twentieth
century and earlier (Damasio, 2000; cited in Sakiz, 2014). In addition to these
negative evaluations about emotions, they have long been a power with dest-
ructive potential for organizations and it is believed that emotions should be
kept away from the organization (Akgiin et al., 2009). The main approach, which
was particularly effective in these periods when the traditional perspective was
dominant in the field of administration, was the idea that organizations should
have an extremely strict bureaucratic structure that would not allow employees
to have their intuition and feelings. However, the behaviorist and humanistic
approaches that came to the forefront in the later period have argued that this
point of view is not correct (Gtiiney, 2014). Because emotion, which is a concept
related to with human creation, forms an integral part of human life and beco-
mes one of the most important variables of human life, internal life, daily life
and business life. Hence, emotion emerges as a concept that directly concerns
many areas such as management (Gross, 1998; cited in Korkmazyiirek & Hazir,
2017). Current scientific developments and studies show that the importance of
emotions in the organization can no longer be ignored (Akcay & Coruk, 2012;
Argon, 2015; Buric et al., 2017; Cross & Hong, 2009; Hong et al., 2016; Robbins
& Judge, 2012). Emotions, which are more and more important for scientific
developments and organizations and organizations, are an integral part of orga-
nizations as well as an inseparable part of educational organizations and are of
great importance for educational organizations (Hargreaves, 2000). Emotions
are becoming more important when the working environment where employe-
es experience their emotions is educational institutions (Argon, 2015). Because
educational institutions are different from other organizations in that education
and teaching activities affect individuals directly and society indirectly and aim
to raise individuals who are productive, self-sufficient, successful, adaptable to
social life, sensitive and ultimately happy (Nartgiin & Dilekgi, 2016). In the light
of this information, it can be said that it would be useful to address emotions in
the context of educational institutions.

Emotions in Educational Organizations and Teacher Emotions

Although emotions are of great importance in educational institutions with
challenging working conditions, most education policy practitioners and educa-
tional researchers have little or no emphasis on emotions in educational insti-
tutions (Hargreaves, 2000). In addition, it is seen that the emotions of teachers
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are not taken into consideration by the administrators who work in educational
institutions even though it is of great importance for the education and teaching
activities of teachers, which is one of the indispensable elements for educational
institutions (Argon, 2015). However, the emotions experienced by the teachers
are the feelings that need to be meticulously emphasized as teachers’ emotions
are important for a good education and school development (Kelchtermans,
2005). Ignoring the emotions of the teachers who are of vital importance to edu-
cational institutions can negatively affect the educational institutions and harm
the educational institutions.

The emotions experienced by the teachers in performing their education and
teaching activities were examined under two basic and general framework as posi-
tive emotions and negative emotions for a long time. However, many researchers
stated that the general dimensioning of emotions as positive and negative was not
sufficient to accurately describe the formation of emotions (Lazarus, 1991; cited
in Keller, Frenzel, Goetz, Pekrun & Hensley, 2014b). Nowadays, the emotions ex-
perienced by the teachers in the educational environment, rather than being dealt
with in a positive or negative way, are analyzed under different subtitlees such as
enjoyment (Becker et al., 2014; Becker, Keller, Goetz, Frenzel & Taxer, 2015; Buri¢
et al., 2017; Frenzel, 2014; Frenzel, Goetz, Liidtke, Pekrun & Sutton, 2009a; Fren-
zel et al., 2009b; Frenzel et al., 2010; Frenzel et al., 2016; Frenzel & Goetz, 2007;
Hagenauer, Hascher & Volet, 2015; Hong et al., 2016; Keller, Chang, Becker, Go-
etz & Frenzel, 2014a; Keller et al., 2014b; Klassen, Perry & Frenzel, 2012; Lee et
al., 2016; Shapiro, 2010); pride (Buri¢ et al., 2017; Darby, 2008; Frenzel, 2014; Hong
et al., 2016; Keller et al., 2014b; Shapiro, 2010); frustration (Jiang, Vauras, Volet &
Wang, 2016; Lee et al., 2016; Levering, 2000; Sutton, 2007; Sutton & Wheatley,
2003); sadness (Argon, 2015; Sengiil & Demirel, 2016); love (Buri¢ et al., 2017);
fear (Steigenberger, 2015); burnout (Buric et al., 2017; Chang, 2009); anxiety (Bec-
ker et al., 2014; Develi, 2006; Frenzel, 2014; Frenzel et al., 2009b; Frenzel et al.,
2010; Frenzel et al., 2016; Frenzel & Goetz, 2007; Hagenauer et al., 2015; Hong et
al., 2016; Keller et al., 2014a; Klassen et al., 2012; Lee et al., 2016; Steigenberger,
2015; Sutton, 2007; Tasgin et al., 2007); excitement (Shapiro, 2010); joy (Prosen et
al., 2014); hope (Schutz et al., 2006; Steigenberger, 2015); hopelessness (Buri¢ et
al., 2017); happiness (Sengiil & Demirel, 2016); anger (Argon, 2015; Becker et al.,
2014; Becker et al., 2015; Buri¢ et al., 2017; Frenzel, 2014; Frenzel et al., 2009b;
Frenzel et al., 2010; Frenzel et al., 2016; Frenzel & Goetz, 2007; Hagenauer et
al., 2015; Hong et al., 2016; Keller et al., 2014a; Keller et al., 2014b; Klassen et al.,
2012; Lee et al., 2016; Oztiirk & Ozan, 2015; Prosen et al., 2014; Steigenberger,
2015; Sutton, 2007; Sengiil & Demirel, 2016; Temel, 2015; Temel et al., 2015; Sha-
piro, 2010); loneliness (Shapiro, 2010) and are subject to many researches. These
teachers’ emotions seem to be inextricably linked to teaching processes, including
student and teacher behavior (Frenzel, 2014). The relationship between teacher
emotions and various aspects of class life were examined by some researchers (Be-
auchamp & Thomas, 2009; Kelchtermans, Ballet & Piot, 2009; Meyer & Turner,
2002; Roorda, Koomen, Spilt & Oort, 2011; Yan, Evans & Harvey, 2011; cited in
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Fried et al., 2015). The findings obtained from these studies reveal the importance
of teacher emotions in the classroom and the effects of teacher emotions in class-
room life (Fried et al., 2015).

The emotions experienced by the individual affect his organizational beha-
viors significantly (Weiss & Cropanzano, 1996). When this assessment is consi-
dered in the context of educational institutions, it can be said that emotions are
important factors that direct the teaching behaviors of teachers. The emotions,
which appear frequently in student-teacher interactions, are an indispensable
part of class life. In addition, emotions are of great importance for the quality
of all educational processes in the classroom (Prosen et al., 2014). The emotions
of the teachers affect the quality of the education, the effectiveness and quality
of the teaching, the school climate, the success of the students, their education,
their behavior, their participation in class activities, teachers’ classroom discipli-
ne behavior, their class management, their teaching style and their self-efficacy
beliefs (Frenzel, 2014; Frenzel et al., 2009b; Hagenauer et al., 2015; Hosotani &
Imai-Matsumura, 2011; Pekrun, 2014; Taxer & Frenzel, 2015). Teachers’ emoti-
ons also affect student emotions to a great extent. Individuals who are in inte-
raction can feel the same feeling and can be affected by each others’ emotions.
The emotions that teachers experience in the classroom and then show can have
profound effects on the emotions experienced by the students. This applies to
positive emotions such as enjoyment, pride, and negative emotions such as an-
xiety, anger and frustration (Pekrun, 2014). It has been revealed that the positive
emotions of the teachers have positive effects on the students and negative emo-
tions lead to negative effects on the students (Rodrigo-Ruiz, 2016). However, the
literature (Darby, 2008; Fullan, 1993, 1999; Hargreaves & Fullan, 1998; Little,
1996) also reveals the relationship between school reform and emotions, which
can be expressed as large-scale educational change (Cowie, 2011). Emotions are
not only a part of the learning activities carried out by the students in the classes
that help support the learning of the students, which includes countless oppor-
tunities and are considered as unique educational environments (Meyer & Tur-
ner, 2006). Emotions are also felt by teachers during teaching activities (Trigwell,
2012). Because the teaching activities carried out by teachers is an emotional
practice (Hargreaves, 2000). The emotions experienced by the teachers during
this emotional practice are expressed as instructional emotions and are of great
importance for many aspects of education.

Teachers’ Instructional Emotions

It is widely accepted by researchers that emotion is an integral part of te-
aching, intertwined with teaching (Hargreaves, 2001). In addition to this accep-
tance, it is also stated that the teachers’ emotions are of great importance for
the educational institutions as the educational activities are carried out by the
teachers. However, it is seen that there is little information about how the teac-
hers’ emotional experiences are related to their teaching practices despite the
great importance and emotions being at the core of the teachers’ daily experi-
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ences (Cross & Hong, 2009). It can be said that this is because of the fact that
emotion has been seen unreasonable and childish for a long time. As a result of
this negative viewpoint, teachers’ emotions were ignored and were not given the
much importance. However, the emotions affect the effectiveness of teachers in
educational activities through the cognitive, emotional and motivational status of
the students (Sutton & Wheatley, 2003).

Teachers interact with many individuals on every working day and use their
feelings in almost every environment of the educational institution and at any
time (Hargreaves, 2000). Teachers’ personal goals, past experiences and expecta-
tions affect the type of emotion they experience in the classroom (Sutton, 2007).
For this reason, teachers may have different emotions depending on the nature
of the activities taking place in the classroom. This suggests that emotional expe-
riences within the classroom do not occur in an individual or in an independent
environment, but rather a natural result of the interaction of individual and envi-
ronment based on a great social and historical context (Hong et al., 2016; Schutz
et al., 2006). In addition, the learning processes of students, the behaviors they
exhibited in these processes, their achievements and the disciplinary problems
them affect the emotional experiences of teachers in the classroom (Prosen et al.,
2014). However, positive and negative emotional experiences during teaching ac-
tivities also determine the behavioral tendencies of teachers regarding teaching
(Frenzel et al., 2009b).

Emotions may differ in individuals and groups (Smith, Hoeksema, Fredrick-
son & Loftus, 2012) and it can be suggested that emotions between individuals
and groups affect each other. In this respect, it can be said that teachers’ emoti-
ons have a great effect on the relationships they have with students. Many studies
(Golby, 1996; Hargreaves, 1994, 1998, 2000; Intrator, 2006; Nias, 1989) indicate
the existence of this relationship (Frenzel, 2014). Meyer and Turner (2006) state
that teachers’ emotions are inseparably related to student emotions, Becker et al.
(2014) and Frenzel et al. (2009a) have found evidence supporting them. Becker
et al. (2014) found that there was a great relationship between the enjoyment,
anger and anxiety experienced by teachers and the students’ enjoyment, anger
and anxiety. Frenzel et al. (2009a), who examined the relationship of enjoyment
between teachers and students, similarly demonstrated the relationship between
teacher emotions and student emotions. As a result of these emotional relati-
onships, it can be said that teachers’ emotions in the classroom can increase or
decrease students’ success. Many studies (Beilock et al., 2010; Hargreaves, 2000;
Lortie, 1975; Scott & Sutton, 2009; Sutton & Wheatley, 2003) show that teachers’
emotions are clearly related to students’ behaviors (Frenzel, 2014). In additi-
on, Rodrigo-Ruiz (2016) found empirical findings that teachers’ emotions affect
students’ emotions, emotional competence, motivation, academic performance,
social behavior and class discipline by literature review (Becker et al., 2014; Be-
ilock, Gunderson, Ramirez & Levine, 2010; Brackett, Floman, Ashton-James,
Cherkasskiy & Salovey, 2013; Emmer, 1994; Eysenck & Calvo, 1992; Frenzel et
al., 2009b; Kimura, 2010; Kunter et al., 2008; Morris, Denham, Bassett & Curby,
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2013; Postareff & Lindblom-Ylanne, 2011; Saunders, 2013; Skinner & Belmont,
1993; Sutton & Wheatley, 2003; Trigwell, 2012; Turner et al., 2002; cited in Rodri-
go-Ruiz, 2016). These findings show that the teachers’ emotions in the classroom
are of great importance in creating an efficient classroom environment.

In emotion studies, rather than being measured by two factors as positive
and negative, it was found that emotions being analyzed differently and multi-
factorial, such as enjoyment, anxiety, anger is more practical. (Frenzel et al., 2016;
Keller et al., 2014b). Because, while education and teaching are being carried out
by teachers in the classroom, teachers can also experience emotions such as anger
and anxiety, and even emotions such as hope, pride and enjoyment can be seen
while trying to achieve various goals in the same classroom environment (Schutz
et al., 2006). In the researches about the emotions experienced by teachers in the
classroom, it was found that teachers experienced different emotions in such a
way that they could not be limited to positive and negative. Keller et al. (2014a)
revealed that teachers experienced the most common enjoyment in the classroom
and later experienced anger and anxiety respectively. Hong et al. (2016) stated
that teachers experience enjoyment, anger, anxiety, pride, and pride, even at dif-
ferent levels, in the classroom, and that Zope may be the subject of teachers’
emotion research. Emmer (1994); Godar (1990); Hargreaves (1998); Oplatka
and Eizenberg (2007); Sutton and Wheatley (2003); Zembylas (2005) concluded
that teachers’ frequent negative emotions were anxiety, anger and frustration (Ji-
ang et al., 2016). Keller et al. (2014b) showed that enjoyment and anger were the
most commonly used positive and negative emotions among teachers’ emotional
experiences. Frenzel et al. (2009b) stated that frustration can be addressed in the
emotions of teachers. Sutton and Wheatley (2003) stated that teachers experi-
enced negative emotions such as anxiety, frustration and anger while performing
educational activities. As a result of these researches, similar results have been
reached with the researches of Frenzel et al. (2016) and Keller et al. (2014b) and
these authors show that it is useful to examine emotions more broadly rather
than to examine classify as positive and negative. In the research, the related
literature was examined in the light of these reasons and as part of teachers’ emo-
tions anxiety, pride, enjoyment, anger, hope and frustration were discussed.

Aim

With this research, the scale of “Achievement Emotions Questionnaire-Te-
achers/AEQ-T” (Hong et al., 2016) was aimed to be adapted to the Turkish cultu-
re in the context of education by validity and reliability studies and then to revise
this four dimensional scale as six dimensional by adding hope and frustration and
finally to reveal opinions of teachers about their instructional emotions through

descriptive analysis. Thus, it is desirable to determine both teachers’ instructio-
nal emotions and to get important findings for educational institutions.
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Method

Study Groups in the Research

This research was held in 2017-2018 academic year with secondary school
teachers working in different provinces in Turkey. Exploratory factor analysis
(EFA) and reliability analysis of the scale were performed from the first study
group, and confirmatory factor analysis (CFA) was performed from the second
study group, and the descriptive analysis of the scale, which had its final form
after the validity and reliability studies, was performed on the data acquired from
the third study group.

The first study group

The experimental application of the scale for EFA and reliability analysis
was performed in Batman province. The scale was distributed to 410 teachers
working in 15 secondary schools in April-May 2017. EFA and reliability analyzes
were performed with 318 scales, which were returned and could be used statis-
tically.

The second study group

The experimental application of the scale for CFA was made in June 2017.
For CFA the scale were distributed to the teachers attending the end of term se-
minar in Turkey’s Bolu province from different provinces of Turkey and to those
working in Gonen district of Balikesir province district. The CFA was conducted
with 405 scales which were returned and could be used statistically.

The third study group

The application for the descriptive analysis of the scale, which was finalized
by EFA, CFA and reliability analyzes, was conducted with 1099 teachers who
worked in 66 official secondary schools in the city center of Bolu and all dist-
ricts of it in 2017-2018 academic year. The 732 scales, which were returned, and
which could be used statistically, have been analyzed. It is seen that this number
constitutes 66.60% of the third study group. 59% of the teachers included in the
descriptive analysis of the study were female and 41% were male; 90.3% of the
undergraduate students, 9.7% of them have graduate education; 16.3% Turkish,
15.2% Mathematics, 12.3% Science, 8.9% Social Sciences, 14.6% English, 7.9%
Religious Culture and Moral Knowledge, 4% Visual Arts, 5.1% Technology and
Design, 3.3% Music, 3% Information Technology, 5.7% Physical Education,
3.8% in Special Needs Education branches; 24,8% of them have 1-5 years, 30,5%
have 6-10 years, 22,4% have 11-15 years, 15,3% have 16-20 years, 7% have 21
years or more professional seniority; 32,7% of 21-30, 51% of 31-40, 13,3% of
41-50, 3% of age 51 and above; 77% were married, 23% were single; 60.9% work
in the city center, 25.4% work in district centers and 13.7% work in the villages.
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Data Analysis Tool

Frenzel et al. (2010) developed “Achievement Emotions Questionnaire for
Teachers (AEQ-Teacher)” scale, which included three emotions such as enjoy-
ment, anger and anxiety, considering the lack of available measurement tools to
address teachers’ emotions. In addition to the variety of measurement tools re-
lated to emotions such as emotional labor, emotional intelligence, and emotion
management ability, this scale, which was developed by Frenzel et al. (2010) was
aimed to reveal instructional emotions like enjoyment, anger and anxiety experi-
enced. Other researchers (Becker et al., 2015; Frenzel et al., 2009b; Frenzel et
al., 2016; Klassen et al., 2012) have treated the emotions of enjoyment, anger and
anxiety as emotions of teachers and have focused on studies in different cultures.

The emotions examined by Frenzel et al. (2010) as enjoyment, anger and
anxiety are among the dominant emotions experienced by teachers in daily edu-
cational activities in the classroom. However, it is stated in the literature that the
teachers experience different emotions in the daily education activities in the
classroom. In their work titled “Revising and Validating Achievement Emotions
Questionnaire-Teachers/AEQ-T” Hong et al. (2016) revised some items of the
scale developed by Frenzel et al. (2010) and added new items to the scale by
measuring the validity of enjoyment, anger and anxiety in Asian culture (Japan
and South Korea) and as a result had a new scale with four dimensions by adding
pride to this scale. Within the scope of the validity-reliability and revision studies
of the scale, it was concluded that the scale applied in Japan (N=50) and South
Korea (N=203) and it was found reliable. As a result of the analysis studies,
Hong et al. (2016) obtained a 4-point Likert-type scale consisting of 4 dimensions
and 15 items including anxiety, pride, enjoyment and anger. The aim of the study
is to adapt “Achievement Emotions Questionnaire-Teachers/AEQ-T” (Hong et
al., 2016) to Turkish culture and then, by adding iope and frustration to the scale
in the light of the suggestions in the literature (Frenzel et al., 2009b; Hong et al.,
2016), have a new form with six dimensions including anxiety, pride, enjoyment,
anger, hope and frustration.

In this study, “Achievement Emotions Questionnaire-Teachers/AEQ-T” was
namem as “Teachers’ Instructional Emotions Scale” by the researchers. As the
reasons for the scale being called a “Teachers’ Instructional Emotions Scale”, in
scale items achievement is more dominant than instruction in translation studies
of the scale, scale items are directed towards teaching activities of teachers; the
study is not only the adaptation of the existing scale to Turkish culture, but also
the revision of it; the hope and frustration added to the scale are teachers’ instruc-
tional emotions like anxiety, pride, enjoyment and anger; and the opinions of field
experts. At the stage of adding a hope and frustration to the original structure of
the scale, communication with the responsible author was made and the neces-
sary permission was taken to add dimension to the scale. In addition, the reasons
why hope and frustration are added to this study and have anxiety, pride, enjoyment
and anger as well as frustration are Hong et al. (2016) could not obtain appropri-

62



Instructional Emotions Scale

ate statistical results in their studies in Asian culture, suggesting frustration to be
studied in other cultures, Frenzel et al. (2009b) suggested that frustration could
also be analyzed quantitively as well as qualitatively, Hong et al. (2016) stated
that hope can be subject to researches as teacher emotions.

In the study, the “Achievement Emotions Questionnaire-Teachers/AEQ-T
scale (Hong et al., 2016), which includes four emotions, was added to the 27
items and 6 dimensions named as “Teachers’ Instructional Emotions Scale” by
adding hope and frustration. (anxiety/4 items, pride/4 items, enjoyment/4 items,
anger/3 items, hope/7 items, frustration/5 items) was used. Teachers’ Instructional
Emotions Scale 4-Likert; Strongly disagree (1/1.00-1.74), Disagree (2/1.75-2.49),
Agree (3/2.50-3.24), Strongly agree (4/3.25-4.00).

Adaptation to Turkish Culture, Adding Dimensions to the Scale and Descriptive
Analysis Studies

In the Turkish adaptation studies, first a language adaptation study was con-
ducted. In this context, “Achievement Emotions Questionnaire-Teachers/AEQ-
T” scale was translated from Turkish into English by the experts who were com-
petent in the original language of the scale. Afterwards, the experts were asked
to back translation was conducted, and the scale was translated from Turkish
into English and presented to the expert opinion. Pearson Moments Multiplica-
tion Correlation Coefficients and ¢-test were performed to determine the rela-
tionship between the English and Turkish forms of the scale after the study of
language adaptation and expert opinions. In line with the studies adding /ope
and frustration to the scale by the researchers; literature review, creation of item
pool, expert opinion on candidate item and scope of validity studies were con-
ducted. Then, the validity and reliability studies of the scale were started. After
the dimension addition studies, in order to determine validity and reliability of
“Teachers’ Instructional Emotions Scale” factor analysis (EFA and CFA), Cron-
bach alpha techniques and correlation coefficients were used. For EFA and CFA,
which will be used to adapt to Turkish culture, the scale was applied to secondary
school teachers working in different provinces, and for EFA SPSS for Windows
22.0 program and for CFA Lisrel 8.72 was used. For descriptive analysis, data
obtained secondary school teachers working in Bolu province were analyzed by
using Windows 22.0 program. The percentages (%) were found for personal in-
formation and the arithmetic mean (X ) and standard deviation (SS) values of
the scores obtained from the scales were examined in determining the opinions
of teachers about their instructional emotions.
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Findings

Language Adaptation and Expert Opinions

For the efforts to adapt the Turkish culture and to add hope and frustration
to the scale communication was provided by the correspondent author Ji Hong
via e-mail and required permission was obtained. The scale was translated into
Turkish by 6 English teachers who were competent in the original language of
the scale. Then in order to get opinions from the experts, the translated scale
was divided into 3 parts as original item, translated item, and suggestions in a
form and sent to experts (2). In line with the recommendations of the experts,
the scale items were reviewed, and the candidate Turkish form was obtained.
After the creation of the candidate Turkish form, the process of determining
whether the original scale is linguistic equivalent has been started. Two methods
were used to determine the linguistic equivalence of the scale. Back translation
method is one of the mentioned methods (Biyiikoztiirk, Kilic-Cakmak, Akgiin,
Karadeniz & Demirel, 2011). Within the scope of the back-translation method, 5
experts from the Turkish language were asked to translate the scale from Turkish
into English, who was competent in the original language of the scale and had
never seen the scale before. In the evaluations made, it was observed that there
was consistency and consistency between the original form of the scale and the
form obtained by the back-translation method and the linguistic equivalent form
process was started. In the linguistic equivalent form process, English and Tur-
kish forms were filled by two 27 English language teachers in the central district
of Bolu two weeks apart. As a result of the application, it was found that there
was a high relation between the English and Turkish forms (r=.849, p<.01). In
the light of this result, it can be said that the correlation values are statistically
significant, and the scale has linguistic equivalence. In addition, whether there is
a significant difference between ¢-test analysis and English and Turkish forms of
the scale was also examined. As a result of the analysis, there was no significant
difference between the English and Turkish forms of the scale (1=.548, p> .05).
It can be said that this result confirms the linguistic equivalence findings deter-
mined by Pearson Moments Multiplication Correlation Coefficients (r) analysis.
Teachers’ Instructional Emotions Scale, whose linguistic equivalence process was
completed, was presented for the purpose of expressing opinions to 6 academics
in the field of education administration, 4 academics in the field of measurement
and evaluation. In line with the feedback from academics, certain statements like
“generally, often, sometimes” in the measurement tool were excluded from the
items, considering that they might create problems in measuring the views of the
participants. In the original structure which included the dimensions of anxiety,
pride, enjoyment, anger, after the necessary studies the dimensions of hope and
frustration were added and were taken as a draft for factor analysis (EFA and
CFA).
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Adding Dimension to the Teachers’ Instructional Emotions Scale

The literature shows that teachers experience many emotions while carrying
out their education and teaching activities, they often encounter different emoti-
onal experiences, and these emotions that teachers have are addressed in various
dimensions. When these researches (Frenzel et al., 2009b; Sutton, 2007; Sutton
& Harper, 2009; Sutton & Wheatley, 2003; Taxer & Frenzel, 2015; Trigwell, 2009)
were examined, they are most frequently seen to experience enjoyment, pride,
anger, anxiety and frustration, (Lee et al., 2016). In their research, Frenzel et al.
(2010) developed a scale called “Achievement Emotions Questionnaire for Te-
achers (AEQ-Teacher)” which measured anger, anxiety and enjoyment as teac-
hers’ emotions about teaching activities. Hong et al. (2016) had four-dimensi-
onal “Achievement Emotions Questionnaire-Teachers/AEQ-T” scale by adding
pride to this scale developed by Frenzel et al. (2010). As a result, Hong et al.
(2016) suggested that researchers could also investigate sope, which is analyzed
in qualitative studies in the literature but neglected in the quantitative studies.
It is known that one of the emotions experienced by the teachers is hope while
continuing their education and teaching activities in the classroom (Schutz et al.,
2006). Furthermore, Frenzel et al. (2009b) suggested that the frustration could
be the subject of researches related to the emotions of the teachers. Because
the frustration is among the negative emotions that teachers often experience is
revealed by the research results (Jiang et al., 2016; Sutton & Wheatley, 2003).
For these reasons, to the scale consisted of anxiety, pride, enjoyment and anger
(Hong et al., 2016) were added hope and frustration. Then it was tried to get
the Teachers’ Instructional Emotions Scale which measure six most experienced
emotions (anxiety, pride, enjoyment, anger, hope, frustration) while teaching. In
this respect, the relevant literature has been scanned, the item pool has been
formed, the candidate items have been submitted to the expert opinion and the
scope of validity has been calculated.

Literature review and creation of item pool

In the first phase of adding dimension to the Teachers’ Instructional Emo-
tions Scale, the related literature was examined in detail and the researches in
Turkey and abroad was examined. After examining those which could be reac-
hed from Turkey and abroad studies, it was started to determine the items that
could be used in the dimension of sope and frustration. At the stage of creating
the item pool, the candidate items which could be used in the scale related to
hope and frustration of teachers have been tried to be determined. In addition, a
semi-structured interview form consisting of open-ended questions (N=14) for
teachers who were not included in the study to enrich the pool of candidate scale
items was prepared. The semi-structured interview form which was delivered to
the teachers was gathered by ensuring that the opinions of each teacher were
fully revealed. According to the data obtained from the literature review and the
semi-structured interview form, the 18-point pool was prepared including /ope
(9 items / e.g.; The behaviors of the students during the teaching process gives me
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hope.) and frustration (9 items / e.g.; I'm frustrated at the end of the lesson beca-
use the teaching process is not what I expected.) and was presented to the expert

opinion. The experts were asked to rate as “appropriate”, “partially appropriate

(correction)”, “not appropriate” for draft statements in the pool of material and
to indicate their recommendations if any.

Submission of candidate items to expert opinion and scope of validity

For the 18 candidate items obtained through literature review and semi
structured interview forms, 6 academics in the field of education administration
and 4 in the field of measurement and evaluation were asked for their opinions.
According to the feedback from the academics, 1 was scored for “appropriate”, 0
for partially “appropriate (correction)” and -1 for “not appropriate”. It has been
tried to determine how many academics gave approval to the possible options
of each item in the forms returned by them. According to the scope of validity
rate developed by Lawshe (1975; cited in Yurdugiil, 2005) scope of validity for
the items were calculated. As a result of the calculation, the items whose scope
validity ratio was below 0.80 were excluded from the scope of the study and a 2
dimensional 12-item trial form including 7 items (hope) and S items (frustration)
was created. Then the linguistic evaluation of the trial form by the target group
and the correction of the incomprehensible items were started. For this purpose,
the opinions of the 29-member teachers in the secondary schools outside the
sample group were asked about the candidate dimensions of ~ope and frustration.
The application was supported by face-to-face interviews and the participants
were asked to indicate the items that were not understood or were difficult to
understand. As a result of the feedback received from the participants, it was
determined that all items (N=12) including hope (N=7) and frustration (N=5)
were understandable.

Validity and Reliability

Within the scope of the validity studies of the Teachers’ Instructional Emo-
tions Scale, factor analysis was performed by combining many variables that are
related to each other and a multivariate statistical analysis that aimed to discover
a few significant new conceptual variables (factors, dimensions). In this context,
sample size was determined for factor analysis. The measurement tool was appli-
ed to the different sample groups for EFA and CFA. The construct validity of the
scale was analyzed by the obtained data. In this respect, CFA, which is a test of
previously determined hypothesis about the relationship between variables and
the EFA, which is an application to find factors and produce theories based on
the relationships between the variables, has been included (Biiyiikoztiirk, 2002).
Within the scope of the analysis studies, first sample fit for factor analysis was
examined. After having sample fit, factor structure was tried to be determined.
In order to determine the factor structure, the eigenvalues of the dimensions and
the percentages of explained variance, and the line graph of the scale was exami-
ned. Then, for determining factor items, the factor load values were calculated
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and the scale was subjected to CFA. Cronbach alpha internal consistency coeffi-
cient and item-total score correlation of the scale was examined in the reliability
studies of the measurement tool. In addition, whether internal consistency was
obtained through the correlation between dimensions was examined.

Sample fit for factor analysis

The suitability of the collected data for factor analysis can be analyzed by
the Kaiser-Meyer-Olkin (KMO) Coefficient and Bartlett Sphericity Test (Bii-
yiikoztiirk, 2017; Durmus, Yurtkoru & Cinko, 2013). The KMO test shows the
adequacy of sampling, and the adequacy here refers to relationships, not num-
bers (Can, 2017). Bartlett’s Sphericity test examines whether there is a correla-
tion between the variables based on partial correlations, and the calculated chi-
square statistic is considered as an indicator that the data matrix is appropriate
(Biiytikoztiirk, 2017). In the light of this information, KMO and Bartlett’s Test of
Sphericity values of the scale are presented in Table 1.

Table 1
Kaiser-Meyer-Olkin (KMO) and Bartlett’s Test of Sphericity Values of Teachers’
Instructional Emotions Scale

Kaiser-Meyer-Olkin (KMO) 874

%2 4196.119
Bartlett’s Test of Sphericity df 351

p .000

When Table 1 is examined, it can be said that the KMO value of the scale is
.874 and this value is above the acceptable level (Altunisik, Coskun, Bayrakta-
roglu & Yildirim, 2007; Biytikoztiirk, 2017; Can, 2017; Durmus et al., 2013). The
result of the Bartlett Sphericity Test was significant (x?>=4196.119; p=.000) and
this result is a proof of the normality of the scores (Biiytikoztiirk, 2017). Both the
KMO value and the Bartlett Sphericity Test data indicate that the scale is suitable
for EFA.

Determination of factor structure

The main objective in determining the factor structure is to obtain a small
number of factors to represent the relationships between the variables at the
highest level and there are various criteria related to the number of factors to be
obtained in the measurement tool (Kalayci, 2010; Nakip, 2003; Ozdamar, 2002;
Tavsancil, 2002; cited in Karagoz & Kosterelioglu, 2008). In this context, Princi-
pal Component Analysis was used and in order to determine the number of fac-
tors that can reveal the relationship between the items of the scale in accordance
with the literature, eigenvalue and variance percentages and line graph criteria
were used (Cokluk, Sekercioglu & Biiyiikoztiirk, 2012). The eigenvalue and vari-
ance percentage information of the scale is presented in Table 2.
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Table 2
Eigenvalues and Explained Variance Percentages of the Dimensions of Teachers’
Instructional Emotions Scale

Factor Initial Eigenvalues Explained Variance
Total Variance % Cumulative % Total Variance% Cumulative %

1 7,933 29,381 29,381 4,193 15,529 15,529
2 3,202 11,859 41,240 2,967 10,989 26,518
3 1,923 7,121 48,361 2,826 10,468 36,986
4 1,783 6,603 54,964 2,817 10,433 47,419
5 1,397 5,174 60,138 2,643 9,790 57,209
6 1,193 4,419 64,557 1,984 7,348 64,557

Eigenvalue is a coefficient that is considered in calculating the variance ex-
plained by the factors and in deciding the number of important factors. In factor
analysis, generally factors whose eigenvalues are 1 or bigger than 1 are significant
factors (Biiylikoztiirk, 2017). As a result of the eigenvalue analysis in Table 2, it
was found that the Teachers’ Instructional Emotions Scale consisted of six dimen-
sions whose eigenvalues are than 1. Another data to be considered to determine
the number of factors is the explained variance. The explained variance refers to
the part of the total variance explained by the factor analysis explained by each
factor (Altunisik et al., 2007). The first dimension explains 10,589% of the total
variance, the second dimension explains 10,989% of the total variance, the third
dimension explains 10,468% of the total variance, the fourth dimension explains
10,433% of the total variance, the fifth dimension explains 9,790% of the total
variance of and the sixth dimension 7,348% of the total of variance and the total
variance in the scale of six dimensions explains 64,557% of total variance. 30%
or more of the explained variance in single factor measurement instruments is
enough. However, in the measurement tools with more than one factor, the ex-
plained variance is expected to be even more (Biiyiikoztiirk, 2017). Because the
larger the variance rates, the stronger the factor structure. It is enough if the
variance rate is between 40% and 60% in the fields of social sciences (Tavsancil,
2002). In the light of this information, it can be said that the total variance of the
scale having 6 factors is enough (64,557%). Another criterion to be considered to
determine the number of factors is the line graph. The line graph is a graph with
factors and eigenvalues, indicating the ability of each factor to explain. The num-
ber of factors can be decided by looking at the line graph (Altunisik et al., 2007).
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Graph 1. Eigenvalue Line Graph of Teachers’ Instructional Emotions Scale

When the change of eigenvalues depending on the components is examined
(Graph 1), it is seen that there is a clear decrease in the slope of the line and the
breaking point where eigenvalues start to decrease to a more balanced position is
6. The results of the line graph and eigenvalue and variance analysis are observed
to overlap, as a result of the studies of determining the number of factors and it
can be said that the Teachers’ Instructional Emotions Scale will have six factors.

Determination of factor items and Cronbach’s alpha internal consistency
coefficient

The number of variables to be included in the factors and the distribution
of variables to these factors are determined after determining how many factors
are composed of the measurement tool (Nakip, 2003). In this respect, the dist-
ribution of the 27 items of the scale, which has a factor number of 6, was exami-
ned by using the graph of eigenvalues and variance percentages. To determine
items under the factors, factor loads for each item is considered the (Durmus et
al., 2013). Factor load value is a coefficient explaining the relationship of items
with factors (Biiyiikoztiirk, 2017) and shows the load of variables in each factor.
Factor load values with correlation coefficients indicate the level of the relations-
hip between the variables in the scale and the factors. If any variable has a very
strong correlation with any factor, the variable is a member of that factor (Nakip,
2003). The factors with which the scale is strongly correlated and whether the
factor load values meet the minimum acceptance level are examined through
the matrix of rotated components. However, the basic condition of any measu-
rement to be considered valid is that must be reliable (Karasar, 2006). The accu-
racy of the judgments to be given according to the measurement results is very
closely related to the reliability of the measurement tool in question. Because if
the measurement tool does not give any results from an application to another
application in a decisive and consistent manner, or if the items in the measure-
ment instrument do not have sufficient sensitivity to measure the quality to be
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measured, then it is unlikely that the judgments to be given according to the data
obtained from the measurement instrument are accurate (Nartgiin, 2001). For
this reason, reliability studies were also conducted in the study and Cronbach’s
alpha internal consistency coefficient (o) of the measurement tool was calculated
within the scope of reliability studies. In accordance with this information, as a
result of factor analysis, item factor loads values and Cronbach’s alpha internal
consistency coefficient calculation results are given in Table 3.

Table 3
Item Factor Load Values and Cronbach’s Alpha Internal Consistency Coefficients
of Teachers’ Instructional Emotions Scale

Item Number Hope Enjoyment Frustration  Pride Anxiety  Anger

o=.875 a=.896 a=.795 a=.839 a=801 «a=.749
19 ,807 ,201 -,073 122 -,067 -,097
18 173 ,291 -,042 ,054 ,009 -,093
20 ,748 ,046 -,126 ,141 -,083 -,104
21 ,708 ,083 -,039 ,340 -,159 -,070
17 ,705 ,231 -,060 -,035 ,047 -,098
16 ,627 ,229 -,031 ,081 -,140 ,082
22 ,609 ,106 -,068 ,308 -,099 -,126
9 ,258 ,806 -,088 ,270 -,030 -,073
11 ,324 ,788 -,074 ,206 -,084 -,129
10 ,207 752 -,128 ,259 -,084 -,101
12 ,365 ,719 -,107 ,161 -,030 -,134
25 -,100 -,048 ,810 -,033 -,004 171
23 -,045 -,078 , 734 ,014 ,108 ,044
24 ,046 -,098 ,730 -,063 ,139 127
26 -,117 -,048 ,644 172 ,288 ,006
27 -,141 -,050 ,630 -,068 ,151 ,188
7 ,163 ,206 -,100 ,809 -,066 -,029
5 ,087 ,107 -,063 ,789 -,019 -,082
6 ,221 ,219 -,091 ,785 -,100 -,008
8 ,262 ,390 -,024 ,024 -,059 ,029
2 -,087 -,115 ,154 -,094 ,855 ,054
3 -,073 -,070 ,160 -,065 ,770 ,170
4 -,067 ,006 ,201 ,009 ,728 ,089
1 -,077 -,012 ,064 -,060 , 715 ,038
14 -,094 -, 115 ,203 ,035 118 ,802
15 -,203 ,031 ,213 -,033 117 ,766
13 -,047 -,230 ,090 -,112 ,104 ;711
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When Table 3 is examined, it can be said that there is no item that loads more
than one factor to the factors in the Teachers’ Instructional Emotions Scale and that
all items give appropriate statistical results. Then the load values of the items were
examined. Some opinions are expressed by the authors about how the item factor
load value should be in the literature. Biiyiikoztiirk (2017) stated that the fact that the
factor load value was 0.45 and higher would be a good measure for selection, but for
a small number of items the factor load value limit could be reduced to 0.30. Hwang
and Henry (1990) determined the cut-off point for the factor loadings as 0.45 and
stated that the items with the factor load values below 0.45 should be removed from
the measuring instrument. In the light of this information, the lower limit of the factor
load values of the items was taken as 0.45. When the factor load of the items in the
scale are examined (Table 3), the factor load values of all items are higher than 0.45
(between .609 and .855), which means that all items in the measurement instrument
have an enough factor load. In addition, it is seen that the necessity of putting at least
three items under each factor (Giirbiiz & Sahin, 2016) is provided for all factors. As a
result of EFA, Teachers’ Instructional Emotions Scale is composed of six dimensions
and 27 items including Anxiety (4 items/1, 2, 3, 4th items), Pride (4 items/5, 6, 7, 8th
items), Enjoyment (4 items/9, 10, 11, 12th items), Anger (3 items/13, 14, 15th items),
Hope (7 items 16, 17, 18, 19, 20, 21, 22th items) and Frustration (5 items/23, 24, 25,
26, 27th items).

In Table 3, it is seen that Cronbach’s alpha internal consistency coefficient
calculations, which is a fit value between items, shows the total reliability of the
items under the factor and has a value between 0 and 1, are included (Durmus et
al., 2013). According to Cronbach’s alpha internal consistency analysis of the sca-
le consisting of six dimensions; 1-Anxiety a=.801, 2-Pride o.=.839, 3-Enjoyment
0.=.896, 4-Anger a.=.749, 5-Hope a=.875, 6-Frustration a.=.795 was calculated.
In the calculation of the internal consistency coefficient, the Cronbach’s alpha
value of 0.70 and above is considered enough for the reliability of the measure-
ment tool and it is accepted that the measurement tool with such value is reliable
(Altunisik et al., 2007; Buytkoztirk, 2017; Durmus et al., 2013; Liu, 2003; Sen-
can, 2005). In the light of this information in the literature, it is possible to say
that all dimensions of the Teachers’ Instructional Emotions Scale have reliable
values. After calculating the Cronbach’s alpha internal consistency coefficient,
the item-total score correlation calculation, which was used in reliability studies
and was shown to be one of the main reliability types, was started to be calcula-
ted.

Item-total correlations

The item-total correlation explains the relationship between the scores obta-
ined from the items in the measurement tool and the total score. That item-total
correlation is high and positive means that items in the measurement instrument
exemplify similar behaviors and that internal consistency is high (Biiyiikoztiirk,
2017). The item-total correlations for the items in the measurement tool would
be enough to be 0.30 and above and it was stated that these items were good
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items (Biyiikoztiirk, 2017; Tavsancil, 2002). In this respect, the corrected item
total correlation was calculated, and the results are presented in Table 4.

Table 4
Corrected Item-Total Correlation of Teachers’ Instructional Emotions Scale

Item Number and  Corrected Item- Item Number and  Corrected Item-
Its Dimensions Total Correlation Its Dimensions Total Correlation
1-Anxiety 520 15-Anger 592

2-Anxiety 755 16-Hope .566

3-Anxiety .643 17-Hope .615

4-Anxiety .568 18-Hope 732

5-Pride .623 19-Hope 773

6-Pride 722 20-Hope .650

7-Pride 715 21-Hope .679

8-Pride .634 22-Hope 582
9-Enjoyment 787 23-Frustration 551
10-Enjoyment 724 24-Frustration 582
11-Enjoyment 813 25-Frustration .659
12-Enjoyment 756 26-Frustration 558

13-Anger 502 27-Frustration .529

14-Anger .642

When Table 4 is examined, it is seen that the items in the scale vary between
.502 and .813. Considering Biiyiikoztiirk (2017) and Tavsancil (2002) stated that
0.30 and above is an acceptable value for the item total correlation, values of
all 27 items in the Teachers’ Instructional Emotions Scale are above the desired
level and it can be said that they are good items.

