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Degerli okuyucularimiz,

Kuram ve Uygulamada Egitim YOnetimi dergisinin 26/2 sayisinda yine egi-
time ve egitim yonetimine iligkin cesitli konular1 ele alan makaleleri arastirmaci-
larin, 6gretmenlerin ve yoneticilerin hizmetine sunmaktan mutluluk duyuyoruz.
Bu sayimizda da agirhik olarak orgiitsel davranig ve liderlik konularimi ele alan
makalelere agirhk vermis bulunuyoruz. Orgiitsel davranig konusundaki yaps, tu-
tum ve davraniglarin anlagilmasinin 6grenci, 6gretmen ve yoneticilerin iyi haline
hizmet edecegini, dolayisiyla egitim sistemlerinin pozitif yonde gelisimine katki
yapacagimi diigiiniiyoruz. Bu baglamda bu sayida yer verdigimiz makalelerin egi-
tim yonetiminde kuram ve uygulamaya katki saglayacagini timit ediyoruz.

Bu sayidaki ilk makalemizde Kasapoglu 6gretmenlerin kendilerini gelis-
tirme diizeylerini ve kendi liderlik davraniglarina iligkin algilarini incelemistir.
Kasapoglu calismasina sadece devlet okullarindaki 6gretmenleri degil ayni za-
manda 6zel okullarda ¢alisan 6gretmenleri de dahil etmistir. Calismanin bulgu-
lar1 6gretmenlerin kendi liderlik davraniglarinda 6zel okul 6gretmenleri lehinde,
kendini gelistirme davraniglarinda ise kadin 6gretmenler lehinde anlamli bir fark
ortaya koymustur. Ogretmenlerin kendi liderlik davraniglarina iligkin algilari ile
kendini gelistirme diizeyleri arasinda iligkiler incelendiginde pozitif yonlii, zayif
iligkilere rastlanmigtir. Calismanin sonuglar1 6gretmenlik meslegine kendini ge-
listiren ve liderlik becerilerine sahip 6gretmenlerin secilmesi, 0gretmenlere bu
alanlarda egitimler verilmesi, egitim fakiiltesi miifredatlarinda 6gretmen gelisimi
ve liderligine yonelik diizenlemeler yapilasinin 6nemine isaret etmistir.

Bir diger calismada ise, Kesik ve Aslan 6grencilerin mutluluk kavramina
iligkin gorislerini nitel bir ¢alisma ile ortaya koymustur. Yazarlar, toplam 188
ortaokul ve lise 6grencisi ile yapilan calismada 6grencilerin mutluluk ve okulda
mutluluga iligkin metaforik algillarinin olumsuz nitelikte oldugu ortaya konmus-
tur. Calismanin sonuclarinin 6zellikle 6grencilerinin okulda mutlu olmasi icin
yapmasi gereken faaliyetleri egitim yoneticilerinin giindemine getirmesi baki-
minda 6nemlidir.

Sayimizdaki ii¢lincii makalede Kog¢ ve Fidan son yillarda calisma hayatin-
da en ¢ok giindeme gelen Orgiitsel davranig konularindan biri olan etik konusu
ele almig ve o6gretmenlerin goziinden etik liderligi irdelemislerdir. Yazarlar 6g-
retmenlerin etik ve etik dist liderlige iliskin gorislerini inceledikleri ¢calismada
ogretmenlerin etik lideri ahlaki kisilige sahip yonetici olarak tanimlamis ve okul
yOneticilerinin etik dig1 lider davraniglarini en ¢ok meslektas iliskilerinde ortaya
ciktigini bulmuslardir. Bununla birlikte ¢calismanin bulgularinda etik dis1 davra-
nisin temellerinin Orgiit kiiltiiriiniin temelinde oldugunu ifade etmeleri dikkat
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¢ekicidir. Bu bakimdan etik dig1 davraniglarin kaynagina iligkin olarak bu calis-
madaki bulgular, diger yonetim bilimleri alanlarinda yapilan irdelemelere para-
lellik gdstermistir.

Bu sayimizdaki bir diger ¢alismada Limon ve Nartgilin 6gretmenlerin degi-
sim yorgunlugunu demografik degiskenler temelinde irdelemislerdir. Diinyada
en hareketli, degisim girislerinin en yogun yasadig1 egitim sistemlerinden biri
olan Tirk Egitim Sistemi tizerine bu tiir calismalar her zaman degisim girisim-
lerin gerekliligi, yontemi ve basarisi konusunda degisim ajanlarina fikir verme-
si bakimindan onemlidir. Yazarlar ¢alismalarinda ele aldiklar1 degiskenlerden
kidem ve mezun olunan fakiilte degiskenlerinin degisim yorgunlugu diizeyinde
istatistiksel olarak anlaml bir fark yarattigini ortaya koymustur. Calismada ayni
zamanda degisim yorgunlugu 6l¢egi gelistirilmis ve 6lgegin psikometrik 6zellik-
leri raporlanmistir. Bu anlamda ¢alisma hem uygulamaya hem de degisim konu-
sunda yapilacak diger ¢aligmalara katki saglayacak niteliktedir.

Bu sayimizda yer olan son makalede Meri¢ ve Erdem tarafindan okullarda-
ki orgiitsel davranis konulari iizerine yapilmistir. Meri¢ ve Erdem o6gretmenlik
meslegi is Ozelliklerinin yine 6gretmenlerin meslege adanmishigini yordama di-
zeyini ortaya cikarmayr amaclamistir. Yazarlar calismalarinda 6gretmenlerin is
ozellikleri algisi ile meslege adanmislik, meslege baglilik ve 6grencilere adanma
arasinda orta diizeyde; 6zverili calisma arasinda ise diisiik diizeyde pozitif yon-
li bir iligki oldugunu ortaya koymustur. Ayrica 6gretmen yeterlikleri, 6gretmen
performansi geribildirimi ve 6gretmen 6zerkliginin yine 6gretmenlerin meslege
adanmishigin anlamli bir sekilde yordadigini ortaya koymuslardir.

Bu sayiya katki yapan biitiin meslektaslarimiza tesekkiir ederiz. Bu sayimnin
okuyucularimiza faydali olmasini dileriz.

Editorler

Kadir BEYCIOGLU
Yasar KONDAKCI
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Investigation of Teachers’ Perceptions on Self-Leadership
Behaviors and Self-Development Level

Ogretmenlerin Kendi Liderlik Davramglarina Iliskin Algilarimin ve
Kendilerini Geligtirme Diizeylerinin Incelenmesi

Hiilya Kasapoglu!
Abstract

This study aims to evaluate the perception of teachers, who have the mission of leading to and developing
of students, about their own leadership behaviors and self-development level. In this context, a total of 305
teachers, 235 in state secondary schools and 70 in private secondary schools in Trabzon province, were in-
volved into the study. During the collection of the data, “Teacher Leadership Scale” and “Self-Development
Scale” were used. The results of the study showed that teachers’ perceptions of their own leadership behavi-
ors and level of self-development were evaluated in most of the time intervals, and there was a meaningful
difference in leadership behaviors in favor of private school teachers and in self-development behaviors in
favor of female teachers. When the relationship between teachers’ perceptions about their own leadership
behaviors and self-development level was examined, weak associations in positive direction were found. In
the regression analysis, it was observed that teacher leadership scale score increased as self-development
scale score increased, and the total scores of the self-development scale and school type had a statistically
meaningful effect on the teacher leadership scale. As a result of the research, it is suggested to select teac-
hers for the profession who seek the ways for professional development and have leadership skills, provide
trainings to teachers in these areas, and make changes in the curricula of the faculty of education to encou-
rage teacher development and leadership.