Inter-dimensional correlation

The results of Pearson Moments Multiplication Correlation Coefficient to
determine the relationships between the dimensions of the Teachers’ Instructio-
nal Emotions Scale are presented in Table 5.
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Table 5
Pearson Moments Multiplication Correlation Coefficient Results for Determining the
Relationships Between the Dimensions of Teachers’ Instructional Emotions Scale

Dimensions Anxiety Pride Enjoyment Anger Hope Frustration
1.Anxiety r 1.00

2.Pride ro-193%* 1.00

3.Enjoyment r -.192%* S554%* 1.00

4.Anger roo295%%  -166%*  -.309** 1.00

5.Hope ro=225%%  456%* S581%* -294**  1.00

6.Frustration r  .383** -220%*  -267** 396 =237 1.00
*#p<0.01

As a result of Pearson Moment Multiplication Correlation Coefficient
analysis (Table 5), it was found that there were significant relationships between
the dimensions of the scale and the correlation values between the dimensions
were between r=-.166 and r=.581. These correlation values indicate that the fac-
tors (dimensions) determined by EFA constitute a separate structure.

Confirmatory factor analysis

As a result of EFA, CFA was applied to the Teachers’ Instructional Emo-
tions Scale, which had twenty-seven items under six factors. Because, in order to
compare the intercultural structures, CFA should be preferred. These structures
are formed based on a certain theoretical basis and the validity of the models
between the factor number of the measurement tool and the relationship be-
tween these factors is confirmed (Watkins, 1989; cited in Karakus, Yildirim &
Biiyiikoztiirk, 2016). CFA is also a test method used to test construct validity
and seeks compliance with observable factors and actual data. Many fit indexes
can be examined in CFA, which is a necessary application to test the theoreti-
cal structures (Biiytikoztiirk, 2017; Cokluk et al., 2012; Simsek, 2007). When the
CFA results of the Teachers’ Instructional Emotions Scale were examined (Fig-
ure 1), the chi-square (%?) goodness fit value was found to be %>=739.65, sd=309,
p=0.00. When these values are rated (x%/sd), the result is 2.39. The fact that this
result has a value less than 3 allows the chi-square fit to be interpreted as perfect
(Cokluk et al., 2012). In the study fit values were found as follows: Goodness of
Fit Statistic (GFI)=0.88; Adjusted Goodness of Fit Index (AGFI)=0.85; Com-
parative Fit Index (CFI)=0.97; Normed Fit Index (NFI)=0.95; Non-Normed
Fit Index (NNFI)=0.97; Incremental Fit Index (IFI)=0.97; Relative Fit Index
(RFI)=0.95. According to Sumer (2000), the acceptable fit value for GFI, AGFI,
CFI, NFI, NNFI, IFI and RFI fit indices is 0.90; the perfect fit is accepted as
0.95 and above. However, some authors (Anderson & Gerbing, 1984; Cole, 1987
Marsh, Balla & McDonald, 1988) state that it is also acceptable when the GFI
value is 0.85 and the AGFI value is more than 0.80 (Biiytikoztiirk, Akgiin, Kah-
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veci & Demirel, 2004). In the light of this information, the GFI (0.88) and AGFI
(0.85) goodness of fit values of the scale are enough; CFI (0.97), NFI (0.95),
NNFI (0.97), IFI (0.97) and RFI (0.95) values of goodness of fit are perfect.
Root Mean Square Error of Approximation (RMSEA) was found to be 0.059
(Figure 1). The RMSEA value is acceptable if the value is 0.08 or less, and it is
considered as a perfect fit when it is 0.05 or less (Simsek, 2007). According to the
Cokluk et al. (2012), RMSEA being less than 0.08 may be interpreted as good fit.
In the light of this information, it can be said that the RMSEA value of the scale
(0.059) is good. Root Mean Square Residual (RMR) value of the scale was found
to be 0.024. The RMR value of less than 0.10 is accepted as a criterion for the
compatibility of the model with actual data (Andersen & Gerbing, 1984; Cole,
1987; Marsh et al., 1988; cited in Deryakulu & Biiytikoztiirk, 2005). Accordingly,
it can be said that the scale is compatible with the actual data with RMR value
of 0.024. Another value that is a fit index is the Standardized Root Mean Square
Residual (SRMR). Browne and Cudeck (1993) stated that SRMR values below
0.05 were perfect, and it was acceptable to have a value between 0.05 and 0.08.
The SRMR value of the scale was found to be 0.048 and this result can be ex-
pressed as perfect according to the classification by Browne and Cudeck (1993).
In addition, when Figure 1 is examined, the coefficients of correlation (r?), which
are the square of the correlation coefficients of the teachers in the Teachers’ In-
structional Emotions Scale are estimated to be between 0.61 and 0.85 for Anxiety;
0.70 to 0.82 for Pride; 0.77 to 0.89 for Enjoyment; r 0.65 to 0.79 for Anger; 0,60
to 0.85 for Hope; Frustration ranged from 0.67 to 0.78 and error variances of the
items were observed. In the end, all these fit index values obtained with the CFA
clearly show that the model belonging to the Teachers’ Instructional Emotions
Scale has a good fit and consistency.
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Figure 1. Confirmatory Factor Analysis Result of Teachers’ Instructional
Emotions Scale

74



Instructional Emotions Scale

When we examine Figure 1, EFA including 6 factors and 27 items were tes-
ted with CFA and as a result, this structure of the scale was confirmed.

Data Analysis

After a final structure was established by using linguistic equivalence, di-
mension insertion, validity and reliability studies, Teachers’ Instructional Emo-
tions Scale was applied to 732 teachers working in 66 secondary schools in Bolu
and descriptive analysis of the research was performed with the data obtained.
For descriptive analysis, data was analyzed by using SPSS for Windows 22.0 prog-
ram and in determining the opinions of teachers about instructional emotions,
arithmetic mean ( X ) and standard deviation (SD) values of the scores obtained
from the scale were examined. The total score of the scale was not calculated be-
cause the dimensions of Anxiety, Anger and Frustration of Teachers’ Instructional
Emotions Scale were negative emotions and Pride, Enjoyment and Hope dimensi-
ons were positive emotions. Before the analysis of the obtained data, the reliabi-
lity of the data to be used in the research was tested. In this respect, Cronbach’s
alpha internal consistency coefficients of Teachers’ Instructional Emotions Scale
were calculated. According to Cronbach’s alpha internal consistency coefficient
analysis of the scale consisting of six dimensions the results are: 1.dimension
(anxiety) a=.789, 2.dimension (pride) 0.=.852, 3.dimension (enjoyment) 0.=.892,
4.dimension (anger) 0.=.739, 5.dimension (hope) a.=.893, 6.dimension (frustra-
tion) 0.=.835. In the light of the information in the literature (Altunigik et al.,
2007; Biytikoztiirk, 2017; Durmus et al., 2013; Liu, 2003; Sencan, 2005) it is pos-
sible to say that all dimensions of the Teachers’ Instructional Emotions Scale
have reliable values.

Descriptive Analysis of the Level of Teachers’ Instructional Emotions

According to the opinions of the teachers working in the secondary schools,
the arithmetic means and standard deviation values of the scores taken by the
teachers from the instructional emotions are presented in Table 6.

Table 6
Arithmetic Mean and Standard Deviation Values of the Opinions of Teachers on
Teachers’ Instructional Emotions

Dimensions N X SS

1.Anxiety 732 1,64 0,56
2.Pride 732 3,14 0,56
3.Enjoyment 732 3,41 0,58
4.Anger 732 1,93 0,61
5.Hope 732 3,30 0,49
6.Frustration 732 1,88 0,57
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When the Table 6 is examined, the teachers’ opinions on instructional emoti-
ons are as follows: “I strongly disagree” ( X =1,64) in the dimension of Anxiety, “1
agree” in the dimension of Pride ( X =3,14), “I strongly agree” in the dimension
of Enjoyment ( X =3,41), “I disagree” in the dimension of Anger ( X =1,93), “I
strongly agree” in the dimension of Hope ( X =3,30), “I disagree” in the dimen-
sion of Frustration ( X =1,88). Among the dimensions of Pride, Enjoyment and
Hope that are positive expressions related to instructional emotions, Enjoyment
has the highest arithmetic mean with X =3,41. Among the negative expressions
related to instructional emotions, the highest arithmetic mean among Anxiety, An-
ger and Frustration is observed with Anger with a mean of X =1,93. In addition,
Pride, Emotion and Hope, which are expressed as positive emotions in instructio-
nal emotions of teachers, have a much higher arithmetic mean than the emotions
of Anxiety, Anger and Frustration, which are negative emotions. When the standard
deviation values of the teachers’ opinions are examined in terms of the six dimen-
sions of the scale, it is seen that the views are homogeneous, and it can be said that
the teachers think in a similar way in the direction of homogeneity.

Discussion, Conclusion and Recommendations

The aim of this study was to adapt the scale developed by Hong et al. (2016)
to the Turkish culture in order to measure the emotions experienced by teachers
during their instructional activities, then to revise the scale by adding hope and
frustration to the scale, and to reveal the opinions of the teachers about their ins-
tructional emotions through descriptive analysis. In this respect, expert opinions
were applied for language adaptation of the scale and linguistic equivalence was
calculated; academics who are experts in the fields of measurement and evaluati-
on and in the field of education administration were consulted to add dimension
to the scale. EFA and CFA were conducted to test the construct validity; Cron-
bach alpha internal consistency coefficient and item-total score correlation was
calculated for reliability, inter-dimensional correlation was examined for internal
consistency; descriptive analysis was conducted in order to reveal the opinions of
teachers about their instructional emotions.

In the Turkish adaptation studies, first a language adaptation study was
conducted. Pearson Moments Multiplication Correlation Coefficient revealed
a high level of correlation between Turkish and English forms and this result
was confirmed by ¢-test. After the linguistic equivalence was provided, the scale
was presented to the opinion of the academics and then, in the direction of the
recommendations in the literature (Frenzel et al., 2009b; Hong et al., 2016), the
process of adding hope and frustration to the scale was started. The reason why
the emotions of hope and frustration are the subject of this study is that Hong et
al. (2016) could not achieve appropriate statistical results in their study in Asian
culture, and suggested that the emotion of frustration as one of teachers’ emo-
tions should be the subject of research in other cultures, Frenzel et al. (2009b)
stated that frustration can be analyzed quantitively as well as qualitatively and
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that Hong et al. (2016) emphasize that hope also can be investigated as teacher
emotions. In this context, the relevant literature was searched, the item pool was
created, the candidate items were submitted to the expert opinion and the scope
of validity was calculated. After these stages, the validity and reliability analysis
of the scale, which took its final form, began. In order to examine the construct
validity of the scale, EFA was firstly performed. According to the results of EFA,
a new structure with six factors and twenty-seven items was obtained. Then, CFA
was conducted to determine to see whether this result was determined by EFA.
The CFA results clearly show that the model belonging to the scale has consis-
tency with the goodness of fit. The reliability analysis of the scale, which has a
construct validity, was also examined. In this context, Cronbach’s alpha internal
consistency coefficient and item-total correlation analyzes revealed the reliability
of the scale. In addition, significant relationships between the dimensions sho-
wed that internal consistency of the scale was ensured. As a result of all the analy-
zes, it was revealed that the Teachers’ Instructional Emotions Scale was a valid
and reliable measurement tool that could be used to measure teachers’ emotions.
It is thought that this measurement tool will enable teachers to measure their
emotions for instructional activities in a multidimensional and wide range and
contribute to the education administrators and educational policy practitioners
in the studies to be done in relation to teachers.

After statistical studies, descriptive analysis of the Teachers’ Instructional
Emotions Scale was made. As a result of the descriptive analysis was performed
by means of data obtained from 732 teachers working in 66 secondary schools in
Bolu province, and teachers’ opinions on instructional emotions were found as
follows: “I strongly disagree” for Anxiety, 1 agree” for Pride, “I strongly agree*
for Enjoyment, “1 disagree” for Anger, “I strongly agree” for Hope, “I disagree”
for Frustration for each dimension.

It can be said that teachers’ opinions on instructional emotions are “I
strongly disagree” in the dimension of Anxiety, which is a desirable outcome for
teachers. Because the emotion of anxiety caused by the combination of cognitive
and affective components (Frenzel, 2014) causes the internal motivation of the
employees to decrease (Pekrun, Goetz, Titz & Perry, 2002). Anxiety is one of the
most common emotions of self-efficacy studies (Sutton & Wheatley, 2003). Teac-
hers with low levels of anxiety are expected to have high levels of self-efficacy, and
teachers having high levels of self-efficacy is of great importance for effective and
productive education and teaching activities. The low level of teachers’ anxiety
is also desirable for students. Because when teachers never experience anxiety
or experience it very low level, they establish a strong bond with their students
(Hagenauer et al., 2015). This shows that the low level of anxiety experienced by
teachers can strengthen the relations with the students. Various studies (Frenzel
et al., 2009b; Keller et al., 2014a) present findings that support the low level of
anxiety experienced by teachers. In these researches, it was found that the anxiety
level experienced by the teachers was lower than anger, which is also a negative
emotion experienced by teachers.
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One of the emotions experienced regularly by teachers is the pride (Keller
et al., 2014b). It can be said that the opinions of teachers about their instructio-
nal emotions is “I agree” in the dimension of Pride and it is a desired result for
both teachers and students. Because pride is one of the individual’s psychological
motives (Tarhan, 2014) and is related to success motivation (Spitek et al., 1992;
cited in Lewis, 2008). It is expected that in today’s competitive world, the indi-
viduals who have high success motivation will make significant contributions to
the organizations they are affiliated with, and teachers who have high motivation
when they are evaluated in terms of educational organizations, provide an ef-
fective and productive education environment in and outside the classroom, will
contribute to the climate of the educational institution they are affiliated with.
Various studies (Carson, 2006; Keller et al., 2014b) present findings that support
the high level of pride emotion experienced by teachers and reveal that pride is in
the dominant positive emotions.

The classes where educational and teaching activities are carried out are
emotional places (Pekrun, 2014) and one of the positive emotions that teachers
feel intensely in these places is enjoyment (Frenzel et al., 2009b). It can be said
that the opinions of teachers about instructional emotions are at the level of “I
strongly agree” in the dimension of Enjoyment and this is a desirable outcome
for all the stakeholders of education, especially for students and teachers. Be-
cause enjoyment has positive and meaningful relationship with class motivation
and class discipline (Becker et al., 2015), ability to promote students’ learning
pleasure in the classroom (Pekrun, 2014) and the power to influence the quality
of teaching (Witcher et al., 2001; cited in Frenzel et al., 2009b). In addition, high
level of enjoyment can be expressed as an indicator of the strong link between
teachers and students (Hagenauer et al., 2015). Various studies (Becker et al.,
2015; Carson, 2006; Frenzel, 2014; Frenzel et al., 2009b; Frenzel et al., 2016;
Frenzel & Goetz, 2007; Keller et al., 2014b; Klassen et al., 2012; Sutton & Whe-
atley, 2003) provide the findings that support the high level of enjoyment that
teachers experience.

It is a desirable result that teachers’ opinions on teaching emotions are at “I
disagree” level in Anger dimension. Because negative student behaviors, which
can be expressed as destructive, negatively affect teachers’ emotional experien-
ces in education and teaching environments (Emmer & Stough, 2001), reducing
their intrinsic motivations (Pekrun et al., 2002), and prevents the achievement
of instructional administrative objectives. In addition, the intense anger experi-
enced by the teachers causes the weakening of the connection with the students
(Hagenauer et al., 2015). For these reasons, it is noteworthy that, although it is
desirable that teachers have low levels of anger in the study, anger has a higher
arithmetic mean than anxiety and frustration, which are considered as negative
emotions, and this is quite striking. Literature (Chang, 2013; Frenzel, 2014; Fren-
zel et al., 2009b; Keller et al., 2014a; Keller et al., 2014b; Prosen et al., 2014; Sha-
piro, 2010; Sutton, 2007; Sutton & Wheatley, 2003) show the result about anger
and support that anger is more dominant than other negative emotions.

78



Instructional Emotions Scale

Hope defined as “positive developments expected from the future” (Staats,
1987; cited in Ozer & Tezer, 2008) is shown among the emotions experienced by
teachers. It is a desirable result that teachers’ opinions about their instructional
emotions is “I strongly agree” in the dimension of Hope and it is the second
highest mean after Enjoyment. Because it is known that positive emotions are
of great importance in the development of ideas and behaviors of individuals
(Smith et al., 2012) and hope, which is among positive emotions, is expected to
contribute to the development of teachers’ ideas and behaviors, which are among
the indispensable elements of educational institutions. Hope is expressed as a
cognitive-motivational concept and is frequently found especially in the field of
positive psychology. Hope that emerges as an important variable supporting po-
sitive outcomes is frequently mentioned with the concept of subjective well-being
and has a significant relationship with subjective well-being (Sahin, Aydin, Sari,
Kaya & Pala, 2012). In addition, #ope is shown as one of the most important pre-
conditions of motivation (Kapusuzoglu, 2004), which is of great importance for
organizations to benefit from human resources effectively (Tarhan, 2014).

One of the emotions often experienced by teachers is frustration which is
seen as negative emotions (Buri€ et al., 2017) and occurs when there is no desired
expectation (Levering, 2000). It can be said that it is a desirable result that teac-
hers’ views on instructional emotions are at the level of “I disagree” in the dimen-
sion of Frustration. Because negative emotions experienced by teachers affect
their important decisions such as quitting their jobs (Frenzel et al., 2009a) and
frustration is among these negative emotions that increase teachers’ intention to
quit their jobs (Friedman, 1993; cited in Carson, 2006). Another important factor
that is related to the emotion of frustration after teachers’ intention to quit can
be said to be job burnout, which is defined as the power of individuals to realize
that they have lost their power and become aware of their tiredness by not achi-
eving what they desire (Ersoy, Yildirnm & Edirne, 2001; cited in Cemaloglu &
Erdemoglu Sahin, 2007). Frustration experienced by the teachers who are directly
related to the elements that are very important for the professional life of teac-
hers such as the intention to quit or job burnout should be carefully monitored
by all the stakeholders of the education and the necessary measures should be
taken by all the stakeholders of the education to ensure that the teachers do not
experience this emotion.

It has been concluded that the pride, enjoyment and hope, which are consi-
dered as positive instructional emotions of teachers, are experienced more in-
tensely than anxiety, anger and frustration. In various studies (Becker et al., 2015;
Frenzel et al., 2009b; Keller et al., 2014b; Klassen et al., 2012; Prosen et al., 2014),
teachers experience positive emotions more intensively than negative emotions
when they perform their instructional activities. Because the teaching profession
does not provide much economic benefits in essence, but the pleasure of the
work done, proud of the output and ultimately, looking to the future with hope.
Anxiety, anger and frustration, which are negative emotions, are emotions that
can be experienced in daily life by teachers like every individual. It can be stated
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that a teacher who loves his profession should pay attention not to reflect his /
her emotions to the education-education environment while preparing for the
teaching process and performing his profession.

Conducting the study only in Bolu province is the limitation of research and
research recommendations are given below.

Recommendations for Practitioners;

i-)Factors causing teachers to experience negative emotions such as anxiety,
anger and frustration should be identified, and all stakeholders of the education
system should be provided with the necessary efforts to take effective measures
against these factors which cause negative emotions.

ii-)The factors that cause teachers to experience positive emotions such as
pride, enjoyment and hope in high levels should be determined by the administra-
tors of the educational institutions and these factors should be strongly suppor-
ted.

iii-)Teachers should be given training on emotion regulation and emotion
management methods.

Recommendations to researchers;

i-)Teachers’ Instructional Emotions Scale includes six emotions: anxiety, pri-
de, enjoyment, anger, hope and frustration and investigators may also examine ot-
her emotions such as sadness, happiness, fear outside these emotions.

ii-) Teachers’ instructional emotions can be analyzed with different indivi-
dual, organizational and managerial issues and concepts such as organizational
climate, organizational culture, organizational commitment, organizational citi-
zenship, organizational virtuousness, organizational trust, organizational chan-
ge, classroom management, job satisfaction, job performance, motivation, com-
munication, leadership, self-efficacy, attitude, job burnout, emotional labor etc.

iii-) Teachers’ instructional emotions were examined quantitatively in this
research and researchers can examine these emotions through qualitative or mi-
xed methods.
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Giris

Duygular, gerek 0zel gerekse is yasaminda bireyin davraniglarina yon ver-
mekte, bireyin aldig1 ve alacagi kararlari etkilemekte olup hem birey hem de
orgilitler icin bilyiilk dneme sahiptir. Bu 6neme ragmen bugiline kadar orgiitsel
davranig alaninda ve nihayetinde Orgiitlerde duygulara cok az énem verilmesi
oldukga sasirtict bulunabilir. Duygularin gdz ardi edilmis olmasinin iki olasi agik-
lamasi olabilir. Bu olasi aciklamalardan ilki, mantikli olma efsanesidir. Mantikli
olma efsanesinde, Orgiitlerde yakin zamana kadar ig yapma sekli duygularin bas-
kilanmasini ve islerin mantikla yiriitiilmesini gerektiriyordu. Olasi aciklamalar-
dan ikincisi ise duygularin her tiiriiniin yikici oldugu bakig acisidir. Bu olumsuz
bakig acisindan dolay1 Orgiitsel kararlarda duygularin yer almasinin 6rgiit agisin-
dan zararl oldugu, bu nedenle de duygularin kullanilmamasi gerektigi goriist
hakimdi (Robbins ve Judge, 2012). Ancak, davranislar1 ve diisiinceleri giiglii bir
sekilde etkileyen duygularin (Dagleish ve Power, 1999) 6énemi son yillarda gi-
derek artmakta, duygular 6nemsenmekte ve ilgi gormektedir (Akcay ve Coruk,
2012; Argon, 2015; Frenzel ve digerleri, 2016; Frenzel, Pekrun ve Goetz, 2010;
Hong ve digerleri, 2016; Pekrun ve Linnenbrink-Garcia, 2014; Schutz ve Pekrun,
2007; Schutz ve Zembylas, 2009). Duygular, bugiin artik baski altina alinmasi
gereken yikici bir unsur olarak degil aksine Orgiitsel verimlilige katki sunan ve
¢alisanlarin ortaya koyduklar1 performanslari artirmada 6nemli yeri olan etkili
bir degisken olarak ele alinmaktadir. Bu sebeple ge¢misten bugiine degisimle
dolu olan egitimde duygular daha dikkat cekici hale gelme egilimindedir (Cross
ve Hong, 2009).

Duygular, smiftaki tiim egitim-0gretim siirecinin kalitesini, 6gretmen-0g-
renci etkilesimini ve sinif ortamini etkiledigi icin 6gretim ve 6grenmenin hayati
ve ayrilmaz parcasidir (Prosen, Smrtmik Vitulié¢ ve Polj$ak Skraban, 2014). Og-
retim ve O6grenme icin bu denli bilyiik 6neme sahip olan duygular, 6gretim ve
ogrenme faaliyetlerinde 6gretmen ve Ogrenciler tarafindan farkl sekillerde ve
yogunluklarda sergilenmektedir. Bu nedenle, egitimsel degisikliklerin ve reform
cabalarinin basarili olmasi isteniyorsa, duygularin daha iyi anlasiimasi, 6gretimin
ve 6gretmenin gelisiminin duygusal boyutlarinin bilinmesi gerekmektedir (Cross
ve Hong, 2009). Ogretimin duygusal boyutu, dgretmenlik mesleginin énemli bir
parcasi olarak kabul edilmekte olup (Sari¢, 2015) 6gretmenlerin duygulari yal-
nizca kendi iyi oluslari icin degil ayn1 zamanda 6gretmenlerin siniflarda sergile-
dikleri egitim ve o6gretim faaliyetleri icin de biiyiik 6nem tagimaktadir (Frenzel
ve digerleri, 2016). Ciinkii 6gretmenler, sinif ortaminda bir¢ok duygusal durum
icerisinde bulunmakta ve 6gretmenlerin bu duygusal durumlari 6zellikle 6gretim
sirasindaki etkilerinden dolayr 6gretim kalitesine de tesir etmektedir (Frenzel,
Goetz, Stephens ve Jacob, 2009b). Literatiir, 6gretmenlerin duygularinin 6gre-
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tim kalitesiyle, dolayisiyla 0grencilerin 6grenmeleri ve 6grenme ¢iktilariyla iligki-
li olduguna dair 6nemli bulgular saglamaktadir (Sari¢, 2015). Bu 6neme ragmen
ogretmen duygulariyla ilgili aragtirmalar yavag yavag ortaya ¢ikmakla birlikte
ogretmenlerin kendi duygu durumlarim degerlendirdikleri ¢aligmalarin genel
olarak azligi dikkat ¢cekmektedir (Buri¢, Sliskovi¢ ve Macuka, 2017; Frenzel ve
digerleri, 2016). Ogretmen duygularma acikca odaklanan mevcut literatiir siirls
olup, var olan literatiirde de daha ¢ok goriismeye dayali nitel yaklagimlar: kulla-
nan calismalar egemendir. S6z konusu bu calismalarda (Becker, Goetz, Morger
ve Ranellucci, 2014; Cross ve Hong, 2012; Darby, 2008; Jones ve Youngs, 2012;
Zembylas, Charalambous ve Charalambous, 2014) tipik olarak ogretmenlerin
duygularin1 meslekleriyle ilgili olarak nasil hissettiklerine iligkin oldukga genis
gerceveli sorularin kullanildigr goriilmektedir. Bu aragtirmalardan elde edilen
sonuclar da genellikle kisisel duygular acisindan degerlendirilmektedir (Frenzel,
2014). Oysaki sadece kisisel duygularin ne oldugu degil ayn1 zamanda bu duygu-
larmn ig yagsamina dolayisiyla okula, gretmenin kullandig1 yontemlere ve yaptigt
Ogretim faaliyetlerine yansimalar1 da 6nem arz etmektedir.

Duygusal bir ¢aba olan dgretim, sevingten 6fkeye dek degisebilen birtakim
duygusal deneyimleri icermektedir (Hargreaves, 1998). Ciinkii 6gretmenler, her
giin cesitli duygusal durumlarla karsi karsiya kalmakta olup soz konusu bu duy-
gusal durumlarin bazilar1 6gretmenler tarafindan uygun gorildigi ve Ozgiirce
ifade edildigi halde bazilar1 ise 6gretmenler tarafindan uygunsuz sayilmakta ve
gizlenmektedir (Taxer ve Frenzel, 2015). Ilgili literatiir (Frenzel ve digerleri,
2009b; Sutton, 2007; Sutton ve Harper, 2009; Sutton ve Wheatley, 2003; Taxer ve
Frenzel, 2015; Trigwell, 2009) 6gretmenlerin sinif ortaminda bircok duygusal de-
neyim yasadiklarini ve farkli duygusal durumlarla karsi karsiya kaldiklarini gos-
termektedir. Ayni literatiir ayrica arastirmacilarin 6gretmen duygularini cesitli
boyutlarda ele aldiklarini belirtmekle birlikte 6gretmenlerin en sik yasadiklari
duygularin haz alma, gurur, 6fke, kaygi ve hayal kiriklig1 duygular1 olduklarini or-
taya koymaktadir (Lee, Pekrun, Taxer, Schutz, Vogl ve Xie, 2016). Ogretmenlerin
ogretim faaliyetleri ile ilgili duygu durumlari olarak Frenzel ve digerleri (2010)
¢aligmalarinda 6fke, kaygi ve haz alma duygularini ele alirken Hong ve digerleri
(2016) ise Frenzel ve digerlerinin (2010) calismalarinda ele aldiklar1 s6z konusu
bu {i¢ duyguya gurur duygusunu da eklemislerdir. Hong ve digerleri (2016) bu
arastirmalarinin sonunda, arastirmacilara literatiirde daha ¢ok nitel ¢alismalar-
da yer bulan umut duygusunun da nicel olarak arastirilabilecegi onerisinde bu-
lunmuglardir. Ayrica kaygi, 6fke ve haz alma duygularini temel alarak 6gretmen
duygularinin 6gretmenlerin 6gretim davranislarina ve 6grencilerin elde ettikleri
sonuclara etkisini arastiran Frenzel ve digerleri (2009b) de hayal kiriklig1 duygu-
sunun bagka arastirmalara konu olabilecegini ifade etmislerdir.

Ogretmen duygulari ile ilgili aragtirmalarin kapsami ve derinligi 6nemli 61-
ciide genislemesine ragmen daha ¢ok nitel arastirmalarin 6n plana ¢iktigr goril-
mektedir (Hong ve digerleri, 2016). Konuyu nitel arastirma yontemleri ile ele
alan arastirmalarin bazilari; odak grup goriismeleri (Cross ve Hong, 2012), bi-
reysel goriismeler (Argon, 2015; Darby, 2008) ve deneyim drnekleme (Becker ve
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digerleri, 2014; Jones ve Youngs, 2012) yéntemleri seklindedir. Ogretmenlerin
farkli duygulari ile ilgili nitel arastirmalarin yogunluguna kargin nicel 6lgme arag-
larmin kullanildig arastirmalarin ve dolayisiyla nicel verilerin biiyiik oranda az
oldugu goriilmektedir (Buri¢ ve digerleri, 2017; Frenzel ve digerleri, 2016; Hong
ve digerleri, 2016). Nicel arastirmalarin azliginin yani sira ulagilabilinen kaynak-
larda Tiirkiye’de “Ogretmenlerin Ogretim Duygu Durumlari” baghikli herhangi
bir aragtirmaya rastlanilmamakla birlikte 6gretmenlerin egitim ve 6gretim faali-
yetini yerine getirirken yasadiklar1 duygusal deneyimlere yonelik olarak yapilan
¢ok az aragtirmanin oldugu (Aksu ve Yiiksel-Sahin, 1999; Argon, 2015; Develi,
2006; Oztiirk ve Ozan, 2015; Sengiil ve Demirel, 2016; Tasgin, Tekin ve Altinok,
2007; Temel, 2015; Temel, Akpinar, Birol, Nas ve Akpinar, 2015) ve s6z konusu
bu aragtirmalarin da kisith sayidaki duygu durumlarini ele aldigi tespit edilmistir.
Duygularla ilgili nicel arastirmalarin sayisal anlamda az olmasinda duygularin
dogal yapisinin da oldukga etkili oldugu sdylenebilir. Ogretmen duygularini in-
celeyen nicel 6lgme araglarinin ve ¢aligmalarin azlhigi iizerinde durulmasi gere-
ken 6nemli bir husustur. Ciinki 6gretmenler siif ortamina duygulariyla dahil
olmakta, sinif ortaminda farkli duygusal deneyimler yasamakta ve yasadiklari
bu duygusal deneyimler de 6gretmenlerin ¢alisma hayatr ile ilgili bircok unsuru
onemli Olciide etkilemektedir. Bu tespitler dogrultusunda s6z konusu arastirma-
da, baslangicta Frenzel ve digerleri (2010) tarafindan dfke, kaygi ve haz alma
duygular1 olmak tizere 6gretim faaliyetleri ile ilgili 6gretmenlerin deneyimledik-
leri ti¢ duygu durumu olarak olusturulan; daha sonra Hong ve digerleri (2016)
tarafindan bu ii¢ duygu durumuna gurur duygusu da eklenerek revize edilen ve
“Achievement Emotions Questionnaire-Teachers/AEQ-T” seklinde isimlendiri-
len 6lcegin literatiirdeki oneriler (Frenzel ve digerleri, 2009b; Hong ve digerleri,
2016) dogrultusunda umut ve hayal kiriklig1 duygular: eklenerek 6gretmenlerin
ogretim ile ilgili alt1 duygu durumunu (kaygi, gurur, haz alma, 6fke, umut ve ha-
yal kirikligr duygulari) dlcecek yeni bir yapiya kavusturulmasi ve betimsel analiz
aracihigiyla 6gretmenlerin 6gretim duygu durumlarina yonelik goriislerinin orta-
ya cikarilmast amacglanmustir.

Duygu

Bireyin psikolojik biitiinliigiine yonelik olan duygular, insan olmanin vaz-
gecilmez bir pargasidir (Hefferon ve Boniwell, 2014). Duygular, yiizyillardir in-
sanlig1 sasirtan gizemli bir insani fenomen olarak degerlendirilmekte (Hopfl ve
Linstead, 1993; akt. Chen, 2016) ve arastirmacilar tarafindan fizyolojik, felsefi,
tarihsel, sosyolojik, feminist, 6rgiitsel, antropolojik ve psikolojik perspektifler de
dahil olmak tizere bircok farkli teorik bakis agisini yansitacak sekilde kullanil-
maktadir (Oatley, 2000; akt. Fried, Mansfield ve Dobozy, 2015). Duygu kavra-
min1 Schutz, Hong, Cross ve Osbon (2006), toplumsal olarak insa edilmis, kisisel
olarak harekete gecirilmis, toplumsal-tarihsel baglamlarin bir parcasi olarak ya-
pilan etkinlikler esnasinda, amaglari elde etme veya standartlar1 ya da inanglari
devam ettirmek icin algilanan basarilarla ilgili bilingli ve/veya bilingsiz yargilar-
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dan ortaya cikan var olma yollart; Gerrig ve Zimbardo (2013), fizyolojik uyaril-
may1, biligsel stiregleri, hisleri, yliz ve durug sekli gibi gozle goriilebilir ifadeleri,
miihim goriilen bir duruma cevap olarak gosterilen belirli davranigsal tepkileri
iceren bedeni ve zihni degisimlerin karmagik bir sekli; Frijda (1988) ise eylem
durumlarini harekete gegiren durumsal anlamli 6znel deneyimler (akt. Meyer ve
Turner, 2006) seklinde tanimlamustir.

Duygular, sadece kisisel bir bagka ifadeyle 6zel egilimler ya da psikolojik
nitelikler meselesi olarak degil ayn1 zamanda bireyin yaptig isin nasil organize
edildigi ve yiriitilldiigii yoluyla insa edilen deneyimler olarak da ele alinabilmek-
tedir (Zembylas, 2003). Bireyin sahip oldugu s6z konusu bu duygulari1 bazi aras-
tirmacilar “temel bir kiime” icinde toplamaya calisirken bazi arastirmacilar ise
bireyin sahip oldugu duygular1 “temel” olarak degerlendirmenin ve nihayetinde
onlar1 bir “kiime” i¢inde toplamanin anlamli olmayacagini belirtmislerdir. S6z
konusu bu tartigmalarda yer alan arastirmacilardan biri de modern felsefenin
kurucusu olarak bilinen René Descartes’tir. Evrensel duygularin var oldugunu
ifade eden Descartes merak, sevgi, nefret, 6zlem, nese ve iiziintii olmak iizere alt1
“basit ve ilkel” duygunun oldugunu ifade etmis ve diger biitiin duygularin bahsi
gecen bu duygularim ya bir tiirevi ya da bir bilesimi oldugunu 6ne stirmiistiir.
Descartes’in One siirdiigii bu alt1 temel duygunun yani sira bazi arastirmacilar
ise ofke, korku, tiziintii, mutluluk, igrenme ve sasirmanin bireyin sahip oldugu
temel duygular oldugunu iddia etmislerdir. Hume, Hobbes ve Spinoza gibi di-
ger felsefeciler de Descartes’i destekler nitelikte belirli duygu kategorilerinden
bahsetmis olmalarina ragmen s6z konusu bu tartismalar giiniimiizde de devam
etmekte olup temel bir duygu kiimesinin varliginin kanitlanmasinin hala modern
arastirmacilar1 bekledigi sylenebilir. Bu beklentiyle birlikte psikologlarin veya
felsefecilerin bireyin sahip oldugu temel duygu kiimesi tizerinde anlagabilmelersi,
hatta boyle bir seyin varligina ikna olabilmeleri bile pek miimkiin gériinmemek-
tedir (Robbins ve Judge, 2012). Duygulari siniflandirmanin bir bagka yolu da
duygular1 olumlu veya olumsuz olmalarina gore iki ana kategoriye ayirmaktir
(Watson, Clark ve Tellegen, 1988). Ciinkii meydana gelen bazi olaylarin kisinin
olumsuz duygular1 yasamasina sebep oldugu bazi olaylarin ise kisinin olumlu
duygular1 yagsamasina katki sagladigi bilinmektedir. Ortaya ¢ikistyla ilgili bircok
bakig acisinin belirtildigi duygular, bireyler tarafindan farkl sekillerde deneyim-
lenebilir. Bireyler olumsuz duygulari, basaramadiklarinda ya da hedeflerini ye-
rine getiremediklerinde yasarken, olumlu duygular: ise kendileri i¢in 6nemli bir
hedefe ya da beklentiye ulastiklar1 zaman yasarlar (Oatley ve Jenkins, 1996; akt.
Prosen ve digerleri, 2014). Olumlu duygular, bireylerin eylem ve disiince yelpa-
zesini genigletirken bireyin olumsuz duygularini siler ve psikolojik dayanikliligini
da gelistirir (Hefferon ve Boniwell, 2014). Olumlu ve olumsuz duygularin yant
sira duygularla ilgili bir bagka siiflandirma da olumlu ve olumsuz duygulanim
seklindedir. Olumlu duygulanim heyecan, kendine giiven, nese gibi duygulardan
meydana gelen bir duygu durum boyutu iken olumsuz duygulanim ise endise,
stres, sinirlilikten meydana gelen bir duygu durum boyutu oldugu soylenebilir
(Robbins ve Judge, 2012). Bireyin sahip oldugu duygularin temel bir kiime igeri-
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sinde toplanip toplanilmayacagi, olumlu veya olumsuz olarak smiflandirilip sinif-
landirilmayacag tartigmalarinin yaninda duygularin notr olup olmadig: da gesitli
tartigmalara konu olmaktadir. Ben-Ze’ev’e (2000; akt. Robbins ve Judge, 2012)
gore duygular notr olamaz. Clinkii notr olmak ayni zamanda duygusuz olmak da
demektir. Bahsedildigi iizere arastirmacilar tarafindan farkli sekillerde ele alinan
ve nihayetinde bircok farkl tartismaya konu olan duygular bireyler igin 6nemli
islevlere sahip oldugu gibi orgiitler icin de olduk¢a dnemlidir.

Orgiitlerde Duygular

Insanlarin davraniglarina etki eden en 6nemli unsurlardan biri de duygu-
lardir. Duygular, calisanlarin orgiitteki davraniglarina etki etmeleri bakimindan
bilyiik bir 6neme sahiptir. Ancak tarihsel siirec icerisinde degerlendirildiginde
orgiitlerde duygu kavramina mesafeli yaklasildigi, 6rgiitlerin duygu kavramindan
genellikle uzak durdugu ve nihayetinde yakin zamana kadar orgiit kuramlarinin
duygulara pek fazla 6nem vermedigi goriilmektedir (Akgiin, Keskin ve Byrne,
2009; Fineman, 1993; Tiirkay, Unal ve Tasar, 2011). Duygularin siibjektif, miip-
hem, tanim gii¢ olarak nitelendirilmesi ve mantiktan biitiinliyle bagimsiz olarak
degerlendirilmesi yirminci yiizyil ve daha dncesindeki arastirmalarda duygulara
gereken ilginin gosterilmeyip duygularin ihmal edilmesinin arkasindaki en bityiik
nedenler olarak gosterilebilir (Damasio, 2000; akt. Sakiz, 2014). Duygularla ilgili
olarak bu olumsuz nitelendirme ve degerlendirmelere ek olarak duygular uzun
stire oOrgiitler i¢in yikici potansiyeli olan bir gii¢ olarak goriilmiis ve duygularin
orgiitten uzak tutulmasi gerekliligine inanilmistir (Akgiin ve digerleri, 2009).
Ozellikle geleneksel bakis acisinin yonetim alaninda baskin oldugu bu dénem-
lerde etkili olan temel yaklagim, Orgiitlerin ¢alisanlarin sezgilerine ve hislerine
miisaade etmeyecek kadar asir1 derecede kati bir biirokratik yapiya sahip olma-
lar diisiincesiydi. Ancak, daha sonraki zaman zarfinda 6n plana cikan davranisgi
ve insancil yaklasimlar bu bakis agisinin dogru olmadigint savunmustur (Gtiney,
2014). Ciinkii insanin yaradilisi ile irtibath bir kavram olan duygu, insan hayatinin
ayrilmaz bir pargasini olusturmakta ve insanin hem i¢ dongiilerinin hem giindelik
yasaminin hem de ig hayatinin en 6nemli degiskenlerinden biri olmaktadir. Dola-
yistyla duygu, yonetim gibi bir¢ok alan1 dogrudan ilgilendiren bir kavram olarak
ortaya ¢ikmaktadir (Gross, 1998; akt. Korkmazyiirek ve Hazir, 2017). Giiniimiiz-
deki bilimsel gelismeler ve calismalar da duygularin orgiitteki dneminin artik
daha fazla gérmezden gelinemeyecegini ortaya koymaktadir (Akgay ve Coruk,
2012; Argon, 2015; Buri¢ ve digerleri, 2017; Cross ve Hong, 2009; Hong ve diger-
leri, 2016; Robbins ve Judge, 2012). Bilimsel gelismeler ve calismalarla orgiitler
icin 6dnemi giin gectikge daha da ortaya cikan duygular, orgiitlerin ayrilmaz bir
pargasi oldugu gibi daha 6zel bir bakis acisiyla ele alindiginda egitim orgiitlerinin
de ayrilmaz bir pargasi olup egitim Orgiitleri igin de biiyiik bir 6nem arz etmekte-
dir (Hargreaves, 2000). Calisanlarin duygularint deneyimledikleri ¢aligma ortami
egitim kurumlar1 oldugu zaman duygularin 6nemi daha da artmaktadir (Argon,
2015). Ciinki egitim kurumlari diger orgiitlerden farkl olarak, egitim ve 6gretim
faaliyetleri ile bireyleri dogrudan, toplumu da dolayli olarak etkilemekte olup
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iretken, kendine yeten, basarili, toplumsal yagama uyumlu, duyarli ve sonugta
mutlu bireyler yetistirmeyi amaclayan énemli kurumlardir (Nartgiin ve Dilekgi,
2016). Bu bilgiler 1s181nda duygularin egitim kurumlari baglaminda ele alinmasi-
nin yararl olacagi sdylenilebilir.

Egitim Kurumlarinda Duygular ve Ogretmen Duygulart

Duygular, zorlu calisgma kosullarini barindiran egitim kurumlarinda biiytiik
Onem arz etmesine ragmen egitim politikas1 uygulayicilarinin ve egitim aras-
tirmacilarinin ¢ogu egitim kurumlarinda duygulara ya ¢ok az dnem vermis ya
da duygular hic¢ dikkate almamistir (Hargreaves, 2000). Bunun yani sira egitim
kurumlari i¢in vazgecilmez unsurlardan biri olan 6gretmenlerin sahip olduklar:
duygularin dikkate alinmasi egitim ve 0gretim faaliyetleri igin bilyiik 6nem arz
etmesine ragmen O0gretmenlerin sahip olduklari duygularin egitim kurumlarinda
gorev yapan yoneticilerce de dikkate alinmadigi goriilmektedir (Argon, 2015).
Oysaki 6gretmenlerin deneyimledikleri duygular, tizerinde titizlikle durulmasi
gereken duygulardir. Ciinkii 6gretmen duygulari iyi bir egitim-0gretim faaliyeti
ve okul gelisimi icin bilyiik 6nem arz etmektedir (Kelchtermans, 2005). Egitim
kurumlari icin hayati 6nem tastyan 6gretmenlerin duygu durumlarini gérmezden
gelmek egitim kurumlarina olumsuz olarak yansiyabilmekte ve egitim kurumla-
rina zarar verebilmektedir.

Ogretmenlerin egitim ve 6gretim faaliyetlerini yerine getirirken deneyim-
ledikleri duygular, uzun siire olumlu duygular ve olumsuz duygular seklinde iki
temel ve genel cerceve altinda incelenmistir. Ancak bir¢ok arastirmaci duygula-
rin olumlu ve olumsuz olarak genel bir sekilde boyutlandirilmasinin duygularin
olusumunu dogru bir sekilde aciklamak icin yeterli olmadigini ifade etmistir (La-
zarus, 1991; akt. Keller, Frenzel, Goetz, Pekrun ve Hensley, 2014b). Giinimiiz-
de artik 6gretmenlerin egitim ortamlarinda deneyimledikleri duygular, olumlu-
olumsuz olarak sinirli bir sekilde ele alinmaktan ziyade haz alma duygusu (Becker
ve digerleri, 2014; Becker, Keller, Goetz, Frenzel ve Taxer, 2015; Buri¢ ve di-
gerleri, 2017; Frenzel, 2014; Frenzel, Goetz, Liidtke, Pekrun ve Sutton, 2009a;
Frenzel ve digerleri, 2009b; Frenzel ve digerleri, 2010; Frenzel ve digerleri, 2016;
Frenzel ve Goetz, 2007; Hagenauer, Hascher ve Volet, 2015; Hong ve digerleri,
2016; Keller, Chang, Becker, Goetz ve Frenzel, 2014a; Keller ve digerleri, 2014b;
Klassen, Perry ve Frenzel, 2012; Lee ve digerleri, 2016; Shapiro, 2010); gurur
duygusu (Buri¢ ve digerleri, 2017; Darby, 2008; Frenzel, 2014; Hong ve digerleri,
2016; Keller ve digerleri, 2014b; Shapiro, 2010); hayal kurikligt duygusu (Jiang, Va-
uras, Volet ve Wang, 2016; Lee ve digerleri, 2016; Levering, 2000; Sutton, 2007;
Sutton ve Wheatley, 2003); diziintii duygusu (Argon, 2015; Sengiil ve Demirel,
2016); sevgi duygusu (Buri¢ ve digerleri, 2017); korku duygusu (Steigenberger,
2015); tiikenmiglik duygusu (Buri¢ ve digerleri, 2017; Chang, 2009); kaygt duygu-
su (Becker ve digerleri, 2014; Develi, 2006; Frenzel, 2014; Frenzel ve digerleri,
2009b; Frenzel ve digerleri, 2010; Frenzel ve digerleri, 2016; Frenzel ve Goetz,
2007; Hagenauer ve digerleri, 2015; Hong ve digerleri, 2016; Keller ve digerleri,
2014a; Klassen ve digerleri, 2012; Lee ve digerleri, 2016; Steigenberger, 2015;
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Sutton, 2007; Taggin ve digerleri, 2007); heyecan duygusu (Shapiro, 2010); seving
duygusu (Prosen ve digerleri, 2014); umut duygusu (Schutz ve digerleri, 2006; Ste-
igenberger, 2015); urmutsuzluk duygusu (Buric ve digerleri, 2017); mutluluk duy-
gusu (Sengiil ve Demirel, 2016); dfke duygusu (Argon, 2015; Becker ve digerleri,
2014; Becker ve digerleri, 2015; Buri¢ ve digerleri, 2017; Frenzel, 2014; Frenzel
ve digerleri, 2009b; Frenzel ve digerleri, 2010; Frenzel ve digerleri, 2016; Frenzel
ve Goetz, 2007; Hagenauer ve digerleri, 2015; Hong ve digerleri, 2016; Keller
ve digerleri, 2014a; Keller ve digerleri, 2014b; Klassen ve digerleri, 2012; Lee ve
digerleri, 2016; Oztiirk ve Ozan, 2015; Prosen ve digerleri, 2014; Steigenberger,
2015; Sutton, 2007; Sengiil ve Demirel, 2016; Temel, 2015; Temel ve digerleri,
2015; Shapiro, 2010); yalnizlik duygusu (Shapiro, 2010) gibi farkl bagliklar altin-
da ele alinmakta ve bircok arastirmaya konu olmaktadir. S6z konusu bu 6gret-
men duygularinin 6grenci ve 6gretmen davraniglart da dahil olmak tizere 6gre-
tim siiregleriyle ayrilmaz bir sekilde baglantili oldugu goriilmektedir (Frenzel,
2014). Ogretmen duygulari ile simif yasaminin gesitli yonleri arasindaki iliski bazi
arastirmacilar tarafindan (Beauchamp ve Thomas, 2009; Kelchtermans, Ballet ve
Piot, 2009; Meyer ve Turner, 2002; Roorda, Koomen, Spilt ve Oort, 2011; Yan,
Evans ve Harvey, 2011) incelenmistir.S6z konusu bu arastirmalardan elde edilen
bulgular siniftaki 6gretmen duygularinin 6nemini ve 6gretmen duygularinin sinif
yasamindaki potansiyel etkilerini ortaya koymaktadir (Fried ve digerleri, 2015).

Bireyin deneyimledigi duygular, onun Orgiitsel davraniglarini 6nemli Olgii-
de etkilemektedir (Weiss ve Cropanzano, 1996). S6z konusu bu degerlendirme
egitim kurumlari baglaminda ele alindiginda duygularin 6gretmenlerin 6gretim
davraniglarin1 yonlendiren énemli faktorler oldugu sdylenebilmektedir. Ogrenci-
ogretmen etkilesimlerinde oldukga sik bir sekilde goriilen duygular, sinif yagami-
nin vazgecilmez bir pargasidir. Bunun yani sira duygular, sinif igerisindeki tiim
egitim slireglerinin niteligi igin de biiyiik bir dneme sahiptir (Prosen ve digerleri,
2014). Ogretmenlerin duygu durumlari egitimin niteligi, 6gretimin etkililigi ve
kalitesi, okul iklimi; 6grencilerin basarilari, egitimleri, davranislari, sinif etkin-
liklerine katilimlari; 6gretmenlerin sinif disiplini davraniglari, simif yonetimleri,
Ogretim tarzlari, 6z yeterlik inanglar1 gibi bircok unsuru biiyiik Olciide etkile-
mektedir (Frenzel, 2014; Frenzel ve digerleri, 2009b; Hagenauer ve digerleri,
2015; Hosotani ve Imai-Matsumura, 2011; Pekrun, 2014; Taxer ve Frenzel, 2015).
Ogretmenlerin duygu durumlari ayrica 6grenci duygularini da biiyiik olciide et-
kilemektedir. Etkilesim icerisinde olan bireyler ayni duyguyu hissedebildikleri
gibi birbirlerinin duygu durumlarindan da etkilenebilirler. Ogretmenlerin sinif
icerisinde yasadiklar1 ve daha sonrasinda davranissal olarak sergiledikleri duy-
gular, 0grencilerin yasadiklar1 duygular iizerinde derin etkilere sahip olabilir.
S6z konusu bu durum haz alma, gurur gibi olumlu duygular icin gegerli oldugu
gibi kayg, 6fke, hayal kirikligi gibi olumsuz duygular i¢in de gegerlidir (Pekrun,
2014). Ogretmenlerin sahip olduklar1 pozitif duygularin égrenciler iizerinde
pozitif etkilere, negatif duygularin da negatif etkilere neden oldugu aragtirma
bulgulariyla ortaya konulmustur (Rodrigo-Ruiz, 2016). Bununla birlikte litera-
tiir (Darby, 2008; Fullan, 1993, 1999; Hargreaves ve Fullan, 1998; Little, 1996)
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biyiik 6lcekli egitimsel degisim olarak ifade edilebilecek olan okul reformu ile
duygular arasindaki iliskiyi de ortaya koymaktadir (Cowie, 2011). Ogrencilerin
ogrenmesini desteklemeye yardimet olan, icerisinde sayisiz olanagi barindiran ve
essiz egitim ortamlari olarak nitelendirilen siniflarda (Meyer ve Turner, 2006)
duygular sadece 6grencilerin gerceklestirdigi 6grenme faaliyetlerinin bir parcasi
olarak kalmaz. Duygular, ayn1 zamanda 6gretmenler tarafindan 6gretim faaliyet-
leri sirasinda da hissedilir (Trigwell, 2012). Ciinkii 6gretmenlerce gerceklestirilen
ogretim faaliyetleri duygusal bir uygulamadir (Hargreaves, 2000). S6z konusu bu
duygusal uygulama esnasinda ogretmenlerin deneyimledikleri duygu durumlari,
Ogretim duygu durumlari olarak ifade edilmekte olup egitim ile ilgili bircok un-
sur icin biiyiik bir 6neme sahiptir.

Ogretmenlerin Ogretim Duygu Durumlart

Duygunun 6gretim ile i¢ ice gectigi, 6gretimin ayrilmaz bir pargasi oldugu
arastirmacilarca yaygin olarak kabul edilmektedir (Hargreaves, 2001). Bu kabu-
liin yani sira egitim kurumlarinda 6gretim faaliyetleri 6gretmenlerce yerine ge-
tirildiginden dolay1 6gretmenlerin duygu durumlarinin da egitim kurumlari igin
biiytik 6nem arz ettigi de ifade edilmektedir. Ancak bu biiyiikk 6neme ve 0gret-
menlerin giinliikk deneyimlerinin 6ziinde duygularin yatmasima (Cross ve Hong,
2009) ragmen 6gretmenlerin duygusal deneyimlerinin 6gretme uygulamalariyla
nasil bir iligki icinde olduguna yonelik cok az bilginin mevcut oldugu, 6gretmen
duygularyla ilgili yapilan calismalarin da oldukga yeni ve sinirh oldugu goriil-
mektedir. S6z konusu bu durumun ortaya ¢ikmasina duygularin cok uzun bir siire
mantiksiz bulunmasi ve ¢ocukca nitelendirilmesinin neden oldugu sdylenebil-
mektedir. Bahsi gegen bu olumsuz bakis agisinin neticesinde 0gretmenlerin duy-
gu durumlar ciddi deneysel diisiinceye deger bulunmayarak goz ardi edilmistir.
Oysaki duygular, 6gretmenlerin egitim faaliyeti icerisindeki etkililigini 6grencile-
rin bilig, duygu ve motivasyon durumlar1 yoluyla 6nemli bir sekilde etkilemekte-
dir (Sutton ve Wheatley, 2003).

Ogretmenler, her is giinii bircok bireyle etkilesim halinde olup duygularin
egitim kurumunun hemen hemen her ortaminda ve her zaman diliminde kul-
lanmaktadirlar (Hargreaves, 2000). Ogretmenlerin kisisel amaclari, gecmis de-
neyimleri, beklentileri gibi unsurlar sinif icerisindeki yasadiklar1 s6z konusu bu
duygularin tiirti iizerinde etkili olmaktadir (Sutton, 2007). Bu nedenle de &g-
retmenler sinif icerisinde gerceklesen faaliyetlerin niteligine bagh olarak farkl
duygulara sahip olabilmektedirler. S6z konusu bu durum, sinif icerisindeki duy-
gusal deneyimlerin bir birey iginde ya da bagimsiz bir cevrede ortaya ¢ikmadigini
aksine duygusal deneyimlerin biiytlik bir sosyal ve tarihsel baglama dayali olarak
birey ve cevre etkilesiminin dogal bir neticesinde gerceklestigini gdstermektedir
(Hong ve digerleri, 2016; Schutz ve digerleri, 2006). Ayrica dgrencilerin dgren-
me siirecleri, bu stireclerde ortaya koyduklar1 davranislar, elde ettikleri bagarilar,
ortaya cikan disiplin sorunlart gibi unsurlar da 6gretmenlerin sinif icerisindeki
duygusal deneyimlerini etkilemektedir (Prosen ve digerleri, 2014). Bununla bir-
likte ogretme faaliyeti sirasindaki olumlu ve olumsuz duygusal deneyimler, 6g-
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retmenlerin dgretimle ilgili davranig egilimlerini de belirlemektedir (Frenzel ve
digerleri, 2009b).

Bireyler ve gruplarda duygusal durumlar gesitli farkliliklar gosterebilmekte
olup (Smith, Hoeksema, Fredrickson ve Loftus, 2012) bireyler ve gruplar arasin-
daki duygusal durumlarin birbirlerini etkilediginden de bahsedilebilir. Bu dog-
rultuda, 6gretmenlerin 6grenciler ile kurduklari iligkilerde 6gretmenlerin duygu
durumlarinin biiyiik etkisinin oldugu sdylenebilir. Bir¢cok arastirma (Golby, 1996;
Hargreaves, 1994, 1998, 2000; Intrator, 2006; Nias, 1989) s6z konusu bu iligki-
nin varligin1 géstermektedir (Frenzel, 2014). Meyer ve Turner (2006), 6gretmen
duygularinin 6grenci duygulariyla ayrilmaz bir sekilde iligkili oldugunu ifade et-
mekte olup Becker ve digerleri (2014) ile Frenzel ve digerleri (2009a) de aras-
tirmalarinda Meyer ve Turner’in (2006) ifadelerini destekler nitelikte bulgular
elde etmislerdir. Becker ve digerleri (2014), 6gretmenlerin deneyimledikleri haz
alma, ofke ve kaygi duygulari ile 6grencilerin deneyimledikleri haz alma, 6fke ve
kaygi duygular1 arasinda 6nemli Olciide bir iligkinin oldugunu tespit ederken 6g-
retmenler ve dgrenciler arasindaki haz alma duygusu iligkisini inceleyen Frenzel
ve digerleri (2009a) de benzer bir sekilde 6gretmen duygulari ile 6grenci duygu-
lar1 arasindaki iligkiyi ortaya koymusturlar. S6z konusu bu duygusal iligkilerin
neticesi olarak 6gretmenlerin sinif icerisindeki duygu durumlarimin 6grencilerin
basarisini artirabildigi veya dusiirebildigi sOylenebilmektedir. Bircok aragtirma
(Beilock ve digerleri, 2010; Hargreaves, 2000; Lortie, 1975; Scott ve Sutton, 2009;
Sutton ve Wheatley, 2003) 6gretmenlerin duygularinin 6grencilerin basari davra-
niglart ile agik bir sekilde iligkili oldugunu gostermektedir (Frenzel, 2014). Ayrica
Rodrigo-Ruiz (2016) de 6gretmenlerin yasadiklar: duygularin 6grencilerin duy-
gularmi, duygusal yetkinliklerini, motivasyonlarini, akademik performanslarini,
sosyal davraniglarini ve sinif disiplinini etkiledigine yonelik ampirik bulgular li-
teratiir taramasiyla (Becker ve digerleri, 2014; Beilock, Gunderson, Ramirez ve
Levine, 2010; Brackett, Floman, Ashton-James, Cherkasskiy ve Salovey, 2013;
Emmer, 1994; Eysenck ve Calvo, 1992; Frenzel ve digerleri, 2009b; Kimura, 2010;
Kunter ve digerleri, 2008; Morris, Denham, Bassett ve Curby, 2013; Postareff
ve Lindblom-Ylanne, 2011; Saunders, 2013; Skinner ve Belmont, 1993; Sutton
ve Wheatley, 2003; Trigwell, 2012; Turner ve digerleri, 2002; akt. Rodrigo-Ru-
iz, 2016) elde etmistir. S6z konusu bu bulgular 6gretmenlerin egitim ve 6gretim
faaliyetlerini yerine getirirken sinif icerisinde yagadiklar1 duygu durumlarinin ni-
telikli bir sinif ortaminin meydana getirilmesinde bilyiik 6neme sahip oldugunu
gostermektedir.

Duygu arastirmalarinda, duygularin olumlu ve olumsuz diye iki faktorle 6l-
ctilmesinden ziyade duygularin haz alma duygusu, kaygi duygusu, 6fke duygusu
gibi daha belirgin, farkli ve cok faktorli olarak incelenmesinin yararli oldugu ve
saglikli sonuclar verdigi bulgularla saptanmistir (Frenzel ve digerleri, 2016; Kel-
ler ve digerleri, 2014b). Ciinki sinif icerisinde egitim-ogretim faaliyetleri 6gret-
menlerce strdiiriiliirken 6gretmenler ayn1 zamanda 6fke ve kaygi gibi duygusal
durumlar1 deneyimleyebilir, hatta ayni sinif ortaminda cesitli hedeflerin gercek-
lesmesi icin caba sarf edilirken umut, gurur ve haz alma gibi duygular da ortaya
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cikabilir (Schutz ve digerleri, 2006). Ogretmenlerin smif igerisinde yasadiklar
duygu durumlaryla ilgili yapilan arastirmalarda 6gretmenlerin olumlu ve olum-
suz diye sinirlandirilamayacak sekilde farkli duygu durumlarini deneyimledikle-
ri tespit edilmistir. Keller ve digerleri (2014a), 6gretmenlerin sinifta en sik haz
alma duygusunu, daha sonra sirasiyla 6fke ve kaygi duygularini yasadiklari ortaya
koymuslardir. Hong ve digerleri (2016), 6gretmenlerin farkli diizeylerde de olsa
sinif ortaminda haz alma, ofke, kaygi, gurur duygularin1 deneyimlediklerini ve
umut duygusunun da 6gretmenlerin duygu durumu arastirmalarina konu ola-
bilecegini ifade etmislerdir. Emmer (1994); Godar (1990); Hargreaves (1998);
Oplatka ve Eizenberg (2007); Sutton ve Wheatley (2003); Zembylas (2005) aras-
tirmalarinda 6gretmenlerin sikca yasadiklar: olumsuz duygularin kaygi, o6fke ve
hayal kiriklig1 oldugu sonucuna ulagsmislardir (Jiang ve digerleri, 2016). Keller ve
digerleri (2014b), haz alma ve 6fke duygu durumlarinin dgretmenlerin duygusal
deneyimleri icerisinde en sik kullanilan pozitif ve negatif duygular olduklarini
bulgularla gostermislerdir. Frenzel ve digerleri (2009b) hayal kiriklig1 duygusu-
nun 0gretmenlerin duygu durumu calismalarinda ele alinabilecegini belirtmis-
lerdir. Sutton ve Wheatley (2003) ise dgretmenlerin egitim faaliyetlerini yerine
getirirken sinif ortaminda kaygi, hayal kiriklig1 ve 6fke gibi olumsuz duygular
yasadiklarini aciklamiglardir. S6z konusu bu arastirmalarin sonucunda Frenzel
ve digerleri (2016) ile Keller ve digerlerinin (2014b) arastirmalariyla benzer so-
nuglara ulagiimig olup bu yazarlar duygularin olumlu ve olumsuz diye iki sinirh
baslik altinda incelenmesinden ziyade duygularin daha genis kapsamli olarak ele
alinmasinin yararl olacagini bulgularla gostermektedirler. Aragtirmada, bahsi
gegen bu sebepler dogrultusunda ilgili literatiir incelenerek 6gretmenlerin 6gre-
tim duygu durumlar olarak kaygi, gurur, haz alma, 6fke, umut ve hayal kiriklig
duygular ele alinmistir.

Arastirmanin Amact

Bu arastirmayla “Achievement Emotions Questionnaire-Teachers/AEQ-T”
(Hong ve digerleri, 2016) 6l¢eginin egitim ¢alisanlar: baglaminda gecerlik-giive-
nirlik ¢calismalar1 yapilarak Tiirk kiiltiirine uyarlanmasi, dort boyuta sahip olan
bu 6lgege umut duygusu ile hayal kiriklig1 duygusu boyutlar: eklenerek dlcegin
alt1 boyut olarak revize edilmesi ve 6gretmenlerin 6gretim duygu durumlarina
iliskin goriislerinin betimsel analizle ortaya ¢ikarilmasi amaglanmistir. Boylece
arastirmada, hem 6gretmenlerin 6gretim duygu durumlarinin belirlenmesi hem
de egitim kurumlari icin dnemli bulgularin elde edilmesi arzu edilmektedir.

Yontem

Arastirmanin Calisma Gruplart

Bu aragtirma, 2017-2018 egitim ve 0gretim yilinda Turkiye nin farkli illerin-
de gOrev yapan ortaokul dgretmenleri lizerinde yiriitiilmistiir. Olgegin agim-
layic1 faktor analizi (AFA) ile giivenirlik analizleri birinci ¢alisma grubundan,

90



Ogretim Duygu Durumlar Olgegi

dogrulayici faktor analizi (DFA) ikinci ¢alisma grubundan, gegerlik ve giivenirlik
caligmalart ile nihai seklini alan 6lgegin betimsel analizi ise ii¢lincii ¢calisma gru-
bundan saglanan veri seti lizerinden yiiritilmistiir.

Aragtirmann birinci ¢alisma grubu

Olgegin AFA ve giivenirlik analizleri icin deneme uygulamasi Batman ilinde
yapilmustir. 15 ortaokulda gorevli olan 410 §gretmene Nisan-Mayis 2017 tarihle-
rinde Olgek dagitilmistir. Geri doniis saglanan ve istatistiki anlamda kullanilabile-
cek durumda olan 318 6lcek ile AFA ve giivenirlik analizleri yapilmustir.

Aragtirmamin ikinci ¢calisma grubu

Olgegin DFA icin deneme uygulamasi, Haziran 2017 tarihinde yapilmistir.
Donem sonu seminer ¢aligmalaria Bolu ilinde katilan Tiirkiye'nin farkl illerin-
de gorev yapan Ogretmenler ile Balikesir ili Gonen il¢esinde gorevli olan 6gret-
menlere DFA icin olcek dagitilmistir. Geri doniis saglanan ve istatistiki anlamda
kullanilacak durumda olan 405 6lgek ile DFA yapilmustir.

Aragtirmann iiciincii ¢calisma grubu

AFA, DFA ve giivenirlik analizleri aracilifiyla nihai seklini alan dlcegin be-
timsel analizi i¢in uygulamasi, 2017-2018 egitim-6gretim yilinda Bolu ili merkez
ve tiim ilgelerinde bulunan 66 resmi ortaokulda goérev yapan 1099 6gretmen ile
yapilmistir. Geri doniis saglanan ve istatistiki anlamda kullanilacak durumda olan
732 Olcek analize tabi tutulmustur. Bu sayinin da arastirmanin iigiincii ¢aligma
grubunun %66,60’ 11 olusturdugu goriilmektedir. Aragtirmanin betimsel anali-
zine dahil olan 6gretmenlerin %59’unun kadin, %41’inin erkek; %90,3’liniin
lisans, %9,7’sinin lisansiisti egitime sahip; %16,3’tiniin Tiirkge, %15,2’sinin
Matematik, %12,3’tiniin Fen Bilgisi, %8,9’unun Sosyal Bilgiler, %14,6’sinin
Ingilizce, %7,9’unun Din Kiiltiirii ve Ahlak Bilgisi, %4’iiniin Gorsel Sanatlar,
%35,1’inin Teknoloji ve Tasarim, %3,3’iinlin Miizik, %3 tiniin Bilisim Teknolojile-
ri, %5, 7’sinin Beden Egitimi, %3,8’inin Ozel Egitim branslarinda; %24,8’inin 1-5
yil, %30,5’inin 6-10 yil, %22,4’iintin 11-15 yil, %15,3’tintin 16-20 y1l, %7’sinin 21
ve Uistll yil mesleki kideme sahip; %32,7’sinin 21-30, %51’inin 31-40, %13,3’iiniin
41-50, %3’tiniin 51 ve usti yag araliklarinda; %77°sinin evli, %23’ iniin bekar;
%060,9’unun il merkezinde, %?25,4’tinlin ilce merkezlerinde, %13,7’sinin ise kdy-
lerde gorev yaptiklart goriilmektedir.

Veri Toplama Araci

Frenzel ve digerleri (2010) 6gretmenlerin duygularini ele alan mevcut olg-
me araglarinin azhigini gz oniine alarak haz alma, 6fke ve kaygi olmak tizere ii¢
duyguyu iceren “Achievement Emotions Questionnaire for Teachers (AEQ-Te-
acher)” 6l¢egini gelistirmiglerdir. Duygusal emek, duygusal zeka, duygu yonetimi
yetenegi gibi duygularla ilgili ¢esitli 6lgme araglari olmasinin yani sira Frenzel
ve digerleri (2010) tarafindan gelistirilen soz konusu bu o6l¢ek, dgretmenlerin
siniftaki 6gretim faaliyetleri ile ilgili olarak yasadiklar1 haz alma, 6fke ve kaygi
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duygularini ortaya cikarmayr amaclamaktadir. Diger arastirmacilar da (Becker
ve digerleri, 2015; Frenzel ve digerleri, 2009b; Frenzel ve digerleri, 2016; Klassen
ve digerleri, 2012) haz alma, 6fke ve kaygi duygularini 6gretmenlerin duygu du-
rumlari olarak ele alip farkli kiiltiirlerdeki calismalara konu etmislerdir.

Frenzel ve digerleri (2010) tarafindan haz alma, 6fke ve kaygi seklinde ele
alman duygu durumlari, 6gretmenlerin siniftaki glinliik egitim-6gretim faaliyet-
lerinde yasadiklar1 baskin duygular arasinda yer almaktadir. Ancak 6gretmenle-
rin smiftaki giinlik egitim-6gretim faaliyetlerinde bagka duygular1 da farkl yo-
gunluklarda yasadiklart literatiirde ifade edilmektedir. Hong ve digerleri (2016)
“Revising and Validating Achievement Emotions Questionnaire-Teachers/
AEQ-T” isimli ¢aligmalariyla hem Frenzel ve digerleri (2010) tarafindan gelis-
tirilen dlgegin baz1 maddelerini revize etmek ve Ol¢ege yeni maddeler eklemek
suretiyle haz alma, 6tke ve kaygi duygularinin Asya kiiltiiriinde (Japonya ve Gii-
ney Kore’de) gecerligini test etmis hem de bu dlgege gurur duygusu boyutunu
ekleyerek olgegi dort duyguyu dlgen yeni bir yapiya kavusturmuslardir. Olgegin
gegerlik-giivenirlik ve revize ¢aligmalari kapsaminda 6lgek Japonya (N=150) ile
Giiney Kore’de (N=203) ayr1 ayr1 uygulanmis 6l¢egin giivenilir oldugu sonucuna
ulagilmistir. Analiz calismalar1 sonucunda Hong ve digerleri (2016) kaygi duygu-
su, gurur duygusu, haz alma duygusu ve 6fke duygusu olmak tizere 4 boyut ve 15
maddeden olugan 4’li Likert tipi bir 6lgek elde etmislerdir. Aragtirmada, s6z ko-
nusu bu duygu durumlarini iceren “Achievement Emotions Questionnaire-Teac-
hers/AEQ-T” 6lcegini (Hong ve digerleri, 2016) hem Tiirk kiiltiiriine uyarlamak
hem de s6z konusu bu 6lgege literatiirdeki dneriler (Frenzel ve digerleri, 2009b;
Hong ve digerleri, 2016) dogrultusunda umut ve hayal kiriklig1 duygularint da
ekleyerek Olcegi kaygr duygusu, gurur duygusu, haz alma duygusu, 6fke duygusu,
umut duygusu ve hayal kiriklig1 duygusu olmak tizere alt1 boyuta sahip olan yeni
bir yapiya kavusturmak amaclanmustir.

“Achievement Emotions Questionnaire-Teachers/AEQ-T” 0l¢egi arastirma-
clar tarafindan “Ogretmenlerin Ogretim Duygu Durumlar1 Olgegi” olarak ad-
landirilmugtir. Olgegin “Ogretmenlerin Ogretim Duygu Durumlari Olgegi” olarak
adlandirilmasinin gerekceleri, yapilan geviri isleminde 6lcek maddelerinde basar
kavramindan ziyade dgretim kavraminin on plana c¢ikmasi; 6lgek maddelerinin
ogretmenlerin 6gretim faaliyetlerine yonelik olmasi; ¢alismanin sadece var olan
Olcegin Tirk kiiltiiriine uyarlanmasi olarak degil 6lcegin revize edilmesi caligma-
st da olmast; Olcege eklenen umut duygusu ve hayal kirikligr duygusu boyutlarinin
da kayg, gurur, haz alma ve 6fke duygusu boyutlari gibi 6gretmenlerin 6gretim
faaliyetlerine yonelik duygularini 6lcen ifadelerden olugmasi; alan uzmanlarinin
goriisleri seklinde siralanabilmektedir. Olcegin orijinal yapisma umut duygusu
ve hayal kiriklig1 duygusu boyutlarinin eklenmesi asamasinda da sorumlu yazarla
iletisim saglanmis ve Olcege boyut ekleme caligmalari icin gerekli izin alinmis-
tir. Ayrica Hong ve digerlerinin (2016) Asya kiltiirtindeki calismalarinda uygun
istatistiki sonuclar1 alamayip hayal kirikligi duygusunun bagka kiiltiirlerde cali-
stlmasi icin 6neride bulunmalari, Frenzel ve digerlerinin (2009b) hayal kiriklig:
duygusunun nitel caligmalarin yani sira nicel calismalarda da incelenebilecegini
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belirtmeleri, Hong ve digerlerinin (2016) umut duygusunun da 6gretmen duygu-
lar1 olarak arastirmalara konu olabilecegini vurgulamalar: kaygi, gurur, haz alma
ve O0fke duygularinin yani sira umut ve hayal kirikligi duygularinin bu ¢alismaya
konu olmasinin gerekgesini olusturmaktadir.

Arastirmada, dort duygu durumunu iceren “Achievement Emotions Qu-
estionnaire-Teachers/AEQ-T” odlgegine (Hong ve digerleri, 2016) arastirmaci-
lar tarafindan umut duygusu ve hayal kirikligi duygusu boyutlart da eklenerek
“Ogretmenlerin Ogretim Duygu Durumlar1 Olgegi” seklinde isimlendirilen 27
madde ve 6 boyuta (kaygi duygusu/4 madde, gurur duygusu/4 madde, haz alma
duygusu/4 madde, 6fke duygusu/3 madde, umut duygusu/7 madde, hayal kiriklig
duygusu/5 madde) sahip olan bir dlgek kullanilmistir. 4’1 Likert olarak olusturu-
lan Ogretmenlerin Ogretim Duygu Durumlar Olgegi; “Kesinlikle katilmiyorum
(1/1.00-1.74), Katilmiyorum (2/1.75-2.49), Katiliyorum (3/2.50-3.24), Kesinlikle
katiliyorum (4/3.25-4.00)” seklinde bir puanlamaya sahiptir.

Tiirk Kiiltiiriine Uyarlama, Olcege Boyut Ekleme ve Betimsel Analiz Calismalar

Tirk kiltiirtine uyarlama caligmalarinda 6ncelikle dil uyarlamasi ¢caligma-
st yapumistir. Bu kapsamda “Achievement Emotions Questionnaire-Teachers/
AEQ-T” 6lgegi, olcegin orijinal dilinde yetkin olan uzmanlar tarafindan Ingi-
lizceden Tirkceye cevrilmistir. Daha sonra uzman goriisleri alinarak geri geviri
yontemine gecilmis ve olcek Tiirkceden Ingilizceye cevrilerek tekrar uzman go-
riisiine sunulmustur. Dil uyarlamasi ve uzman goriislerinin alinmasi ¢calismalarin-
dan sonra ise 6lcegin Ingilizce ve Tiirkce formlar arasindaki iligkiyi tespit etmek
icin Pearson Momentler Carpim Korelasyon Katsayisi analizi ve ¢-testi yapilmis-
tir. Olcege arastirmacilar tarafindan umut duygusu ve hayal kirikligi duygusu
boyutlarimi ekleme ¢alismalar1 dogrultusunda; literatiir taramasi, madde havuzu-
nun olusturulmasi, aday maddelere uzman goriisii alinmasi ve kapsam gegerligi
caligmalar1 yapilmistir. Ardindan 6lcegin gecerlik ve giivenirlik calismalarina ge-
cilmistir. Boyut ekleme calismalarindan sonra “Ogretmenlerin Ogretim Duygu
Durumlar Olgegi” olarak isimlendirilen 6lgegin istatistiksel anlamda gecerlik
ve giivenirligini saptamak igin faktor analizlerinden (AFA ve DFA), Cronbach’s
alpha tekniklerinden ve korelasyon katsayilarindan yararlanilmistir. Tiirk kiltii-
riilne uyarlamada kullanilacak olan AFA ve DFA icin olcek farkli illerde gorev
yapan ortaokul 6gretmenlerine uygulanmig olup AFA i¢in SPSS for Windows
22.0, DFA icin ise Lisrel 8.72 programlari kullanilmistir. Bolu ilinde gorev yapan
ortaokul 0gretmenlerinden elde edilen veriler de betimsel analiz icin SPSS for
Windows 22.0 programindan yararlanarak ¢oziimlenmistir. Kisisel bilgiler i¢in
yiizde degerleri (%) bulunmus olup 6gretmenlerin 6gretim duygu durumlarina
yonelik goriislerinin belirlenmesinde ise 6l¢eklerden alinan puanlarin aritmetik
ortalama ( X ) ve standart sapma (SS) degerleri incelenmistir.
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Bulgular

Dil Uyarlamasi ve Uzman Gériisleri

Tirk kiiltiiriine uyarlama ve umut duygusu ile hayal kirikligi duygusu bo-
yutlarmin 6lgcege eklenmesi ¢aligmalari icin sorumlu yazar Ji Hong ile elektronik
posta araciligiyla iletisim saglanmis ve gerekli izin alinmustir. Olcek, 6lcegin ori-
jinal dilinde yetkin olan 6 Ingilizce 6gretmeni tarafindan Tiirkceye gevrilmistir.
Daha sonra uzmanlardan goriis almak amaciyla Tirkgeye ¢evrilmis olan dlgegin
orijinal madde, cevrilmis madde, yapilacak oneri seklinde bir forma doniistiirii-
lerek uzmanlara (2) dagitilmistir. Uzmanlardan alinan o6neriler dogrultusunda
Olcek maddeleri gozden gecirilmis ve aday Tirkce form elde edilmistir. Aday
Tiirkge form olusturulduktan sonra 6zgiin Olcekle dilsel anlamda esdeger olup
olmadigini belirleme islemine gecilmistir. Olcegin dilsel esdegerligini tespit et-
mek maksadiyla iki yontemden istifade edilmistir. Geri geviri yontemi bahsi ge-
¢en bu yontemlerden birincisidir (Biiyiikoztiirk, Kilig-Cakmak, Akgiin, Karade-
niz ve Demirel, 2011). Geri ceviri yontemi kapsaminda dlcegin orijinal dilinde
yetkin olan ve 6lcegi daha 6nce hi¢ gdrmemis 5 uzmandan 6lcegi Tiirkceden Ingi-
lizceye cevirmeleri istenmistir. Yapilan degerlendirmelerde dlgegin orijinal yapisi
ile geri ceviri yontemiyle elde edilen yapisi arasinda uyum ve tutarlilik oldugu go-
rilmiig ve dilsel esdeger form islemine gecilmistir. Dilsel esdeger form igleminde,
Ingilizce ve Tiirkce formlar Bolu ili merkez ilgede gérev yapan 27 Inglhzce ogret-
meni tarafindan iki hafta ara ile doldurulmustur. Uygulama neticesinde Ingilizce
ve Tiirkge formlar arasinda yiiksek bir iligkinin (r=.849, p<.01 ) oldugu tespit
edilmigtir. Elde edilen bu sonu¢ dogrultusunda korelasyon degerleri istatistik-
sel agidan anlamli bulundugundan dolay1 6lcegin dilsel esdegerlik tasidigr ifade
edilebilmektedir. Ayrica t-testi analizi ile 6lcegin Ingilizce ve Tiirkce formlar:
arasinda anlaml bir fark olup olmadigi da incelenmistir. Analiz sonucunda 6l-
cegin Ingilizce ve Tiirkge formlari arasinda anlamli bir fark gtkmamugtir (=548,
p>.05). Bu sonucun Pearson Momentler Carpim Korelasyon Katsayisi (r) analizi
ile tespit edilen dilsel esdegerlik bulgusunu dogruladigi sdylenebilir. Dilsel esde-
gerlik iglemi tamamlanan Ogretmenlerin Ogretim Duygu Durumlar1 Olgegi, egi-
tim yonetimi alaninda 6, 6lgme ve degerlendirme alaninda 4 akademisyene goriis
belirtmeleri amaciyla sunulmustur. Akademisyenlerden gelen doniitler dogrul-
tusunda 6lgme aracindaki bazi maddelerde yer alan “sik sik, genellikle, bazen”
ifadeleri katilimcilarin goriislerini 6lcmede problem yaratabilecegi diisiiniilerek
s6z konusu maddelerden cikarilmistir. Orijinal yapisinda kaygi duygusu, gurur
duygusu, haz alma duygusu, 6fke duygusu boyutlarimi iceren dlgek, gerekli calis-
malardan sonra umut duygusu ve hayal kirikligi duygusu boyutlar1 da eklenerek
faktor analizleri (AFA ve DFA) icin taslak seklini almustir.

Ogretmenlerin Ogretim Duygu Durumlart Olgegi’ne Boyut Ekleme Calismalart

Literatiir 6gretmenlerin egitim ve dgretim faaliyetlerini yerine getirirken
pek ¢ok duygu durumunu deneyimlediklerini, 6gretmenlerin farkli duygusal
deneyimlerle sik sik karsilastiklarini ve 6gretmenlerin sahip olduklari bu duy-

94



Ogretim Duygu Durumlar Olgegi

gu durumlarini aragtirmacilarin ¢esitli boyutlarla ele aldiklarini gostermektedir.
S6z konusu bu arastirmalar (Frenzel ve digerleri, 2009b; Sutton, 2007; Sutton
ve Harper, 2009; Sutton ve Wheatley, 2003; Taxer ve Frenzel, 2015; Trigwell,
2009) incelendiginde 6gretmenlerin en sik olarak deneyimledikleri duygularin
haz alma, gurur, 6fke, kayg: ve hayal kiriklig1 duygular: oldugu sdylenebilmek-
tedir (Lee ve digerleri, 2016). Frenzel ve digerleri (2010) arastirmalarinda 6g-
retmenlerin 0gretim faaliyetleri ile ilgili duygu durumlar: olarak 6ftke duygusu,
kayg1 duygusu ve haz alma duygusunu ele alip bu ii¢ duygu durumunu 6lgen “Ac-
hievement Emotions Questionnaire for Teachers (AEQ-Teacher)” isimli bir 6l-
¢ek gelistirmislerdir. Hong ve digerleri (2016) ise Frenzel ve digerlerinin (2010)
arastirmalarinda gelistirdikleri bu 6lgege gurur duygusunu da ekleyerek dort
boyutlu “Achievement Emotions Questionnaire-Teachers/AEQ-T” 6lcegini elde
etmiglerdir. Hong ve digerleri (2016) bu arastirmalarinin sonunda arastirmaci-
lara literatiirde daha cok nitel ¢alismalarda yer bulan ancak nicel calismalarda
ise ihmal edilen umut duygusunun da nicel olarak arastirilabilecegi Onerisinde
bulunmuslardir. Zira sinif icerisinde egitim ve 6gretim faaliyetleri siirdiriiliirken
ogretmenlerin deneyimledikleri duygu durumlarindan birinin de umut duygu-
su oldugu bilinmektedir (Schutz ve digerleri, 2006). Ayrica Frenzel ve digerleri
(2009b) de hayal kiriklig1 duygusunun 6gretmenlerin duygu durumlaryla ilgili
olan aragtirmalara konu olabilecegini ifade ederek arastirmacilara hayal kiriklig
duygusunun aragtirilabilecegi onerisinde bulunmuslardir. Clinkii hayal kiriklig
duygusunun O0gretmenlerin sik¢a deneyimledikleri olumsuz duygular arasinda
yer aldig1 arastirma sonugclari ile ortaya konmustur (Jiang ve digerleri, 2016; Sut-
ton ve Wheatley, 2003). Bu sebeplerle kaygi, gurur, haz alma ve 6fke duygularim
iceren 6lcege (Hong ve digerleri, 2016) umut ve hayal kiriklig1 duygulari da ekle-
nerek 0gretmenlerin 6gretim faaliyetlerini yerine getirirken deneyimledikleri alt1
duygu durumunu (kaygi, gurur, haz alma, 6fke, umut ve hayal kiriklig1 duygularr)
olcen Ogretmenlerin Ogretim Duygu Durumlar1 Olgegi’nin elde edilmesi amag-
lanmigtir. Bu dogrultuda ilgili literatiir taranmis, madde havuzu olusturulmus,
aday maddeler uzman goriisiine sunulmus ve kapsam gecerligi hesaplanmistir.