Keywords: Teacher leadership, self-development, leadership, teacher

Oz

Bu arastirma 6grencilerini gelistirme ve onlara liderlik etme misyonu tasiyan 0gretmenlerin, kendilerini
gelistirme diizeylerinin ve kendi liderlik davranislarina iligkin algilarinin degerlendirilmesi amaciyla yapil-
mustir. Bu kapsamda Trabzon ili merkez ortaokullarinda gérev yapan 235 devlet, 70 6zel ortaokul 6gretmeni
olmak iizere toplam 305 dgretmen drnekleme alinmustir. Verilerin toplanmasinda Ogretmen Liderligi Ol-
cegi ve Kendini Gelistirme 6lcegi kullanilmistir. Arastirma sonucunda 6gretmenlerin kendi liderlik davra-
niglarina iligkin algilari ve kendilerini gelistirme diizeyleri cogu zaman araliginda degerlendirilirken, liderlik
davraniglarinda 6zel okul 6gretmenleri lehinde, kendini gelistirme davraniglarinda ise kadin 6gretmenler
lehinde anlaml bir fark bulunmustur. Ogretmenlerin kendi liderlik davraniglarina iligkin algilari ile kendini
gelistirme diizeyleri arasinda iligkiler incelendiginde pozitif yonli, disiik diizeyde korelasyon bulunmustur.
Yapilan regresyon analizi sonucunda kendini gelistirme 6lgek puani arttik¢a 6gretmen liderligi 6lcek pua-
nin da arttig1, kendini gelistirme Olcegi toplam puanlari ve okul tiiriiniin 6gretmen liderligi 6lcegi tizerinde
istatistiksel olarak anlaml etkisi oldugu saptanmustir. Arastirma bulgular1 dogrultusunda, meslege kendini
gelistiren ve liderlik becerilerine sahip 6gretmenlerin secilmesi, 6gretmenlere bu alanlarda egitimler ve-
rilmesi, egitim fakiiltesi miifredatlarinda 6gretmen geligimi ve liderligine yonelik diizenlemeler yapilmasi
Onerilerinde bulunulmustur.

Anahtar Sozciikler: Ogretmen liderligi, kendini geligtirme, liderlik, 6gretmen
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English Version

Introduction

The aim of schools is to raise individuals who have free and multifaceted
thinking, strong communication skills, physical and mental health, who embrace
social culture, have an original vision and are entrepreneurial. Teachers are ex-
pected to raise individuals for these purposes (Agikalin, 1995). From this point
of view, there is a need for leading education managers and leading teachers
for the success of schools instead of traditional education and traditional school
management (Peker, 2004).

A leader is a creative person who guides, enlightens, aims forward, teaches,
and realizes in time the wishes and needs of the people with whom they work. A
leader is influential in defining and changing the goals and behaviors of the gro-
up they lead (Saruhan et al., 2009). Leaders should create an environment where
people of different personal characteristics in an organization can express them-
selves freely and make them feel they do everything willingly (Bolat et al., 2008).

Along with the need for institutional change and development, as a result
of the increasing leadership needs at educational and institutional levels in edu-
cational environments, the idea of a leading teacher is seen as a much-debated
concept (VranjeSevi¢ & Frost, 2016; Jacobs et al., 2016).

In order to improve educational practices, influence others, develop teac-
hers in all positions in schools and strengthen their leadership capacity; contem-
porary theories locate teacher leadership as part of an inclusive structure that
exemplifies the learning stance, truly values the student, and supports them to
learn and produce new roles and new ideas. (Khan & Malik, 2013; Uribe-Florez
et al,, 2014; Lai & Cheung, 2014).

Beycioglu and Aslan (2012) state that at the core of teacher leadership lies
the ideas of turning schools into professionally learning societies, equipping te-
achers to participate more closely in these processes, thereby contributing to the
transformation of schools into democratic environments.

In schools where teacher leadership is effective, it can be said that there will
be increased loyalty to goals, peer learning, acting jointly, strong communicati-
on, continuous learning, wise attitude and behaviors. Katzenmeyer and Moller
(2013) define the leading teacher as: teachers who lead inside and outside the
classroom, continue learning and participate in the leader society, motivate their
colleagues to implement advanced educational practices and take responsibi-
lity to achieve positive results. Can (2007), on the other hand, defines teacher
leadership with the competence of teachers to willingly undertake formal and
informal educational activities and processes in classroom and school, create in-
dependent projects, influence their environment, support the development of
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their colleagues and build trust. According to Harris (2005), there are four main
elements that come to the fore in the definitions of teacher leadership. These are
creating common values among teachers, giving them the opportunity to lead,
making them work as instructional leaders, and accepting a new understanding
of institutional culture in schools where leadership has a meaning beyond indivi-
dualism and is accepted as an interactive phenomenon.

Teacher leadership is based on distributed leadership, which includes lea-
ders, followers, and their relationship process as an institutional approach (Har-
ris, 2013). Nudrat and Akhtar (2014) stated seven characteristics that will define
effective teacher leaders as leader ethics, emotional soundness, interpersonal
communication skills, teaching competence, learning power, cooperation, ent-
repreneurship. On the contrary, Harris and Lambert (2003) classified the skills
teacher leaders should have under the headings of personal actions, collabora-
tion skills, professional skills and knowledge and change agents. Definition of a
leading teacher according to Hanuscin et al. (2012) is: being collaborative, well-
intentioned, reliable and reflective, having a clear vision and a positive attitude,
being highly motivated, self-sacrificing and sensitive to others’ needs, and being
a positive role model.

Beycioglu and Aslan (2010) state that teacher leadership consists of three
sub-dimensions and explains these dimensions as follows:

1. Institutional development: Defined as the most important dimension
that distinguishes teacher leadership from traditional leadership app-
roaches. In this dimension, there are statements regarding the variety
of leadership responsibilities expected from the school principal and
various managerial activities that teachers should take part in.

2. Professional development: This dimension covers the behaviors of lea-
ding teachers to develop themselves professionally as well as displaying
pioneering and exemplary behaviors for their students and colleagues.

3. Collaboration with colleagues: This dimension covers the behaviors of
teacher leaders to lead the formation of collaborative working groups
in line with the professional and institutional needs that arise.

Teacher leadership enables teachers to take on more active roles and reveals
situations that contrast with the current culture of schools and teachers’ norms
(Mangin, 2005). However, Johnson and Donaldson (2007) argue that, even tho-
ugh teachers have leadership skills, they are reluctant to be identified as leaders,
and link this to three reasons. The first reason for this is expressed as the fact that
school culture does not allow teachers to show leadership behavior. Secondly,
teachers think they fall short of the skills to lead other adults. They are also reluc-
tant to develop in this regard. Thirdly, approaches suggesting that teachers are
equal in school cultures reduce the motivation of teachers who want to improve
their leadership skills. If teachers take the role of a leader, they refrain from the
reactions of their colleagues and abstain from staying outside the group.
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According to Assuncao et al. (2008), the daily practices of teachers in scho-
ols are influenced by policies and decisions at the national, regional, and school
level. Therefore, teachers remain passive and out of the decision process. From
the perspective of the constructivist approach in education, teachers are expec-
ted to participate in decision-making processes that affect daily practices in scho-
ol. However, in many countries, standards related to teachers are developed by
government institutions. In this process, teacher participation is extremely limi-
ted, and teachers cannot adopt these standards. An attempt to set standards for
teachers is an attempt to influence teachers externally. However, professional
development is a need to be prioritized (as cited in Saridas & Bakioglu, 2015).

Although teacher leadership is a function that supports teacher develop-
ment, one of the most positive results of teacher leadership is the impact of te-
acher leaders on themselves. This is because teacher leaders continue to pursue
their personal goals, professional aspirations, and moral responsibilities within
the development process (Margolis & Deuel, 2009). Fundamentally, contem-
porary educational leadership is focused on learning and self-development,
and in this understanding, the idea of every teacher being self-disciplined, self-
educating, self-developing and self-leading is emphasized (Celik, 2007).

Teacher leaders who care about their personal and professional develop-
ment know the necessity to give priority to learning in all their responsibilities. In
addition to following the literature related to their profession, these teacher lea-
ders create opportunities for themselves by following the contribution of higher
education to the field and constantly improve their professional connections that
will contribute to themselves both inside and outside the school. Also, teacher
leaders accept the feedback of their colleagues and students as a rich source of
learning and use the suggestions to learn and evaluate themselves. They under-
take difficult tasks and try to learn from their experiences. In summary, while
leader teachers need to continue the learning process, they also must carry their
leadership responsibilities (Katzenmeyer & Moller, 2013).

Sénmez (2007) defines lifelong learning as “the expression of an unders-
tanding that requires individuals to gain knowledge, skills, attitudes and habits
by using all kinds of learning sources for self-development”. The learner-leader
approach has placed the responsibility on the leader to constantly learn and imp-
rove themself (Celik, 2007). Leaders’ self-development is at the starting point
of their continuous improvement and development activities (Elias, 2009). Self-
development refers to reviewing the knowledge and experience, acquiring new
knowledge and skills, and learning to change and learn (Marsap, 1999; Findikel,
1996).