Ilgili literatiiriin taranmast ve madde havuzunun olusturulmast

Ogretmenlerin Ogretim Duygu Durumlar1 Olcegi'ne boyut ekleme calis-
masinin ilk asamasinda ilgili literatiir kapsamli bir sekilde ele alinarak yurt ici
ve yurt digindaki aragtirmalar incelenmistir. Yurt ici ve yurt diginda yapilan ca-
lismalardan ulagilabilenler incelendikten sonra umut duygusu ve hayal kiriklig
duygusu boyutlarinda kullanilabilecek maddelerin belirlenmesi asamasina ge-
¢ilmigtir. Madde havuzunun olusturulmasi asamasinda, 6gretmenlerin umut ve
hayal kiriklig1 duygulariyla ilgili 6lgekte kullanilabilecek aday maddeler belirlen-
meye calisilmistir. Ayrica aday olcek maddeleri havuzunu zenginlestirmek igin
arastirmadaki katihimcilar diginda kalan 6gretmenlere yonelik (N=14) agik uglu
sorulardan meydana gelen yar1 yapilandirilmig bir goriisme formu hazirlanmig-
tir. Ogretmenlere ulastirilan yar1 yapilandirilmig gériisme formu her dgretmenin
gOriisiinii tam anlamiyla ortaya koymasi saglanarak toplanmugtir. Literatiir tara-
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mas1 ve yar1 yapilandirilmig gériisme formundan elde edilen veriler dogrultusun-
da umut duygusu (9 madde / Omnegin; Ogretim esnasinda égrencilerin sergiledigi
davramslar umutlanmanu saglar.) ve hayal kirikhigi duygusu (9 madde / Ornegin;
Ogretim siireci bekledigim gibi gerceklesmedigi icin dersin sonunda hayal kinklig
yasarim.) boyutlart ile ilgili 18 maddelik havuz olusturularak uzmanlarin gorii-
stine sunulmustur. Uzmanlardan madde havuzundaki taslak ifadeler icin cizelge

dogrultusunda “uygun”, “kismen uygun (diizeltme)”, “uygun degil” seklinde bir
derecelendirme yapmalari ve varsa Onerilerini belirtmeleri istenmistir.

Aday maddelerin uzman goriisiine sunulmast ve kapsam gecerligi

Literatiir taramasi ve yar1 yapilandirilmig goriisme formlar: araciligiyla elde
edilen aday 18 maddeye yonelik egitim yonetimi alaninda 6, 6lcme ve degerlen-
dirme alaninda 4 akademisyenden goriis istenmistir. Akademisyenlerden alinan
doniitlere gore “uygun” igin 1, “kismen uygun (diizeltme)” igin 0 ve “uygun degil”
icin -1 verilerek puanlanmistir. Akademisyenlerden donen formlarda her mad-
denin olasi segeneklerine ka¢ akademisyen tarafindan onay verildigi saptanmaya
calistimistir. Lawshe (1975; akt. Yurdugiil, 2005) tarafindan gelistirilen kapsam
gegerlik oranlar1 dogrultusunda maddeler icin kapsam gegerlik seviyesi hesap-
lanmigtir. Hesaplama sonucunda kapsam gecerlik orani 0.80’in altinda kalan
maddeler aragtirmanin kapsamindan ¢ikarilmig ve umut duygusu boyutu 7 mad-
de, hayal kiriklig1 duygusu boyutu ise 5 madde olmak {izere 2 boyutu iceren 12
maddelik deneme formu olusturulmustur. Daha sonra deneme formunun hedef
kitle tarafindan dilsel olarak degerlendirilmesi, varsa anlasiimayan maddelerin
diizeltilmesi islemine gecilmistir. Bunun icin 6drneklem grubunun diginda kalan
ortaokullarda gorevli 29 kisilik 6gretmen grubundan aday boyutlar olan umut ve
hayal kiriklig1 duygulari ile ilgili goriis istenmistir. Uygulama, yiiz yiize yapilan
goriismeler ile desteklenmis olup katilimcilardan bilhassa hi¢ anlagilmayan veya
anlagilmasinda giicliik yasanilan maddeleri belirtmeleri istenilmistir. Katilimci-
lardan gelen doniitler neticesinde umut duygusu (N=7) ve hayal kiriklig1 duygu-
su (N=5) boyutlarini iceren maddelerin tiimiiniin (N=12) anlagilir oldugu tespit
edilmistir.

Gegerlik ve Giivenirlik Calismalar:

Ogretmenlerin Ogretim Duygu Durumlari Olcegi'nin gecerlik calismalari
kapsaminda, birbiriyle iligkili olan ¢ok sayida degiskeni bir araya getirerek kav-
ramsal olarak anlamli az sayida yeni degiskenler (faktorler, boyutlar) kesfetmeyi
hedefleyen ve ¢ok degiskenli bir istatistik olarak tanimlanan faktor analizi ya-
pilmistir. Bu ¢ercevede faktor analizleri icin 6rneklem biiyiikliigii belirlenmistir.
Belirlenen farkli 6rneklem gruplarina AFA ve DFA i¢in 6l¢me aract uygulanmig-
tir. Elde edilen verilerle dlcegin yapr gegerligi analizleri yapilmigtir. Bu dogrultu-
da, degiskenler arasindaki iligkilerden hareketle faktdr bulmaya, teori iiretmeye
yOnelik bir uygulama olan AFAya ve degiskenler arasindaki iligkiye dair daha 6n-
ceden tespit edilen bir hipotezin stnanmasi olan DFAya yer verilmistir (Biiytikoz-
tiirk, 2002). Analiz ¢aligmalar1 kapsaminda oncelikle faktor analizi icin Ornek-
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lem uygunluguna bakilmistir. Orneklem uygunlugu dogrulanan 6lgek icin faktor
yapisinin belirlenmesi islemine gecilmistir. Faktor yapisini belirlemek amaciyla
boyutlarin 6zdegerleri ile acikladiklar: varyans yiizdelerine bakilmis ve dlcegin
¢cizgi grafigi incelenmistir. Daha sonra ise faktor maddelerinin belirlenmesi kap-
saminda faktor yiikii degerleri hesaplanan élgek, DFAYya tabi tutulmustur. Olg-
me aracinin giivenirlik calismalarinda ise dlcegin Cronbach’s alpha i¢ tutarlilik
katsayis1 ve madde-toplam puan korelasyonu incelenmistir. Ayrica boyutlar arasi
korelasyon araciligiyla i¢ tutarliligin saglanip saglanmadigina bakilmstir.

Faktor analizi icin orneklem uygunlugu

Toplanan verilerin faktdr analizi yapmaya uygunlugu 6rnekleme yeterligi
degerleri olan Kaiser-Meyer-Olkin (KMO) Katsayisi ve Bartlett Kiiresellik Testi
ile incelenebilmektedir (Bilyiikoztiirk, 2017; Durmus, Yurtkoru ve Cinko, 2013).
KMO testi, 6rneklem yeterligini gostermekte olup buradaki yeterlik say1 olarak
degil, iligkiler anlamindadir (Can, 2017). Barlett Kiiresellik testi ise, degiskenler
arasinda iligki olup olmadigini kismi korelasyonlar temelinde incelemekte ve he-
saplanan ki-kare istatistiginin anlamli ¢ikmasi, veri matrisinin uygun oldugunun
gostergesi olarak kabul edilmektedir (Biiytikoztiirk, 2017). Bu bilgiler 15181nda,
Olcegin KMO ve Bartlett’s Test of Sphericity degerleri Tablo 1’de sunulmustur.

Tablo 1
Ogretmenlerin Ogretim Duygu Durumlart Olgegi’'nin Kaiser-Meyer-Olkin (KMO)
ve Bartlett’s Test of Sphericity Degerleri

Kaiser-Meyer-Olkin (KMO) .874

%2 4196.119
Bartlett’s Test of Sphericity df 351

p .000

Tablo 1 incelendiginde Ol¢egin KMO degerinin .874 olarak bulundugu ve
bu degerin kabul edilebilir diizeyin lizerinde oldugu sdylenebilir (Altunisik, Cos-
kun, Bayraktaroglu ve Yildirim, 2007; Biiyilikoztiirk, 2017; Can, 2017; Durmus
ve digerleri, 2013). Bartlett Kiiresellik Testi’'nin sonucu da anlamli ¢ikmis olup
(x?=4196.119; p=.000) sz konusu bu sonu¢ da puanlarin normalliginin bir ka-
nit1 olarak goriilebilir (Biiyiikoztirk, 2017). Hem KMO degeri hem de Bartlett
Kiiresellik Testi verileri 6lgegin AFA i¢in uygun diizeyde oldugunu ortaya koy-
maktadir.

Faktor yapistnin belirlenmesi

Faktor yapisinin belirlenmesindeki temel hedef, degiskenler arasindaki ilig-
kileri en yiiksek seviyede temsil edecek az sayida faktor elde etmek olup 0lg-
me aracinda elde edilecek faktor sayisi ile ilgili gesitli kriterler s6z konusudur
(Kalayci, 2010; Nakip, 2003; Ozdamar, 2002; Tavsancil, 2002; akt. Karagoz ve
Kosterelioglu, 2008). Bu kapsamda arastirmada Principal Component Analysis
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teknigi kullanilmig ve literatiir dogrultusunda 6lcegin maddeleri arasindaki ilis-
kiyi ortaya koyabilecek faktdr sayisini belirleyebilmek icin 6zdeger ve varyans
yiizdeleri ile ¢izgi grafigi kriterlerinden yararlanilmistir (Cokluk, Sekercioglu ve
Biiyiikoztiirk, 2012). Olgegin 6zdeger ve varyans yiizdelerine iligkin bilgiler Tablo
2’de sunulmustur.

Tablo 2

Ogretmenlerin Ogretim Duygu Durumlart Olgegi’nin Boyutlarimin Ozdegerleri ve
Acikladiklar Varyans Yiizdeleri

Faktor Baslangic Ozdegerleri Aciklanan Varyans
Toplam Varyans % Kiimiilatif % Toplam Varyans % Kiimiilatif %

1 7,933 29,381 29,381 4,193 15,529 15,529
2 3,202 11,859 41,240 2,967 10,989 26,518
3 1,923 7,121 48,361 2,826 10,468 36,986
4 1,783 6,603 54,964 2,817 10,433 47,419
5 1,397 5,174 60,138 2,643 9,790 57,209
6 1,193 4,419 64,557 1,984 7,348 64,557

Ozdeger, faktorlerce agiklanan varyansi hesaplamada ve onemli faktor
sayisina karar vermede dikkate alinan bir katsayidir. Faktor analizinde, genel
olarak 6zdegeri 1 ya da 1’den daha biiyiik faktorler 6nemli faktdrler olarak ele
alimir (Biiyiikoztiirk, 2017). Tablo 2’deki 6zdeger analizi sonucunda Ogretmen-
lerin Ogretim Duygu Durumlari Olgegi’nin 6zdegeri 1’den biiyiik alt1 boyuttan
olustugu tespit edilmistir. Faktor sayisini belirlemek igin dikkat edilmesi gereken
bir diger veri de agiklanan varyanstir. A¢iklanan varyans, faktor analizince acik-
lanan toplam varyansin her bir faktorce aciklanan boliimiint ifade etmektedir
(Altunisik ve digerleri, 2007). Birinci boyutun toplam varyansin %15,529’unu,
ikinci boyutun toplam varyansin %10,989unu, {iglincii boyutun toplam var-
yansin %10,468’ini, dordiincli boyutun toplam varyansin %10,433inii, begin-
ci boyutun toplam varyansin %9,790’1n1, altinci boyutun ise toplam varyansin
%17,348’ini acikladig: tespit edilmis olup alt1 boyutun dlcekteki toplam varyansin
%64,557’sini agiklamakta oldugu goriilmektedir. Tek faktorli 6lgme araglarinda
aciklanan varyansin %30 ve daha fazla olmasi yeterli olarak goriilebilir. Ancak
birden ¢ok faktore sahip 6lgme araglarinda ise agiklanan varyansin daha da fazla
olmast beklenir (Biiyiikoztiirk, 2017). Ciinkii varyans oranlari ne kadar biyiikse
faktor yapist da o kadar giiclii olur. Varyans oraninin sosyal bilimlere ait alanlar-
da %40 ile %60 arasinda olmasi yeterli kabul edilmektedir (Tavsancil, 2002). Bu
bilgiler 151¢1nda 6 faktdre sahip olan Olcegin toplam varyansinin yeterli oldugu
soylenebilir (%64,557). Faktor sayisini belirleyebilmek igin dikkat edilmesi ge-
reken bir bagka ol¢iit de cizgi grafigidir. Cizgi grafigi, faktorler ve 6zdegerleri
iceren bir grafik olup her bir faktoriin aciklama yetenegini gostermektedir. Cizgi
grafigine bakilarak da faktdr sayisina karar verilebilmektedir (Altunisik ve diger-
leri, 2007).
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Grafik 1. Ogretmenlerin Ogretim Duygu Durumlari Olgegi Ozdeger Cizgi Grafigi

Ozdegerlerin bilesenlere gore degisimi incelendiginde (Grafik 1) ¢izginin
egiminde acik bir sekilde azalma gerceklestigi ve 6zdegerlerin daha dengeli bir
konuma gecerek azalmaya basladiklari kirilma noktasinin 6 oldugu goriilmekte-
dir. Cizgi grafigi sonuglari ile 6zdeger ve varyans analizi sonuclarinin Ortiigtigu
goriilmekte olup faktor sayisinin belirlenmesi galigmalari neticesinde Ogretmen-
lerin Ogretim Duygu Durumlari Olcegi’nin alti faktore sahip olacagi sdylenebilir.

Faktor maddelerinin belirlenmesi ve Cronbach’s alpha i¢ tutarlilik katsayisi

Olgme aracinin kag faktorden olustugu tespit edildikten sonra faktorler-
de yer alacak degisken sayisi ve degiskenlerin bu faktorlere dagilimi belirlenir
(Nakip, 2003). Bu dogrultuda 6zdeger ve varyans ylizdeleri ile cizgi grafiginden
yararlanarak faktor sayisi 6 olarak belirlenen Olcegin 27 maddesinin faktorlere
dagilimi incelenmistir. Faktorler altinda yer alan maddelerin saptanmasi sirasin-
da maddelerin her bir faktor igin aldiklar faktor yiiklerine bakilir (Durmusg ve
digerleri, 2013). Faktor yiik degeri, maddelerin faktorlerle olan iligkisini agikla-
yan bir katsayisi olup (Biiytikoztiirk, 2017) degiskenlerin her faktordeki agirligini
gostermektedir. Birer korelasyon katsayisi olan faktor yiik degerleri, dlgekte yer
alan degiskenler ile faktorler arasindaki iliskinin diizeyini gosterir. Herhangi bir
degiskenin herhangi bir faktorle ¢ok kuvvetli bir korelasyon iligkisi varsa, de-
gisken soz konusu o faktoriin iiyesi demektir (Nakip, 2003). Olgekte yer alan
maddelerin hangi faktorle kuvvetli korelasyonun oldugu, faktor yiik degerlerinin
asgari kabul diizeyini karsilayip karsilamadigi dondiiriilmiis bilesenler matrisi
araciligiyla incelenmistir. Bununla birlikte herhangi bir 6lgmenin gecerli olarak
sayilabilmesinin temel sart1 giivenilir olmasidir (Karasar, 2006). Olgme sonugla-
rina gore verilecek yargilarin dogrulugu so6z konusu 6lgme aracinin giivenirligi
ile cok yakindan ilgilidir. Ciinkii 6lgcme araci bir uygulamadan bir bagka uygula-
maya kararli ve tutarl bir sekilde neticeler vermiyorsa veya 6lgme aracinda yer
alan maddeler ol¢tilmesi istenen niteligi 6lcmede yeterli duyarliga sahip degil ise
s0z konusu 6lgme aracindan elde edilen verilere gore verilecek yargilarin dogru
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ve isabetli olma ihtimali de diisiiktiir (Nartgiin, 2001). Bu sebeple arastirmada
giivenirlik calismalar1 da yapilmis olup giivenirlik caligmalart kapsaminda ilk ola-
rak 6lgme aracinin Cronbach’s alpha i¢ tutarlilik katsayist (o) hesaplanmustir.
Bu bilgiler dogrultusunda faktdr analizi neticesinde saptanan madde faktor yiik
degerleri ve Cronbach’s alpha ic tutarlilik katsayist hesaplama sonuglar1 Tablo
3’te sunulmustur.

Tablo 3
Ogretmenlerin Ogretim Duygu Durumlart Olgegi’nin Madde Faktor Yiik Degerleri
ve Cronbach’s Alpha I¢ Tutarliik Katsayilar

Madde Umut Haz Alma Hayal Gurur Kayg1 Ofke
Numarast Duygusu  Duygusu  Kirikligi D. Duygusu Duygusu Duygusu

a=.875 a=.896 a=.795 a=.839 a=801 a=.749

19 ,807 ,201 -,073 122 -,067 -,097
18 773 ,291 -,042 ,054 ,009 -,093
20 , 748 ,046 -,126 ,141 -,083 -,104
21 ,708 ,083 -,039 ,340 -,159 -,070
17 ,705 ,231 -,060 -,035 ,047 -,098
16 ,627 ,229 -,031 ,081 -,140 ,082
22 ,609 ,106 -,068 ,308 -,099 -,126
9 ,258 ,806 -,088 ,270 -,030 -,073
11 ,324 ,788 -,074 ,206 -,084 -,129
10 ,207 152 -,128 ,259 -,084 -,101
12 ,365 ,719 -,107 ,161 -,030 -,134
25 -,100 -,048 ,810 -,033 -,004 171
23 -,045 -,078 , 734 ,014 ,108 ,044
24 ,046 -,098 ,730 -,063 ,139 ,127
26 -,117 -,048 ,644 172 ,288 ,006
27 -,141 -,050 ,630 -,068 ,151 ,188
7 ,163 ,206 -,100 ,809 -,066 -,029
5 ,087 ,107 -,063 ,789 -,019 -,082
6 221 ,219 -,091 ,785 -,100 -,008
8 ,262 ,390 -,024 ,624 -,059 ,029
2 -,087 -,115 ,154 -,094 ,855 ,054
3 -,073 -,070 ,160 -,065 ,770 ,170
4 -,067 ,006 ,201 ,009 728 ,089
1 -,077 -,012 ,064 -,060 , 715 ,038
14 -,094 -, 115 ,203 ,035 ,118 ,802
15 -,203 ,031 ,213 -,033 117 ,766
13 -,047 -,230 ,090 -,112 ,104 ;711
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Tablo 3 incelendiginde ilk olarak Ogretmenlerin Ogretim Duygu Durumlari
Olgegi'nde birden fazla faktore yiik veren herhangi bir maddenin bulunmadigi
ve tiim maddelerin uygun istatistiki sonuclar1 verdikleri sdylenebilir. Daha sonra
maddelerin yiik degerleri incelenmistir. Literatiirde madde faktor yiik degerinin
nasil olmasi gerektigiyle ilgili yazarlar tarafindan bazi goriigler ifade edilmisgtir.
Biiyiikoztiirk (2017), madde faktor yiik degerinin 0.45 ve daha yiiksek olmasinin
secim i¢in iyi bir 6l¢ii olacagini ifade etmekle birlikte az sayida madde icin faktor
yiik degeri simirin 0.30’a kadar indirilebilecegini belirtmistir. Hwang ve Henry
de (1990) faktor yiik degerleri icin kesme noktasini 0.45 olarak belirlemis ve fak-
tor yiik degerleri 0.45’in altinda kalan maddelerin 6lgme aracindan ¢ikarilmasi
gerektigini ifade etmislerdir. Bu bilgiler 1s1§inda arastirmada maddelerin faktor
yiik degerlerinin alt sinir1 0.45 olarak alinmustir. Olcekteki maddelerin faktor
yiikleri incelendiginde (Tablo 3) tiim maddelerin faktor yiik degerlerinin 0.45’ten
yiiksek oldugu goriilmekte olup (.609-.855 arasinda) bu sonug 6lgme aracinda yer
alan tiim maddelerin yeterli faktor yiikiine sahip olduklar1 anlamina gelmektedir.
Ayrica, her bir faktor altinda en az ii¢ maddenin toplanmasi gerekliliginin de
(Giirbiiz ve Sahin, 2016) tim faktorlerde saglandigi gortilmektedir. AFA sonu-
cunda Ogretmenlerin Ogretim Duygu Durumlar1 Olgegi’nin Kaygi Duygusu (4
madde/1, 2, 3, 4. maddeler), Gurur Duygusu (4 madde/S, 6, 7, 8. maddeler), Haz
Alma Duygusu (4 madde/9, 10, 11, 12. maddeler), Ofke Duygusu (3 madde/13,
14, 15. maddeler), Umut Duygusu (7 madde/16, 17, 18, 19, 20, 21, 22. maddeler)
ve Hayal Kirikligi Duygusu (5 madde/23, 24, 25, 26, 27. maddeler) olmak iizere 6
boyut ve 27 maddeden olustugu goriilmektedir.

Tablo 3’te maddeler arasi korelasyona bagli uyum degeri olan, faktor altin-
daki maddelerin toplamdaki giivenirlik derecesini gosteren ve 0 ile 1 arasinda
deger alan (Durmus ve digerleri, 2013) Cronbach’s alpha ic tutarlilik katsayi-
st hesaplamalarina da yer verildigi goriilmektedir. Alt1 boyuttan olusan dlgegin
Cronbach’s alpha i¢ tutarlilik analizine gore; 1-Kaygr Duygusu a=.801, 2-Gu-
rur Duygusu a=.839, 3-Haz Alma Duygusu a=.896, 4-Ofke Duygusu a.=.749,
5-Umut Duygusu a=.875, 6-Hayal Kiriklig1 Duygusu a=.795 olarak hesaplan-
mustir. I¢ tutarlik katsayist hesaplamasinda Cronbach’s alpha degerinin 0.70 ve
iistii olmasi 0lgme aracinin glivenirligi icin yeterli goriilmekte ve bu degere sahip
6lgme aracinin giivenilir oldugu kabul edilmektedir (Altunisik ve digerleri, 2007;
Biiytikoztirk, 2017; Durmus ve digerleri, 2013; Liu, 2003; Sencan, 2005). Litera-
tiirdeki bu bilgiler 1s1ginda Ogretmenlerin Ogretim Duygu Durumlari Olcegi’nin
tiim boyutlarinin giivenilir degerler aldigin1 sdylemek miimkiindiir. Cronbach’s
alpha ic tutarlilik katsayisi hesaplamasindan sonra giivenirlik ¢alismalarinda kul-
lanilan ve baglica giivenirlik tiirleri arasinda gosterilen madde-toplam puan ko-
relasyon hesaplamasina gecilmistir.

Madde-toplam korelasyonlart

Ol¢me aracindaki maddelerden elde edilen puanlar ile toplam puan arasin-
daki iliskiyi madde-toplam korelasyonu agiklamaktadir. Madde-toplam korelas-
yonunun yiiksek diizeyde ve pozitif yonlii olmasi 6l¢me aracindaki maddelerin
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benzer davraniglar1 6rnekledigini ve i¢ tutarhiiginin yiikksek oldugunu ifade et-
mektedir (Bilyiikoztiirk, 2017). Olgme aracindaki maddeler icin madde-toplam
korelasyonlarimin 0.30 ve tistiinde olmasinin yeterli olacag: ve bu maddelerin iyi
maddeler oldugu da belirtilmektedir (Biiyiikoztiirk, 2017; Tavsancil, 2002). Bu
dogrultuda 6lgegin diizeltilmis madde toplam korelasyonu hesaplanmig ve so-
nuclar Tablo 4’te sunulmustur.

Tablo 4
Ogretmenlerin Ogretim Duygu Durumlar Olgegi'nin Diizeltilmis Madde-Toplam
Korelasyonu

Madde Numarasi ve Diizeltilmis Madde Madde Numarasi Diizeltilmis
Ait Oldugu Boyutu Toplam ve Ait Oldugu Madde Toplam

Korelasyonu Boyutu Korelasyonu
1-Kaygi Duygusu 520 15-Ofke Duygusu 592
2-Kaygi Duygusu 755 16-Umut Duygusu .566
3-Kaygi Duygusu .643 17-Umut Duygusu .615
4-Kayg1 Duygusu .568 18-Umut Duygusu 732
5-Gurur Duygusu .623 19-Umut Duygusu 773
6-Gurur Duygusu 722 20-Umut Duygusu .650
7-Gurur Duygusu 715 21-Umut Duygusu .679
8-Gurur Duygusu .634 22-Umut Duygusu 582
9-Haz Alma Duygusu 787 23-Hayal Kir. Duy. 551
10-Haz Alma Duygusu 724 24-Hayal Kir. Duy. 582
11-Haz Alma Duygusu 813 25-Hayal Kir. Duy. .659
12-Haz Alma Duygusu 756 26-Hayal Kir. Duy. 558
13-Ofke Duygusu 502 27-Hayal Kir. Duy. .529
14-Ofke Duygusu .642

Tablo 4 incelendiginde Olcekte yer alan maddelerin .502 ile .813 arasinda
degistigi gorilmektedir. Biylikoztiirk'iin (2017) ve Tavsancil’in (2002) madde
toplam korelasyonu i¢in 0.30 ve iistiiniin kabul edilebilir deger olarak ifade ettik-
leri goz oniine alindiginda Ogretmenlerin Ogretim Duygu Durumlar1 Olgegi'nde
yer alan 27 maddenin tiimiiniin arzu edilen madde-toplam korelasyon degerinin
istiinde degerler aldig1 ve iyi maddeler oldugu sdylenebilir.

Boyutlar arasi korelasyon

Ogretmenlerin Ogretim Duygu Durumlari Olgegi'nin boyutlar1 arasindaki
iligkileri belirlemek i¢in yapilan Pearson Momentler Carpim Korelasyon Katsa-
yist sonuglar1 Tablo 5’te sunulmustur.
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Tablo 5
Ogretmenle(in Ogretim Duygu Durumlan Olgegi’nin Boyutlan Arasindaki Iliskileri
Belirlemek I¢gin Yapilan Pearson Momentler Carpun Korelasyon Katsayist Sonuglart

Kaygi  Gurur  HazAlma Ofke Umut  Haal
Boyutlar Duygusu Duygusu Duygusu Duygusu Duygusu Kinikhig:
yg yg yg yg yg Duygusu
1.Kaygi 1.00
Duygusu
2.Gurur 193*% 100
Duygusu
3.Haz Alma L1927 554 1,00
Duygusu
4.0fke Duygusu r  .295%*  -166**  -309%* 1.00
5-Umut Fo205% AS6YF S81F _294%% 100
Duygusu
6.Hayal K.
Duygusu ro 383%F - 220%* -267** .396%* -237%% 1.00
*p<0.01

Pearson Momentler Carpim Korelasyon Katsayist analizi sonucunda (Tablo
5) 6lcegin boyutlar arasinda anlamli iligkilerin oldugu ve boyutlar arasindaki ko-
relasyon degerlerinin r=-.166 ile r=.581 arasinda degistigi tespit edilmistir. Elde
edilen bu korelasyon degerleri AFA ile belirlenen faktorlerin (boyutlarin) ayri
birer yap1 olusturdugu neticesini gostermektedir.

Dogrulayici faktor analizi

AFA neticesinde yirmi yedi maddesinin alti faktor altinda toplandig belir-
lenen Ogretmenlerin Ogretim Duygu Durumlar1 Olgegi’ne DFA uygulanmistir.
Cinki kiltirler arasi yapilarin karsilagtirlmasinda DFA'nin tercih edilmesi ge-
rekmektedir. S6z konusu bu yapilarda belirli bir teorik temele dayanarak olustu-
rulmus ve 6lgme aracinin faktor sayisi ile bu faktorlerin arasindaki iligkinin acik
oldugu modellerin dogrulanmasi s6z konusudur (Watkins, 1989; akt. Karakus, Y1il-
dirim ve Biiyiikoztiirk, 2016). DFA ayrica, yap1 gecerligini snamak icin kullanilan
bir test yontemi olup gozlenebilir faktorler ile gercek verilerin uyumunu aramak-
tadir. Kuramsal yapilarin test edilmesi i¢in gerekli bir uygulama olan DFAda bir-
¢ok uyum indeksi incelenebilmektedir (Biytikozturk, 2017; Cokluk ve digerleri,
2012; Simsek, 2007). Ogretmenlerin Ogretim Duygu Durumlari Olgegi’nin DFA
sonucu incelendiginde (Sekil 1) ki-kare (x?) iyilik uyumu degerinin %>=739.65,
sd=309, p=0.00 seklinde oldugu goriilmektedir. Bu degerler oranlandiginda (%
sd) sonug 2.39 olarak ortaya ¢ikmaktadir. Elde edilen bu sonucun 3’tin altinda bir
deger almasi ki-kare uyumunun mitkemmel oldugu bigciminde yorumlanabilmesi-
ni saglamaktadir (Cokluk ve digerleri, 2012). Aragtirmada Goodness of Fit Sta-
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tistic (GFI)=0.88; Adjusted Goodness of Fit Index (AGFI)=0.85; Comparative
Fit Index (CFI)=0.97; Normed Fit Index (NFI)=0.95; Non-Normed Fit Index
(NNFI)=0.97; Incremental Fit Index (IF1)=0.97; Relative Fit Index (RFI)=0.95
olarak tespit edilmistir. Stimer’e (2000) gore GFI, AGFI, CFI, NFI, NNFI, IFI
ve RFI uyum indeksleri icin kabul edilebilir uyum degeri 0.90; mitkemmel uyum
degeri ise 0.95 ve istii degerler olarak kabul edilmektedir. Ancak, bazi yazarlar
(Anderson ve Gerbing, 1984; Cole, 1987; Marsh, Balla ve McDonald, 1988) GFI
degerinin 0.85, AGFI degerinin 0.80’in tistiinde oldugu durumlarin da uyum igin
kabul edilebilir oldugunu belirtmektedirler (Biylikoztiirk, Akgiin, Kahveci ve
Demirel, 2004). Bu bilgiler 1s1ginda 6lcegin GFI (0.88) ve AGFI (0.85) uyum iyiligi
degerlerinin yeterli; CFI (0.97), NFI (0.95), NNFI (0.97), IFI (0.97) ve RFI (0.95)
uyum iyiligi degerlerinin ise miikemmel oldugu sdylenebilir. Olgegin Root Mean
Square Error of Approximation (RMSEA) degeri ise 0.059 olarak tespit edilmis-
tir (Sekil 1). RMSEA degerinin 0.08 ve altinda bir deger almas kabul edilebilir
uyum olarak degerlendirilirken 0.05 ve altinda bir deger almasi ise mitkemmel
uyum olarak degerlendirilir (Simsek, 2007). Cokluk ve digerlerine (2012) goére de
RMSEANn 0.08 den kiiciik olmasi uyumun iyi oldugu seklinde yorumlanabilir.
Bu bilgiler 1s181inda 6lgegin RMSEA degerinin (0.059) iyi oldugu sdylenebilir.
Arastirmada 6lcegin Root Mean Square Residual (RMR) degeri 0.024 olarak
bulunmustur. RMR degerinin 0.10’dan diisiik citkmast modelin gercek veriler-
le uyumu icin bir 6l¢iit olarak kabul edilmektedir (Andersen ve Gerbing, 1984;
Cole, 1987; Marsh ve digerleri, 1988; akt. Deryakulu ve Biiyiikoztiirk, 2005).
Bu dogrultuda RMR degeri 0.024 olan Olcegin gercek verilerle uyumlu oldugu
sOylenebilir. Uyum indeksi olarak bakilan bir bagka deger de Standardized Root
Mean Square Residual (SRMR) degeridir. Browne ve Cudeck (1993), SRMR
degerinin 0.05ten diisiik olmasini miikemmel, 0.05 ile 0.08 arasinda bir deger
almasini da kabul edilebilir olarak ifade etmistir. Arastirmada 6lgegin SRMR
degeri 0.048 olarak bulunmus olup bu sonug¢ Browne ve Cudeck (1993) tarafin-
dan yapilan simiflandirmaya gore miikemmel olarak ifade edilebilir. Ayrica sekil
1 incelendiginde Ogretmenlerin Ogretim Duygu Durumlari Olgegi’ndeki mad-
delere iliskin korelasyon katsayilarinin karesi olan determinasyon katsayilarinin
(r*) Kaygi Duygusu boyutunda 0.61 ile 0.85; Gurur Duygusu boyutunda 0.70 ile
0.82; Haz Alma Duygusu boyutunda 0.77 ile 0.89; Ofke Duygusu boyutunda 0.65
ile 0.79; Umut Duygusu boyutunda 0.60 ile 0.85; Hayal Kirikligi Duygusu boyu-
tunda ise 0.67 ile 0.78 arasinda degistigi ve maddelerin hata varyanslarina yer
verildigi goriilmektedir. Nihayetinde, DFA ile elde edilen tiim bu uyum indeksi
degerleri Ogretmenlerin Ogretim Duygu Durumlar1 Olgegi'ne ait olan modelin
yeterli uyum iyiligine ve tutarlilifa sahip oldugunu acikca gostermektedir.
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Sekil 1. Ogretmenlerin Ogretim Duygu Durumlar1 Olgegi'nin Dogrulayici Fak-
tor Analizi Sonucu

Sekil 1 incelendiginde AFA ile 6 faktor ve 27 madde olarak tespit edilen
Olcegin yapisinin DFA ile sinandigl ve DFA sonucunda 6lgegin soz konusu bu
yapisinin dogrulandig goriilmektedir.

Verilerin Analizi

Dilsel esdegerlik, boyut ekleme, gecerlik ve givenirlik ¢alismalari yapilarak
nihai bir yapiya kavusturulan Ogretmenlerin Ogretim Duygu Durumlar Olcegi,
Bolu ilindeki 66 ortaokulda gorev yapan 732 6gretmene uygulanmis ve elde edi-
len verilerle aragtirmanin betimsel analizi yapilmistir. Betimsel analiz igin veriler
SPSS for Windows 22.0 programindan yararlanilarak ¢6ziimlenmis ve 6gretmen-
lerin 6gretim duygu durumlarina yonelik goriislerinin belirlenmesinde 6lgekten
alinan puanlarin aritmetik ortalama ( X') ile standart sapma (SS) degerleri ince-
lenmistir. Ogretmenlerin Ogretim Duygu Durumlar1 Olgegi’nin Kaygi Duygusu,
Ofke Duygusu ve Hayal Kirikligi Duygusu boyutlari olumsuz duygu durumlari;
Gurur Duygusu, Haz Alma Duygusu ve Umut Duygusu boyutlar1 ise olumlu duy-
gu durumlar olduklari icin 6lgegin toplam puani hesaplanmamistir. Elde edilen
verilerin analizine baslamadan Once ise arastirmada kullanilacak olan verilerin
giivenirligi test edilmistir. Bu dogrultuda arastirmanin 6lgme araci olan Ogret-
menlerin Ogretim Duygu Durumlar1 Olcegi'nin Cronbach’s alpha ic tutarlilik
katsayilar1 hesaplanmistir. Altt boyuttan olusan 6l¢egin Cronbach’s alpha ig tutar-
lilik katsayisi analizine gore; 1.boyut olan Kaygi Duygusu a=.789, 2. boyut olan
Gurur Duygusu a.=.852, 3.boyut olan Haz Alma Duygusu a=.892, 4.boyut olan
Ofke Duygusu a.=.739, 5.boyut olan Umut Duygusu a.=.893, 6.boyut olan Hayal
Kirikligi Duygusu a=.835 olarak hesaplanmustir. Literatiirdeki bilgiler 1s1ginda
(Altunisik ve digerleri, 2007; Biyiikoztiirk, 2017; Durmus ve digerleri, 2013; Liu,
2003; Sencan, 2005) Ogretmenlerin Ogretim Duygu Durumlar1 Olcegi’nin tiim
boyutlariin giivenilir degerler aldigini sdylemek miimkiindiir.
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Ogretmenlerin Ogretim Duygu Durumlar: Diizeylerine Iliskin Betimsel Analiz

Ortaokullarda gorev yapan Ogretmenlerin goriiglerine gore dgretmenlerin
ogretim duygu durumlarma yonelik aldiklar1 puanlarin aritmetik ortalama ve
standart sapma degerleri Tablo 6’da sunulmustur.

Tablo 6
Ogretmenlerin Ogretim Duygu Durumlanna Iliskin Goriislerinin Aritmetik
Ortalama ve Standart Sapma Degerleri

Boyutlar N X SS

1.Kayg1 Duygusu 732 1,64 0,56
2.Gurur Duygusu 732 3,14 0,56
3.Haz Alma Duygusu 732 3,41 0,58
4.0fke Duygusu 732 1,93 0,61
5.Umut Duygusu 732 3,30 0,49
6.Hayal Kirikligi Duygusu 732 1,88 0,57

Tablo 6 incelendiginde dgretmenlerin &gretim duygu durumlarina yonelik
goriislerinin Kaygi Duygusu boyutunda ( X =1,64) “kesinlikle katilmiyorum”, Gu-
rur Duygusu boyutunda ( X =3,14) “katiliyorum”, Haz Alma Duygusu boyutunda
( X =3,41) “kesinlikle katilyorum”, Ofke Duygusu boyutunda ( X =1,93) “katilmi-
yorum”, Umut Duygusu boyutunda ( X =3,30) “kesinlikle katiltyorum”, Hayal Kirik-
l1g1 Duygusu boyutunda ise ( X =1,88) “katilmiyorum” diizeyinde oldugu goriilmek-
tedir. Ogretim duygu durumlari ile ilgili olumlu ifadeleri igeren Gurur Duygusu, Haz
Alma Duygusu ve Umut Duygusu boyutlar1 arasinda en yiiksek aritmetik ortalamanin
X =3,41 ile Haz Alma Duygusu boyutunda oldugu gériilmektedir. Ogretim duygu
durumlart ile ilgili olumsuz ifadeleri igeren Kaygi Duygusu, Ofke Duygusu ve Hayal
Kirikligi Duygusu boyutlar arasinda ise en yiiksek aritmetik ortalamanin X =1,93 ile
Ofke Duygusu boyutunda oldugu gériilmektedir. Ayrica gretmenlerin dgretim duygu
durumlart igerisinde olumlu duygu durumlari olarak ifade edilen Gurur Duygusu, Haz
Alma Duygusu ve Umut Duygusunun olumsuz duygu durumlari olarak ifade edilen
Kaygi Duygusu, Ofke Duygusu ve Hayal Kiriklig1 Duygusuna oranla ¢ok daha yiik-
sek bir aritmetik ortalamaya sahip olduklari da tespit edilmistir. Olgegin alt1 boyutuna
yonelik olarak 6gretmen goriislerinin standart sapma degerleri incelendiginde ise go-
rliglerin homojen oldugu goriilmekte olup s6z konusu bu homojenlik dogrultusunda
da 6gretmenlerin benzer yonde diisiindiikleri sdylenebilmektedir.

Tartisma, Sonuc ve Oneriler

Bu arastirmada, Hong ve digerleri (2016) tarafindan 6gretmenlerin 6gretim
faaliyetlerini yerine getirirken deneyimledikleri duygu durumlarini 6l¢mek ama-
ciyla gelistirilmis olan dlcegin Tirk kiltiiriine uyarlanmasi, s6z konusu Olcege
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umut duygusu ile hayal kirikligi duygusu boyutlar: eklenerek dlgegin revize edil-
mesi ve 0gretmenlerin 6gretim duygu durumlarina iligkin goriislerinin betimsel
analizle ortaya ¢ikarilmasi amaclanmistir. Bu dogrultuda, 6lgegin dil uyarlamast
icin uzman goriislerine bagvurulmus ve dilsel esdegerlik hesaplanmis; egitim yo-
netimi ile 6lgme ve degerlendirme alanlarinda uzman olan akademisyenlerden
goriis alinarak dlgege boyut ekleme ¢aligmalar: yapilmis; yapr gegerligini test et-
mek amaciyla AFA ve DFA gerceklestirilmis; giivenirligi hesaplamak amaciyla
Cronbach’s alpha ic tutarlilik katsayisi ve madde-toplam puan korelasyonu he-
saplanmus; i¢ tutarhilik icin boyutlar arasi korelasyona bakilmis; 6gretmenlerin
ogretim duygu durumlarina iligkin goriiglerini ortaya ¢ikarmak igin ise betimsel
analiz yapilmustir.

Tirk kiltiriine uyarlama calismalarinda Oncelikle dil uyarlamasi calismasi
yapilmistir. Pearson Momentler Carpim Korelasyon katsayisi Tiirkce ve Ingilizce
formlar arasinda yiiksek diizeyli bir iligkinin mevcudiyetini ortaya koymus ve elde
edilen bu sonug #-testi ile de dogrulanmistir. Dilsel esdegerligi saglanan olcek,
akademisyenlerin goriisiine sunulmus ve ardindan literatiirdeki dneriler (Frenzel
ve digerleri, 2009b; Hong ve digerleri, 2016) dogrultusunda 6lgege umut duygusu
ve hayal kiriklig1 duygusu boyutlarinin eklenmesi islemine gecilmistir. Hong ve
digerlerinin (2016) Asya kiiltiiriindeki ¢alismalarinda uygun istatistiki sonuglari
alamayip 6gretmen duygusu olarak hayal kiriklig1 duygusunun bagka kiiltiirlerde
arastirmalara konu edinilmesi icin 0neride bulunmalari, Frenzel ve digerlerinin
(2009b) hayal kiriklig1 duygusunun nitel calismalarin yani sira nicel ¢aligmalarda
da incelenebilecegini belirtmeleri, Hong ve digerlerinin (2016) umut duygusu-
nun 6gretmen duygulari olarak arastirilabilecegini vurgulamalar1 umut ve hayal
kiriklig1 duygulariin bu calismaya konu olmasinin gerekgesini olusturmustur. Bu
kapsamda ilgili literatiir taranmig, madde havuzu olusturulmus, aday maddeler
uzman goriisiine sunulmus ve kapsam gegerligi hesaplanmistir. Bahsi gecen bu
agsamalardan sonra taslak seklini alan 6lcegin gecerlik ve glivenirlik analizlerine
gecilmistir. Olgegin yap1 gecerligini incelemek iizere dncelikle AFA yapilmistir.
Yapilan AFA sonuclarina gore alti faktorli ve yirmi yedi maddeli yeni bir yap1
elde edilmistir. Daha sonra ise AFA ile belirlenen bu sonucunun dogrulanip dog-
rulanmadigini tespit etmek iizere DFA yapilmistir. DFA sonuglari 6lgege ait olan
modelin yeterli uyum iyiligi ile tutarliliga sahip oldugunu agikca ortaya koymus-
tur. Yapi gecerligi saglanan 6lgegin glivenirlik analizlerine de bakilmistir. Bu kap-
samda yapilan Cronbach’s alpha i¢ tutarlilik katsayisi ile madde-toplam korelas-
yon analizleri 6l¢egin giivenirligini ortaya koymustur. Ayrica boyutlar arasindaki
anlamli iligkiler de 6lgegin i¢ tutarliligin saglanmis oldugunu gostermistir. Yapi-
lan tiim analiz islemleri neticesinde Ogretmenlerin Ogretim Duygu Durumlari
Olcegi'nin 6gretmenlerin dgretim duygu durumlarini 6lgmede kullamilabilecek
yeterli seviyede gecerli ve giivenilir bir 6l¢me araci oldugu ortaya konulmustur.
S6z konusu bu 6lgme aracinin 6gretmenlerin 6gretim faaliyetlerine yonelik olan
duygu durumlarini ¢ok boyutlu olarak ve genis bir yelpazede 6lgmeyi saglayacagi,
ogretmenlere iliskin olarak yapilacak olan caligmalarda egitim yoneticilerine ve
egitim politikasi uygulayicilarina da katki sunacagi diistiniilmektedir.
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Istatistiki caligmalar yapilarak nihai bir yapiya kavusturulan Ogretmenlerin
Ogretim Duygu Durumlar1 Olgegi’nin betimsel analizi de yapilmustir. Bolu ilin-
deki 66 ortaokulda gorevli 732 6gretmenden elde edilen veriler araciligtyla yapi-
lan betimsel analiz sonucunda 6gretmenlerin 6gretim duygu durumlarina yonelik
goriiglerinin Kaygr Duygusu boyutunda “kesinlikle katilmiyorum”, Gurur Duy-
gusu boyutunda “katiliyorum”, Haz Alma Duygusu boyutunda “kesinlikle kati-
liyorum”, Ofke Duygusu boyutunda “katilmiyorum”, Umut Duygusu boyutunda
“kesinlikle katiliyorum”, Hayal Kirikligi Duygusu boyutunda ise “katilmiyorum”
diizeyinde oldugu goriilmektedir.

Ogretmenlerin 6gretim duygu durumlarina yonelik goriislerinin Kaygi Duy-
gusu boyutunda “kesinlikle katilmiyorum” diizeyinde olmasi 6gretmenler igin
arzu edilen bir sonug oldugu soylenebilir. Ciinki biligsel ve duyussal bilesenlerin
bir araya gelmesi ile olusan kaygi duygusu (Frenzel, 2014) calisanlarin i¢sel mo-
tivasyonunun diigmesine neden olmaktadir (Pekrun, Goetz, Titz ve Perry, 2002).
Kayg1 duygusu, 0z yeterlik caligmalarina en sik konu edilen duygu durumlarin-
dan biri olup (Sutton ve Wheatley, 2003) kaygi duygusu diizeyi diisiik olan 6gret-
menlerin 6z yeterlik diizeylerinin yiiksek olmasi beklenmekte ve dgretmenlerin
yiiksek diizeyde 0z yeterlige sahip olmasi da egitim ve Ogretim faaliyetlerinin
etkili ve verimli bir sekilde yiiriitiilmesi icin bilyiik bir 6nem teskil etmektedir.
Ogretmenlerin kaygr duygusu durumlarmin diisiik diizeyde olmasi ayrica 6gren-
ciler icin de arzu edilen bir sonuctur. Ciinkii 6gretmenler kaygi duygusunu hig
yasamadiklarinda veya cok disiik diizeyde yasadiklarinda 6grencileriyle giicli
bir bag kurarlar (Hagenauer ve digerleri, 2015). S6z konusu bu durum da 6g-
retmenlerin deneyimledikleri diisiik diizeydeki kaygi duygusunun 6grenciler ile
kurulacak iliskileri kuvvetlendirebilecegini gostermektedir. Cesitli arastirmalar
(Frenzel ve digerleri, 2009b; Keller ve digerleri, 2014a) 6gretmenlerin deneyim-
ledikleri kaygi duygusu durumlarimin diisiik diizeyde olmasini destekler nitelikte
bulgular sunmakta olup s6z konusu bu arastirmalarda da 6gretmenlerin dene-
yimledikleri kaygi duygusunun 6gretmenlerin deneyimledikleri bir bagka olum-
suz duygu durumu olan 6fke duygusuna oranla daha diisiik diizeyde oldugunu
ortaya koymaktadir.

Ogretmenler tarafindan diizenli olarak deneyimlendigi gozlenen duygu du-
rumlarindan biri de gurur duygusudur (Keller ve digerleri, 2014b). Ogretmenle-
rin 6gretim duygu durumlarina yonelik goriislerinin Gurur Duygusu boyutunda
“katiliyorum” diizeyinde olmast hem 6gretmenler hem de 6grenciler icin arzu
edilen bir sonuc¢ oldugu soylenebilir. Clinkii gurur duygusu, bireyin psikolojik
giidiilerinden biri olup (Tarhan, 2014) basar1 motivasyonu ile iligkilidir (Spitek
ve digerleri, 1992; akt. Lewis, 2008). Basar1 motivasyonu yiiksek olan bireyle-
rin rekabetin doruk noktalara ulastig1 giinimiizde bagli bulunduklar: orgiitlere
onemli katkilarda bulunmalari, egitim orgitleri 6zelinde degerlendirildiginde ise
yiiksek motivasyona sahip olan 6gretmenlerin sinif icerisinde ve disarisinda etkili
ve verimli bir egitim-6gretim ortami saglamalari, bagli bulunduklar egitim ku-
rumunun iklimine katki sunmalar1 beklenmektedir. Cesitli aragtirmalar (Carson,
2006; Keller ve digerleri, 2014b) dgretmenlerin deneyimledikleri gurur duygusu
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durumlarinin ytiksek diizeyde olmasini destekler nitelikte bulgular sunmakta ve
gurur duygusunun baskin olumlu duygular igerisinde oldugunu ortaya koymak-
tadur.

Egitim ve Ogretim faaliyetlerinin gerceklestirildigi siniflar duygusal yerler
olup (Pekrun, 2014) s6z konusu bu yerlerde 6gretmenlerin yogun bir sekilde his-
settikleri olumlu duygu durumlarindan biri de haz alma duygusudur (Frenzel ve
digerleri, 2009b). Ogretmenlerin 6gretim duygu durumlarina yonelik goriisle-
rinin Haz Alma Duygusu boyutunda “kesinlikle katiliyorum” diizeyinde olmasi
basta o6grenciler ve 6gretmenler olmak {izere egitimin tiim paydaglari icin arzu
edilen bir sonug oldugu sdylenebilir. Ciinkii haz alma duygusu, sinif motivasyonu
ve sinif disiplini ile pozitif yonlii, anlamli bir iligskiye (Becker ve digerleri, 2015),
ogrencilerin siniftaki 6grenme hazzini tegvik edebilme yetisine (Pekrun, 2014) ve
ogretim kalitesini etkileme giiciine (Witcher ve digerleri, 2001; akt. Frenzel ve di-
gerleri, 2009b) sahiptir. Ayrica yiiksek diizeydeki haz alma duygusu 6gretmenler
ile 6grenciler arasindaki giiclii bagin gostergesi olarak da ifade edilebilmektedir
(Hagenauer ve digerleri, 2015). Cesitli arastirmalar (Becker ve digerleri, 2015;
Carson, 2006; Frenzel, 2014; Frenzel ve digerleri, 2009b; Frenzel ve digerleri,
2016; Frenzel ve Goetz, 2007; Keller ve digerleri, 2014b; Klassen ve digerleri,
2012; Sutton ve Wheatley, 2003) 6gretmenlerin deneyimledikleri haz alma duy-
gusunun yiiksek diizeyde olmasini destekler nitelikte bulgular sunmaktadir.

Ogretmenlerin 6gretim duygu durumlarina yonelik goriislerinin Ofke Duy-
gusu boyutunda “katilmiyorum” diizeyinde olmasinin arzu edilen bir sonuc ol-
dugu soylenebilir. Ciinki yikici olarak ifade edilebilecek olan olumsuz 6grenci
davraniglar1 6gretmenlerin egitim ve 0gretim ortamlarindaki duygusal deneyim-
lerine biiyiik 6l¢tide olumsuz yonde etki etmekte (Emmer ve Stough, 2001), onla-
rin igsel motivasyonlarini azaltmakta (Pekrun ve digerleri, 2002) ve s6z konusu bu
durumlar da nihayetinde 6gretimsel ve yonetimsel hedeflere ulagilmasini engel-
lemektedir. Bunun yani sira 6gretmenlerin deneyimledikleri yogun 6fke duygusu
ogrencilerle kurulacak olan bagi da zayiflatmaya neden olmaktadir (Hagenauer
ve digerleri, 2015). S6z konusu bu nedenlerden dolay1 arastirmada 6gretmenle-
rin 6fke duygunun diisiik diizeyde olmasi arzu edilen bir sonug¢ olmasina ragmen
ofke duygusu ile birlikte olumsuz duygu durumlar olarak ele alinan kaygi ve
hayal kiriklig1 duygularina gore 6fke duygusunun daha yiiksek bir aritmetik orta-
lamaya sahip olmasi ise dikkat ¢ekicidir. Literatiir (Chang, 2013; Frenzel, 2014;
Frenzel ve digerleri, 2009b; Keller ve digerleri, 2014a; Keller ve digerleri, 2014b;
Prosen ve digerleri, 2014; Shapiro, 2010; Sutton, 2007; Sutton ve Wheatley, 2003)
arastirmada ofke duygusu ile ilgili ortaya ¢ikan sonuclari ve 6fke duygusunun di-
ger olumsuz duygu durumlarina nazaran daha baskin olmasini destekler nitelikte
bulgular sunmaktadir.

“Gelecekten beklenen olumlu gelismeler” olarak tanimlanan umut duygusu
(Staats, 1987; akt. Ozer ve Tezer, 2008) ogretmenler tarafindan deneyimlenen
duygu durumlar arasinda gosterilmektedir. Ogretmenlerin 6gretim duygu du-
rumlarina yonelik goriislerinin Umut Duygusu boyutunda “kesinlikle katiliyo-
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rum” diizeyi ile haz alma duygusundan sonra en yiiksek ortalamaya sahip ikinci
duygu durumu olmasinin arzu edilen bir sonug oldugu sdylenebilir. Ciinkii birey-
lerin fikir ve eylemlerinin gelismesinde olumlu duygularin bityiikk 6neme sahip
oldugu bilinmekte olup (Smith ve digerleri, 2012) olumlu duygular arasinda yer
alan umut duygusunun da egitim kurumlarinin vazgecilmez unsurlar1 arasinda
yer alan 6gretmenlerin fikir ve eylemlerini gelistirmelerine katk: saglamasi bek-
lenmektedir. Umut duygusu, biligsel-motivasyonel bir kavram olarak ifade edil-
mekte ve bilhassa pozitif psikolojinin ¢calisma alani icerisinde siklikla yer bulmak-
tadir. Olumlu ciktilar1 destekleyen 6nemli bir degisken olarak ortaya cikan umut
duygusu 0znel iyi olug kavramiyla oldukga sik bir sekilde anilmakta olup 6znel
iyi olugla anlamh diizeyde bir iliskiye sahiptir (Sahin, Aydin, Sar1, Kaya ve Pala,
2012). Ayrica, oOrgiitlerin insan kaynagindan etkili bir sekilde yararlanmasi igin
biiytik 6nem tegkil eden motivasyonun (Kapusuzoglu, 2004) en énemli kosulla-
rindan birisi olarak da umut duygusu gosterilmektedir (Tarhan, 2014).

Ogretmenler tarafindan sikca deneyimlenen duygu durumlarindan biri olan
hayal kirikligi duygusu olumsuz duygular arasinda gosterilmekte olup (Buric ve
digerleri, 2017) istenilen herhangi bir beklenti gerceklesmedigi zaman meyda-
na gelmektedir (Levering, 2000). Ogretmenlerin 6gretim duygu durumlarina
yonelik gorislerinin Hayal Kirikligi Duygusu boyutunda “katilmiyorum” diize-
yinde olmasinin arzu edilen bir sonug oldugu sdylenebilir. Clinkii 6gretmenlerin
yasadiklar1 olumsuz duygularin 6gretmenlerin sahip olduklari mesleklerinden
ayrilmalari gibi ¢ok 6onemli kararlarini etkileyen temel unsurlar olduklar: ifade
edilmekte olup (Frenzel ve digerleri, 2009a) 6gretmenlerin isten ayrilma niyet-
lerini artiran s6z konusu bu olumsuz duygular arasinda hayal kirikligi duygusu
da yer almaktadir (Friedman, 1993; akt. Carson, 2006). Hayal kirikligi duygu-
sunun Ogretmenlerin isten ayrilma niyetlerinden sonra iligkili oldugu bir bagka
onemli unsurun da bireylerin kendilerine yliksek amaglar belirleyip daha son-
rasinda arzuladiklarini elde edemeyerek giiclerinin tiikendigini ve nihayetinde
yorulduklarinin farkina varmalar olarak tanimlanan mesleki tiikenmiglik oldugu
soylenebilir (Ersoy, Yildirim ve Edirne, 2001; akt. Cemaloglu ve Erdemoglu Sa-
hin, 2007). Gerek isten ayrilma niyeti gerekse de mesleki titkenmislik gibi 6gret-
menlerin mesleki yasamlar icin ¢ok dnemli olan unsurlarla dogrudan iligkili olan
ogretmenlerin deneyimledikleri hayal kiriklig1 duygusu egitimin tiim paydaslari
tarafindan dikkatle izlenmeli ve 6gretmenlerin soz konusu bu duyguyu yasama-
malari i¢in gerekli olan tedbirlerin egitimin tiim paydaglar1 tarafindan alinmasi
saglanmalidir.

Ogretmenlerin olumlu 6gretim duygu durumlari olarak ele alinan gurur duy-
gusu, haz alma duygusu ve umut duygusunun, olumsuz duygu durumlari olarak
ele alinan kaygi duygusu, 6fke duygusu ve hayal kirikligi duygusuna oranla daha
yogun bir sekilde yasandigi sonucuna ulasilmistir. Yapilan cesitli arastirmalarda
da (Becker ve digerleri, 2015; Frenzel ve digerleri, 2009b; Keller ve digerleri,
2014b; Klassen ve digerleri, 2012; Prosen ve digerleri, 2014) 6gretmenlerin 6g-
retim faaliyetlerini yerine getirirken olumlu duygular1 olumsuz duygulara oranla
daha yogun bir sekilde yasadiklar tespit edilmistir. Ciinkii 6gretmenlik meslegi
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oziinde ekonomik kazang saglamadan ziyade yapilan isten haz alma, elde edilen
sonuclardan gurur duyma ve nihayetinde gelecege umutla bakmay1 icermektedir.
Olumsuz duygular olan kaygi, 6fke ve hayal kiriklig1 duygular: ise her birey gibi
ogretmenlerce de giinliik hayatta yasanabilecek duygular olup meslegini seven
bir 6gretmenin gerek dgretme siirecine hazirlanirken gerekse de meslegini icra
ederken egitim-6gretim ortamina yansitmamaya 0zen gostermesi gereken duygu
durumlari olduklari ifade edilebilmektedir.

Arastirmanin yalniz Bolu ilinde yiiriitiilmesi aragtirmanin sinirliligr olarak
ifade edilebilmekte olup arastirma ile ilgili 6neriler asagida belirtilmistir.

Uygulayicilara yonelik oneriler;

i-)Ogretmenlerin kayg, 6fke ve hayal kirikhig1 gibi olumsuz duygu durumla-
rin1 yasamalarina neden olan etkenler tespit edilmeli ve 6gretmenlerde olumsuz
duygu durumlarinin olusmasina neden olan bu etkenlere yonelik olarak etkili
tedbirlerin alinmast igin egitim sisteminin biitiin paydaslarinin gerekli olan caba-
y1 gostermeleri saglanmalidir.

ii-)Ogretmenlerin gurur, haz alma ve umut gibi olumlu duygu durumlarini
yiiksek diizeyde yasamalarina kaynaklik eden etkenler egitim kurumu yOneticile-
ri tarafindan belirlenmeli ve belirlenen bu etkenler giiclil bir sekilde desteklen-
melidir.

iii-)Ogretmenlere yonelik olarak duygu diizenleme ve duygu yonetme yon-
temleri ile ilgili egitimler verilmelidir.

Arastirmaciara yonelik oneriler;

i-)Ogretmenlerin 6gretim duygu durumlari 6lgegi kaygi, gurur, haz alma,
ofke, umut ve hayal kiriklig1 duygular1 olmak iizere alti duygu durumunu iger-
mekte olup arastirmacilar bu duygu durumlarinin diginda kalan tiziintii, mutlu-
luk, korku gibi bagka duygu durumlarin: da inceleyebilirler.

ii-)Ogretmenlerin 6gretim duygu durumlari 6rgiit iklimi, orgiit kiiltiirii, or-
giitsel baglilik, orgiitsel vatandaslik, orgiitsel erdemlilik, Orgiitsel giiven, orgiitsel
degisim, sinif yonetimi, is doyumu, is performansi, motivasyon, iletisim, liderlik,
0z yeterlik, tutum, mesleki tikenmislik, duygusal emek vb. farkli bireysel, Orgiit-
sel ve yonetsel konu ve kavramlarla birlikte ele alinabilir.

iii-)Ogretmenlerin 6gretim duygu durumlari bu aragtirmada nicel olarak in-
celenmis olup arastirmacilar s6z konusu bu duygu durumlarini nitel veya karma
yontemler araciligiyla da inceleyebilirler.
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Kaygi1 Duygusu
1. Ogretime hazirlanma kaygilanmama sebep olur.
2. Ogretmeyi diisiindiigiim zaman huzursuzluk hissederim.
3. Opgretirken gergin ve sinirli hissederim.
4. Ogretimimin iyi gegmeyecegine dair endigeliyimdir.
Gurur Duygusu
5. Ogretimime hazirlanma tarzimla gurur duyarim.
6.  Isimin sonucuyla gurur duyarim.
7. Opgretim tarzimla gurur duyarim.
8.  Bir 6gretmen olarak basarimi diisinmek beni gururlandirir.
Haz Alma Duygusu
9. Opgretirken mutlu olmak icin sebeplerim vardir.
10. Derslerime hazirlanirken keyif alirim.
11.  Ogretmekten haz alirim.
12. Hevesle dgretirim.
Ofke Duygusu
13.  Ogretirken gercekten ¢ok kizarim.
14. Ogretirken 6fkelenmek icin sebeplerim vardir.
15. Bazi giinler 6gretmek beni cileden gikartir.
Umut Duygusu
16. Ogretimimin basarili gececegini iimit ederim.
17. Ogretim esnasinda 6grencilerin sergiledigi davraniglar umutlanmami saglar.
18. Ogretim esnasinda 6grenciler tarafindan elde edilen kazanimlar umutlanma-
mi saglar.
19. Ogretirken umutluyumdur.
20. Derste kosullar ne olursa olsun dersi basaril bir sekilde tamamlayacagim
imidini kaybetmem.
21.  Ogretim tarzim beni umutlandirir.
22, Ogretim siireci istedigim gibi tamamlandig1 igin siniftan umutlu bir 6gretmen
olarak ayrilirmm.
Hayal Kirtkligi Duygusu
23.  Ogretime hazirlanirken beklentilerimin bosa ¢ikacagi duygusuna sahibim.
24, Ogretim esnasinda hayal kirikligi yasamam icin birok neden vardir.
25. Opgretirken hayal kiriklig1 yasarim.
26. Opgretim tarzim beni hiisrana ugratr.
27.  Ogretim siireci bekledigim gibi gerceklesmedigi igin dersin sonunda hayal
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Abstract

The aim of this study is to examine classroom management competence level and investigate the factors that
predict this level among students studying at faculty of education. This study is a quantitative study designed as
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The group piling up books has 2.40 times higher classroom management competence than the group who does
not. Classroom management competence is 3 times higher in the group who evaluates themselves as a successful
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Introduction

The concept of ‘classroom management’ arose in 1900s; however, there
were not any extensive and effective developments in this field until 1950s. In ad-
dition, the concept of ‘management’ was not regarded as an independent field of
science in educational studies before 1950s (Brophy, 2006). One of the first syste-
matic studies in classroom management was conducted by Kounin (1970) and he
stated in his study that there were many factors affecting classroom management
(cited in Borden, 2013). These are student behavior, proper timing in lesson,
the awareness levels of students and classroom arrangement (cited in Celikten
& Boyaci, 2009). Although classroom management has started to become an
important study field in the world, it can be said that this has been addressed in
a later period in Turkey. In other words, even though the history of educational
sciences goes back to 1920s in Turkey, ‘Classroom Management’ was embedded
into teacher training curriculum as a field of study and a lesson with the restruc-
ture in faculties of education in 1997 (YOK, 1998).

Classroom management, which is a compulsory course in faculties of educa-
tion (YOK, 1998), is a broad term including a set of behaviors and methods that
are used to manage students’ and teachers’ behaviors in a classroom (Evertson
& Emmer, 2013). However, studies done in the field of classroom management
show that the strategy that every teacher determines regarding classroom ma-
nagement is quite different from each other (Evertson & Poole, 2008; Kwok,
2017; Sun, 2015). This difference stems from the diversity of each and every
classroom’s social, cultural and developmental dynamics and the teacher deter-
mines a management strategy that is unique to the dynamics of the class (Kwok,
2017). For this reason, the definitions of classroom management differ, too (Em-
mer & Stough, 2001). Classroom management can be defined as preparing the
learning atmosphere where the targeted learning regarding the objectives will
take place, determining the direction of learning, using time efficiently, arran-
ging relationships in class within rules, collaboration among students, providing
a multidirectional communication and students’ being motivated, understanding
and evaluating themselves, and a means of their controlling, internalizing and
enriching themselves (Bakioglu, 2014; Emmer & Stough, 2001; Erden, 2005; Ka-
rip, 2005; Tertemiz, 2007, YOK, 1998). In other words, classroom management
can be defined as creating a good classroom and managing it in order for learning
to be realized in the highest level.

A good classroom management is a means of quality education (Basar,
2003; Cakmak, Kayabast & Ercan, 2008; Oliver & Reschly, 2007) because a good
classroom management creates a good learning atmosphere (Austin & Omomia,
2014; Aydin, 2014), students who participate in an effective learning atmosphere
having the chance to present their own abilities in the classroom become happy
and more motivated and have positive attitudes towards the school (Evertson &
Emmer, 2013) and they get more successful (Hattie, 2012). In contrast to this,
a weak classroom management (Kayikel, 2009; Giallo & Little, 2003; Orpinas,
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Horne & Project, 2004) prevents the target educational outcomes (Evertson &
Emmer, 2013). In the classroom with a weak classroom management, some un-
desirable behaviors such as talking idly, chatting with a friend, throwing the ob-
jects, walking idly in the classroom, cheating, telling lies and aggression/violence
are observed to come out (Pagliaro, 2011). It is known that these behaviors that
disrupt the class atmosphere affect the other students’ academic performances
negatively (Austin & Omomia, 2014). For this reason, teachers’ skills to use their
proficiencies that they have, their skills to organize the classroom and manage
students’ behaviors are critical in order to obtain positive educational outcomes
(Hattie, 2002; Oliver & Reschly, 2007; Yilmaz & Aydin, 2015). A teacher having
these skills realizes effective learning by structuring a successful classroom envi-
ronment that encourages students to learn.

Classroom management appears as a skill that is needed by teachers becau-
se when studies conducted abroad and in Turkey are examined, it is seen that one
of the important skills especially new teachers need is classroom management
(Emmer & Stough, 2001; Evertson & Emmer, 2013; Oliver & Reschly, 2007).
This situation causes new teachers to have difficulties in finding an opportunity
to associate new information with practice although they have had a chance to
get theoretical background in the framework of the classroom management co-
urse (Okutan, 2015). Some researches even indicate that the sense of proficiency
that teachers perceive has an effect on professional burnout ranging from com-
mitting violence in class (Giile¢ & Alkis, 2004; Sadik & Aslan, 2015) to quitting
the job (Aloe, Amo & Shanahan, 2014; Brouwers & Tomic, 2000; Milner, 2002)
and the fact that 40% of teachers who quit their jobs have these kind of behaviors
in the first five years of their job (Milner, 2002) shows that classroom manage-
ment course is important in terms of making teachers feel proficiency especi-
ally in the first years of teaching and minimizing the difficulties they experience.
Therefore, it was concluded that as a result of the fact that faculty of education
students take the classroom management course, they would work more enthu-
siastically and more successfully besides having a high level of teaching mana-
gement and classroom management competence and that a teacher who has a
high self-confidence would be more successful (Ekici, 2008; Milner, 2002). With
the latest updates, the content of the classroom management course includes
basic concepts of classroom management; physical, social and psychological di-
mensions of the class; classroom rules and discipline in class; models regarding
classroom discipline and management; student behavior management in class;
communication and interaction process in class; student motivation in class; time
management in class; teacher as an instructional leader in class; management of
teacher-parent interviews; creation of a positive classroom and learning atmosp-
here; case studies related to classroom management according to levels in school
(YOK, 2018).

It can be said that having a high level of classroom management competence
has numerous positive results. In this context, Aloe, Amo and Shanahan (2014)
found there was a significant relationship between classroom management and
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self-confidence. Kurt, Ekici and Giingor (2014) found in their study that class-
room management training had a high and moderate level effect on pre-service
teachers’ self-confidence. Yiiksel (2014) put forward in his research that class-
room management course had an important role in improving pre-service teac-
hers’ self-confidence levels. Incecay and Dollar (2012) revealed that there was
a significant relationship between pre-service teachers’ classroom management
competences and readiness to manage challenging classes. According to Abu-Ti-
neh, Khasawneh and Khalaileh (2011), there is a high level and significant rela-
tionship between teacher self-confidence and all classroom management styles.
Cerit (2011) found out that the individual teaching proficiency and the general
teaching proficiency were an important descriptor of classroom management.
Klassen and Chiu (2010) stated that teachers of young age groups had a high
self-confidence in classroom management and that professional satisfaction of
teachers with high self-confidence was also high. When all these findings are
examined within a general perspective, learning outputs have a strong connecti-
on with learning environment (Hattie, 2002) and it is thought that the key factor
which provides this is the teachers; that the teacher has a high classroom mana-
gement competence before starting the job is important in terms of the quality
of education.

In conclusion, there are studies encountered regarding classroom manage-
ment and professional development of faculty of education students and teac-
hers (Dibapile, 2012; Emmer & Stough, 2001; Oliver & Reschly, 2007; Selcuk,
Kadi, Yildirim & Celebi 2017). However, although there are researches about
self-confidence beliefs and perceptions of faculty of education students in Turkey
(Altunceki¢, Yaman & Koray, 2005; Bakioglu, 2014; Capri & Celikaleli, 2008;
Ekici, 2008; Kahyaoglu & Yangin, 2007, Ozdemir, 2008; Sahin & Sahin, 2017;
Tagkin & Haciomeroglu, 2010; Yenice, 2012), there have not been encountered
any researches that predict classroom management competences of faculty of
education students. For this reason, this research aims to investigate classroom
management competence levels of faculty of education students and variables
that predict this level. In line with this purpose, the dependent variable and inde-
pendent variables below were examined.

1. Determining classroom management competence level of faculty of
education students and,

2. Investigating whether classroom management competence level of fa-
culty of education students is predicted. The independent variables are
listed below:

e Gender,
*  (Classroom management course,
e Physical violence,

*  Piling up books,
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e Consider yourself as a successful teacher in the future,

e Success in lessons.

Method

Research model, study group, data collection and data analysis are presen-
ted in this section.

Research Model

This research is a quantitative study designed as a correlational survey mo-
del. Survey models include getting information about attitudes, features or expe-
riences of one or more people. The final aim is to get information about a large
group by examining a sample (Leedy & Ormrod, 2005).

Study Group

The study group of this research consists of 405 faculty of education students
studying at Nevsehir Haci Bektas Veli University in 2017-2018 academic year. The
information of the study group attended to research is presented in Table 1 below.

Table 1
Descriptive Information Regarding Dependent and Independent Variables

Dependent Variable Categories n Yo

Low 65 16
Classroom Management Competence Level Moderate 208  51.4
High 132 326

Independent Variables Categories f ¥
Woman 319 79.7
Gender Man 8 212
Have you taken a classroom management course? Yes 145 358
No 260 642
Have you ever committed physical violence? Yes 108  26.7
No 297 733
Do you pile up your books? Yes 339 837
No 66 16.3
Do you see yourself as a successful teacher in the future? Yes 360  88.9
No 45 11.1
Are you successful in your lessons? Yes 307 758
No 98 24.2

Total 405

*The total number of independent variables within themselves varies due to the lack of
missing values assigned to independent variables.
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According to Table 1, classroom management competence level of the ma-
jority of the students of faculty of education who took place in the research is
moderate (n=208, %51.4). It was measured by Schwarz’s Bayesian Informati-
on Criterion showed below Figure 1. The majority of the participants is women
(n=319, %79.7). Most of the participants have not taken a classroom manage-
ment course (n=260, %64.2), have not committed violence (n=297, %73.3), pile
up their books (n=339, % 83.7). Most of the participants see themselves as a
successful teacher in the future (v=360, %88.9) and think that they are successful
in their lessons (n=307, % 75.8).

Data Collection and Data Collection Tool

“The classroom management competence scale” was used in the research.
The scale forms were collected within about a three-week-period. Data were col-
lected by the researchers themselves. “The classroom management competence
scale” which was used in the research was developed by Elcicek, Kinay and Oral
(2015). The scale is a 5-point-likert-type scale. It consists of five dimensions and
30 items.

When the findings related to the validity and reliability of the scale were
analyzed, (KMO) value regarding the structural validity was found as .91 and
Bartlett’s results were found as 6205.24 (p<.000). These results indicate that fac-
tor analysis hypotheses are provided and 57.36% of total variance of the four-
factor scale is explained. That the original scale has 5 but the one in the research
has 4 dimensions stems from the fact that the study groups are different. It was
also concluded that Cronbach alpha coefficient value was (o =.82).

When the confirmative factor analysis (CFA) results of classroom mana-
gement competence scale were analyzed, t values of all items were seen to be
significant at .05 level. P value, on the other hand, was found to be 0.00000 and p
value is significant at .05 level. According to Cokluk, Sekercioglu and Biiyiikoz-
tiirk (2016), the p value in CFA informs about the significance of the difference
(X?value) between the expected covariance matrix and the observed covariance
matrix. Naturally, that p value is not significant is a desirable situation. However,
it is natural that p value is significant since the study sample is large and for this
reason it is useful to examine the fit indices below regarding the fit between two
matrices. The goodness of fit indices is presented in Table 2 below.
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Table 2
Goodness of Fit Indices and Values of Classroom Management Competence Scale

Goodness of fit index Values
X2 1176.89

df 400

X%df 2.94

SRMR .07

NNFI .96

CFI .96

GFI .86

AGFI .84

RMSEA .063

According to Table 2, when goodness of fit index (X?=1176.89) and freedom
degree (df=400) were examined, (X?/df) was found to be 2.94. That this value is
over 3 means a perfect fit (Kline, 2005). In line with this, it can be said that the
ration X?/df in this research presents a perfect goodness of fit value. It is seen
that goodness of fit index of Standardized Root Mean Square Residual (SRMR)
is to be .07. That RMR and SRMR are below .05 means a perfect fit (Joreskog &
Sorbom, 1993; cited in Cokluk, Sekercioglu and Biiyiikoztiirk, 2016). In this fra-
mework, it can be stated that SRMR has a weak fit. When goodness of fit indices
of NNFI and CFI are examined, it is seen that the index of NNF is .96 and that of
CFl is .96. That NNFI and CFI indices are over .95 means a perfect fit (Stimer,
2000; cited in Cokluk, Sekercioglu & Biiyiikoztiirk, 2016). In this research, NNFI
and CFI indices can be stated to have a perfect fit. GFI value was found to be
.86 and AGFI value was .84. That GFI and AGFI values are over .95 means a
perfect fit, over .90 means a good fit (Hooper, Caughlan & Mullen, 2008; cited in
Cokluk, Sekercioglu & Biiyiikoztiirk, 2016). In this research, both GFI and AGFI
values can be said to have a weak fit. As a final point, when RMSEA value of
path diagram is investigated, it is seen that goodness of fit index is at .063 level.
That RMSEA is below .08 means a good fit (Joreskog & Sorbom, 1993; cited in
Cokluk, Sekercioglu & Biiyiikoztiirk, 2016). In this context, it can be said that
goodness of fit index of classroom management competence scale is good. The
scale can be stated to be a valid and reliable scale when goodness of fit indices
are analyzed in general.

Data Analysis

513 scale forms were collected in the frame of this research, however, as a
result of the review of the scale forms, 8 scale forms which were filled in without
caring such as ticking all “agree” and “disagree” or not filling up most of the
forms were taken out. As a result of calculating Z point, since 18 data which are
out of -3 and +3 points form an extreme value, they were taken out of analysis
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and 487 scale forms were analyzed to determine classroom management com-
petence mean score. However, this picking procedure continued due to data
analysis of the research. In other words, the type of data analysis that would
serve the purpose of the research is ordinal logistic regression and according to
ordinal logistic regression, in case of having missing data in any of six indepen-
dent variables taking place in the research, that scale form is not included in the
analysis (Table 1). Therefore, due to the independent variables, 82 missing data
were encountered within 487 scale forms and these data were not included in the
analysis. As a result, 405 scale forms were used in data analysis.

The research data were analyzed via a statistical program. .05 significance
level was taken as basis in the research. For data analysis, descriptive statistics
of students constituting the study group, frequency analyses and ordinal logistic
regression analysis were used. In order to examine the distribution of indepen-
dent variables for each category, Wald test was used. Parameter significances
were tested with this test. Goodness of fit was tested by examining Pseudo R?va-
lues. These tests are Cox and Snell, Nagelkerke and McFadden tests. These tests
indicate how many of dependent variables can independent variables predict.

For confirmatory factor analysis of the scale, goodness of fit index levels
(X?/sd, SRMR, NNFI, CFI, GFI and AGFI) were checked and RMSEA value
of path diagram was examined. In order to evaluate the average score of the
dependent variable, interpretation was made by taking the cutting points of the
scales into consideration. In this context, cutting points were made as follows:
Very high: 5.00 —4.20 / High: 4.19 - 3.40 / Moderate: 3.39 — 2.60 / Low: 2.59 - 1.80
/ Very Low: 1.79 — 1.00

Forming an Ordinal Logistic Regression Model

In the model that would be formed for the ordinal logistic regression analy-
sis, primarily the dependent variable needs to be divided into more than two
categories. These categories should be gradual within themselves from low to
high. The two-stage clustering analysis was used in order to divide the dependent
variable into categories. The two-stage clustering analysis is a technique that is
used in cases when there is no preliminary information regarding the number
of the clusters and that can include categorical and continuous variables in pro-
cess. In this analysis technique, the optimum number of clusters is determined by
the method. BIC (Schwarz’s Bayesian Information Criterion) or AIC (Akaike’s
Information Criterion) information criteria are used in order to determine the
optimum number of clusters automatically (Schieopu, 2010: 66-75; cited in Gi-
ray, 2016). Dependent variables were divided into categories by using BIC in this
research. BIC results are presented in Figure 1 below.
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Model Summary

Algorithm TwoStep

Input Features 1

Clusters 3
Cluster Quality
I I I I 1
-1.0 -0.5 0.0 0.5 1.0

Silhouette measure of cohesion and separation

Figure 1. BIC (Schwarz’s Bayesian Information Criterion) results

According to Figure 1, the dependent variable of the research was divided
into three categories. These categories are low, moderate and high. Results are
presented in Table 3 below.

Table 3
Two-Stage Clustering Analysis Results

Variable Category Cluster n %
High 3 139 28.5
Dependent
. Moderate 2 249 51.1
Variable
Low 1 99 20.3
Total 487

In Table 3 the number of participants is 487, however, as mentioned above,
although the starting number was 487 when forming the model, automatic elimi-
nations were made as the model provided the hypotheses. As a result of the eli-
minations, data analysis was maintained on 405 scale forms. In other words, six
independent variables of 405 scale forms were filled up without missing data. In
addition, it is seen in Table 3 that as a result of BIC analysis classroom management
competence level of faculty of education students is moderate (n=249, % 51.1).

In ordinal logistic regression analysis, a convenient link function needs to be
selected. There are five different link functions. These are logit, complementary log-
log, negatively log-log, probit and cauchit. The most commonly used ones are logit,
probit and complementary log-log functions (Long, 1997). It was seen that there was
not a sudden change in cumulative likelihood values of the categories (Table 2). Lo-
git function is suggested to be used in similar situations but the table of information
regarding fit of the model that came out in the analysis and -2 log-likelihood (-2LL)
value for the model formed without independent variables and the model formed
when independent variables were included are presented in Table 4 below.
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Table 4
Model Goodness of Fit Information
Model 2LL X2 df P
Intercept Only 246.414
. 47.245 6 .00
Final 199.169

It is seen in Table 4 that there is a significant difference between the model
formed with independent variables and the starting model formed without in-
dependent variables (X?>=246.414-199.169=47.245, p=.000). According to this
result, there is a relationship between dependent and independent variables. In
order to test the fit of the model formed (logit), chi-square model goodness of fit
test is presented in Table 5 below.

Table 5
Chi-Square Model Goodness of Fit Test

X2 df p
Pearson 87.289 90 561
Deviance 98.161 90 2601

H,=Model is not suitable as of the data.
H,=Model is suitable suitable as of the data.

According to Table 5, ordinal logistic regression model related with the logit
function is seen to be suitable (p=0.561>.05). H, hypothesis that states the mo-
del is in a harmony with the data is acceptable. All processes after this process
were maintained via logit function.

The dependent variable that was divided into categories needs to provide
‘parallel curves’ hypothesis that is one of the hypotheses of ordinal logistic reg-
ression. The straight lines divided into categories are needed to have parallel
curves to each other. To put it differently, it means that the parameters should be
equal to each other in each category. The results of Chi-square test implemented
to examine parallelism hypothesis are presented in Table 6 below.

Table 6
Parallel Curves

Model -2LL X2 df p
Null Hypothesis 199.169
2.268 6 .893
General 196.901

*Link Function: Logit
H,=Parameter estimates pass through a different cut of the points.

H,= Parameter estimates pass through the same cut of the points.
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Table 6 demonstrates that regression coefficients are the same at all three
categories (low, moderate, high) of the dependent variable and they provide the
hypothesis of parallel curves and p probability is .893. Since the case is p>.05, H,
hypothesis is accepted.

After the hypotheses regarding the dependent variable are provided, hypot-
heses regarding the independent variables should also be provided. In this con-
text, it is needed to take the variables that would not serve the purpose out of
analysis. Including inappropriate variables into the model makes the model
complicated. And therefore it makes it hard to interpret the model. It may also
cause a misinterpretation that these variables have an effect on the dependent
variable (Baydemir, 2014). In addition, the number of people in the indepen-
dent variables was also taken into consideration (Table 1). According to Cokluk
(2010), it is emphasized that the number of people in each independent variable
needs to be minimum 20 and it is minimum 60 in total.

In order to determine whether there is the problem of multi collinearity
among the predictor variables, the tolerance and the variance inflation factor
(VIF)values were also examined. That VIF value is under 10 and tolerance value
is over 0.2 indicates that multi collinearity problem does not exist (Field, 2009).
Tolerance and VIF values of the predictor variables are presented in Table 7
below.