As a result of the literature review, it was determined by many authors that
self-development was evaluated in four dimensions: mental, physical, social-emo-
tional, and spiritual(moral life) (Adair, 2013; Baker, 2005; Covey, 2001; Ciicelog-
lu, 1993; Cescioglu, 2003; Freshman, 1999; Findikgi, 1996; Loehr & Schwartz,
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2004; Megginson & Whitaker, 2004). Covey (2005) explained these dimensions
as follows.

Physical dimension provides physical development and is linked to three
components, including smart nutrition; continuous and balanced exercise; pro-
per rest, relaxation, stress management, and protective thinking. This dimension
is related to the effective maintenance of our physical body.

Mental dimension reflects the intellectual side of the individual. This di-
mension consists of efforts such as reading, thinking, writing, following recent
developments. Thus, the individual has the ability of multi-dimensional percep-
tion and decision making. Three ways to develop mental intelligence; systematic,
disciplined work and education; developing self-awareness; learning by teaching
and doing.

Social/Emotional dimension contributes to effective management and lea-
dership behavior. It involves the awareness of one’s own and others’ feelings, un-
derstanding their causes, and the ability to use this information in their thoughts
and actions. According to Goleman (2006), features of developable emotional
intelligence includes: self-activation, being able to continue on the road despi-
te mishaps, postponing satisfaction by controlling the impulses, regulating the
mood, not letting the troubles prevent thinking, putting yourself in the shoes of
someone else and cherishing hope.

Spiritual dimension, which has a personal meaning related to the essence
of the individual, directs one’s life. Development in the spiritual life dimension
shows how the individual relates to the universe, society, nature, and themselves,
briefly in all aspects of life, and leads them to discover the deepest principles and
values. The person who has developed his spiritual intelligence must have a sense
of contributing to people and ideals in their lives, be honest and listen to the right
voice in them.

If the individual develops balanced in these four dimensions, they obtain
an effective life and have an increased satisfaction of life. The individual who
develops themself in any of the four dimensions unavoidably feels the need to de-
velop themselves in other dimensions (Coleman, 2009; Ciiceloglu, 1993). Among
the characteristics of individuals who are constantly developing themselves, it is
seen that they have the desire to learn, responsibility for their learning, effecti-
ve communication skills, self-development skills, high level thinking skills, rese-
arch skills, etc. (Adams, 2007; Cornford, 2002). To be effective in classrooms and
schools, teachers need to develop their ability, pedagogical knowledge, knowled-
ge in other fields, etc. The development of teachers will improve the content of
their plans, decision-making processes, and their impact on classroom practice
(Goodnough & Hung, 2009).

The constant change in the needs of today’s educational institutions increa-
ses the need for leading teachers who can adapt to these changes. More impor-
tant than the participation of teachers in externally planned training courses, is
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that they are aware of their own development needs and have a desire towards
fulfilling this. Because as the teacher leaders increase their development, they
will increase their leadership skills and will contribute positively to the develop-
ment of other teachers. It is important that teachers who have a responsibility
to develop and raise people, firstly fulfill their self-development responsibilities
and efforts to increase their leadership abilities. For this reason, in the research,
it was attempted to understand the self-development level of teachers, their per-
ceptions about leadership levels, the relationship between leadership levels and
self-development levels.

Problem statement

Considering the increasing importance of teacher leadership in the field of
educational management, the results of this research, which examines the relati-
onship between teachers’ perceptions of self-development and their own leaders-
hip levels, are expected to make a significant contribution to the literature. In this
context, the answers to the following questions were examined in the research.

1. According to the teachers’ opinions, at what level do self-development
take place for teachers?

2. According to the teachers’ opinions, what is the perception of teachers
regarding their leadership skills?

3. Isthere a significant difference between the opinions of teachers about
self-development and leadership levels according to the type of school
they work in, gender, the school they graduated from, the teaching fi-
eld, their seniority in the profession?

4. According to the opinions of the teachers, is there a significant relati-
onship between the self-development level of teachers and their per-
ceptions about their leadership behaviors?

5. According to the teachers’ opinions, are the sub-dimensions of self-
development in teachers a significant predictor of teacher leadership?

Method

Research Design

In this quantitative research, relational screening model from general scre-
ening models was used. Screening model describes a situation that existed in the
past or exists in the present as it is. In the general screening model, in a universe
with numerous numbers of components, the whole universe or a sample group is
screened to make a general judgment about the universe. In the relational scree-
ning model, it is determined whether the variables between two and more change
jointly. Then it is attempted to determine how this happens (Karasar, 2011).
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Population and Sample

The research population consists of 1480 teachers working in the central
state and private secondary schools in Trabzon province in the 2015-2016 acade-
mic year. Accordingly, among 1480 randomly selected teachers of 10 state and
8 private secondary schools in the city centre of Trabzon, 305 teachers were se-
lected to be the sample group of the study, with 5% of sampling error and 95%
confidence interval, using the formula of n= Nt2pq/[d2(N-1) + t2pq]. Stratified
sampling was used in the research. This sample provides fewer sample groups
compared to simple random sampling and provides a stronger representation
of the universe at a lower cost (Neuman & Robson, 2014). Among the teachers
participating in the study, 77% of them, 235 people in total, were sampled from
state secondary schools, and 23% of them, 70 people in total, were sampled from
private secondary schools. 170 (55.7%) of the participants are female and 135 of
them (44.3%) are male. In terms of the schools the participants graduated from,
242 (79.3%) people are graduates of education faculties, 63 people (20.7%) are
graduates from other schools. In terms of the fields of teachers, 55 (18%) people
are from teaching foreign languages, 51 (16.7%) people from teaching Turkish,
44 (14.4%) people from teaching mathematics, 36 (11.8%) from teaching scien-
ce, 28 (9.2%) from teaching social studies, and 91 (29.8%) people participated in
the research from other fields. With a rate of 24.6% and 75 people in total, the
majority of teachers participating in the questionnaire had the seniority of 11-15
years. Other teachers respectively, 66 people with a rate of 21.6% had the seni-
ority of 6-10 years, 60 people with a rate of 19.7% had the seniority of 16-20 and
21 years and above. The smallest group is 44 people with 1-5 years of seniority
with a rate of 14.4%. Descriptive statistics of continuous variables were shown
as mean = standard deviation, and descriptive statistics of categorical variables
were shown as number of persons (N) and percentage (%).

Data Collection Tools

Within the scope of the research, Teacher Leadership Scale (Beycioglu &
Aslan, 2010) and Self-Development Scale (Kasapoglu, 2009) were used. Teacher
Leadership Scale is a five-point Likert-type 25-item scale consisting of the sub-
dimensions of institutional development (0. = .87), professional development
(o= .87) and collaboration with colleagues (o0 = .92). The total variance expla-
ined by these three dimensions was expressed as 57.23% in the scale (Beycioglu
& Aslan, 2010). Self-Development Scale, which is the other scale used in the re-
search, is a five-point Likert-type 33-item scale consisting of the sub-dimensions
of mental dimensions (a0 = .92), physical dimension (o = .83), social-emotional
dimension (o = .92), spiritual dimension (o = .93). The ranges in scales are 1-1.8
never, 1.8-2.6 rarely, 2.61-3.40 sometimes, 3.41-4.20 often, 4.21-5 always.

As a result of the validity and reliability analysis for this research, the Cron-
bach a coefficient for the Teacher Leadership Scale was calculated as 0.92 and
the Cronbach a coefficient for the Self-Development Scale was calculated as
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0.95. It can be said that a high level of validity and reliability were obtained for
both scales. Cronbach o coefficients of the subscales according to school types
are given in Table 1.

Table 1
Cronbach o. Coefficients of The Subscales According to School Types

Scale Sub Scale Cronbach o

Private State
Secondary Secondary

Teacher Leadership Colleague Collaboration 0.764 0.800
Institutional Development 0.797 0.875
Professional Development 0.816 0.860
Total 0.891 0.916
Self-Development Mental Development 0.874 0.848
Physical Development 0.832 0.789
Emotional Development 0.877 0.828
Spiritual Development 0.946 0.944
Total 0.960 0.949

Data Collection

After the necessary permissions related to the research were obtained from
the Trabzon Provincial Directorate of National Education, the application of
data collection tools to the teachers in the schools, who were included in the
research sample, was carried out by the researcher in person. Before applying
data collection tools, teachers were informed about the research and voluntary
participation was ensured.

Data Analysis

In this study, statistical analysis was determined using SPSS Statistics 20.0
statistical package program. The p values obtained in the test results were evalu-
ated at 95% confidence interval and a = 0.05 significance level.