Table 7
Hypothesis of Multicollinearity Results among Independent Variables

Variables TOLERANCE VIF

Gender .964 1.038

Have you taken a classroom management course? .957 1.045
Have you ever committed physical violence? .940 1.064

Do you pile up your books? 911 1.098

Do you see yourself as a successful teacher in the future? .879 1.137
Are you successful in your lessons? .861 1.162

According to these values in Table 7, when Tolerance and VIF values are
examined, it is seen that Tolerance value is over .02 and that VIF value is under
10. According to this result, it is observed that the problem of multi collinearity
does not exist. It has also been confirmed that necessary hypotheses for ordinal
logistic regression model are provided. So the analysis can be made.

Findings

The level of attitudes of faculty of education students towards the scientific
research and the findings obtained as a result of forming the model are presented
in this section.
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The classroom management competence level of faculty of education stu-
dents is presented in Table 8 below.

Table 8
Classroom Management Competence Levels of Faculty of Education Students

N X Ss
Classroom Management Level 487 110.00(3.66) 953 -262 1375

*82 missing data- scale forms that ordinal logistic regression ignored were included here
and the analysis was made on 487 students.

According to Table 8, the classroom management competence level of 487
students of faculty of education is 3.66 out of 5. This can be interpreted as stu-
dents present a high level classroom management competence according to the
cut-off points.

As a result of forming the model, in order to predict the strength of the rela-
tionship between independent variables and the dependent variable, the Pseudo
R? values are presented in Table 9 below.

Table 9
Investigation of Goodness of Fit through Pseudo Values

Cox and Snell 110
Nagelkerke 127
McFadden .058

According to Table 9, the independent variables of the research explain 11%
of the dependent variable according to Cox and Snell, 12% according to Nagel-
kerke and 5% according to McFadden. This result predicts the strength of relati-
onship between the independent variables and the dependent variable.

Table 10 below presents the ordinal logistic regression analysis that indicates
whether the average score of classroom management competence level of faculty
of education students is predicted by any variables, the model established above.
In addition, based on the Wald statistical results, an odd ratio is obtained by ta-
king of the Wald statistics in order to interpret the model. In the process of taking
“e exponent” e is stable and it is equal to 2.718 (Cokluk, 2010).
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Table 10
Investigation of Significances of the Model’s Parameters
Variables Estimations Std. Wald df p ef
Error

Threshold Dependent Variable
Classroom Management Level (1) 287 408 496 1 481 -
Classroom Management Level (2) 2915 440 43878 1 .000 -
Location Independent Variables
Gender (1,woman) 068 .240 .081 1 766 -
Gender (2,man) 0?2 . . 0 . -
Having had a classroom management course 167 205 667 1 414 )
(1,yes)
Having had a classroom management course 02 . . 0 )
(2,n0)
Committing violence (1,yes) -.465 226 4244 1 .039 0.63
Committing violence (2,no) 0?2 . . 0 . -
Piling up books (1,yes) 878 279 0 9928 1 .002 240
Piling up books (2,no) 02 0 -
Seeing oneself as a successful teacher(1,yes) 1.105 334 10963 1 .001 3.00
Seeing oneself as a successful teacher (2,no) 02 . 0 -
Being successful in one’s lessons (1,yes) S14 244 4435 1 035 1.67
Being successful in one’s lessons (2,no) 02 0 -

*Linking Function: Logit

It is necessary to take firstly the significance value and then the reference
category into consideration while interpreting the Table 10. It is seen that four
values are significant. These values are written in bold in the table. Reference
categories are written in italics in the ‘independent variables’ part of the table.
According to Field (2009), while interpreting the odd ratio, that the odd value is
over 1 is related to the inflation rate coming out at the end; that the odd value
below 1 is related to the rate of decrease coming out at the end.

When the significant four values are interpreted according to the odd ratio
(eP), classroom management competence level of the group of people who have
committed physical violence is 0.63 times higher than that of the group who has
not. Classroom management competence level of faculty of education students
who pile up their books is 2.40 times higher than that of the ones who do not. In
addition, classroom management competence level of the group of people who
see themselves as a successful teacher in the future is 3 times higher than that of
the ones who do not. And finally, it has been found that classroom management
competence level of the group of students who are successful in their lessons is
1.67 times higher than that of who are not.
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Discussion, Conclusion and Suggestions

It is known that every output regarding learning has come out as a result of
the relationship it has with learning environment (Hattie, 2002), classroom ma-
nagement education teachers have taken affects their proficiencies and quality
of education to a large extent (Oliver & Reschly, 2007), therefore attitudes and
behaviors of teachers in classroom management have both positive and negati-
ve effects on students’ academic, social and emotional developments (Austin &
Omomia, 2014; Aydin, 2014; Ekici, Giinhan & Anilan, 2017; Evertson & Emmer,
2013; Sezer, 2018). In line with this, it was aimed to determine the faculty of edu-
cation students’ classroom management competences which affect the quality of
learning environment in this research and as a result of the research it was found
out that the classroom management competences of faculty of education stu-
dents was at a high level (Table 8). According to this result, it can be stated that
classroom management education is offered successfully at faculties of education
and this education is supported and strengthened with implementations.

It was determined that faculty of education students did not predict the
classroom management competence level significantly according to ‘taking class-
room management course before’ variable in this research. In addition, another
variable that does not predict the classroom management competence level of
faculty of education students is gender. When the literature is reviewed, there
are both researches which indicate that the classroom management perception
of teachers and faculty of education students differs significantly according to the
gender variable (Andersen, 2011; Chudgar & Sankar, 2008; Demirtag, Comert &
Ozer, 2011; Erden, Ayta¢ & Erden, 2016; Khan, Khan & Majoka, 2011; Martin,
Yin & Mayall, 2006; Sarfo, Amankwah, Sam & Konin, 2015; Yesilyurt, 2013)
and researches which indicate that there is not a significant difference between
them (Kahyaoglu & Yangin, 2007; Tagskaya & Uyar, 2017; Taskin & Hacidmerog-
lu, 2010; Shoulders & Krei, 2015; Uslu & Avci, 2016; Yilmaz & Aydin, 2015).

According to another result obtained in the research, the classroom mana-
gement competence level of faculty of education students who have committed
violence (slapping in the face, pulling the ear) (to anyone at any time) is 0.63 hig-
her than that of the ones who have not. In the literature, it is seen that teachers
who commit physical violence and command the students with the rules like a
commander that Beranger and Pain (1998) defined as ‘the tyrant teacher’ pro-
vide discipline more easily (Cif¢ili, 2009). It is known that the fact that teachers
commit violence towards students in class so as to provide classroom discipline
stems from the fact that they are not equipped enough to manage undesirable be-
haviors in classroom (Bulut, 2008; Evertson & Emmer, 2013; Karahanci, 2013).
No matter how easy this traditional method makes classroom management for
teachers, it has been observed that physical violence that is committed in class
to control the undesirable behaviors disturbs other students, creates a negative
atmosphere in class and increases the frequency of having undesirable behaviors
in class in contrast (Karahanci, 2013). In addition, that classroom management
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competence is provided in this way reveals that learning outputs are not quality.
It is thought that this behavior of faculty of education students to ease classroom
management affects the temporary discipline in class and classroom manage-
ment competence perception towards them positively. It can be stated that the
way to have a permanent classroom management competence can be achieved
with a well-equipped teacher who loves his/her job and has pedagogical compe-
tences.

It was detected in the research that classroom management competence le-
vels differ significantly in accordance with their habits to pile up their books.
The classroom management competence level of faculty of students who pile
up their books is 2.40 times higher than that of the others. This finding can be
interpreted as faculty of education students who have a high number of books
are likely to read more and their high level of consciousness level increases their
classroom management competence level. Some findings that reading skills of
faculty of education students affect their self-confidence perceptions at a high
level (Baccus, 2004; Kurudayioglu & Celik, 2013) and that self-confidence per-
ception affects classroom management competence were encountered in the li-
terature (Aloe, Amo & Shanahan, 2014; Ekici, 2008; Ekici & Kurt, 2014; Milner,
2002; Tagkin & Haciomeroglu, 2010; Yesilyurt, 2013). Moreover, teachers have
a responsibility to make their students gain the reading skill and when it is tho-
ught that a teacher is a role model for his/her students, he/she must have some
reading skills primarily (Aslantiirk & Saracaloglu, 2010). In the study conducted
on the ideal teacher and professional competence with classroom teachers by
Ulusoy (2013), it was concluded that the fact that the ideal teacher has reading
habit is his/her most important competence regarding world knowledge. It was
also determined in the Baccus’ (2004) research which examines the relationship
between teachers’ reading attitudes and their self-confidence level that teachers’
attitudes towards reading affect their self-confidence positively and they believe
they make a difference in students’ lives and achievements by teaching reading.

It was found out that classroom management competence levels of faculty
of education students who see themselves as a successful teacher in the future
are three times higher than that of the other group who does not — the ratio is
89% — and it was concluded that this independent variable predicts faculty of
education students’ classroom management competences significantly. In order
for teachers to fulfill their tasks successfully, they need to have a high percepti-
on of self-confidence, in other words, they need to perceive their competences
positively and believe in themselves. It was detected in the studies conducted
that teachers’ positive perceptions regarding their competences affect students’
academic performance and achievement positively (Brouwers & Tomic, 2000;
Ekici & Kurt, 2014). For this reason, to take a classroom management course is
critically important for faculty of education students in terms of classroom ma-
nagement, their own competences and seeing themselves as a successful teacher
in the future.

133



Anil Kadir Eranil, Mehmet Ozcan & Bahar Yakut Ozek

The last finding of the research is that classroom management competen-
ce levels of faculty of education students who have a high perception on being
successful in their lessons are 1.67 higher than that of the other group who does
not. It is thought that taking a classroom management course and perceptions
regarding being successful in lessons affect classroom management competence
levels of faculty of education students since they might have developed their pro-
fessional competence perceptions and beliefs as to being successful in classroom
management. To put it differently, their perceptions on being successful in their
lessons represent their self-confidences, too. It was confirmed that classroom
management competences of faculty of education students with a high level of
self-confidence would be high too and there was a positive relationship between
them in many researches (Ekici, 2008; Ekici & Kurt, 2014; Ozdemir, 2008; Tas-
kin & Haciomeroglu, 2010; Ustiiner, Demirtas, Comert & Ozer, 2009; Yesilyurt,
2013).

In this study, it was concluded that classroom management competences of
faculty of education students were affected by their professional self-confidence
perceptions (seeing themselves as a successful teacher, their perceptions regar-
ding being successful in their lessons) their reading habits positively. To sum up,
a teacher’s competence in education and his perception on his professional de-
velopment affect his performance and this performance determines the quality
of the learning environment. The academic motivation and achievement of a
student who has an active communication with the teacher who has a high level
of competence in a quality learning environment are seen to be parallel. When
the effect of the learning environment on students’ academic identities, social
and emotional developments, it is quite important for a teacher to take a pro-
fessional course on classroom management before starting the professional life
and to have completed his progress about classroom management competence.

The suggestions below can be offered in line with the findings of this rese-
arch:

*  Awareness projects can be organized for faculty of education students
to set up their own libraries.

*  Educational and motivational implementations in regard with that fa-
culty of education students will be a successful teacher can be provided
to be maintained during their education.

*  More realistic instructions can be prepared in order to make internship
implementations of faculty of education students more quality and the-
ir regular reports on the internship process can be a measure to assess
them.

e Researchers can do action researches about improving classroom ma-
nagement skills; develop a different method/technique in order to inc-
rease the quality of education and offer implementers some clues as a
result of their action researches.
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Introduction

Studies examining teacher leadership have witnessed an increase in leaders-
hip approaches asserting that leadership should be shared by all stakeholders in
schools, and especially by teachers. The concept of teacher leadership is defined
as teachers’ directing both students and learning processes at the classroom level
(Day & Harris, 2003; Ertesvag, 2009), taking a leading role vis-a-vis their colle-
agues, other school stakeholders, and participating the administration processes
at the school level (Can, 2009; Katzenmeyer & Moller, 2013; Muijs & Harris,
2006). Wenner and Campbell (2017) assert that: (i) studies on teacher leaders-
hip have entered a profound process of institutionalization in the past 10 years,
especially in the US and the UK, (ii) related courses of study have been opened
in universities, (iii) related civil society initiatives have started to emerge, and (iv)
the concept’s specific scientific activities are frequently discussed in academic
circles. This increased interest in teacher leadership has led not only to efforts
being made to define and assess standards related to teacher leadership but also
to the establishment of a large number of regional or national institutions like the
National Board for Professional Teaching Standards (NBPTS), the Teacher Lea-
dership Exploratory Consortium (TLEC), and the National College for Teaching
and Leadership (NCTL). Despite being heavily discussed over the past 30 years,
the conceptual and functional definitions of teacher leadership have yet to be de-
lineated (Neumerski, 2012; Wenner & Campbell, 2017; York-Barr & Duke, 2004).

The concept of teacher leadership is dealt with in the context of the roles and
responsibilities of teachers at school level beyond the class boundaries (Barth,
2001; Can, 2007; Katzenmeyer & Moller, 2013; Muijs & Harris, 2006; Wenner &
Campbell, 2017). In the 80s, the school leadership debate, which focused on dis-
tributing the school principal’s authority to all stakeholders, particularly teach-
ers, revealed the approach of the teacher to share leadership in the school (Muijs
& Harris, 2003; Smylie & Denny, 1990). In this context, teacher leadership is
defined as related to teachers’ roles such as contribution to school vision, devel-
opment of colleagues, and solution of school problems, participation in school
management, strengthening school and community relations. Teacher leadership
concept is generally evaluated in such dimensions as institutional development,
professional development and cooperation with colleagues (Beycioglu & Aslan,
2010; Demir, 2014; Muijs & Harris, 2006). For teacher leaders, roles such as
sharing their expertise knowledge and experience with colleagues, continuous
learning, being involved in research projects, consulting with new teachers, ac-
tive participation in school decisions, influencing school policy are highlighted
(Henderson & Barron, 1995). This approach to the phenomenon of teacher lead-
ership may also predict intermediate forms between the school principal and
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the teacher, which include counseling for the classroom processes of other col-
leagues by a specially trained teacher (Danielson, 2007; Neumerski, 2012). In
this sense, which is widespread in the American education system and also shows
similarities with many years of applied educational sciences model in Turkey
(Ankara Universitesi Egitim Bilimleri Fakiiltesi Mezunlar1 Izleme Arastirmasi
[AU], 1995), experts who are employed in schools or central educational insti-
tutions with the task of teacher leadership can also teach part-time. They also
take responsibilities such as curriculum design, production of content, sharing
experiences among colleagues, and guides the teachers (Association for Supervi-
sion and Curriculum Development [ASCD], 2014; Boston Teacher Leadership
Certificate Program [BTLC], 2018; Pasco County Schools [PCS], 2016).

As an alternative to the teacher leadership approach focusing on teachers’
leadership roles at the school level, Ertesvag (2009) mentions a separate appro-
ach in the literature that focuses on teachers’ in-class leadership roles. Studies
that emphasize teachers’ leadership roles in the classroom in particular and that
define the teacher as a classroom leader and students as her/his followers has att-
racted the attention of researchers (Cheng, 1994; Ertesvag, 2009; Pounder, 2014).
This specific approach presents a leadership framework for teachers who not only
disavow formal leadership roles like department chairs, department heads, union
representatives, commission president, and education trainers but also seek to be
have closer relationships with their students. Essentially, while a large number
of studies focusing on teachers’ leadership roles in the classroom (Beycioglu &
Aslan, 2010; Demir, 2014; Smylie & Denny, 1990; Sugg, 2013) sufficiently assess
teachers’ classroom leadership roles, they generally perform indirect assessments
or severely limit their scope. The concept of classroom leadership consists of an
approach that addresses teacher leadership in a classroom and student context
(Cheng, 1994; Ertesvéag 2009, Pounder, 2006; Pounder, 2014). More specifically,
the following roles find themselves at the fore of qualities related to teachers’
classroom leadership: (i) subject and curriculum expertise, (ii) innovativeness,
(iii) investigativeness, (iv) data use and assessment, (v) teaching facilitation, (vi)
teaching leadership, (vii) professional teacher development, (viii) communica-
tion with families and the greater community, (ix) personal skills development,
and (x) intimacy with students (Crowther, 2009; Henderson & Barron, 1995;
TLEC, 2011). Cheng (1994) categorizes teachers’ classroom leadership charac-
teristics similarly to leadership theories, as being either task-oriented or relati-
on-oriented. Accordingly, an approach that emphasizes curricular acquisitions
and achievement, strong communication with students, or a combination of both
should be embraced in student-teacher interactions.

When a general evaluation is made about the conceptual development pro-
cess of the phenomenon of teacher leadership, sharing of leadership and power
of the school principal with teachers draws attention. In this process, leadership
roles such as mentoring, coaching, and formative teaching constitute an impor-
tant focus of teacher leadership. Current debates evolved into an approach that
does not distinguish the teacher from the class on the basis of basic teaching roles,
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but aims to make their effects beyond the class a part of school culture (ASCD,
2014; Beachum & Dentith, 2004; Danielson, 2007). In spite of the increase in the
interest of researchers in teacher leadership especially in basic education and
secondary education (Beycioglu & Aslan, 2010; Demir, 2014; Harris & Muijs,
2003; Harrison & Killion 2007; Sugg, 2013), it can be said that the approaches in
the context of leading the students have been more in the background with the
effect of the organization based paradigm in the management literature (Smylie
& Denny, 1990). Within this framework, although there is an increase in the stu-
dies evaluating the teacher as a classroom leader, it can be argued that the roles
and responsibilities of the teachers regarding the leading to the students should
be discussed more. According to Harris and Muijs (2003), as a leader, the pri-
mary responsibility of the teacher is considering his/her classroom and students.
Whether teacher leadership studies are focused on classroom processes or pro-
fessional processes, the ultimate goal is to influence student learning (Wenner &
Campbell, 2017; York-Barr & Duke, 2004). Bacanli (2018) emphasizes the regu-
lation of the teacher’s relation with the student as the most important problem of
education system. Accordingly, it can be said that the primary focus of education
is the quality of student-teacher interaction. It can be argued that almost all of
the traits that highlighted for the leaders in the literature such as influencing
followers with different characteristics, motivating them for common purposes,
and revealing the inner energies of the audience also apply to teacher-student
relations. On the other hand, in view of the fact that leadership characteristics
can be improved through education, it is another important aspect of the subject
that the teachers, as role models, are responsible for training the students. In this
context, the responsibilities of teachers regarding the development of leadership
skills of students are also emphasized by the Ministry of National Education in
Turkey (MoNE, 2005, 2015). It can be argued that the role of teachers’ relative
autonomy in classroom processes and their effects on students make it important
to evaluate the leadership roles of teachers as role models for students.

The institutional characteristics of the school has brought the concept of
instructional leadership to educational management literature. The instructional
leadership roles defined for school administrators include tasks directly related
to classroom processes such as guiding the teaching process and evaluating the
process, monitoring student development, coordinating the curriculum, and be-
ing an instructional resource (Krug, 1992). According to Giimiiseli (2001), a prin-
cipal, as an instructional leader, has responsibilities such as measuring, evaluat-
ing and rewarding student achievement, integrating extracurricular activities into
the curriculum, and providing technology and material support to the teaching
process. A more inclusive approach to instructional leadership generalizes this
phenomenon to the behavior of teachers as well as the school principal (Sisman,
2002). In fact, this approach points to the importance of the direct effects of the
leadership phenomenon at the classroom level. Therefore, in this context, it is
important to examine the teacher’s leadership roles towards a classroom which
could be considered as a small organization.
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Another point that draws attention when the studies on teacher leadership is
examined in the literature is that evaluating of the concept according to the opi-
nions of teachers (Apaydin, Vilkinas & Cartan, 2011; Beycioglu & Aslan, 2010;
Demir, 2014; Kiling, 2014; Kovag, 2011; Sugg, 2013; Smylie & Denny, 1990). On
the other hand, in the multiple performance evaluation studies, opinions of all
stakeholders, especially students, are taken into consideration (Keser-Ozmantar,
2011). In this context, TCLS is also seen as important in terms of enabling the
evaluation of the views of students in order to discuss the concept of teacher
leadership in a multidimensional manner.

This study seeks to develop a measurement tool that assesses the phenome-
non of teacher leadership in the context of student-teacher interactions. Due to
the divers perspectives on definition of teacher leadership, Wenner and Camp-
bell (2017) highlight how researchers have defined this concept, discussing the
explanations and importance of the roles focused on by researchers. Accordingly,
an approach that defined teachers’ in- and out-of-class leadership roles vis-a-vis
students as teacher classroom leadership (Cheng, 1994; Ertesvag, 2009; Pounder,
2014) was conceived in the study where the TCLS was developed. The classroom
in this specific context is held to be not merely a physical place but also as a gro-
up. Consequently, the study focused on teachers’ leadership roles vis-a-vis stu-
dents in both in-class and out-of-school processes. The primary objective 0Of this
current study is to provide students the opportunity to assess not only teachers’
classroom leadership roles but also their abilities to lead students. It was aimed
to develop a valid and reliable measurement tool that could serve to define teac-
hers’ classroom leadership. This study has the potential to make an original cont-
ribution to the related literature by allowing students the opportunity to assess
teacher leadership in the context of student-teacher interactions.

Method

This research was designed as a scale development study. A combined in-
ductive and deductive approach (Hinkin, 1995) was used in the development of
the scale’s items. Consequently, interviews with both teachers and students were
conducted to evaluate students’ opinions and expectations in regard to teachers’
leadership vis-a-vis students at the classroom level. Furthermore, studies exami-
ning teacher leadership and the measurement tools that have been developed
were investigated. Accordingly, a 96-item item pool based on the interview re-
sults and a review of the literature was developed. In order to increase the scale’s
content validity, a comprehensive item pool defining the qualities of educational
leadership, transformational leadership, cultural leadership, ethical leadership,
and visionary leadership was developed for teachers. DeVellis (2012) asserts that
the preliminary item pool should be four to five times larger than the scale’s final
form. In the current study, the preliminary item pool was roughly four times lar-
ger than scale’s final 25-item form. In a focus group, five field experts investiga-
ted potentially countervailing items, which resulted in the combination of certain
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items and the entire removal of others from the scale. The scale’s items were
theoretically categorized in the same focus group. Accordingly, the item pool
was brought to its final form and a 39-item survey to be used in a pilot administ-
ration during the study’s first phase was obtained. The first draft of the form was
implemented with the participation of 25 high school students to gauge students’
ability to comprehend the scale’s items. In order to determine the validity and
reliability of the survey form, a two-stage data collection study was conducted
with secondary school students. According to Tezbasaran (2008), trial applica-
tions may be repeated in order to obtain the desired number of items with the
desired properties. During the initial examination of the first-stage pilot data, it
was decided that those items with an item-total correlation of less than .50 would
be removed from the scale (Karasar, 1995). During the second investigation, it
was decided that for items similar in content, those with a high item-total corre-
lation would remain in the scale whereas as others would be removed entirely. In
deciding the criteria for removal, the theoretical categorization adopted by the
focus group was taken as the basis. Upon the conclusion of the pilot application,
a second-stage data collection study was conducted with a 25-item scale form.

Sample

The data were collected in two stages and two different groups of parti-
cipants were reached. The study groups consisted of students from 9 different
secondary schools in the central districts of Ankara. As factor analysis will be
performed, it is aimed to reach at least 10 to 20 times the number of items of the
scale in determining the number of samples (Tinsley & Tinsley, 1987; Nunnally
& Bernstein; 1994). The cluster sampling method was used to provide the rep-
resentation of different high school types in the sample selection. In the central
districts of Ankara, different types of high schools were listed as clusters.

In the pilot implementation 407, and the second validity and reliability stage
594 voluntary high school students participated in the study. Of the participation
students in the second stage, 209 (35%) are from the Anatolian high schools, 160
(27%) are from science high schools, 140 (24%) are from vocational and techni-
cal Anatolian high schools, and 85 (14%) are from imam hatip high schools; 132
(22%) are 9th grade, 158 (27%) are 10th grade, 178 (30%) are 11th grade, 126
(21%) are 12th grade students. When the distribution of the students by gender
is examined, 317 (53%) are female and 277 (47%) are male.

Data Analysis

Before the analysis of the data some investigations were made on the data set.
In order to evaluate the suitability of the data set for analysis, single and multiple
normality were examined, and z-points and mahalonobis distance were calculated
and outliers were removed accordingly (-2 < z < 2; p=.001). The kurtosis and skew-
ness coefficients were analyzed to evaluate the normal distribution of the research
data (see Table 1). Multicollinearity was evaluated by examining the correlation val-
ues between scale items (r <.90) (Sencan, 2005; Tabachnick & Fidell, 2013).

144



Teacher Classroom Leadership Scale

Exploratory factor analysis (EFA) was performed to determine the construct
validity of the measurement tool. The suitability of the data for factor analysis
was determined by KMO (Kaiser-Meyer-Olkin) and Bartlett tests. According to
this, the principal components factor analysis was applied with direct oblimin ro-
tation. In determining the factor structure, the eigenvalues and scree graph were
used. Confirmatory factor analysis (CFA) was performed to test the goodness of
fit of 4-factor structure obtained by EFA. In order to evaluate the validity of the
model; chi-square fit test (%2), goodness of fit index (GFI), adjusted goodness of
fit index (AGFT), root mean square error of approximation (RMSEA), compara-
tive fit index (CFI), and normalized fit index (NFI) were used. In order to deter-
mine the discriminants of the items, the average of the lower and upper groups of
27% was compared. Cronbach’s alpha, Spearman-Brown and correlation values
between scale factors were calculated for the internal reliability of the scale.

Findings
Factor Structure of the TCLS

According to results of the pilot administration, item-total correlations were
examined. In the first evaluation, it was decided to remove seven items that item-
total correlation was below .50. In the remaining 32 items, it was decided to keep
the item with high item-total correlation in the scale. The other items which are
considered to measure very close properties were removed. For example; item 14
(establish positive communication with students) with high item total correlation
was decided to be kept in the scale instead of the items 37 (open to communica-
tion) and 39 (being accessible) which have lower item total correlation.

In this way, seven items were removed from the scale and the remaining 25
items were transferred to the second stage of the data collection process.

Table 1
Means, Standard Deviations and Kurtosis-Skewness Values

Item X SD Skewness Kurtosis Item x SD Skewness Kurtosis

L1 358 1.06 -0.61 -0.36 L14 324 1.05 -0.28 -0.58
L2 302 118 -0.18 -0.92 L15s 257 1.19 0.23 -0.95
L3 349 1.08 -0.42 -0.48 Lie 332 1.08 -0.37 -0.53
L4 361 1.00 -0.42 -0.45 L17 332 1.05 -0.28 -0.52
L5 332 1.05 -0.37 -0.44 L18 3.13 1.14 -0.25 -0.69
L6 335 112 -0.28 -0.64 L19 325 1.08 -0.12 -0.67
L7 353 1.14 -0.41 -0.68 L20 3.09 1.11 -0.16 -0.73
L8 3.03 1.15 -0.02 -0.78 L21 315 1.18 -0.27 -0.77
L9 255 119 0.36 -0.72 L22 316 1.13 -0.13 -0.77
L10 2.66 1.16 0.27 -0.80 L23 332 1.14 -0.36 -0.66
L11 233 1.13 0.54 -0.55 L24 266 1.11 0.14 -0.71
L12 238 1.17 0.48 -0.73 L25 284 123 0.22 -0.90
L13 296 1.19 0.06 -0.88
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In the second stage, univariate and multivariate normality, linearity and
multicollinearity analysis were performed to evaluate the data set’s meeting the
required assumptions before the analysis of the structural validity of the data.
In order to evaluate the univariate normality, the skewness and kurtosis values
were examined. The mean and standard deviation values of the scale items and
the kurtosis and skewness values (i.e., between -1 and +1) are given in Table 1.

In terms of sample size, the KMO test was used to determine the suitability
of the data set for factor analysis (KMO=.94). The results of the Bartlett test
performed for the suitability of the data for factor extraction indicate that the
data are suitable for factor analysis (X2(594)=5677.6O4; p<.0001).

The results of the exploratory factor analysis on the second stage data are
given in Table 2 after the necessary assumptions are met.

Table 2
Results of Exploratory Factor Analysis

Component
1 2 3 4

respect to students. .703
behave fairly toward all students. .606
love their work. 547
are respected among students. .503
are positive examples for students. .625
provide effective moral support for success. .646
point students to big goals 766
offer students new perspectives. 619
conduct extracurricular activities to support students’ academic achie- 657
vement.

take an interest in students in- and out-of-school problems. 587
organize extracurricular social activities to strengthen communication
with students.

interact with students through social media and other digital platforms. .670

749

are in positive communication with parents. .561
establish positive communication with students. .620
are open to criticism. .543
are accepting toward students. .720
praise students. 513
trust students. 505
emphasize shared classroom values and work for their acceptance. 427
value students feelings and thoughts. 527
involve students in classroom decisions. .526
make good use of technology. 713
design lessons that are appropriate for students’ levels. 578
make classes interesting. .664
provide a variety of resources and materials in their classes. .639
Eigenvalue 9.67 1.60 1.26 1.07
Explained variance 38.63 6.42 5.03 4.26
Total variance 54.34
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When Table 2 is examined, it is understood that according to the results of
the EFA, the scale shows a four-factor structure with an eigenvalue greater than
1 and that can explain 54% of the total variance. In the evaluation of factor loads,
at least .32 level is taken as the basis, and for each substance that gives more than
one factor, the value between the two components is at least .10 (Tabachnick &
Fidell, 2013).

Confirmatory Factor Analysis

CFA was used to evaluate the model fit of the four-factor structure obtained
as a result of EFA. In addition, for the single-factor structure and for the second-
order four-factor structure, separate DFA models were created. The CFA results
are given in Figure 1.
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Figure 1. Results of confirmatory factor analysis

In the models seen in Figure 1, the standard coefficients between the ob-
served variables and latent variables were found to be statistically significant (p
= .01). According to Meydan and Sesen (2011), some scales are multi-factor in
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the second level due to their structure. The second level multifactorial structure
shows that the factors are combined under a larger and more inclusive upper
factor. In this context, second level DFA was performed to evaluate the sub-
components of the scale. In addition, as an alternative to the four-factor model
revealed by AFA results; the confirmatory factor analysis was repeated for the
one-factor theoretical model of the scale. Fit index for alternative models are
given in Table 3.

Table 3

CFA Fit Index
Models Explanation x*sd RMSA NFI CFI GFI AGFI
Model1  Single factor theoretical model 2.64 .06 85 90 86 .83
Model2 4 factor model by EFA 244 .04 91 95 93 091
Model 3  Second order model 243 .04 91 95 93 091

When Table 3 is examined, it is seen that the single factor and four fac-
tor structures of the scale reveal model fit at acceptable levels (Cole, 1987; Ta-
bachnik & Fidell, 2013). However, it is understood that the 4-factor model has
a stronger fit. Model modifications have allowed the RMSEA to increase from
acceptable level to good level, however, there was no change in other fit indices.

In the structure of the validated factor, according to the expert opinion, in
accordance with the conceptual structure it was decided that; the first factor,
consisting of 1, 2, 3,4, 5, 14, 15, 16, 17 and 18 items, is the interaction; the second
factor, consisting of items 6, 7, and 8, is motivation; 3rd factor, consisting of 9, 10,
11, 12, and 13 items, is out of school processes; and the 4th factor, consisting of
19, 20, 21, 22, 23, 24 and 25 items, is in-class processes. When the standardized
path coefficients of the second level CFA are examined, the sub-factors that best
explain the class leadership of the teachers are; interaction (.93), in-class proces-
ses (.90), motivation (.81) and out-of-school processes (.78).

Reliability and Discriminant Validity

In order to test the reliability of the scale, internal consistency coefficients
and correlations between the sub-components of the scale were evaluated. The
results of the analysis are given in Table 4.
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Table 4
Reliability and Correlations between Sub-scales

X SS a Spearman 1 2 3 4

Brown
I E;g:r‘;ic;a(szcl’%?ale) 307 66 91 .84 1
2. Interaction 317 .79 84 .79 92% 1
3. Motivation 339 78 81 .74 5% 64 1
4. Out-off school processes 2.58 .81 .73 .73 8% .59*%  51% 1
5. In-class processes 302 81 74 71 88 72% 57 .59%

n= 594; *p < .001

It is seen that the internal consistency coefficients for the whole scale and
its sub-dimensions are over .70. The correlations of the sub-components with
each other and total scale also indicate that the internal consistency of the scale
is high. When the correlation values between the scale sub-factors are examined
in terms of multicollinearity, it is seen that these values (r><.5) do not require
factor combination (Biyiikoztiirk, 2005).

In order to examine the discriminant validity of the scale, two groups of up-
per and lower 27% were formed. The differentiation between these two groups
was examined by independent sample ¢ test. Table 5 presents the results of ¢-test
for discrimination.

Table 5
Results of t-test for Discrimination

Groups n X SS t

Lower 160 224 .26
Total TCLS 57.515*
Higher 160 3.90 .26

*p <.001

When Table 5 is examined, it is seen that the difference between the stu-
dents in different groups is statistically significant. Accordingly, the discrimina-
tory power of the scale was found to be high.

Discussion

The study concluded that the scale, itself composed of the sub-dimensions
interaction, motivation, in-class processes, and out-of-school processes, was a
valid and reliable tool for measuring teachers’ classroom leadership. The sta-
tistically confirmed theoretical model described by the research’s deductive
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and inductive approach defines teacher classroom leadership under the sub-
dimensions of strong student-teacher interactions, student motivation, teachers’
displaying strong teaching leadership, and interacting with students outside of
school. The factors that best explain teachers’ classroom leadership are, respec-
tively: interaction, in-class processes, motivation, and out-of-school processes. A
high score in the sub-dimension interaction is an indicator of strong and positive
student-teacher interaction, a high score in in-class processes indicates that the
teacher exhibits strong teaching leadership qualities, a high score in motivation
signifies that teachers positively and effectively motivate their students, and a
high score in out-of-school processes indicates that the teacher’s leadership qu-
alities outside of the school are strong. Similar studies are found in the literatu-
re that define teachers’ in-class and out-of-school interaction with students and
their leading of students as teacher classroom leadership (Cheng, 1994; Ertesvég,
2009; Pounder, 2014).

Studies endeavoring to measure teacher leadership generally focus on le-
adership roles at the school level instead of on those solely related to in-class
processes (Beycioglu & Arslan, 2010; Can, 2007; Demir, 2014). Beycioglu and
Arslan (2010) evaluated teacher leadership under the sub-dimensions of theore-
tic development, professional development, and collaboration with colleagues.
In the same study, they included a low number of items pertaining to student-te-
acher interactions, among those included were trusting students and being trust-
worthy to students. Similarly, Can (2007) focused on school-level processes like
(i) contributing to the establishment of a strong school culture, (ii) partaking in
decision-making processes, and (iii) active participation in team projects. Albeit
to a somewhat lesser degree, Can also emphasized school-level processes like
motivating students, influencing students, and fulfilling leadership roles in the
same study. In a similar theoretical study on the culture of teacher leadership,
Demir (2014) focused on the dimensions of professional collaboration, administ-
rative support, and supportive work environment. The approach to teacher lea-
dership based on a wide administrative context and interaction among teachers is
commonly found in the literature (Muijs & Harris, 2006; Sugg, 2013; York-Barr
& Duke, 2004). Additionally, an approach focusing on in-class related processes
and student-teacher interactions is also found in the literature (Apaydin, Vil-
kinas & Cartan, 2011; Can, 2009; Cheng, 1994; Pounder, 2014; Yilmaz, Oguz,
& Altinkurt, 2017). In a similar vein, Ertesvag (2009) discussed the academic
and emotional support dimensions of teacher classroom leadership. These sub-
dimensions exhibit similarities with the dimensions of in-class processes, interac-
tion, and motivation described through the TCLS. This being said, the TCLS is
different in that it evaluates student-teacher interactions in the context of both
in-class and out-of-school processes.

In some studies, investigating teacher leadership based on student-teacher
interaction, conceptual structures like interaction, transformative leadership,
educational leadership, and competitive values are observed to be assessed either
indirectly or within a limited scope (Apaydin, Vilkinas & Cartan, 2011; Kovag,
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2011; Pounder, 2014; Pounder, 2006). TCLS can therefore be said to make an
original contribution to the literature (i) by addressing teacher leadership based
on student-teacher interactions despite its general acceptance of being based on
schools” administrative processes and (ii) by allowing the opportunity to perform
a comprehensive evaluation of the conceptual framework of interaction together
with its sub-dimensions. In this regard, TCLS is a valid and reliable measurement
tool that examines the concept of teacher leadership from the vantage point of
in-class processes and that assesses these processes based on student opinions.

Recommendations

According to the study’s results, the adaptive values for the single-factor sca-
le were at an acceptable level. Consequently, it is recommended that the structu-
re be tested with different sample groups. Furthermore, designing a scale measu-
ring teachers’ perceptions toward classroom leadership by adapting the current
scale to accommodate samples composed of teachers will further enlarge its field
of use in empirical studies. Similarly, the scale’s psychometric characteristics can
be tested on both lower and higher levels of education. From a research and
administrative standpoint, it is also recommended that the scale be used by prac-
titioners to define teachers’ classroom leadership levels. In regard to the current
study, since no similar scale defining teachers’ classroom leadership was found
to exist, no validity study for a similar scale was found to have been conducted.
Therefore, the TCLS may henceforth be used for scale validity in future studies
focusing on teachers’ in-class leadership roles.
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Giris

Ogretmen liderligi ile ilgili arastirmalar, liderligin basta 6gretmenler olmak
iizere tim okul paydaslari ile paylagilmasini temele alan liderlik yaklagimlariy-
la birlikte artis gostermistir. Ogretmen liderligi kavrami, 6gretmenlerin sinif
diizeyinde Ogrencilere ve Ogretim siireglerine (Day ve Harris, 2003; Ertesvag,
2009), okul diizeyinde ise meslektaslarina, okulun diger paydaslarina ve yonetim
stireclerine liderlikleri olarak tanimlanmaktadir (Can, 2009; Katzenmeyer ve
Moller, 2013; Muijs ve Harris, 2006). Wenner ve Campbell (2017) 6gretmen li-
derligi ile ilgili caligmalarin, 6zellikle ABD’de, son 10 yilda ¢ok énemli bir ku-
rumsallagma siirecine girdigini; iniversitelerde programlarin agildiginy, sivil top-
lum inisiyatiflerinin olusmaya bagladigini ve kavramin 6zel bilimsel etkinliklere
siklikla konu edildigini vurgulamaktadir. Ogretmen liderligine artan ilgi, 6zellik-
le ABD ve Ingiltere’de, Mesleki Ogretim Standartlar1 Ulusal Kurulu (NBPTS),
Ogretmen Liderligi Arastirma Konsorsiyumu (TLEC), Ogretim ve Liderlik
Ulusal Koleji (NCTL) gibi bolgesel ya da ulusal diizeyde pek cok kurulusun da
ogretmen liderligi ile ilgili standartlar tanimlama ve degerlendirme siirecleri
olusturma ¢abalarini beraberinde getirmistir. Bununla birlikte, son 30 yildir yo-
gun tartisilan bir kavram olmasina karsin, 6gretmen liderliginin kavramsal ve

islevsel olarak heniiz net bir tanimlamasinin yapilamadigi vurgulanmaktadir (Ne-
umerski, 2012; Wenner ve Campbell, 2017; York-Barr ve Duke, 2004).

Ogretmen liderligi kavrami alanyazinda yogunlukla 6gretmenlerin, smnif si-
nirlarinin 6tesinde okul diizeyindeki rol ve sorumluluklar1 baglaminda ele alin-
maktadir (Barth, 2001; Can, 2007; Katzenmeyer ve Moller, 2013; Muijs ve Harris,
2006; Wenner ve Campbell, 2017). 80’li yillarla birlikte, okul miidiiriiniin otori-
tesinin bagta 6gretmenler olmak tizere tiim paydaslara dagitilmasina odaklanan
okul liderligi tartismalari, 0gretmenin de okuldaki liderligi paylasmasi yaklasi-
mun1 ortaya ¢ikarmistir (Muijs ve Harris, 2003; Smylie ve Denny, 1990). Bu ¢er-
cevede Ogretmen liderligi; okul vizyonuna, meslektaslarinin gelisimine, okuldaki
sorunlarin ¢oziimiine katki saglamak, okul yonetimine katilmak, okul ve toplum
iliskilerini giiclendirmek gibi roller iizerinden tanimlanmakta ve kurumsal gelis-
me, mesleki gelisim ve meslektaslarla isbirligi gibi boyutlarda degerlendirilmek-
tedir (Beycioglu ve Aslan, 2010; Demir, 2014; Muijs ve Harris, 2006). Bir lider
olarak 6gretmenler i¢in; uzmanlik bilgi ve tecriibesini meslektaslari ile paylasma,
stirekli 6grenme, arastirma projelerine dahil olma, yeni 6gretmenlere danigman-
ik yapma, okul kararlarina etkin katilma, okul politikasina etki etme gibi roller
one ¢ikmaktadir (Henderson ve Barron, 1995). Ogretmen liderligi olgusuna bu
yaklasim, 6zel olarak egitim almig bir 6gretmene ya da 6gretmenler grubuna diger
meslektaglarinin sinif ici siirecleri icin takip ve danismanlik rolleri tanimlayan,
okul miidiird ile 6gretmen arasinda yer alan ara formlar da 6ngorebilmektedir
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(Danielson, 2007; Neumerski, 2012). Amerikan egitim sisteminde yaygin karsi-
lagilan ve Tiirkiye’de uzun yillar uygulanan egitim bilimleri modeli (Ankara Uni-
versitesi Egitim Bilimleri Fakiiltesi Mezunlar1 Izleme Arastirmasi [AU], 1995) ile
de benzerlikler gosteren bu uygulamada, 6gretmen liderligi gorevi ile okullarda
ya da merkezi kurumlarda istihdam edilen ve yar1 zamanl olarak 6gretmenlik de
yapabilen 6gretmen liderleri, miifredat tasarimy, igerik {iretimi, meslektaglar ara-
st tecritbe paylagimi gibi sorumluluklar iistlenmekte ve 6gretmenlere rehberlik
etmektedir (Association for Supervision and Curriculum Development [ASCD],
2014; Boston Teacher Leadership Certificate Program [BTLC], 2018; Pasco Co-
unty Schools [PCS], 2016).