In the comparison of continuous variables, t-test was used for the means of
two independent groups, One-Way Analysis of Variance (ANOVA) test was used
for three or more groups. In cases where a statistically significant difference was
found as a result of ANOVA Test, Tukey Test was used for paired comparisons.
Furthermore, Pearson Correlation Coefficient was used to investigate the relati-
onship of continuous variables. Regression Analysis was used to investigate the
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effect of variables that are statistically significant (as a result of the analyses) on
Teacher Leadership Scale score.

Findings

In this section, the opinions of the school administrators and teachers obta-
ined from the research and the findings of whether there is a difference between
them are presented.

Teachers’ Opinions on Self-Development Levels of Teachers

The opinions of the teachers regarding the implementation level of teachers’
self-development functions were received and the findings are given in Figure 1.
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Figure 1: self-development of teachers

Mean score of self-development scale was calculated as ( x =3.98) and the
frequency of teachers displaying the behaviors included in the scale questions
was found to be “most of the time”. When the subscales were analyzed, it was
observed that the highest score was in the spiritual development subscale ( x
=4.45), and the lowest score was in the physical development subscale ( x =3.78).
The mean scores of the other two subscales, mental development and emotional
development, were calculated as (x =3.86) and ( x =3.82) respectively. Here,
the frequency of teachers displaying the behaviors in the spiritual development
subscale questions was “always” while the frequency for mental, physical and
emotional development subscale questions was found as “most of the time”.
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Teachers’ Opinions on Leadership Levels of Teachers

Teachers’ perceptions about the level of their leadership functions displayed
were evaluated and the findings are given in Figure 2.
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Figure 2: leadership levels of teachers

Mean score of teacher leadership scale was calculated as ( x =4.01), and the
frequency of teachers displaying the behaviors included in the scale questions
was found to be “often”. When the subscales were analyzed, the highest score
was in the professional development subscale ( x =4.39), and the colleague colla-
boration score was calculated as ( x =4.09). The lowest subscale score ( x =3.54)
belonged to the institutional development. Here, teachers’ degrees of displaying
the behaviors in colleague collaboration and institutional development subscale
questions can be interpreted as “often” and the degrees of displaying the behavi-
ors in the professional development subscale questions as “always”.

Evaluation of Self-Development and Leadership Levels of Teachers
According to Some Variables

Evaluation results of the teachers’ opinions on the level of self-development
and the level of displaying leadership behaviors according to the type of school
are given in Table 2.
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Table 2

Comparison of Teacher Leadership and Self-Development Scales According to the

Type of School

Type of School
State (N=235) Private (N=70) p value t value

Colleague Collaboration 4.02 = 0.6 4.31 + 0.6 0.001* -3.463
Institutional Development 341 +£0.7 3.95 £ 0.6 0* -5.940
Professional Development 43205 4.61 £0.4 0* -5.158
Teacher Leadership Scale 39205 429 =04 0* -5.613
Mental Development 3.83 £ 0.6 3.97 £0.7 0.093 -3.024
Physical Development 3.76 £ 0.7 3.86 £ 0.8 0.256 -1.783
Emotional Development 3.8 £0.6 3.87 0.8 0.465 -1.891
Spiritual Development 444 +0.7 4.49 + 0.7 0.581 -0.236
Self-Development Scale 3.96 * 0.6 4.05 0.7 0.230 -2.262

* p<0.05

According to the t-test results for the independent groups, the mean sco-
res of colleague collaboration (p<0.05), institutional development (p<0.05) and
professional development (p<0.05) subscales showed a significant difference
with the teacher leadership scale (p<0.05) according to the school type. For all
the scales, the perception scores of the teachers working in private schools re-
garding the degree of displaying behaviors related to their leadership roles were
higher than those in state schools. The self-development scale and subscale mean
scores (p> 0.05) did not differ significantly according to the type of school.

The results of the teachers’ opinions on self-development level and their
perceptions about the level of displaying leadership behavior according to gen-
der are presented in Table 3.

Table 3
Comparison of Teacher Leadership and Self-Development Scales According to
Gender
Female (N=170) Male (N=135) p value t value
Colleague Collaboration 411 = 0,6 4,06 = 0,6 0.539 0.616
Institutional Development 3.55+0,7 3.52 0,7 0.652 0.456
Professional Development 446 £ 04 430 £ 0,5 0.002* 3.384
Teacher Leadership Scale 4.04 £0,5 3.96 £ 0,5 0.157 1.531
Mental Development 3.99 £ 0,6 3.70 £ 0,6 0* 4.510
Physical Development 3.81 0,6 373 £0,7 0.314 0.205
Emotional Development 3.87 £ 0,6 3.76 = 0,7 0.137 0.599
Spiritual Development 4.54 = 0,6 434 = 0,8 0.009* 3.193
Self-Development Scale 4.06 £ 0,5 3.88 £0,6 0.009* 2.488

* p<0.05
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According to the t-test results for the independent groups, the mean scores
of professional development (p <0.05) mental development (p <0.05) and spi-
ritual development (p <0.05) and self-development (p <0.05) scales showed a
statistically significant difference according to gender. Female teachers’ scores
were higher than male teachers’ in all scales. In terms of colleague collaboration
(p> 0.05), institutional development (p> 0.05), teacher leadership (p> 0.05),
physical development (p> 0.05) and emotional development (p> 0.05) subscale
mean scores, there was no significant difference determined according to gender.

The results of the teachers’ opinions about self-development level and their
perceptions about the level of displaying leadership behavior according to gradu-
ation are given in Table 4.

Table 4
Comparison of Teacher Leadership and Self-Development Scales According to
Graduation

Graduation
Faculty of Education Other p t

(N=242) (N=63) value value
Colleague Collaboration 4.09 + 0,6 408 0,6 0901 0.189
Institutional Development 3.55+0,7 350 0,7 0.637 0.744
Professional Development 439 £ 0,5 440 £0,5 0.857 0.072
Teacher Leadership Scale 4.01 0,5 399+0,5 0831 0.450
Mental Development 3.85+0,7 3.88x0,6 0.757 0.699
Physical Development 3.78 £ 0,7 376 £ 0,6 0.819  0.852
Emotional Development 3.81 £ 0,6 3.84 0,7 0.702 -0.501
Spiritual Development 4.46 = 0,7 441 +0,8 0.615 0.098
Self-Development Scale 3.98 £ 0,6 398+0,6 0978 0.377

*p<0.05

According to the t-test results for the independent groups conducted, no
statistically significant difference was found according to graduation in terms of
teacher leadership scale and subscales (p> 0.05), and self-development scale and
subscales’ (p> 0.05) mean scores.

Evaluation results of the teachers’ opinions about self-development level
and their perceptions about the level of displaying leadership behavior according
to the teaching field are given in Table 5.
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Table 5
Comparison of Teacher Leadership and Self-Development Scales According to
Teaching Field

Field

Foreign Turkish Social Science Other p
Language Mathematics (N=51) Sciences (N=36) (N=91) value

(N=55) (N=44) (N=28)

Colleague ) 1) 06 40406  400=06 411+06 420+ 06 412+06 0.694

Collaboration

Institutional

nstitutional =5 4 4 07 339406  343+07 369+08 371+07 3.62+07 009

Development

Professional

439+05 436=05 44204 44105 439x0.6 439x04 0.99%
Development

Teacher

. 396 +05 393x0.5 395+05 407x06 410x05 4.04=05 0495
Leadership

Mental 403 +06 3.63%0.6 38106 37407 397+0.7 3.89+0.6 0.027*
Development
Physical

372 +0.6 3.46=0.7 3.84+0.7 3.64x08 398+0.7 3.89x0.6 0.003*
Development

Emotional ~ 5 00 06 366+06 383206 3.60+09 395+06 387 %06 0125
Development

Spiritual 441£07 444206  447+07 42709 458+0.7 44806 0.608
Development

Self- 403+05 380+05  398+06 38108 411 =06 40305 0.101
Development

* p<0.05

According to the results of ANOVA Tests, mental development (p<0.05)
and physical development (p<0.05) subscale mean scores showed a statistically
significant difference according to fields. No significant differences were found
between the fields in terms of teacher leadership scale and subscales (p>0.05),
emotional and mental development subscale and self-development scale (p>
0.05) mean scores.

According to the results of Tukey Tests for paired comparisons, in terms of
the mental development subscale, only the mean scores of teachers in the foreign
language field were higher than the mathematics field. For this scale, there was
no significant difference between other fields. However, for the physical deve-
lopment subscale, only the mean scores of teachers in the mathematics field were
lower than those in sciences and other fields. No significant difference was found
among other fields for this scale.