Ertesvag (2009) 6gretmenin okul diizeyindeki liderlik rollerini tanimlayan
O0gretmen liderligi yaklasimina alternatif olarak alanyazinda 6gretmenlerin sinif
icindeki liderlik rollerine odaklanan ikinci bir 6gretmen liderligi yaklasimindan
s0z etmektedir. Bu cercevede Ozellikle 6gretmenlerin sinif ici liderlik rollerini
One cikaran ve ogretmeni bir sinif lideri, 6grencileri de onun takipgileri olarak
tanimlayan ¢alismalar dikkat cekmektedir (Cheng, 1994; Ertesvag, 2009; Poun-
der, 2014). Bu yaklasim, ziimre bagkanligi, bolim sefligi, sendika temsilciligi,
komisyon baskanligi, egitim formatorliigii gibi formal liderlik rollerini benimse-
meyen ve 0grencilere daha yakin olmay1 6nemseyen 0gretmenler i¢in bir liderlik
cercevesi sunmaktadir. Esasen ogretmenlerin okul diizeyindeki liderlik rolleri-
ne odaklanan pek cok calisma (Beycioglu & Aslan, 2010; Demir, 2014; Smylie
ve Denny, 1990; Sugg, 2013), genellikle, 6gretmenin siuf ici liderlik rollerini
g0z ardi1 etmemekle birlikte daha sinirl diizeyde ya da dolayl olarak degerlen-
dirmektedir. Sinif liderligi kavrami ise 6gretmen liderligini sinif ve 6grenciler
baglaminda ele alan bir yaklasim ortaya koymaktadir (Cheng, 1994; Ertesvag
2009; Pounder, 2006; Pounder, 2014). Ogretmenlerin simif icindeki liderligi bag-
laminda; alan ve miifredat uzmanlhgy, yenilikgilik, arastirmacilik, veri kullanimi
ve degerlendirme, 0gretimin kolaylagtirilmasi, 6gretim liderligi, mesleki 6gren-
menin gelistirilmesi, ailelerle ve toplumla iletisim, kisisel kabiliyetleri gelistir-
me, 0grencilerle yakindan ilgilenme gibi roller 6ne ¢ikmaktadir (Crowther, 2009;
Henderson ve Barron, 1995; TLEC, 2011). Cheng (1994) 6gretmenlerin sinif ici
liderlik ozelliklerini, liderlik kuramlarina paralel olarak, gorev yonelimli ve iligki
yonelimli olarak gruplandirmaktadir. Buna gore 6gretmen ogrencilerle etkilesi-
minde; miifredat kazanimlarini ve basariyi, 6grencilerle giiclii bir iletisimi ya da
bunlarin her ikisini de 6ne cikaran bir yaklagimi benimseyebilmektedir.

Ogretmen liderligi olgusunun kavramsal gelisim siireci ile ilgili genel bir de-
gerlendirme yapildiginda, okul miidirtniin liderlik rollerinin ve giiciiniin 6gret-
menlerce de paylasiimasi anlayisinin etkileri goriillmektedir. Bu stirecte mentor-
lik, kocluk, formator 6gretmenlik gibi liderlik gerektiren roller 6gretmen liderligi
calismalarmin 6nemli bir odagini olusturmaktadir. Giincel tartismalar, temel
Ogretim rollerini esas alarak 6gretmeni siniftan ayirmayan ancak sinif 6tesindeki
etkilerini de okul kiiltiirtiniin bir parcasi haline getirmeyi 0ngoren bir yaklasima
evrilmistir (ASCD, 2014; Beachum ve Dentith, 2004; Danielson, 2007). Aras-
tirmacilarin ozellikle temel egitim ve ortadgretim diizeyinde ogretmen liderli-
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gine ilgilerindeki artisa karsin (Beycioglu & Aslan, 2010; Demir, 2014; Harris
ve Muijs, 2003; Harrison ve Killion 2007; Sugg, 2013) yonetim alanyazinindaki
orgiit temelli paradigmanin da etkisiyle, 0grencilere liderlik etmek baglamindaki
yaklagimlarin daha arka planda kaldig: sdylenebilir (Smylie & Denny, 1990). Bu
cercevede 0gretmeni bir sinif lideri olarak degerlendiren ¢alismalarda artig goz-
lenmekle birlikte, 6gretmenlerin 6grencilere liderlik edebilmeleri ile ilgili olan
rol ve sorumluluklarmin daha fazla tartisiimas: gerektigi ileri siiriilebilir. Harris
ve Muijs’e (2003) gore, 6gretmenin bir lider olarak 6ncelikli sorumluluk alani
sinifi ve dgrencileridir. Ogretmen liderligi calismalari ister smif ici siireglere, is-
ter mesleki siireglere odaklansin her durumda nihai amaci 6grenci 6grenmesi-
ni etkilemektir (Wenner & Campbell, 2017; York-Barr & Duke, 2004). Bacanl
(2018) da egitimin en dnemli sorunu olarak d6gretmenin 6grenci ile iliskisini dii-
zenlenmesine vurgu yapmaktadir. Buna gore, egitimin oncelikli odaginin 6grenci
ogretmen etkilesiminin niteligi oldugu soylenebilir. Alanyazinda liderler icin
vurgulanan; farkli 6zelliklere sahip izleyicileri etkilemek, onlar1 ortak amagclar
dogrultusunda motive etmek, izleyicilerin i¢sel enerjilerini ortaya cikarmak gibi
ozelliklerin hemen hemen tamaminin 6gretmen Ogrenci iligkileri igin de gecerli
oldugu soylenebilir. Liderlik 6zelliklerinin egitim yoluyla gelistirilebilir oldugu
g6z Oniinde bulunduruldugunda, 6gretmenlerin birer rol modeli olarak, lider
ogrencilerin yetismesindeki sorumluluklari konunun bir diger 6nemli boyutunu
olusturmaktadir. Bu baglamda 6grencilerin liderlik becerilerinin geligtirilmesi ile
ilgili 6gretmenlerin sorumluluklari, Milli Egitim Bakanligi (MEB) tarafindan da
vurgulanmaktadir (MEB, 2005, 2015). Smuf igi siireclerde 6gretmenlerin sahip
olduklar1 goreceli 6zerklik durumunun ve 6grenciler tizerindeki etkilerinin, 6g-
renciler i¢in birer rol modeli olarak, 6gretmenlerin liderlik rollerinin degerlendi-
rilmesini 6nemli hale getirdigi ileri siiriilebilir.

Okulun kurumsal 0zelliklerindeki farklilagma, egitim yonetimi alanyazinina
ogretimsel liderlik kavramini kazandirmistir. Okul yoneticileri igin tanimlanan
ogretimsel liderlik rolleri, 6gretim siirecine rehberlik etmek ve siireci degerlen-
dirme, Ogrenci gelisimini izlemek, mifredat: koordine etmek, 6gretimsel kay-
nak olmak gibi dogrudan sinif i¢i siireglere yonelik gorevleri icermektedir (Krug,
1992). Gumiiseli’ye (2001) gore, bir 6gretim lideri olarak okul miidiiriiniin; 6g-
renci basarisint 0lgmek, degerlendirmek ve ddiillendirmek, ders dis1 etkinlikleri
miifredatla biitiinlestirmek, 6gretim stirecine teknoloji ve materyal destegi sag-
lamak gibi sorumluluklari s6z konusudur. Ogretim liderligine daha kapsayici bir
yaklagim, s6z konusu olguyu, okul miidiriiniin yani sira 6gretmen davraniglarina
da genellemektedir (Sisman, 2002). Esasen 6gretmenin 6ncelikli sorumluluk ala-
ninda yer alan 6gretim liderligi gorevlerinin okul yonetimini de kapsayarak ku-
ramsallagsmasi, okulda liderlik olgusunun siif diizeyindeki dogrudan etkilerinin
onemine isaret etmektedir. Dolayisiyla bu baglamda 6gretmenin kiiciik bir Orgiit
olan smifa yonelik liderlik rollerinin de ¢ok yonlii olarak incelenmesi 6nemlidir.

Ogretmen liderligi ile ilgili calismalar incelendiginde dikkat ceken bir bagka
nokta, alanyazinda kavramin yogunlukla 6gretmen goriislerine gore degerlendi-
rilmesidir (Apaydin, Vilkinas & Cartan, 2011; Beycioglu & Aslan, 2010; Demir,
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2014; Kiling, 2014; Kovag, 2011; Sugg, 2013; Smylie & Denny, 1990). Cok yonlii
kurumsal degerlendirme ¢aligmalarinda basta 6grenciler olmak iizere egitimle il-
gili tim paydaslarin goriigleri dikkate alinmaktadir (Keser-Ozmantar, 2011). Bu
baglamda OSLO, 6gretmen liderligi kavraminin cok yonlii tartisilabilmesi aci-
sindan, 6gretmenin Oncelikli sorumluluk ve etki alaninda yer alan 6grencilerin
goriiglerinin degerlendirilmesine imkan tanimas: bakimindan da énemli goriil-
mektedir.

Yukarida ele alinan kavramsal cercevede bu calisma, 6gretmen liderligi ol-
gusunu, 0gretmen ve 6grenci etkilesimi baglaminda degerlendirmeye yonelik bir
6lgme araci gelistirmeyi amaclamaktadir. Wenner ve Campbell (2017), 6gretmen
liderligi arastirmalarinda, s6z konusu kavramin tanimlanmasindaki cesitlilik ne-
deniyle, arastirmacilarin kavrami nasil tanimladiklarini ve kendi odaklandiklar:
rolleri net bir sekilde acgiklamalarinin ve 6nemini vurgulamaktadir. Buna gore
OSLO gelistirme calismasinda, 6gretmenlerin sinif icinde ve simif diginda 6gren-
cilere liderlik etmekle ilgili rollerini 6gretmen sinif liderligi olarak tanimlayan
yaklagim benimsenmistir (Cheng, 1994; Ertesvag, 2009; Pounder, 2014). Bu bag-
lamda sinif kavrami, sadece bir mekan olarak degil, 6grenci grubu olarak ele
alimmaktadir. Dolayisiyla calisma, sadece simif ici siireglere degil sinif ve okul
dis1 siireclerde 6gretmenlerin 6grencilere liderlikleri ile ilgili rollerine de odak-
lanmaktadir. Arastirmanin temel amaci, 6gretmenlerin siif liderligi ile ilgili
rollerinin ve Ogrencilere liderlik etme kapasitesinin, 6grenciler tarafindan de-
gerlendirilmesine imkan saglamaktir. Bu kapsamda, 0gretmenlerin sinif liderli-
gini belirlemeye yardimer olacak gecerli ve giivenilir bir 6l¢gme araci gelistirmek
hedeflenmistir. Arastirmanin 6gretmen liderliginin 6grenci-6gretmen etkilesimi
baglaminda ve 6grenciler tarafindan degerlendirilmesine imkan tanimasi baki-
mindan ilgili alan yazina 6zgiin bir katki saglayacagi disiintiilmektedir.

Yontem

Arastirma bir 6lcek gelistirme caligmasi olarak tasarlanmustir. Olcek mad-
delerinin olusturulmasinda, tiimevarimci ve tiimden gelimci yaklagim (Hinkin,
1995) bir arada kullanilmistir. Bu kapsamda 6gretmen ve 6grencilerle goriismeler
yapilarak dgretmenlerin sinif diizeyinde 6grenci liderligi baglamindaki 6grenci
goriis ve beklentileri degerlendirilmistir. Ayrica 6gretmen liderligi ile ilgili yapi-
lan calismalar ve hazirlanan 6l¢gme araclar1 da incelenmistir. Buna gore goriisme
sonuglarina ve alanyazin incelemesine dayali olarak dlcek icin 96 maddelik bir
madde havuzu olusturulmustur. Olgegin kapsam gegerliligini artirmak amaciyla,
ogretmenler icin; 6gretimsel liderlik, doniisiimcii liderlik, kiltiirel liderlik, etik
liderlik, vizyoner liderlik dzelliklerini tanimlayan genis kapsamli bir madde havu-
zu olusturulmustur. DeVellis (2012) baslangi¢c asamasindaki madde havuzunun
nihai 6l¢ek formunun 4-5 kat1 olmasinin uygun olacagini ileri siirmektedir. Bu ¢a-
lismada baslangic madde havuzu 25 maddelik nihai formun yaklagik dort katidir.
Maddeler tizerinde 5 alan uzmanu ile bir odak grup ¢aligmasi yapilmis ve birbirini
kargilayabilecek maddeler Olcekten cikartilmig bazi maddeler de birlestirilmistir.
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Yine ayni odak grup calismasinda, 6l¢egin kapsam gecerliligini incelemek {ize-
re, maddeler i¢in kuramsal siniflandirma calismasi yapilmistir. Buna gére madde
havuzuna son sekli verilmis ve birinci agsama pilot uygulama icin 39 maddelik
bir anket formu elde edilmistir. Hazirlanan ilk taslak form icin 25 lise 6grenci-
sinin katilimi ile uygulama yapilmig ve 6lcek maddelerinin 6grenciler tarafindan
anlagihirligl degerlendirilmigtir. Anket formunun gegerlik ve giivenilirlik kanit-
larini elde etmek tizere ortadgretim Ogrencileri ile iki asamali bir veri toplama
calismasi yapilmustir. Tezbasaran’a (2008) gore deneme uygulamalari, istenilen
nitelikte madde sayisi elde etmek tizere tekrarlanabilmektedir. Birinci asama pi-
lot verisi lizerinde yapilan ilk incelemede, madde toplam korelasyonu .50 altinda
kalan maddelerin 6lcekten gikartilmasina karar verilmistir (Karasar, 1995). Ikinci
incelemede ise odak grup calismasindaki kuramsal siniflandirma esas alinarak,
birbirine yakin kapsamda degerlendirilebilecek maddeler i¢in, madde-toplam
korelasyonu yiiksek olan maddenin dlgekte tutulmasina diger maddelerin ¢ikar-
tilmasina karar verilmistir. Pilot uygulama sonucunda elde edilen 25 maddelik
Olcek formu ile ikinci agama veri toplama ¢alismasi yiriitiilmistir.

Evren ve Orneklem

Verilerin iki asamada toplandigi arastirmada iki farkli katilimei grubuna ula-
silmistir. Calisma gruplarint Ankara merkez ilgelerinde yer alan farkl tiirlerde-
ki 9 ortadgretim okulunda 6grenimlerini siirdiiren 6grenciler olusturmaktadir.
FaktOr analizi yapilacag: i¢in, drneklem sayisinin belirlenmesinde 6lgek madde
sayisinin en az 10 ila 20 katina ulasmak hedeflenmistir (Tinsley ve Tinsley, 1987;
Nunnally ve Bernstein; 1994). Orneklem segiminde farkli lise tiirlerinin temsili-
yetini saglamak iizere kiime 6rnekleme yontemi kullanilmistir. Ankara merkez
ilcelerinde farkl tiirdeki liseler kiime olarak listelenmis ve 6rnekleme alinacak
okullar her kiimeden tesadiifi olarak belirlenmistir. Iki asamal olarak yiiriitiilen
veri toplama siirecinin birinci agama pilot uygulamasinda 407, gecerlik ve giive-
nirlik analizlerinin yapildig1 ikinci asama uygulamada 594 goniillii lise 6grencisi
arastirmaya katilmugtir. Ikinci asama uygulamada arastirmaya katilan 6grencile-
rin; 209’u (% 35) anadolu lisesi, 160’1 (% 27) fen lisesi, 140’1 (% 24) mesleki ve
teknik anadolu lisesi ve 85’i (% 14) imam hatip lisesi; 132’si (%22) 9. sinif, 158’1
(%27) 10. siif, 178’1 (%30) 11. smif ve 126’s1 (%21) 12. simif 6grencilerinden
olugsmaktadir. Ogrencilerin cinsiyete gére dagilimlari incelendiginde 317’si (%
53) kadin, 277’si (% 47) erkek seklindedir.

Verilerin Analizi

Arastirma kapsaminda toplanan verilerin analizinden dnce veri seti iizerinde
bazi incelemeler yapilmistir. Bu kapsamda veri setinin analize uygunlugunu de-
gerlendirmek iizere tekli ve coklu normallik degerlendirmeleri yapilmis, z puan-
lar1 ve mahalonobis uzaklig1 hesaplanarak aykiri degerler cikartilmistir (-2 < z <
2; p=.001). Arastirma verisinin normal dagilim durumunu degerlendirmek tizere
basiklik ve carpiklik katsayilari incelenmistir (bkz. Tablo 1). Olcek maddeleri ara-
sindaki korelasyon degerleri (r < .90) incelenerek ¢oklu baginti varsayimlarini
karsilama durumu degerlendirilmistir (Sencan, 2005; Tabachnick ve Fidell, 2013).
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Olgme aracinin yapi gecerliligini belirlemek iizere dncelikle acimlayici fak-
tor analizi (AFA) yapilmistir. Verinin faktor analizi icin uygunlugu KMO (Kai-
ser-Meyer-Olkin) ve Barlett testleri ile belirlenmistir. Buna gore temel bilesenler
analizi yapilmis ve degiskenler arasindaki iliskiden dolay: egik dondiirme kulla-
nilmistir. Faktor yapisinin belirlenmesinde 6zdegerlerin 1’den biiyiik olma kural
ile yamacg-birikinti grafigi kullanilmistir. AFA ile elde edilen 4 faktorlii yapinin
uyum iyiligini test etmek tizere ise dogrulayici faktor analizi (DFA) yapilmistir.
Modelin gegerliligini degerlendirmek iizere uyum iyiligi indekslerinden; Ki-Kare
Uyum Testi (x2), Tyilik Uyum Indeksi (GFI), Diizeltilmis Iyilik Uyum Indeksi
(AGFI), Yaklagtk Hatalarm Ortalama Karekokii (RMSEA), Kargilagtirma-
It Uyum Indeksi (CFI), ve Normlastiriimis Uyum Indeksi (NFI) kullanilmigtir.
Maddelerin ayirt ediciliklerini belirlemek arnac1y1a % 27Tlik alt ve st grup orta-
lamalari karsilastirilmistir. Olgegin i¢ giivenirligi icin Cronbach alfa, Spearman-
Brown ve 6l¢ek faktorleri arasindaki korelasyon degerleri hesaplanm1§t1r

Bulgular

OSLO’niin Faktor Yapist

Birinci agsama pilot uygulama sonucunda, 6lgek maddelerinin madde-top-
lam korelasyonlan incelenmistir. Ilk degerlendirmede, madde-toplam korelas-
yonu .50’nin altinda kalan 7 maddenin 6l¢ekten cikarilmasina karar verilmistir.
Kalan 32 madde icerisinde ¢ok yakin 6zellikleri ol¢tiigli disiiniilen maddelerden
madde toplam korelasyonu yiiksek olan maddenin Olcekte tutulmasina ve dlger
maddelerin gikartilmasina karar verilmistir. Ornegin; 14. madde (6grencilerle iyi
bir iletisim kurarlar), 37. madde (iletisime aciktirlar) ve 39. madde (ulasilabilir
kisilerdir) maddelerinden yiiksek madde toplam korelasyonuna sahip olan 14.
maddenin Olgekte tutulmasina diger maddelerin ¢ikartilmasina karar verilmistir.
Bu sekilde 7 madde daha 6lcekten cikartilmis ve kalan 25 madde ile ikinci asama
veri toplama siirecine gegilmistir.

Tablo 1
Olgek Maddelerinin Ortalama Standart Sapma Basiklik ve Carpiklik Degerleri

M;c(i)de SS  Basiklik Carpiklik M;((i)de SS  Basiklik Carpiklik
L1 3.58 1.06 -0.61 -0.36 L14 324 1.05 -0.28 -0.58
L2 3.02 1.18 -0.18 -0.92 L15 257 1.19 0.23 -0.95
L3 349 1.08 -042 -0.48 Li6 3.32 1.08 -0.37 -0.53
L4 3.61 1.00 -0.42 -0.45 L17 332 1.05 -0.28 -0.52
L5 332 1.05 -0.37 -0.44 L18 3.13 1.14 -0.25 -0.69
L6 335 112 -0.28 -0.64 L19 325 1.08 -0.12 -0.67
L7 3,53 114 -041 -0.68 L20 3.09 1.11 -0.16 -0.73
LS8 3.03 115 -0.02 -0.78 L21 315 118 -0.27 -0.77
L9 255 1.19 0.36 -0.72 L22 316 113 -0.13 -0.77
L10 266 1.16 0.27 -0.80 L23 332 1.14 -0.36 -0.66
L1l 233 1.13 0.54 -0.55 L24 266 1.11 0.14 -0.71
L12 238 1.17 0.48 -0.73 L25 284 1.23 0.22 -0.90
L13 296 1.19 0.06 -0.88
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Ikinci agamada, arastirma verisinin yapisal gecerliligi ile ilgili analizler yapil-
madan Once veri setinin gerekli varsayimlari karsilama durumunu degerlendir-
mek iizere, tek degiskenli ve cok degiskenli normallik degerlendirmeleri, dogru-
sallik ve ¢oklu bagint1 incelemesi yapilmistir. Arastirma verisinin tek degiskenli
normallik durumunu degerlendirmek {izere basiklik ve carpiklik katsayilari in-
celenmistir. Olgek maddelerine iligkin ortalama ve standart sapma degerleri ile
basiklik ve carpiklik degerleri Tablo 1’de yer almaktadir. Tablo 1’de dlcek madde-
lerinin basiklik ve ¢arpiklik degerleri incelendiginde, -1 ve +1 araliginda yer alan
degerlerin normallik varsayimin karsiladig goriilmektedir.

Orneklem biiyiikliigii acisindan veri setinin faktor analizine uygunlugunu
degerlendirmek iizere yapilan KMO testi degeriyeterli bulunmustur (KMO=.94).
Veri setinin faktor cikarmaya uygunlugu icin yapilan Bartlett kiresellik
testi sonuglar1 da verinin faktor analizi i¢cin uygun oldugunu gdstermektedir
(X2(594)=5677.6O4;p<.0001).

Gerekli varsayimlarin karsilanmasi tizerine, ikinci asama verileri tizerinde
yapilan agimlayici faktor analizi sonuclari Tablo 2’de yer almaktadir.

Tablo 2
Acimlayict Faktor Analizi Sonuclan

Bilesen

1 2 3 4

1. dgrencilere saygi gosterirler. 703
2. tim Ogrencilere adil davranirlar. .606
3. iglerini severek yaparlar. 547
. 0grenciler arasinda sayginliga sahiptirler. 503
. 0grenciler icin iyi bir 6rnektirler. .625
. basart i¢in etkileyici telkinlerde bulunurlar. .646
. biiytik hedefler gosterirler. .766

. 6grencilere yeni bakis agilar1 kazandirirlar. .619

NeRe BN e RS A

. 0grencileri akademik bagarilarini destekleyecek okul dist

etkinliklere yonlendirirler. 657

10. 6grencilerin ders ve okul digindaki sorunlar ile ilgile-

: 587
nirler.

11. okul disinda dgrencilerle iletisimi gliclendirecek sosyal

etkinlikler diizenlerler. 749

12. 6grencilerle sosyal medya vb. djjital platformlarda etki-

lesim kurarlar. .670

13. velilerle iyi bir iletisim igerisindedirler. .561

14. dgrencilerle iyi bir iletisim kurarlar. .620
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Tablo 2
Acimlayicr Faktor Analizi Sonuglan (Devami)

Bilesen
1 2 3 4
15. elestiriye aciktirlar. 543
16. 6grencilere karst hosgoriliidirler. .720
17. 6grencileri takdir ederler. 513
18. 6grencilere giivenirler. 505
19. sinifta ortak degerleri vurgular ve benimsenmesini sag- 47
larlar.
20. 6grencilerin duygu ve disiincelerine deger veriler. 527
21. smufla ilgili kararlara 6grencileri ortak ederler. 526
22. teknolojiyi iyi kullanirlar. 713
23. dersleri 6grencilerin diizeylerine uygun hazirlarlar. 578
24. dersleri ilgi ¢ekici hale getirirler. .664
25. derslerde kaynak ve materyal cesitliligini saglarlar. .639
Ozdeger 9.67 1.60 126 1.07
Aciklanan Varyans 38.63 6.42 5.03 4.26
Toplam Varyans 54.34

Tablo 2 incelendiginde AFA sonuclarina gore 6lgegin, 6zdegeri 1’den biiyiik
olan ve toplam varyansin %54’iinii agiklayabilen dort faktorlii bir yapr gosterdi-
gi anlagilmaktadir. Faktor yiiklerinin degerlendirilmesinde en az .32 diizeyi esas
alinmuisg, birden fazla faktore yiik veren her bir madde igin iki bilesen arasindaki
degerin en az .10 olmasi benimsenmistir (Tabachnick ve Fidell, 2013). Analiz
sonucunda binisik ve ilgisiz faktorlesen herhangi bir maddeye rastlanmamigtir.

Dogrulayict Faktor Analizi

AFA sonucunda elde edilen dort faktorlii yapinin model uyumunu degerlen-
dirmek tizere DFA yapilmistir. Ayrica tek faktorlii yapi igin ve ikinci diizey dort
faktorlii yapr icin ayr1 ayri DFA modelleri olusturulmustur. DFA sonuclar: Sekil
1’de yer almaktadir.
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Sekil 1. Dogrulayici faktor analizi sonuglar

=
N

=

3
L

S}

=

1

Sekil 1’de goriilen modellerde, gozlenen degiskenlerle gizil degiskenler ara-
sindaki standart katsayilarin istatistiksel olarak anlamli diizeyde oldugu goriil-
mistir (p=.01). Meydan ve Sesen’e (2011) gore, baz1 dlcekler yapilar1 geregi
ikinci diizey cok faktorlii 6zelliktedir. Tkinci diizey cok faktorlii yapi, faktorle-
rin daha genis ve kapsayici bir iist faktor altinda birlestigini gostermektedir. Bu
baglamda 6lgegin alt bilesenlerini degerlendirmek tizere ikinci diizey DFA yapil-
mistir. Ayrica AFA sonuclarinin ortaya koydugu dort faktorlii modele alternatif
olarak; olgegin tek faktorlii teorik modeli icin de dogrulayici faktor analizi calig-
masl tekrarlanmistir. Alternatif modellere iligkin uyum degerleri karsilastirmali
olarak Tablo 3’te yer almaktadir.
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Tablo 3.

DFA Uyum Degerleri
Modeller  Aciklama x?/sd RMSA NFI CFI GFI AGFI
Model 1 Tek faktorli teorik model 2.64 .06 85 90 86 .83
Model 2 AFA 4 faktorlii model 244 .04 91 95 93 91
Model 3 2. Diizey DFA modeli 243 .04 91 9 93 91

Tablo 3 incelendiginde, 6l¢egin tek faktorli ve dort faktorlii yapilarinin ka-
bul edilebilir diizeylerde model uyumu ortaya koydugu goriilmektedir (Cole,
1987; Tabachnik ve Fidell, 2013). Bununla birlikte 4 faktorli modelin uyumunun
daha giiclii oldugu anlagilmaktadir. Olcek maddeleri igin hatalar aras1 kovaryans-
larin tanimlanmasi ile modelde yapilan iyilestirme, RMSA degerinin kabul edi-
lebilir diizeyden iyi uyum diizeyine cikmasini saglamis diger uyum indekslerinde
bir degisiklik olusturmamastir.

Dogrulanan faktor yapisinda, uzman goriisleri dogrultusunda, kavramsal
yapiya uygun olarak; 1, 2, 3, 4, 5, 14, 15, 16, 17 ve 18. maddelerden olusan 1. fak-
toriin etkilesim, 6, 7 ve 8. maddelerden olusan 2. faktOriin “motivasyon”; 9, 10,
11, 12 ve 13 maddelerden olusan 3. faktoriin “okul dist siirecler” ve 19, 20, 21, 22,
23, 24 ve 25. maddelerden olusan 4. faktoriin “sinif igi siirecler” olarak isimlen-
dirilebilecegine karar verilmistir. Tkinci diizey DFAYya iligkin standardize edilmis
yol katsayilar1 incelendiginde, 6gretmenlerin sinif liderligini en iyi actklayan alt
faktorlerin sirasiyla; etkilesim (.93), sinuf ici siiregler (.90), motivasyon (.81) ve
okul dist siirecler (.78) oldugu goriilmektedir.

Olcegin Giivenirligi ve Ayt Ediciligi
Olgek giivenirligini test etmek iizere ic tutarlilik katsayilari ile 6lcegin alt

bilesenleri arasindaki korelasyonlar degerlendirilmistir. Analiz sonuclar1 Tablo
4’te yer almaktadir.

Tablo 4 )
Olgek Faktorlerine lliskin Giivenirlik ve Korelasyon Analizi

XSS Spearman 2 3 4 s
E ?T%I‘;’:%elé‘et;derhgi 307 .66 91 84 1
2. Etkilesim 317 .79 .84 .79 .92% 1
3. Motivasyon 339 78 81 74 5% 641
4. Okul Dig1 Siiregler  2.58 .81 .73 73 J78%  .59%  51* 1
5. Simif Ici Siirecler 3.02 81 .74 71 88 72% 57F 59% 1

n= 594; *p < .001
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Olgegin tiimiine ve alt boyutlarina iliskin i¢ tutarlilik katsayilarmin .70’in
iizerinde oldugu goriilmektedir. Alt bilesenlerin kendi aralarindaki ve olgegin
timii ile korelasyonunu gosteren degerler de oOlgegin i¢ tutarliliginin yiiksek
oldugunu gostermektedir. Olgek alt faktorleri arasindaki korelasyon degerleri
¢oklu baglanti agisindan incelendiginde, s6z konusu degerlerin (r?<.5) faktor
birlestirilmesini gerektirmedigi gorilmektedir (Biyiikoztiirk, 2005).

Olcegin ayirt edicilik giiciinii test etmek iizere alt ve iist % 27’lik dilimlerden
iki grup olusturulmustur. Bu iki grubun Olcek puanlari arasindaki farklilasma

bagimsiz orneklem ¢ testi ile incelenmistir. Tablo 5’te ayirt edicilik igin # testi
sonuglar1 paylagilmaktadir.

Tablo 5
Ayut Edicilik icin t-testi Sonuglar

Liderlik Diizeyi n X SS t
. Diisiik 160 2.24 .26
Olcek 57.515*%
Yiiksek 160 3.90 .26

*p <001

Tablo 5 incelendiginde 6lgegin tamami icin 6gretmen liderligi algist diisiik
ve yiiksek gruplarda yer alan Ogrenciler arasindaki farklilasmanin istatistiksel
olarak anlamli oldugu goriilmektedir. Buna gore Olgegin ayirt edicilik giict
yiiksek bulunmustur.

Tartisma ve Sonuclar

Arastirma sonucunda, etkilesim, motivasyon, sinif ici stirecler ve okul
dis1 siirecler alt boyutlarindan olusan Olcegin, 6gretmenlerin simif liderligini
degerlendirmek tizere kullanilabilecek gecerli ve giivenilir bir 6lgme araci oldu-
guna iliskin kanitlar elde edilmistir. Arastirmanin tiimevarimei ve tiimdengelim-
ci bir yaklagimla tanimladigi ve istatistiksel olarak dogrulanan kuramsal model,
ogretmen sinif liderligini; giiclii bir 6gretmen-6grenci etkilesimi, 6grencilerin
motive edilmesi, 6gretmenin giicli bir 6gretim liderligi gdstermesi ve okul di-
sinda da 6grencilerle etkilesimini siirdiirmesi alt boyutlarinda tanimlamaktadir.
Ogretmenlerin smif liderligini en iyi aciklayan alt faktorlerin sirastyla; etkilesim,
smif ici siirecler, motivasyon ve okul dist siirecler oldugu belirlenmistir. Olgegin
etkilesim alt boyutundan alinan yiiksek puan 6gretmen ve Ogrenciler arasinda
giiclii bir pozitif etkilesimin; sinif i¢i siirecler alt boyutundan alinan ytiksek puan,
ogretmenin giicli 6gretim liderligi 6zellikleri gdsterdiginin; motivasyon alt boyu-
tundan alinan yiiksek puan 6gretmenin 6grenciler icin iyi bir motivasyon sagladi-
ginin ve okul digi siiregler alt boyutundan alinan yiiksek puan 6gretmenin liderlik
ozelliklerinin okul dis1 siireclerde de giiclii oldugunun gostergesidir. Alanyazinda
da 6gretmenlerin siif icinde ve siif disinda 6grencilerle etkilesimini ve 6gren-
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cilere liderligini 6gretmen simif liderligi olarak tanimlayan benzeri ¢aligmalara
rastlanmaktadir (Cheng, 1994; Ertesvag, 2009; Pounder, 2014).

Ogretmen liderligini 6lgmeye yonelik degerlendirme calismalari, genel ola-
rak, 0gretmenin sadece sinif icerisindeki degil tiim okul diizeyindeki liderlik rol-
lerine odaklanmaktadir (Beycioglu ve Arslan, 2010; Can, 2007; Demir, 2014).
Beycioglu ve Arslan (2010) tarafindan yapilan calismada; “kurumsal gelisme”,
“mesleki gelisim” ve “meslektaslarla igbirligi” boyutlarinda degerlendirme yapil-
maktadir. Bununla birlikte s6z konusu ¢alismada “Ogrencilere glivenmek”, “6g-
rencilere gilven vermek” gibi 6grenci ve 6gretmen etkilesimine yonelik az sayida
madde yer almaktadir. Benzeri sekilde, Can (2007) tarafindan yapilan arastirma
da, gii¢lti bir okul kiltiiriniin olusmasina katki saglamak, karar siireclerine ka-
tilmak, takim ¢aligmalarina etkin katilim gibi okul diizeyindeki siireclere odak-
lanmaktadir. Ancak daha sinirli da olsa; 6grencileri motive etmek, etkilemek ve
siuf liderligi rollerini yerine getirmek gibi sinif i¢i roller de vurgulanmaktadir.
Demir (2014) tarafindan benzeri bir kavramsal ¢ercevede yapilandirilan “6gret-
men liderligi kiiltirii”ni 6lgmeye yonelik calismada; “mesleki isbirligi”, “yonetici
destegi” ve “destekleyici alisma ortami” boyutlarina odaklaniimistir. Ogretmen
liderligi olgusunu genis bir yonetsel baglamda ve Ogretmenler arasindaki
etkilesime dayali olarak ele alan bu yaklasimin ilgili alan yazinda yaygin oldugu
soylenebilir (Muijs ve Harris, 2006; Sugg, 2013; York-Barr ve Duke, 2004). Bu-
nunla birlikte smif icine ve 6grenci 6gretmen etkilesimine odakli bir yaklagim
da alanyazinda tartisilmaktadir (Apaydin, Vilkinas ve Cartan, 2011; Can, 2009;
Cheng, 1994; Pounder, 2014; Yilmaz, Oguz ve Altinkurt, 2017). Bu cercevede
Ertesvag (2009) 6gretmen sinif liderliginin akademik destek ve duygusal destek
boyutlari iizerinde durmaktadir. Séz konusu alt boyutlar, OSLO ile tanimlanan
simuf ici stirecler, etkilesim ve motivasyon boyutlariyla benzerlik gostermektedir.
Ancak OSLO’niin 6gretmen 6grenci etkilesimini smif ve okul dist siireclerde de
degerlendirmesi bakimindan farklilagtigi soylenebilir.

Ogretmen liderligini 6grenci ve 6gretmen etkilesimine dayali olarak ele alan
bazi calismalarda ise so6z konusu etkilesim, dontsiimsel liderlik, 6gretimsel li-
derlik, rekabetci degerler gibi kavramsal yapilar tizerinden dolayli ya da sinirlh
olarak degerlendirildigi goriilmektedir (Apaydin, Vilkinas ve Cartan, 2011; Ko-
vag, 2011; Pounder, 2014; Pounder, 2006). Bu ¢ercevede OSLO’niin, genellikle
okulun yonetsel stireclerine odakli olarak degerlendirilen 6gretmen liderligini,
Ogrenci ve 0gretmen etkilesimine odakli olarak ele almasi ve bu etkilesimin kav-
ramsal gercevesini alt boyutlari ile birlikte kapsamli olarak degerlendirmeye im-
kan tanimasi bakimindan ilgili alanyazina 6zgiin bir katki sagladigi sdylenebilir.
Bu yoniiyle OSLO, 6gretmen liderligi kavramimni sinif ici siirecler boyutunda ele
alan ve bu siirecleri 6grenci goriislerine gore degerlendirmeye yardimer olacak
gecerli ve giivenilir bir 6lgme aracidir.
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Oneriler

Arastirma sonuglarina gore, dlgme aracinin tek faktorlii yapisi da kabul
edilebilir diizeyde uyum degerleri gostermektedir. Buna gore farkli 6rneklem
gruplari ile yapinin test edilmesi Onerilebilir. Ayrica 6l¢egin 0gretmen Ornekle-
mi i¢in uyarlamasi yapilarak, sinif liderligine iliskin 6gretmen algilarini deger-
lendirmeye yOnelik bir 6lgme araci olarak yeniden tasarlanmasi, ampirik calis-
malar icin kullanim alanini genisletecektir. Benzeri sekilde olcegin, daha alt ve
iist ogretim diizeyleri icin psikometrik 6zellikleri test edilebilir. Olgme aracinin,
arastirmacilarin yani sira okul yonetimi siiregleri agisindan 6gretmenlerin sinif
liderligi diizeylerinin belirlenmesi amaci ile uygulayicilar tarafindan kullanilmasi
onerilmektedir. Bu ¢alisma kapsaminda, 6gretmen sinif liderligini belirlemeye
yonelik benzeri bir dlcege rastlanamadigy icin benzer Olgek gecerliligi calismasi
gerceklestirilememistir. OSLO bundan sonraki 6gretmenin sinif ici liderlik rolle-
rine odakli calismalarda benzer 6lcek gecerliligi icin kullanilabilir.
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Ek: Ogretmen Sunif Liderligi Olgegi

Liitfen asagidaki 6gretmen davranislarini, genel olarak okulunuzda
gozlemleme sikliginizi dikkate alarak, degerlendiriniz.

Okulumuzdaki 6gretmenler genel olarak;

Hicbir zaman
Genellikle
Her zaman

Nadiren
Ara sira

—_
[\S}
(98}
I
(9]

2. tiim 6grencilere adil davranirlar.

4. ogrenciler arasinda sayginlifa sahiptirler. 1 2 3 4 5

6. basari icin etkileyici telkinlerde bulunurlar. 1 2 3 4 5

8. ogrencilere yeni bakis agilar1 kazandirirlar. 1 2 3 4 5

10.  ogrencilerin ders ve okul disindaki sorunlari ile ilgilenirler. 1 2 3 4 5

12.  0Ogrencilerle sosyal medya vb. dijital platformlarda etkilesim 1 2 3 4 5
kurarlar.

14.  Ogrencilerle iyi bir iletisim kurarlar. 1 2 3 4 5

16.  Ogrencilere karst hosgorilidirler. 1 2 3 4 5

18.  Ogrencilere giivenirler. 1 2 3 4 5

20.  ogrencilerin duygu ve diisiincelerine deger veriler. 1 2 3 4 5

22.  teknolojiyi iyi kullanirlar. 1 2 3 4 5

24.  dersleri ilgi ¢ekici hale getirirler. 1 2 3 4 5

—_
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Introduction

In our daily lives we always evaluate everything we come into contact with.
But have you ever thought about it? What is evaluation? Actually evaluation is
not a new term. Together with being more discussed in studies lately, research on
evaluation go back to 1900s (Daley and Kim, 2010; Ellett and Teddlie, 2003; Toch
and Rothman, 2008) and as a new technical term applied to education goes back
to 1950s (Boykin, 1958). When these studies are examined it is seen that there
have been various definitons for evaluation. For instance, Patton (1987) descri-
bed evaluation as a process requiring collecting and analysing the information
about a specific programme to be able to decide the degree of its effectiveness
and to provide improvement. In another article, Sanders (2001, p. 363) defined
the term as “a means to strengthen development, whether it is human, econo-
mic or other forms of development”. Kurban and Tok (2018, p. 3) intrepreted
evaluation as a term that is comprised of discovering the facts about the current
situation, assessing and correcting-improvement. Docekal and Dvorakova (2015,
p. 3743-3744) stated that “Evaluation is understood as the act of assessing value
of an educational activity according to specific criteria, as well as collecting and
analysing the information, based on which such assessment may be carried out.”
Helvaci (2002) explained the term of performance evaluation as a systematic
process which evaluate the successful and unsuccessful sides of the performance
together. When educational organizations considered, it is clear that the term of
development lies in the core of evaluation. Stronge and Tucker (1999, p. 356),
for example, related the evaluation and development as “evaluation can be an
important tool for supporting and improving the quality of teaching.” Stronge
(2006, p. 1) stressed that “Teacher evaluation is, first, about documenting the
quality of teacher performance; then, its focus shifts to helping teachers improve
their performance as well as holding them accountability for their work”. Edu-
cational organizations come into existence with people-administrators, teachers,
students- so it would be wrong to evaluate these organizations in one-dimen-
sional way. Regarding to the evaluating of educational organizations, Docekal
and Dvorakova (2015, p. 3749) pointed out that “evaluation’s individual phases
or levels are interconnected just as with other factors out of the educational de-
velopment programs”. Tamani, Talbi and Radid (2015) stressed that evaluati-
on should be carried out with all parameters — administrators, teachers, other
human reseources. Among these, teachers play a key role in achieving school’s
goals as the policy practitioners. In this sense, evaluating teachers become even
more important because teachers are important in students’ education (Daley
and Kim, 2010) and the purpose of teacher evaluation is to improve the quality
of teaching (Daley and Kim, 2010; Feeney, 2007; Peterson, 2004; Stronge, 2006).