Evaluation results of the teachers’ opinions about self-development level
and their perceptions about the level of displaying leadership behavior according
to seniority are given in Table 6.
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Table 6
Comparison of Teacher Leadership and Self-Development Scales According to
Seniority

Seniority

1-5years 6-10 years 11-15years 16-20years 21 + years p F
(N=44) (N=66) (N=175) (N=60) (N=60) value value

Colleague Collaboration 40005 41007 40906 402x07 419x06 0495 0.848
Institutional Development 35306 3.60x0.8 34807 345+07 3.65+0.7 0485 0.866
Professional Development 44005 44305 43205 439+04 44305 0587 1.056
Teacher Leadership 398+04 404x06 396*05 395+05 4.09+05 0480 0958
Mental Development 388+07 398+0.7 372x06 385*x05 391+06 0.165 1.502
Physical Development 374208 377x0.7 3.67x06 380x06 393+x07 0278 1.148
Emotional Development 37707 394x07 3.66+06 383+0.6 390=x=07 0.093 2.052
Spiritual Development 43408 44506 43807 452x06 456=x0.7 0406 2.612
Self-Development 394+06 404*x06 38606 399+05 4.07+0.6 0207 1390
* p<0,05

According to the ANOVA Test results, no statistically significant difference
was found according to seniority in terms of teacher leadership scale and subsca-
les (p> 0.05), and self-development scale and subscales’ (p> 0.05) mean scores.

Table 7
Correlation Between Self-Development and Leadership Levels According to Teac-
hers’ Opinions

Dimensions 1 2 3 4 5 6 7 8 9
r pr pr pr pr pr pr pr P T P

1. Colleauge 1 - 571%* 0 .518%F 0 .832** 0 .267** 0 .232%* 0 .284** (O .145% .011 .260** O
Collaboration

2. Institutional 1 - .613%F 0 .887** 0 .346%* 0 .304** 0 .318** 0 .185* .001 .323** 0
Development

3. Proffessional 1 - .806%% 0 .348%% 0 .315%F 0 311%* 0 .269*F 0 3507 0
Development

4. Teacher 1 - 377FF 00 333% 0 359** 0 .228%* 0 364%% 0
Leadership

5. Mental 1 - .689% 0 732%* 0 .693** 0 .893*% 0
Development

6. Physical 1 - 769 0 667 0 .859*% 0
Development

7. Emotional 1 - 74070 915%% 0
Development

8. Spiritual 1 - 876** 0
Development

9. Self- 1 -

Development

* p<0.05

When the table above is analyzed according to the calculated Pearson Cor-
relation Coefficients (r) and p values results, statistically significant (p <0.05)
correlations were determined between the scores of both scale and subscale sco-
res.
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In the examination of the relationship between teacher leadership scale and
subscales, it was concluded that colleague collaboration, institutional develop-
ment and professional development subscales have the same directional and me-
dium level (r=0.571, r=0.518, r=0.613) relationship among them. In addition,
teacher leadership total scores have the same directional and strong relationship
(r=0.832, r=0.887, r=0.806) with the subscale scores.

In examining the relationship between self-development and subscales,
mental development subscale with physical development and spiritual develop-
ment subscales; physical development subscale with spiritual development subs-
cale show same directional and medium level relationship among themselves
(r=0.689, r=0.693, r=0.667). The relationship among the subscales of emoti-
onal development with mental development, physical development and spiritu-
al development subscales were same directional and strong (r=0.732, r=0.769,
r=0.740). The self-development total scores were in the same direction with
the subscale scores and have a stronger relationship than the others (r=0.893,
r=0.859, r=0.915, r=0.876).

However, as a result of investigating the relationship between teacher le-
adership and self-development scales and subscales, it was observed that both
total scores of both scales and their subscales have same directional and weak
relationships with each other. As a result, while positive and strong relationships
were determined between the scales and their subscales, positive and weak rela-
tions were found between the two scales. In other words, teacher leadership and
self-development scale and subscale scores have little effect on each other in the
same direction.

Table 8
Regression Analysis Results Table

Dependent Variable: Teacher Leadership

Scale B B (95% CI) p value
Constant 2.279 1.830/2.729 0*
Self-Development Scale 0.272 0.185/0.359 0*
Type of School 0.442 0.310/0.574 0*
Gender -0.055 -0.158/0.048 0.295
Graduation -0.076  -0.202/0.050 0.235
Field 0.019 -0.008 / 0.046 0.172
Seniority 0.065 0.022/0.109 0.103

*p<0.05 (Dependent Variables: Self-Development Scale, Type of School, Gender, Gra-
duation, Field, Seniority

As a result of the regression analysis, a statistically significant effect was
found on the teacher leadership scale in terms of the self-development scale to-
tal scores and of the school type. As the self-development scale score increases,
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the teacher leadership scale score also increases. Also, teacher leadership scores
of teachers working in state schools were lower than those working in private
schools.

Discussion, Conclusion and Suggestions

In the eleventh development plan, the statement “The motivation and pro-
fessional development of teachers and school administrators will be enhanced
and the social status of the teaching profession will be strengthened” is included
while in 19th National Education Council, “enhancing teacher qualification” was
chosen as one of the topic titles. The increasing importance of teacher quality,
which is frequently expressed in legal administrative texts and educational con-
tents, reveals the need for a leading teacher, who can take responsibility for their
own development, is constantly learning, exemplary and guiding. In this context,
the relationship between teachers’ self-development levels and their perceptions
of their own leadership behavior was examined.

As a result of the research, it was found that the teachers developed them-
selves at the “most of the time” level and the highest development was in the
spiritual development with the frequency of “always”. In the research, while the
degree of displaying teacher leadership behaviors was expressed as “often”, it
was found that the highest development was in the sub-dimension of professio-
nal development with the frequency of “always”. While private school teachers’
perception scores about their leadership roles were higher than teachers of state
schools, there was no significant difference in self-development level according
to the type of school. While professional, mental, and spiritual development
subscales and self-development scale showed a result in favor of females in terms
of gender, no significant difference was found according to the graduation vari-
able. While there was a difference in the level of mental and physical develop-
ment according to the field, there was no difference for the seniority variable. In
the research, while teacher leadership and self-development scales reveal posi-
tive and strong relationships among themselves and their subscales, positive and
weak relationships were found between the two scales. In other words, teacher
leadership and self-development scale and subscale scores have little effect on
each other in the same direction. As a result of the regression analysis, a statisti-
cally significant effect was found on the teacher leadership scale in terms of the
self-development scale total scores and the school type.

When the results of the self-development behavior of the teachers were exa-
mined, it was found that teachers display self-development behavior most of the
time. These findings differ from Can’s (2009) research findings, which indicate
that teachers’ desire to learn and improve themselves are high, but their frequ-
ency of behavior is low. In his evaluation, Seferoglu (2004) defined a good teacher
as “a teacher who continually develops themselves professionally and personally,
searches the facilities and uses the opportunities related to self-development”.
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Based on this definition, it can be said that teachers consider themselves as good
teachers and value development. Similar to this research, in his study Ertiirk
(2009) argues that teachers generally want to develop themselves professionally
and that these demands do not change according to gender, but they change ac-
cording to the seniority of teachers.

Spiritual intelligence functions as a director that harmonizes, combines and
transforms other intelligence types and abilities (Savas & Cobanoglu, 2016).
From this point of view, the frequency of teachers displaying the behaviors in
the spiritual development subscale questions as “always” can be interpreted as
a remarkable result. This finding increases the expectation for teachers to be
individuals with a high level of joy, a wise attitude, a desire to contribute to life,
loyalty to the values and principles, an understanding of the meaning of life in
terms of their attitude and behavior. For this reason, it can be suggested to con-
duct multi-faceted and more diverse researches aimed at understanding the spi-
ritual development levels of teachers. In the study, the frequency of teachers
displaying the behaviors included in the mental development, physical develop-
ment and emotional development subscale questions was found as “most of the
time”. Additionally, mental development and spiritual development subscales
and self-development scale scores were higher in favor of females. Similar to the
results of this research, in her study, Ozmen (2013) found that primary school
teachers’ emotional intelligence levels were sufficient, also mentioning that there
was a difference in favor of females in terms of emotional intelligence. Likewise,
Giiveng (2012) stated in their master thesis that the perceptions of elementary
teachers about emotional intelligence levels are “very often” and although there
was no difference in perceptions according to gender, education level and the
number of students, there was a difference between opinions according to senio-
rity. In this study, the mental development subscale score was found to be higher
only for the foreign language field than mathematics field. On the other hand,
in their research on cognitive development in classroom teachers, Canbulat and
Ilgan (2011) stated that teachers’ level of knowledge on cognitive development
does not differ significantly according to their gender and educational status but
it differs significantly according to the period of service in the profession. More-
over, a remarkable finding emerging from this study is that the physical develop-
ment subscale scores of mathematics field teachers were lower than the others.

While various research results in the literature reveal that there is a posi-
tive relationship between teachers’ perceptions and expectations regarding le-
adership roles (Yigit, Dogan & Ugurlu, 2013; Kilin¢ & Recepoglu, 2013), it is
also stated that teachers’ expectations of teacher leadership are higher than their
perceptions of teacher leadership (Beycioglu & Aslan, 2010; Can 2009; Koltik-
¢li, 2011; Yigit, Dogan & Ugurlu, 2013). In the teacher leadership dimension
of the research, teachers expressed their behavior displaying related to the lea-
dership role as “often”. The teachers interpreted the frequency of displaying the
behaviors in the colleague collaboration and institutional development subscale
questions as “often” and the frequency of displaying the behaviors in the profes-
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sional development subscale questions as “always”. Similar to this result, in the
research where teachers reveal their perceptions about leader teachers, Balyer
(2016) concluded that teachers know the teacher leadership and their roles as
leader teachers. Similarly, Arslan and Ozdemir (2015) stated that teachers have
a positive attitude towards the perception of teacher leadership.

In their study, Aslan, Calik and Er (2019) stated that there was no signifi-
cant difference in leadership of teachers according to gender, while Kilin¢ and
Recepoglu (2013), and Beycioglu and Aslan (2012) stated that teachers’ expecta-
tions regarding leadership roles differ significantly according to gender variable
in terms of institutional development and professional development, correspon-
ding to the results of this study. Furthermore, Ontag and Okut (2017) and Yigit,
Dogan and Ugurlu (2013) reveal differences in favor of female teachers in the
findings of their research. Even though not being in the other sub-dimensions in
this study, the fact that female teachers display more professional development
dimension behaviors is similar to these findings. Kiling and Recepoglu (2013)
stated that less experienced teachers’ perception of teacher leadership is higher
in their research. Beycioglu and Aslan (2012) reveal that teachers with higher
seniority have higher perceptions of teacher leadership than teachers with lower
seniority. However, in this study, no statistically significant difference was found
in the perceptions of teachers about their degrees of showing leadership behavi-
ors according to seniority. According to Kiranli (2013), the perceptions regarding
teachers’ leadership behaviors do not differ according to the faculty they gradu-
ate, but according to Beycioglu and Arslan (2012), they differ according to the
fields. However, in this study, no significant difference was found in teacher lea-
dership scales and subscales according to graduation, fields and seniority. In the
research, a significant difference was found in favor of private school teachers
according to the type of school. With this result, it can be interpreted that private
school teachers have the perception of displaying more leadership behaviors.

Contemporary educational leadership is focused on learning and self-
development (Celik, 1999). Similar to the results of the research, Margolis and
Deuel (2009) define teacher leadership as a function that supports teacher deve-
lopment. They also express one of the most positive results of teacher leadership
as teacher leaders’ continuing to pursue their personal goals, professional aspi-
rations and moral imperatives; influencing and transforming themselves. In the
research, positive and weak relationships were found between teacher leadership
and self-development behaviors of teachers. This finding is similar to the state-
ment put forward by Saridas and Bakioglu (2015) that teacher leaders are mostly
people who read and continue their personal development. Similarly, Yaylaci
(2013) stated that the success of education systems is directly proportional to
the achievements of teachers and has linked teachers’ success to have teaching
competencies and to be provided settings where they can use these competencies
and develop themselves.
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In the research, a statistically significant effect of self-development scale
total scores was determined on teacher leadership scale. In other words, as self-
development scale scores increase, teacher leadership scale scores also increase.
Katzenmeyer and Moller (2013) argue that teachers who undertake leadership
behaviors can also focus on maintaining their professional development. At this
point, it may be assumed that the teachers who display leadership behaviors
structure these behaviors on certain expectations. In this context, it is possib-
le to say that this finding of the research coheres with the expectations. This
finding matches with Kalafat’s (2012) statement that self-development com-
petencies indirectly affect other competency dimensions, in other words, self-
development competencies work as an agent competence for other competency
dimensions. Therefore, considering the positive relationship between teachers’
self-development and leadership skills emerging as a result of the research, it
may be recommended to pay attention to choosing teachers for the profession
who have a high development orientation, thus contributing to increasing the
number of leading teachers.

One of the most important factors in the improvement process of school
and education is the professional learning and development of educators (Kose
& Lim, 2011). However, despite this generally accepted understanding, it is a
non-negligible fact that there are serious problems both in terms of approach
and implementation of teachers’ self-development ('Yaylaci, 2013). In their study
titled “Empowered self development and continuous learning”, London and
Smither (1999) state that the change in institutions creates the necessity for the
employees to improve themselves and the need for continuous learning. For this
reason, it is an urgent need to arrange Ministry of National Education funded
in-service training programs for teachers on the subject of “self-development”
in which the physical, mental, spiritual, emotional-social development issues are
covered holistically.

The character traits of the leaders play an integral role in their determina-
tion and action in developing themselves (Orvis & Ratwani, 2010; Boyce et al.
2010). From this point of view, although increasing the quality of teachers is a
very important concept, it may not be possible to say that there is a rapid move-
ment towards strengthening schools and more teachers (Aytag, 2013). When the
opinions of teachers about the practices of developing teacher leadership skills
are examined, it is seen that intra-school leadership development practices are
not sufficient (Arslan & Ozdemir, 2015). Can (2006) expressed the obstacles to
teacher leadership as, obstacles related to school culture, insufficient professi-
onal training and management support, time limitation, formal course load of
the teacher, inadequate support of other teachers, insufficiency of training and
development environment, under evaluating additional efforts and insufficiency
of democratic trust participation environment. As a result, it is understood that
teacher leaders do not have the complete freedom to develop themselves and use
many features described. When it comes to their leadership, it is observed that
teacher leaders are not given realm of freedom in this regard; the profession that
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seems to be independent is not so free (Balyer, 2016). Moving from this point,
it may be recommended to eliminate the situations that will prevent teachers
from showing leadership behaviors in educational environments and to plan and
activate in-school leadership development practices. In order to ensure all the-
se, especially administrators should display attitudes and behaviors that support
teacher leadership and development in schools. Furthermore, Can (2009) emp-
hasizes the need for teacher training programs to train leading teachers who love
their profession, who have advanced communication skills, who have a high level
of interest and curiosity, who try to train themselves in every aspect, who can be a
good model for their environment; also emphasizing the need for leader teachers
to prove that they are experts in their work and reassure the people around them.

Considering the importance of increasing qualified teachers in terms of the
quality of education; in order to include applications to develop and strengthen
teacher candidates and teachers, and to train teachers with leadership behaviors;
it may be suggested for the curriculum of education faculties to be enriched and
renewed in the field of teacher leadership. In this study, the situation related to
teachers’ self-development and teacher leadership has been revealed within the
limitation of “teacher” perspective and quantitative methods. For this reason,
further studies are needed to address the subject in every aspect, giving ideas by
incorporating different perspectives, including versatile and different methods.

As teacher leadership is developed, “just a teacher” mind perception will
change, thus, this mind habit will be a thing of the past (Helterbran, 2010; Levin
& Schrum, 2016). In terms of the level of social position that teachers acquire
in the social structure, it is important that teachers take their own development
responsibilities and complete the transition process from personal leadership to
teacher leadership. Since strong teachers are the guarantee of a strong social
structure, they should be the ones who adopt the principles of continuous de-
velopment and increase their leadership skills. Therefore, it is important to take
the necessary measures to train and increase the number of teachers with these
features.
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Giris
Okullarin amaci, 0zgiir ve ¢ok yonlii diislinebilen, iletisim becerileri giicli,
ruhen ve bedenen saglikl, girisimci, uz goriise sahip, sosyal kiiltiirii 6ziimsemis
bireyler yetistirmektir. Ogretmenlerin bu amaclar dogrultusunda insan yetistir-
meleri beklenir (Agikalin, 1995). Bu agidan bakildiginda, okullarin basarisi igin
klasik ogretim ve klasik okul yoneticiligi yerine lider egitim yoneticisi ve lider
ogretmenlere ihtiyag vardir (Peker, 2004).