In literature there are a lot of studies about evaluating teachers’ perfor-
mance from the aspects of content, policies, challenging, differentiated system
by teacher competiencies and implementing the results (Altun and Memisoglu,
2008; Aksit, 2006; Balkar and Sahin, 2010; Bozan and Ekinci, 2018; Daley and
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Kim, 2010; Danielson, 2001; Ellett and Teddlie, 2003; Erkurt, 2017; Kurban and
Tok, 2018; Marshall, 2005; Peterson, 2004; Reinhorn, Johnson and Simon, 2017,
Sayin and Arslan, 2017; Stronge, 2006; Stronge and Tucker, 1999; Taylor and
Tyler, 2012; Zhang and Ng, 2017). This article takes a look at the views of ad-
ministrators working at private schools in two cities in Turkey -Gaziantep and
Kahramanmarag- on evaluating teachers’ performance. It can be said that there
is not any effective and sufficient teacher evaluation system carried out by school
administrators working at Turkish state schools (Erkurt, 2017). According to the
Ministry of National Education (MoNE) Regulation on Being Appointed and
Replacement (2015), performance of every teacher who works at every type and
degree of educational instutiton is evaluated to assess her/his efficiency, efforts
and success in the end of each academic year by administrators of institutions
(MoNE, 2015); however, it is not possible to observe application of an effec-
tive evaluation sysytem in state schools. But the evaluation standarts in private
schools are quite different than state schools. In addition to being evaluated by
MOoNE, private schools have their own performance evaluation system. That is
why, it was, in this study, aimed to investigate the views of school administrators
working at private schools on evaluating teacher’s performance and to make some
recommendations for an effective and sufficient teacher evaluation. Accordingly,
the views of school administrators regarding (1) the content of the teacher evalu-
ation system, (2) a system that differentiates by teachers’ competencies, (3) its
contribution to the teacher’s professional growth, (4) implementing the results
and (5) recommendations for a better evaluation system were examined.

We focused on analysis of interviews that were held with school administra-
tors about evaluating teacher’s performance. The sample of this study consisted
of six school administrators working at private schools in Gaziantep and Kah-
ramanmarag during the 2017-2018 educational year in Turkey. We wanted to
reveal the views of private school administrators’ views on evaluating the perfor-
mance of teachers. We tried to find an answer to questions such as what is/ should
be the content of performance evaluation, should there be an evaluation system
that differentiates by teacher competencies or not, what do they think about imp-
lementing the evaluation results, and how do teacher’s performance evaluation
systems contribute to teacher’s professional development.

Theoretical-Conceptual Approach to Evaluation

Evaluation has been an important issue for policy makers and educators.
Evaluating teacher has been a focal point of the education systems since 1900s
(Daley and Kim, 2010; Ellett and Teddlie, 2003; Toch and Rothman, 2008). In the
beginning, teachers’ personal traits were at the center of the evaluation process
(Daley and Kim, 2010) then it shifted to evaluating effective teaching methods
in 1950s and 1960s. It followed a process towards professional growth and scho-
ol improvement in 1990s and into the 21% century (Ellett and Teddlie, 2003).
In additon to professional growth and school improvement, student achivement
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has been a criterion in evaluating teachers (Ellett and Teddlie, 2003; Peterson,
2004). With such criteria, establishing an effective teacher evaluation system wo-
uld be challenging in terms of accuracy of measurement and evaluation criteria
(OECD, 2009).

School achievement and indirectly student achievement are closely related
to the quality of teaching (Darling-Hammond, 2000; Ellett and Teddlie, 2003;
Heck, 2007; Stronge, Ward, Tucker and Hindman, 2007). When viewed from
this aspect, the term of good teaching comes to the fore. What really makes a
good teacher? Is it teacher’s personal traits, his/her attitudes towards teaching
or knowledge of major? Researchers expressed different opinions about what
specific points should be observed during the evaluation. For example, Ellett and
Teddlie (2003) stated that teachers were at first evaluated on their personal traits
such as being honest, respectful, fair and now evlauation systems are focused
on teacher’s behaviour and performance. Toch and Rothman (2008) pointed
out that while observing a lesson, teacher’s abilities such as working with their
students, teaching techniques, types of homework they assign should be evalu-
ated. Bas Collins (2002) stated that supervision should lead to teacher’s teaching
performance by demonstrating methods, giving suggestions, issuing specific in-
struction, evaluating results and assessing teacher’s performance. Recent studies
underlined that evaluating teacher’s performance should not only be handled
with the individual level but also with the organizational level (Ellett and Teddlie
2003, Kdse, 2017; Stronge, 2006; Stronge and Tucker, 1999; Zhang and Ng, 2017).
For instance, Stronge (2006) claimed that if the evaluation is initiated on both
individual and organisational level, it is better for students and community. Rein-
horn et al. (2017) highlighted that when evaluations conducted by the principals
were mostly situated cognition- the context in which they worked- rather than the
individual cognition — teacher’s or principal’s beliefs and knowledge-, evaluation
would be more effective for teachers. Stronge and Tucker (1999, p. 348) em-
phasized that “Personnel performance should be linked with the organisation’s
mission.” Celikten and Ozkan (2018) stated that increasing the efficiency of the
organisational behaviour is closely related to teacher’s performance. Thus, it can
be said that content of the evaluation can not be isolated from the institution; on
the contrary, it should be related to the organisation’s goals. Since the success
of students are considered as the fundamental goal of schools, it would not be
surprising to see the studies about teacher’s performance and student’s achieve-
ment. Studies about teacher’s performance evaluation have been mostly carried
out via classroom observations (Danielson, 2001; Peterson, 2004; Sawchuk, 2015;
Toch, 2008; Zhang and Ng, 2017); however, most of these studies have high-
lighted that visiting only a lesson is not a sufficient way for evaluating teacher’s
performance (Aksit, 2006; Altun and Memisoglu, 2008; Bas Collins, 2002; Basar,
1988; Danielson, 2001; Docekal and Dvorakova, 2015; Goe, Biggers and Croft,
2012; Marshall, 2005). Docekal and Dvorakova (2015, p. 3749) explained that “it
is not sufficient to perform the evaluation only during the learning and develop-
ment process. It is necessary to evaluate before the begining of education and
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development and after it has been completed, in order to define its contributions
for the corporation or stakeholders.” Toch (2008) claimed that test scores are not
the only solution because students have very different background —privileged or
less privileged backgrounds and suggested that multiple resources such as portfo-
lios, videos should be performed in evaluating teacher’s performance. Similarly,
Stronge (2006) emphasized that using of multiple data source provides a fuller
view of performance.

It is often said that teachers are evaluated to be judged. Traditionally evalu-
ating teacher was administered to teachers but today it is seen as an activity with
them (Aslanargun and Tarku, 2014; Memisoglu, 2004) and makes teachers more
active during the evaluation process (Danielson, 2001). In addition to the studies
emphasizing that different methods should be applied in evaluating teacher’s
performance (Bozan and Ekinci, 2018; Daley and Kim, 2010; Danielson, 2001;
Goe et al., 2012; Peterson, 2004; Saymn and Arslan, 2017; Stronge, 2006; Toch,
2008; Zhang and Ng, 2017), there have been also studies stating that practices
have not served as part of an effective system (Altun and Memisoglu, 2008; Da-
ley and Kim, 2010) and so evaluation systems have had significant changes in
recent years (Ellett and Teddlie, 2003; Sawchuk, 2015; Toch and Rothman, 2008).
For instance, Danielson (2001) proposed a differentiated approach and announ-
ced that teachers should not be evaluated by only a classroom visit; rather, some
applications such as differentiated systems, multiyear cycle, active teacher roles,
portfolios, professional conversations, student achievement should be employed.
According to Danielson (2001, p. 13) “A differentiated approach is about rel-
ying on different activities, procedures and timelines for different groups of teac-
hers.” The term of a differentiated system has attracted the educators’ attention
too. For instance, in the Global Education Monitoring Report (2017, p. 71) it has
been emphasized “No single measurement strategy can capture the full range
of teacher performance or the composition of qualities important for effective
teaching”. Likewise, Peterson (2004, p. 63) uttered that “No signal data source is
valid for every teacher in a school and no individual data source is available for
each teacher.” Similarly, Daley and Kim (2010) concluded that in spite of all cri-
ticisms such as being one-dimensional, undifferentiated, it is possible to design a
new system that is multi dimensional, differentiated, objective and supportive for
teacher’s personal growth. Danielson (2001) discussed a differentiated system
which consists of different strategies for experienced or tenured teachers and
novice teachers. Toch and Rothman (2008) stated that it is not a destiny to use
the system that have been applied so far in evaluating teacher and also claimed
that multifaceted evaluation models works better than the traditional evaluation
methods because they are one-dimensional. Zhang and Ng (2017) expressed that
it would be unfair to evaluate all teachers by using the same list criteria. From
these points of views, it can be said that teacher should and can be evaluated by
their competencies.

As discussed above, visiting only a lesson is not sufficient for an effective eva-
luation. In addition to all other negative criticisms about evaluating a teacher’s
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performance, such a formal process creates a tension in the classrom, makes
teacher feel nervous and impedes teacher’s professional growth too (Marshall,
2005). At this point the relationship between evaluation and professional growth
attracts the attention.

The perception of evaluating teacher’s performance has changed and ac-
cordingly the purpose of the evaluation has naturally changed as well. The evalu-
ation that was done to judge teachers previously shifted to an activity that is
done to increase the degree of teacher’s effectiveness and professional growth
(Ellett and Teddlie, 2003). Regarding this, there are those who aggree that pro-
fessional growth and evaluation are closely related to each other and evaluation
can contribute to teacher’s development (Aksit, 2006; Celikten and Ozkan, 2018;
Danielson, 2001; Danielson, 2011; Duke, 1990; Ellett and Teddlie, 2003; Erkurt,
2017; Konan and Yilmaz, 2018; Stronge, 2006; Stronge and Tucker, 1999; Tay-
lor and Tyler, 2012; Zhang and Ng, 2017). Development is usually considered
as a bureaucratic work, not a vehicle for improvement by school administrators
(Stronge and Tucker, 1999) so they rarely share the results of evaluation with
teachers to help them improve their performances (Bas Collins, 2002; Daley and
Kim, 2010; Toch, 2008). However, the purpose of evaluation is to provide im-
provement (Bas Collins, 2002; Daley and Kim, 2010; Peterson, 2004; Stronge,
2006; Feeney, 2007). Evaluation results should be used for improvement. When
the studies in the literature are examined it could be concluded that the term
of feedback has come to the forefront (Erkurt, 2017; Feeney, 2007; Goe et al.,
2012; Reinhorn et al., 2017). So, the answer of the question “what is feedback? is
important. Hattie and Timperley (2007, p. 23) defined the term as “information
provided by an agent (e.g., teacher, peer, book, parent, experience) regarding
aspects of one’s performance or understanding”. Considering the research with
the study focused on teacher’s giving feedback to improve teaching and learning
conducted by Hattie and Timperley, it can be said that this agent is the adminis-
trator as the person who evaluates teacher’s performance. In this sense feedback
that is provided by administrators gains more significance because it is expected
to contribute to teacher’s professional growth. Bas Collins (2002) uttered that
first purpose of supervision is to give feedback because it contributes to the pro-
fessional development. Similarly, Reinhorn et al. (2017) concluded from their
studies that feedback that was given by the administrators helped teachers to
improve. Celikten and Ozkan (2018) claimed that performance evaluation has
two objects. One of them is to get an idea about job performance of the person-
nel and the other one is to give feedback to the person. They also highlighted that
since the evelaution is a process of feedback, this let teachers learn about positive
and successful sides of their current performances, determine deficient sides of
their performances and so they can get greater gains in terms of self-develop-
ment. Tylor and Tyler (2012) noted that teachers who receive critical feedback
learn new information about their performances, develop new skills and become
more successful. So, it can be inferred that evaluation is not a procedure that
must be completed. On contrary, findings from evaluations should be used for

174



Teacher’s Performance Evaluation

promoting and sustaining professional growth (Danielson, 2001; Feeney, 2007;
OECD, 2013; Stronge, 2006; Sawchuk, 2015) because evaluation results guide
teachers in their professional growth and in the improvement of student achieve-
ment (Davis, Ellett and Annunziata, 2002; Stronge, 2006).

Finally, evaluation is a term including the process (formative) and the results
(summative) phases (Bas Collins, 2002; Tylor and Tyler, 2012). Formative evalu-
ation is the phase that is conducted during the year and contains the data collec-
tion, classroom observation, feedback, write-ups and plan stages of professional
progress (Bas Collis, 2002). All these activities including classroom observations,
providing feedback, having meetings just before and after the evaluation can
be considered as a part of formative evaluation. Besides formative evaluation,
other type of evaluation- summative evaluation- marks the end of evaluation. It
consists of review and integration of formative evaluation, summary of teacher’s
performance and administrator’s views (Bas Collins, 2002; OECD, 2009). Sum-
mative evaluation is mostly conducted at schools and results are guided in two
ways- for punishment and for rewards. The way of implementing the evalutaion
results is a current-debated topic (Adnot, Dee, Katz and Wyckoff, 2017; Bozan
and Ekinci, 2018; Celikten and Ozkan, 2018; Peterson, 2004; Reinhorn et al.,
2017; Toch, 2008; Toch and Rothman, 2008; Vaillant and Gonzalez-Vaillant,
2017). It is known that punishment does not work in increasing the frequency of
desired behaviour, it just supresses (McLeod, 2007; Mill, 2009) so punishment
methods should not be employed; but, on the contrary, punishment methods
such as removal or dismissal of teachers may work at schools in terms of school’s
success. Adnot et al. (2017), for example, emphasized that provided schools iden-
tify the low-performing teachers accurately, dismissal of teachers can reverse and
replace them with more effective teachers and conclude with a positive reflection
on students’ achievement. However, it is also highlighted that punishing teachers
and schools for their low performance after evaluation is not a solution (Celikten
and Ozkan, 2018; Reinhorn et al., 2017; Vaillant and Gonzalez-Vaillant, 2017).
Vaillant and Gonzalez-Vaillant (2017) noted that evaluation systems that ben-
efited from the results positively rather than punishing the schools and teachers
have been more successful in the USA. Reinhorn et al. (2017) who focused on
improvement claimed that policies that are centered on teachers’ development
get more appreciaiton. It is known that reinforces should be used in increas-
ing the frequency of intentional behaviour. Motivational impacts that are given
to the teachers related to the evaluation results can be considered as a reward.
These impacts or rewards can be tenure, merit pay, promotion or differentiated
compensation. For instance, Toch (2008) reported that if teachers get paid the
same, it would be meaningless to evaluate teachers carefully. Similarly, accord-
ing to Toch and Rothman (2008) single salary schedule may prevent to conduct
better evaluations. Some modifications like performance pay to the single salary
schedule may work in making evaluations stronger. That is, evaluation should be
incentive and encouraging. Consequently, studies supporting that motivational
impact such as merit pay, promotion, compensation should be avoided are also
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available in the literature. For instance, in the Global Education Monitoring Re-
port (2017) it was stated that linking student performance to teacher’s salary
is not acceptable because it diminishes the motivation and creates unfairness.
Peterson (2004) asserted that applications like merit pay prevent cooperation.

Method

Qualitative research aims to explore the detailed understanding of mea-
nings, attitudes, and intentions expressed by those who experience the studied
phenomenon (Cohen, Manion and Morrison, 2011). Since qualitative research
gives the detailed picture of people’s perceptions, interactions and experiences
(Springer, 2010) a qualitative research procedure was employed in this study.
Research data were collected through semi-structured interviews. To have richer
and deeper knowledge purposeful sampling method was preferred; so, six pri-
vate school administrators working at different levels of school -pre-school, pri-
mary school, secondary school, high school-in Kahramanmaras and Gaziantep,
Turkey, during the 2017-2018 educational year were chosen as the participants.
Participants were informed via phone calls about the study before the interviews.
The interviews were taped, deciphered, and sent them to confirm. The interview
protocol was sent by email before conducting the interviews. All participants pre-
ferred to participate in the interview at their schools.

Participants were coded by numbers. For example, participant 1 was coded
as P1, participant 2 was coded as P2... Their characteristics are shown in table
3.1.

Table 1
Farticipants’ Characteristics

Seniority

Type of School
Partici  Occupation ~ Administration
pants (Year) (Year) I.)re- Primary Secondary High
10+ 1-10 10+  Primary School

P1 X X X
P2 X X X
P3 X X X
P4 X X X
P5 X X X
P6 X X X
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Data collection and data analysis

A semi structured interview form was used to reveal participants’ views on
evaluating teacher’s performance. Interview questions were derived from the re-
lated literature. The interview form consisted of two parts. The first part inclu-
ded demographic questions such as rank, type of school and branch and a second
part included five questions about performance evaluation such as what should
the content of the performance evaluation be, how should the teacher’s perfor-
mance be evaluated, do the performance evaluation systems contribute to the
professional development, if so, how?

The interviews were conducted at schools. A voice recorder was used with
the consent of the participants to prevent data loss. Each participant was inter-
viewed separately and each interview took about 45 minutes. Validity and reli-
ability of the study were carried out through internal validity, member checks
and inter-coder reliability process (Lincoln and Guba, 1985). The interviews
were transcribed and were sent to the participants through e-mail to confirm.
After the confirmation, the data were analysed through the content analysis by
carefully examining the transcriptions of the interviews, forming categories and
codes (Boyatsiz, 1998; Cresswell, 2007; Patton, 2002; Strauss and Corbin, 1990).
Participants’ statements were made into codes by keeping the original content of
the transcriptions. Then these codes were integrated into categories with a ho-
listic approach. In order to strengthen reliability, the analysis was conducted by
the first and second authors independently then the conclusions were compared.
These conclusions have been presented in following section.

Findings

This section presents the findings of the study and their subsequent analy-
sis. The findings that were gathered at the end of semi-structured interviews are
presented. The data are organised into six categories: individual context, orga-
nisational context, process, type of evaluation, feedback and implementing the
results and thirteen codes. These categories and codes are presented in table 3.1.
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Table 2
Categories and Codes
Category Code
Having the capability of communicating
Individual Context Self-disciplined
Being easygoing
Knowledge of pedagogy
Organisational Context Student’s success

Sense of belonging to the school

A differentiated system

e e L S RN L S =Y 4

Process Lo
An egalitarian approach
. Formative +Summative
Type of evaluation .
Summative
Feedback Encouraging development
Reward
Impl ting the Result
mplementing the Results ..

Individual context

This category involves the views of participants about the content of evalua-
tion. In the ‘individual context’ category, they highlighted that personal traits are
very important and one’s behaviour is not very different from her/his personal
traits. That is to say, personal traits and displayed behaviour interact with each
other. They stated that teacher’s personal trait is one of the criterions that must
be evaluated during the teacher performance evaluation. While this finding is
consistent with the literature (Ellett and Teddlie, 2003) stating that a teacher
must be honest, fair and respectful, in this study some personal traits such as
as having a capability of communicating with people, being easygoing and self-
disciplined were highlighted. Among these traits the code of having the capabi-
lity of communicating with people was the most repetitive code under the indivi-
dual context category. Participants underlined that teachers should have a good
dialogue with students, parents, administrators and colleagues. One participant
expressed his ideas as follows:

As you know education is a tripodal structure. It is a triangle comprised of
student, family and school. It forms as a result of mutual interaction. To be able
to manage this interaction depends on the teacher’s high ability of communica-
ting. It is very important that she/he can communicate in a good way with both
student and parent. (P3)

Other participants who expressed their opinions about this topic stated that
communicating is a very important point, as explained by an administrator:

Can teacher communicate with students, parents, administrators and other te-
achers at school? If she/he can, is it a true communication? These are important
for us because teaching firstly is a communication profession. I mean if you can
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not communicate you can not teach. We can also say that the quality of com-
munication that the teacher has with her/his colleagues and administrators goes
parallel with teacher’s performance. (P5)

Participants expressed that teachers work with other people -teachers, ad-
ministrators- to achieve the goals of the school. Regarding this, they stated that
teachers should be easygoing because cooperation requires to work together.
One of the participants explained:

While evaluating performance it is important that whether she/he leads a team,
is a part of the team or what kind of contributions she/he has made to her/his
colleagues’ development about her/his field and pedagogy while working. (P4)

Since teaching is a profession that is under the effects of teachers, students,
parents, administrators, it is inevitable to work with people of different personal
traits, to affect them or be affected by them during the process. Besides this,
some participants underlinded that teacher must be self-disciplined and must
have a task-oriented approach. For instance, a participant explained his unders-
tanding of performance evaluation as teaching the lesson, attendig the class on
time and doing the tasks that are given to him.

Considering all these statements we can say that teachers are models for
students especially in terms of personal traits so teachers and their personalities
are very important. They have high or poor performance at working places de-
pending on their personal traits.

Organisational context

This category contains the participants’ views about the content of the per-
formance evaluation as well. Participants who emphasized the reality of central
exam highlighted the code of ‘knowledge of pedagogy” under the category of or-
ganisational context. It is known that schools are organisations and so they have
some goals. The reason for teacher to be at school is undoubtedly is to achieve
the school’s goals. Organisational success is directly related to what extend teac-
her acts in accordance with school’s goals. Participants who view the content of
teacher’s performance evaluation from the organisation perspective highlighted
that teacher’s performance should be evaluated at organisational level besides
the side of evaluation about his/her personal traits. As part of the organisati-
onal context, the codes of teacher’s knowledge of pedagogy, student’s success
and sense of belonging under organisational context came to the forefront. The
knowledge of pedagogy that was uttered by five participants became the most
repetitive code.

It is a must to be able to teach according to the student’s level and know the
characteristics of whole group such as physical development, social mental de-
velopment, psychological development and physiological development. (P3)

Teacher’s performance should be evaluated according to the qualitative data
rather than the quantitative data. Observations are very important. The teach-
ing strategies, methods and techniques that are used by teacher should defi-
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nitely be observed, evaluated and given to the teacher as a feedback. Teach-
er may have a very high level of knowledge but can she/he teach according
to the student’s level? Can she/he motive or lead students? (P5)

In addition to the knowledge of pedagogy, the findings in the literature po-
inted out (Ellett and Teddlie, 2003; Peterson, 2004) that student’s success is a
criterion on evaluating was uttered by the participants as the academic success
of student performed in exams should be a criterion for performance evaluation.
One of the participants expressed:

34 students at 8th graduated from our school last year. 10 of these students got
accepted into science high school. We had 37 students at 8th two years ago and
14 of these students got accepted to the same schools. Is not this my teachers’
success? This is my teachers’ success; not mine. Of course, I will take into con-
sideration this while evaluating their performance. (P6)

A participant who aggreed with the idea that the student’s success should be
a criterion distinguished the evaluation of core curriculum teachers from compe-
tency-based lesson teachers.

We have an indispensable reality: Exam. While evaluating the core curriculum
teachers, you must consider in terms of the exam as well. The criteria that you
are going to evaluate should be parallel with it. For example, while there are
questions for a physics teacher to what extent students became successful in
the exam at the end of the school year, about competency-based lessons there
are some recordings such as to what kind of contests students attended both at
city level and national level, what kind of success they made at sportive activi-
ties. Our main criterion for competency-based lessons is the rate of students
who attended the contests. For core curriculum lessons we take account of the
student’s success. (P1)

During the process of evaluation, besides of academic success, it should not
be forgotten that teachers are social beings. Then, if the teacher adopts the en-
vironment, she/he is in as a social being, she/he develops a sense of belonging to
the school depending on this. It is known that a person who has developed a sen-
se of belonging gives a good performance by embracing the job. Related to this,
a participant clearly expressed that it is necassary to develop a sense of belonging
to the school in evaluating teacher’s performance.

One of the factors that comes to the forefront at private schools while evalua-
ting the teacher’s performance is the degree of teacher’s developing a sense of
belonging to the school. (P2)

The findings in the organisational context indicate that the content of eva-
luating teacher’s performance has been changed and denote that teacher’s per-
formance should be evaluated both at the organisational level and the individual
level (Daley and Kim, 2010; Ellett and Teddlie, 2003; Stronge, 2006; Stronge and
Tucker, 1999; Zhang and Ng, 2017).
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Process

This category is about the approaches that should be deemed within the
period of evaluating teachers’ performance. It reveals the views of participants
to the question of “Can we say that there should be an evaluation system by
teacher’s competencies or a standardized evaluation system, why?” Related to
the category of process, while some participants empasized that an egalitarian
approach should be adopted in evaluating performance, some of the participants
stated that a system that diffrentiates by teacher competencies should be adop-
ted. The view of different methods should be adopted in evaluating performance
(Aksit, 2006; Bozan and Ekinci, 2018; Daley and Kim, 2010; Danielson, 2001;
Goe et al., 2012; Kurban and Tok, 2018; Peterson, 2004; Stronge, 2006; Toch,
2008; Zhang and Ng, 2017) was implied in the present study as performance eva-
luation must be differentiated by type of course subject. For example;

A criterion that you use while evaluating the performance of mathematics te-
acher should not be the same as you evaluate the performance of any physical
education teacher, visual art teacher or music teacher. For example, we have a
system called portal that we use at our school and it is different from e-school.
While using portal, a mathematics teacher gives homework, follows it, sends
messages to the parents, etc. If we take using such a system as a criterion for
example while evaluating a physical teacher’s performance, we will make mista-
ke. The performance of core curriculum teachers must be evaluated differently.
As 1 said before, the core curriculum lessons such as Turkish, mathematics,
science and religion and moral must be evaluated separately and social lessons
such as physical education, visual art and music must be evaluated separately.
(P4)

Since the content of every lesson is different from each other it is important
to keep in mind that all courses can not be evaluated by the same criteria. This
finding supports the view in the literature (Bozan and Ekinci, 2018; Kurban and
Tok, 2018) that every branch teacher’s performance should not be evaluated by
the same way. In addition to this, regarding whether different applications sho-
uld be adopted according to seniority or not, it was seen that participants exp-
ressed different opinions. For instance, while some participants remarked that
a differentation according to the seniority should be made while evaluating the
performance,

Evaluating the performance of a novice teacher is done as a whole. You pay
attention to her/his communication skills and tests how she/he uses her/his body
language. One of the points that we put particular emphasis on novice teachers
is that whether her/his pedagogy knowledge is enough or not. Pedagogy diffe-
rences will come out while evaluating the performance of a novice teacher and
a senior teacher. This is the first one. The second one is experience. I mean, be-
cause she/he has an experience in her/his field and produces for 10 years I can
not evaluate such an experienced teacher’s performance and a novice teacher’s
performance in the same category. So, the evaluation of experienced teachers
should be different from the evaluation of novice teachers. (P2)
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Another participant explained that:

It is not true to evaluate a teacher’s performance by her/his seniority. Should
we evaluate a 20 or 10-years experienced teacher’s performance in the same
way with a 5-years experienced one. I think they should not be gone through
the same procedure. (P4)

Similarly, participants who stated that an egalitarian approach should be
adopted in evaluating performance discussed this in terms of educational status
and remarked that any differentation — having a MA degree or PhD- should not
be applied.

I go through the same procedure with both teacher who has a master degree

and does not have a master degree because both of them are teachers. Teaching

is important here. Based on my experiences I think that a teacher with a master

degree will be more succesful but still the working hours are the same, give the

same lesson and do the same job; so, I think that all of them should be treated
equally. (P6)

Participants expressions reveal that everyone has a different personality and
background so the same performance can not be expected from all teachers.
These expressions of participants also are not very different from the findings
of the previous studies (Daley and Kim, 2010; Danielson, 2001; Goe et al., 2012;
Kurban and Tok, 2018; Peterson, 2004; Sayin and Arslan, 2017; Stronge, 2006;
Toch, 2008; Zhang and Ng, 2017). From the findings we could infer that all te-
achers’ performance should not be evaluated by the same criteria and different
methods should be used.

Type of evaluation

This category relates the participants’ views about how teachers’ performan-
ce should be evaluated. The codes of ‘summative’ and ‘both formative and sum-
mative’ were obtained related to the type of evaluation category. While only one
participant stated that a summative evaluation should be conducted, five of the
six participants stated that both a formative and summative evaluation should be
conducted.

With reference to the view that the aim of the evaluation is to provide
development (Aksit, 2006; Bas Collins, 2002; Daley and Kim, 2010; Peterson,
2004; Stronge, 2006; Feeney, 2007), participants highlighted the procedure by
centering the development of the teacher on the performance evaluation. They
also indicated that both procedure and result should be evaluated together. For
example, while one of the participants expressed that:

There is such a teacher that she/he is very succesful during the term, manages
the procedure very well but can not reach a conclusion. There is such a teacher
that she/he is very passive and not very good during the term but she/he gets a
conclusion. Both of them are not the ideal teachers. Teacher should both mana-
ge the procedurevery well and reach a succesful conclusion; accordingly, both
of them should be evaluated together. (P4)
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Another participant stressed that:

In my opinion it is necesaary to make an evaluation between two period of time.
I do that. The first one is during the year and the second one is at the end of the
year. Not only will first evaluation make easier the second evaluation but also
increase the teacher’s performance and help teacher to see her/his deficiencies.
(P2)

Participants’ expressions that performance evaluation is a notion involving
both procedure and the result are highly important in terms of referring to the
studies which highlight the procedure and the result should be integrated while
evaluating (Bas Collins, 2002; Tylor and Tyler, 2012).

Feedback

Feedback can be defined as any kind of written or verbal information or cri-
ticism about teacher’s performance provided by her/his administrator. The code
of “encouraging development” was obtained related to the question of “Do you
think that the performance evaluation systems contribute to the professional de-
velopment? and if so, in what ways?” All participants aggreed that feedback may
contribute to the development. In this study it has also been emphasized that
teachers may improve themselves professionally if they receive enough positive
feedback in the end of the evaluation procedure; however, it has also been high-
lighted that evaluation is not a judgmental notion; rather, it is a notion that enco-
urages person to develop herself/himself. One of the participants explained that:

When you evaluate a teacher’s performance you have a meeting with her/him.
You chat. You share your observations with her/him and advise about what to
do to be beter. At the same time, you consolidate positive sides of her/his per-
formance by verbalising good sides of the performance. (P2)

We consult our teachers as well. We talk about the positive and negative sides
of the performance frankly and honestly. By stating that the aim of the evalu-
ation is to improve ourselves and taking into consideration this I evaluate the
teacher’s performance monthly. (P3)

Since the aim of the evaluation is to provide development participants’exp-
ressions about professional development are expected. Participants stated that
insufficient sides of the performance should be detected and teachers should be
guided at the end of the evaluation. Also, participants underlined that evaluation
should enable teachers to develop themselves by giving information about their
performances:

Performance evaluation should encourage the person to develop oneself. I
think teacher should be evaluated about her/his deficiencies. Informing the
teachers about the deficiencies determined at the end of the evaluation is wel-
comed by the teachers. Also sharing our opinions with them about how they
will be in their favour if they remedy those deficiencies makes our teachers be
happier. Then the teachers try to do their best to remedy the deficiencies. (P1)
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Actually, development and renewal occur at the end of an evaluation pro-
cess. So, evaluating the performance of teachers working at educational organ-
isations is important because teachers’ improvement can be provided by giving
feedback and so the number of succesful schools increases. Also, participants’
statements about this point show parallelism with the views from the literature
(Bas Collins, 2002; Celikten and Ozkan, 2018; Danielson, 2001; Davis et al.,
2002; Erkurt, 2017; Feeney, 2007; OECD, 2013; Reinhorn et al., 2017; Stronge,
2006; Sawchuk, 2015; Taylor and Tyler, 2012) that feedback should/can contrib-
ute to the one’s professional development. What emerges from this finding is
that feedback should support the teacher’s development especially professional
development because the more one gets positive and developmental feedback,
the more she/he becomes successful.

Implementing the results

In this section we present the answers of our participants to the question
“What do you think about implementing the evaluation results? Regarding this
category, all participants underlined the notions of rewards and punishment as
it is presented in literature. Almost all stated that teachers should be rewarded
at the end of the evaluation procedure; however, it was also stressed that pu-
nishment should be the last solution to the problem. For example, regarding the
punishment, one of the participants pointed out that punishment is a very simple
solution and should be the last solution. Another participant supported this and
noted that punishment is not a preferred practice. He expressed:

Punishment is always offensive. Negative things do not allow us to reach a suc-
cesful conclusion. The same thing is true for my teachers as well. (P4)

It was pointed out that if a punishment is administered then it results as not
working with the same person following year. The statements of the participants
are parallel to the findings of a study conducted by Adnot et al. (2017) that if
a teacher with low-performance is dismissed and replace her/him with a more
effective teacher, a positive reflection can be observed on students’ success. All
participants delivered their opinions about punishment and verbalised this as not
working with them following year. For instance, participant 5 stated that

If we think that we do not progress we annul the conract at the end of the school
year. If the performance of my teacher is under the red line, we have to decide
not to work with her/him for the following year. (P5)

Regarding the implemantations of the evaluation results the term of reward
was given priority. For instance, while some participants evaluated the contract
renewal as a reward, some participants evaluated merit pay, promotion or a ceri-
tificate of apprecaiation or achievement as a reward.

I think reagarding the successful teachers, continuing to work at the same scho-
ol for the following year is her/his reward. (P5)

There are a few evaluation criteria. We honour our teachers by giving her/him
a certificate of apprecaitaion at ceremonies. While renewing the contract we
increase the salary of our successful teachers. (P1)
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We pay our successful teachers a bonus at the end of the school year. (P6)

These statements show that reward should be taken into account. The par-
ticipants’ emphasies on reward is parallel with the findings of the study conduc-
ted by Vaillantand Gonzalez-Vaillant (2017) that revealed that if the evaluation
results are used positively then the school and teachers become more successful.

All these findings indicate that reinforces increase the frequency of intenti-
onal behaviour. When rewarding is considered as a reinforce paying bonus or gi-
ving a certificate of appreciation increase the person’s motivation. As it is known
motivation prods the person into action and directs the way. The energy of a
person highly motivated reflects to the organisational applications and so orga-
nizational efficiency increases.

Discussion and Conclusion

This study reveals the views of the administrators working at private scho-
ols in two cities -Gaziantep and Kahramanmarag- in Turkey about evaluating
teachers’ performance. The findings were consistent with the literature on this
topic. For example, the finding that teacher’s performance evaluation should be
carried out at two levels —individual level and organisational level- was mentio-
ned in many studies (Ellett and Teddlie, 2003; Kose, 2017; Konan and Yilmaz,
2018; Stronge, 2006; Stronge and Tucker, 1999; Zhang and Ng, 2017); however,
while personal traits evaluated at individual level were expressed as being ho-
nest, respectful and fair in the literature (Ellett and Teddlie, 2003), these perso-
nal traits were listed as having a high capability of communicating with people,
being easygoing and self-disciplined in our study. Teachers deal with students,
parents or administrators as a matter of course; that is to say, it is human that
they deal with, not robot and so it can be said that participants’ statements about
communication are highly important. The view highlighted in literature that the
content of performance evaluation has shifted from teacher’s personal traits to
the organisation’s success since 1950s (Daley and Kim, 2010; Ellett and Teddlie,
2003) came forefront in our study as evaluation should also be conducted at or-
ganisational level. Regarding the organisational level, the terms of knowledge
of pedagogy, student’s success and sense of belonging to the school have been
the most repetitive codes. While the views about knowledge of pedagogy and
student’s success support to many studies (Darling-Hammond, 2000; Ellett and
Teddlie, 2003; Heck, 2007; Peterson, 2004; Stronge et al., 2007) the view about
sense of belonging to the school have been one of the findings that we reached
at the end of the research, which slightly different from the literature. Findings
have supported the view that the level of student’s success is closely related to the
quality of teacher’s teaching ability (Darling-Hammond, 2000; Ellett and Tedd-
lie, 2003; Heck, 2007; Stronge et al., 2007) and indicated that student’s success
has become a criterion in evaluating the teacher’s performance (Ellett and Tedd-
lie, 2003; Peterson, 2004).
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The point that the pedagogy and knowledge can be evaluated (Rothman,
2008) through the classroom observation -one of the techniques that are used
while evaluating the performance (Danielson, 2001; Peterson, 2004; Sawchuk,
2015; Toch, 2008; Zhangand Ng, 2017) has been another finding in our study.
However, it has also been found out in our study that the criteria of pedagogy and
knowledge will be unsufficient while evaluating the performance (Akbaba Altun
and Memisoglu, 2008; Bas Collins, 2002; Basar, 1998; Danielson, 2001; Docekal
and Dvorakova, 2015; Goe et al., 2012; Marshall, 2005). Besides these criteria,
developing the sense of belonging to the school should also be taken into consi-
deration. Related to the performance evaluation, the view that different methods
and techniques should be used by competencies during the process of evaluation
(Aksit, 2006; Daley and Kim, 2010; Danielson, 2001; Goe et al., 2012; Peterson,
2004; Saymn and Arslan, 2017; Stronge, 2006; Toch, 2008; Toch and Rothman,
2008; Zhang and Ng, 2017) was expressed in our study as a differentiated evalu-
ation system can be adopted according to the teacher’s branch.

Curriculum of all lessons are different from each other and different know-
ledge, skill and attitudes are taught in each lesson so it can not be said that there
is a standard evaluation method including all lessons. It seems that evaluating the
performance by the same criteria is true but it would be inaccurate to evaluate all
teachers’ performance by the same criteria since the content of the lessons, teac-
hing methods and techniques are different from each other. Only standard cri-
teria can be determined for common goals. Nonetheless, the view that teacher’s
educational background (MA, Phd) and seniority should not cause a differenta-
tion has been a finding as slightly different from the literature.

Participants expressed that evaluation should be conducted both in a forma-
tive and a summative phase way; however, the formative phase was mentioned
in the study more than the summative phase. In formative phase, the picture of
current situation is drawn in evaluation and accordingly deficient aspects are de-
termined and development process is formed. Participants stated that the aim of
performance evaluation is not to judge the person; on contrary, to pave the way
to the development. This point is important in terms of referring to the studies in
literature (Stronge, 2006; Bas Collins, 2002; Celikten and Ozkan, 2018). For in-
stance, Stronge (2006) summarized the evaluation process as firstly determining
the quality of teacher’s performance and then helping her/him with developing
her/his performance. Thus, it can be said that performance evaluation system
should have both a formative and summative phase.

As revealed in this study, participants highlighted the relationship betwe-
en feedback and evaluation. The view that evaluation should be supportive of
development was interpreted by the participants as professional development
and in this regard, the finding that performance evaluation can contribute to the
teacher’s professional development concurs with previous studies (Aksit, 2006;
Bas Collins, 2002; Danielson, 2001; Davis et al., 2002; Duke, 1990; Ellett and
Teddlie, 2003; Erkurt, 2017; Sayin and Arslan, 2017; Feeney, 2007; Konan and
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Yilmaz, 2018; OECD, 2013; Stronge, 2006; Sawchuk, 2015; Stronge and Tucker,
1999; Taylor and Tyler, 2012; Zhang and Ng, 2017). For instance, Bas Collins
(2002) claimed that the first purpose of the evaluation is to give feedback beca-
use it contributes to the professional development. Similarly, Ellett and Teddlie
(2003) asserted that performance evaluation is an activity which is conducted to
increase the teacher’s performance and efficiency. In parallel, it has been un-
derlined that performance evaluation results guide to the teachers’ professional
development and accordingly to the improvement of student’s success (Davis et
al., 2002; Stronge, 2006).

Although there are some studies in the literature that have revealed diver-
gent opinions about rewarding or punishing the teachers (Adnot et al., 2017,
Bozan and Ekinci, 2018; Celikten and Ozkan, 2018; Peterson, 2004; Reinhorn et
al., 2017; Toch, 2008; Toch and Rothman, 2008; Vaillant and Gonzalez-Vaillant,
2017). Participants in this study emphasized that successful teachers should be
rewarded in the end of evaluating the performance. This finding supports the
view asserted by Vaillant and Gonzalez-Vaillant (2017) that if evaluation results
are used positively rather than negatively, teachers and schools will be more suc-
cessful.

Finally, with reference to the view that motivation and reinforces are impor-
tant in terms of increasing the frequency of intentional behaviour (Celikten and
Ozkan, 2018), an incentive such as extra salary, a certificate of apprecaitation or
achievement can be an instrument in increasing teacher’s performance. In addi-
tion to giving a reward to the successful teachers, participants also announced
that unsuccessful teachers should not be punished. Punishmnet is an offensive
factor and causes lack of motivation. Regarding the punishment all of the par-
ticipants remarked that they have to stop to work with the same person for the
following year as one participant stated: “If we think that we do not progress, we
annul the conract at the end of the school year.” This perception is similar to the
results of the study conducted by Adnot et al. (2017) who argued that if unsuc-
cesful teachers are dismissed and replaced with more succesful teachers then
student’s success wil be higher.

Consequently, we claim that teacher’s performance should be evaluated
both at individual and organisational level. In addition to this, a system that diffe-
rentiates by teachers’ competencies should be created. Regarding the process of
evaluation and implementing the results, rewarding should be brought forefront,
not punishment. It should also be kept in mind that evalution should contribute
to the teacher’s professional growth.
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