Lider anlam olarak yol gosteren, aydinlatan, ileriyi hedefleyen, 6greten,
birlikte calistigi insanlarin istek ve ihtiyaclarin1i zamaninda fark eden yaratici
kimsedir. Lider, onderlik ettigi grubun amag ve davranislarinin belirlenmesinde
ve degistirilmesinde etkili olan kisidir (Saruhan vd., 2009). Liderler, orgiitler-
de farkl kisisel 0zelliklere sahip isgorenlerin, kendilerini daha 0zgiir bir sekilde
ifade ettikleri ve yaptiklar1 her seyi kendi istekleriyle yaptiklarini diistinmelerini
saglayacak bir ortam olusturmalidir (Bolat vd., 2008).

Orgiitsel degisim ve gelisim ihtiyaci ile birlikte, egitim ortamlarinda egi-
timsel ve Orgiitsel seviyelerde artan liderlik gereksinimlerinin sonucu olarak li-
der 6gretmen diisiincesi daha fazla tartisilan bir kavram olarak goriilmektedir
(VranjeSevi¢ ve Frost, 2016; Jacobs vd., 2016).

Cagdag kuramlar egitim uygulamalar1 gelistirmek icin, bagkalarini etkile-
mek, okullarda her pozisyonda dgretmenler gelistirmek ve onlarin liderlik ka-
pasitelerini giiclendirmek adina 6gretmen liderligini, 6§renme durusunu 6rnek-
lendiren, 6grenciye gercekten deger veren, yeni roller, yeni fikirler 6grenmeleri
ve iretebilmeleri i¢in onlara destek olan kapsayici bir yapmin parcast olarak
konumlandirir (Khan ve Malik 2013; Uribe-Florez et al. 2014; Lai ve Cheung,
2014.) Beycioglu ve Aslan (2012) 6gretmen liderliginin 6ziinde okullart mesleki
acidan 6grenen toplumlara doniistiirmek, 6gretmenlerin bu siireclere daha yakin
katilimini saglamak icin onlar1 donanimh hale getirmek ve bdylelikle okullarin
demokratik ortamlara doniismesine katki saglamak diisiincelerinin yattigin be-
lirtmektedir.

Ogretmen liderliginin etkili oldugu okullarda amaglara goniilden baglilik,
birbirinden 6grenme, ortak hareket etme, giicli bir iletisim, stirekli 6grenme,
bilgece tutum ve davraniglarin daha fazla olacagr sdylenebilir. Katzenmeyer ve
Moller (2013) lider 6gretmeni; siif iginde ve diginda liderlik eden, 6grenme-
ye siirekli devam eden ve lider toplumuna katilan, gelismis 0gretimsel uygula-
malarin gerceklestirilmesi icin meslektaslarini motive eden ve olumlu sonuglar
elde etmek tizere sorumluluk iistlenen 6gretmenler olarak tanimlamaktadir. Can
(2007) ise, 6gretmen liderligini, 6gretmenlerin sinifta ve okulda formal ve infor-
mal egitimsel etkinlik ve siireclerde istekli olarak gorevler tistlenmesi, bagimsiz



Hiilya Kasapoglu

projeler olusturmasi, cevrelerini etkilemesi, meslektaglarinin gelisimine destek
olmasi ve giiven olusturmasi yeterlikleri ile tanimlamaktadir. Harris (2005)’e
gore genel olarak 6gretmen liderligi tanimlarinda 6ne ¢ikan dort temel unsur
goriilmektedir. Bunlar, 6gretmenler arasinda ortak degerlerin olusturulmasi, 6g-
retmenlere Onderlik etme imkani verilmesi, 6gretmenlerin 6gretimsel lider ola-
rak gorev yapmalari ve okullarda liderligin bireysellikten 6te etkilesimsel bir olgu
oldugunun kabul edildigi yeni bir orgiit kiiltiirii anlayisinin kabul edilmesidir.

Ogretmen liderligi orgiitsel bir yaklasim olarak liderler, takipcileri ve on-
larmn iligkileri stirecini iceren dagitilmig liderlik temeline dayanir (Harris, 2013).
Nudrat ve Akhtar, (2014) etkili 6gretmen liderleri tanimlayacak yedi 6zelligi li-
der etigi, duygusal saglamlik, kisilerarasi iletisim becerileri, 6gretme yeterliligi,
O0grenme giict, is birligi, girisimcilik olarak ifade etmistir. Buna karsilik Harris ve
Lambert (2003) bu gorevlerini yerine getirmek tizere lider 6gretmenlerin sahip
olmasi gereken becerileri; kisisel eylemler, is birligi becerileri, profesyonel beceri
ve bilgi ile degisim ajanlig1 basliklar altinda simiflamiglardir. Hanuscin ve arka-
daslarimin (2012) lider 6gretmen tanimlart ise, igbirlikci, iyi niyetli, giivenilir ve
yansitict olmak, net bir vizyon ve olumlu bir tutuma sahip olmak, i¢sel motivasyo-
nu yiiksek olmak, 6zverili ve bagkalarinin ihtiyaglarina duyarli olmak ve olumlu
bir rol model olmak seklindedir.

Beycioglu ve Aslan (2010) 6gretmen liderliginin {i¢ alt boyuttan olustugunu
ifade etmekte ve bu boyutlar1 sdyle aciklamaktadir:

1. Kurumsal gelisme: Ogretmen liderligini, geleneksel liderlik yaklagim-
larindan ayiran en 6nemli boyut olarak tanimlanmistir. Bu boyutta,
okul yoneticisinden beklenilen liderlik sorumluluklarinin gesitlenmesi
ile 6gretmenlerin rol almasi gereken cesitli yonetsel etkinliklere iligkin
ifadeler yer almaktadir.

2. Mesleki gelisim: Bu boyut, lider 6gretmenlerin, mesleki olarak kendi-
lerini gelistirmelerini ve yani sira, 0grencilerine ve meslektasglaria da
oncii ve O6rnek davraniglar sergilemelerine yonelik davraniglar: kapsa-
maktadir.

3. Meslektaslarla is birligi: Bu boyut, kosullar sonucu ortaya ¢ikan mesle-
ki ve kurumsal ihtiyaglar dogrultusunda, 6gretmen liderlerin is birligi
odakli ortak calisma gruplari olusumuna liderlik etmelerine yonelik
davraniglarini kapsamaktadir.

Ogretmen liderligi, 6gretmenlerin daha aktif roller iistlenmesini saglayarak
okullarin mevcut kiiltiri ve 6gretmenlerin normlarina karsit durumlar ortaya
¢ikarmaktadir (Mangin, 2005). Ancak Johnson ve Donaldson (2007), 6gretmen-
lerin liderlik becerilerine sahip olsalar da lider olarak tanimlanma konusunda
isteksiz olduklarini ileri siirmekte ve bunu ii¢ nedene baglamaktadir. Bunun
birinci sebebi, okul kiltiiriintin 6gretmenlere liderlik davranisi gosterme firsati
vermemesi olarak ifade edilirken, ikinci olarak, 6gretmenlerin diger yetiskinle-
re liderlik edecek becerilere sahip olmadiklarini diisiinmeleri gosterilmektedir.
Bu konuda gelismeye de isteksizdirler. Uciincii olarak okul kiiltiirlerinde ogret-
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menlerin esit olduklarini ileri siiren yaklagimlar liderlik becerilerini gelistirmek
isteyen 6gretmenlerin motivasyonunu azaltir. Ogretmenler liderlik rollerine gir-
meleri halinde meslektaglarinin tepkilerinden ¢ekinerek grup diginda kalmaktan
kacinirlar.

Assuncao vd., (2008)’e gore, 6gretmenlerin okullardaki giindelik uygula-
malari, ulusal, bolgesel ve okul diizeyinde olusturulan politikalar ve kararlar ta-
rafindan etkilenir. Bu nedenle 6gretmenler, karar siirecinin disinda edilgen bir
kisi konumunda kalir. Egitimde yapilandirmaci yaklagim agisindan bakildiginda
ogretmenlerin, okuldaki giindelik uygulamalar1 etkileyen karar siireclerine ka-
tilmasi beklenir. Ancak bircok iilkede 6gretmenlerle ilgili standartlar, devlet ku-
rumlar tarafindan gelistirilmektedir. Bu siirecte 6gretmen katilimi son derece
siurlt kalmakta ve 6gretmenlerin soz konusu standartlart sahiplenmesi miimkiin
olmamaktadir. Ogretmenlerle ilgili standartlar belirleme girisimi, 6gretmenleri
distan etkilemeye doniik bir girisimdir. Oysa profesyonel gelisim, 6ncelikle hisse-
dilmesi gereken bir ihtiyactir (Akt. Saridas ve Bakioglu, 2015).

Ogretmen liderligi ogretmen gelisimini destekleyen bir islev olsa da, 6g-
retmen liderliginin en olumlu sonuclarindan biri 6gretmen liderlerin kendileri
iizerindeki etkisidir. Cinkii 6gretmen liderler gelisim stirecleri dahilinde kisisel
hedeflerini, mesleki 6zlemlerini ve ahlaki sorumluluklarinmi gelistirerek stirdur-
meye devam ederler (Margolis ve Deuel, 2009). Esasen ¢agdas egitim liderligi
o0grenme ve kendini gelistirme iizerine odaklanmis, bu anlayista her 6gretmenin
0z disiplinle, kendini siirekli yetistiren, gelistiren, kendi kendinin lideri olmasi
fikri vurgulanmstir (Celik, 2007).

Kisisel ve mesleki gelisimini 0nemseyen 6gretmen liderler, biitiin sorumlu-
luklar1 icinde Oncelikli olarak 6grenmeye 6nem vermeleri gerektigini bilirler. Bu
ogretmen liderler meslekleri ile ilgili alanyazini takip etmenin yani sira, yiikse-
kogretimin alana kattiklarini da takip ederek kendine olanaklar yaratir ve okul
icinde ve disinda kendine katki saglayacak mesleki baglantilarin1 devamli olarak
gelistirir. Ayrica 6gretmen liderler, meslektaglarinin ve Ogrencilerinin geribil-
dirimini zengin bir 6grenme kaynagi olarak kabul ederek, onerileri kendilerini
degerlendirmek ve 6grenmek i¢in kullanirlar. Zor isleri kendilerine gorev edine-
rek tecriibelerinden dgrenmeye calisirlar. Ozetle lider 6gretmenlerin bir yandan
O0grenme siirecine devam etmeleri gerekirken, bir yandan liderlik etme sorumlu-
luklarini tagimalar gerekir (Katzenmeyer ve Moller, 2013).

Sonmez (2007) yasam boyu dgrenmeyi, “bireyin kendini gelistirmesine yo-
nelik her tiir grenme ortamindan yararlanarak bilgi, beceri, tutum ve aligkanlik-
lar kazanmasini éngéren bir anlayisin ifadesi” olarak tanimlamaktadir. Ogrenen
lider yaklagimi lidere, siirekli olarak 6grenmek ve kendisini yetistirmek sorum-
lulugunu yiiklemistir (Celik, 2007). Liderlerin siirekli iyilestirme ve gelistirme
faaliyetlerinin baslangic noktasinda, kendini gelistirmesi yer almaktadir (Elias,
2009). Kendini gelistirme, sahip olunan bilgi ve deneyimin gozden gegirilmesi,
yeni bilgi ve beceriler edinilmesi, degismeyi ve 0grenmeyi 6grenimi ifade etmek-
tedir (Marsap, 1999; Findiket, 1996).
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Yapilan literatiir taramasi sonucunda bir¢ok yazar tarafindan kendini gelis-
tirmenin zihinsel, fiziksel (bedensel), sosyal-duygusal ve ruhsal (manevi yasam)
olmak tizere dort boyutta degerlendirildigi belirlenmistir (Adair, 2013; Baker,
2005; Covey, 2001; Ciiceloglu, 1993; Cesitcioglu, 2003; Freshman, 1999; Findikei,
1996; Loehr ve Schwartz, 2004; Megginson ve Whitaker, 2004). Covey (2005) bu
boyutlar su sekilde aciklamistir.

Fiziksel gelisimi saglayan fiziksel boyut, akilli beslenme; siirekli ve dengeli
egzersiz; geregi gibi dinlenme, gevseme, stres yonetimi ve koruyucu diisiinceyi
iceren li¢ bilesene baghdir. Bu boyut, fiziksel bedenimizin etkili bir bicimde ba-
kimuyla ilgilidir.

Zihinsel boyut, bireyin diisiinsel yanini yansitir. Bu boyut, okumak, diistin-
mek, yazmak, yeni gelismeleri takip etmek gibi cabalardan olusur. Boylece birey
cok boyutlu algilama ve karar verme yetenegine sahip olur. Zihinsel zekay1 ge-
listirmenin ¢ yolu; sistematik, disiplinli calisma ve egitim; bireysel farkindaligin
gelistirilmesi; 6greterek ve yaparak 6grenmedir.

Sosyal/Duygusal Boyut, etkili yonetim ve liderlik davraniglarina katkida bu-
lunur. Kisinin kendisinin ve digerlerinin duygularinin farkina varmasini, bunlarin
nedenlerini anlayip, bu bilgiyi diislince ve eylemlerinde kullanma becerisini ige-
rir. Goleman (2006)’ a gore gelistirilebilen duygusal zekanin 6zellikleri arasinda;
kendini harekete gecirebilme, aksiliklere ragmen yoluna devam edebilme, diirtii-
leri kontrol ederek tatmini erteleyebilme, ruh halini diizenleyebilme, sikintilarin
diisinmeyi engellemesine izin vermeme, kendini bagkasinin yerine koyabilme ve
umut besleme yer almaktadir.

Bireyin oziiyle ilgili, son derece kisiye 6zel bir anlam tastyan ruhsal boyut ise
kisinin yagsamini yonlendirir. Manevi yasam boyutunda gelisme, bireyin evrenle,
toplumla, dogayla ve kendisiyle, kisaca yasamin her yoniiyle nasil iligki i¢inde ol-
dugunu gosterir ve en derin ilke ve degerleri kesfetmesine yol acar. Ruhsal zeka-
sin1 gelistirebilmis kisinin, diirtist olmasi, hayatinda insanlara ve tlkiilere katkida
bulunma duygusunu iceren anlam olmasi ve icindeki dogru sesi dinleyen bir kisi
olmas gerekir.

Birey bu dort boyutta dengeli gelisirse, etkili bir yasama kavusur, yasamdan
aldig1 doyum artar. Dort boyuttan herhangi birinde kendini gelistiren birey, ister
istemez diger boyutlarda da kendini gelistirme gereksinmesi duyar (Coleman,
2009; Ciiceloglu, 1993). Yagsam boyu 6grenen kendini siirekli gelistiren bireylerin
Ozellikleri arasinda 6grenme arzusuna sahip olma, kendi 6grenmesinin sorumlu-
lugunu tstlenme, etkili iletisim becerisine sahip olma, kendini gelistirebilme, tist
diizey diistinme becerileri ve arastirma becerilerine sahip olma vb. 6zelliklerin
yer aldig1 goriilmektedir (Adams, 2007; Cornford, 2002). Ogretmenlerin derslik-
lerde ve okullarda etkili olabilmesi i¢in bilgisini, yetenegini, farkli alanlardaki bil-
gisini, genel pedagoji bilgisini vs. gelistirmesi gerekir. Ogretmenlerin gelismesi,
onlarin planlarinin igerigini, karar verme siireclerini, sinif uygulamalarinda etki
alanlarim gelistirecektir (Goodnough ve Hung, 2009).
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Giiniimiiz egitim Orgiitlerinin ihtiyaglarinda ortaya ¢ikan siirekli degisim, bu
degisimlere uyum saglayabilecek lider 6gretmenlere duyulan gereksinimleri art-
tirmaktadir. Ogretmenlerin digaridan planlanan egitimlere katilmalarindan daha
onemlisi, dnce kendi gelisme ihtiyaglarinin farkinda olmalar1 ve bunu tamamla-
ma yoniinde istek duymalaridir. Ciinkil 6gretmen liderler gelisimlerini arttirdik-
¢a liderlik becerilerini arttiracaklar ve diger 6gretmenlerin gelisimlerine olumlu
yonde katki saglayacaklardir. Insanlar gelistirme ve yetistirme sorumlulugu olan
ogretmenlerin oncelikle kendini gelistirme sorumluluklarim yerine getirmeleri
ve liderlik yeteneklerini arttirma c¢abalar1 6nemlidir. Bu nedenle aragtirmada,
ogretmenlerin kendini gelistirme diizeyi, liderlik diizeylerine iligskin algilar, li-
derlik diizeyleri ile kendini gelistirme diizeyleri arasindaki iligkiler anlagiimaya
caligilmistir.

Problem Ciimlesi

Egitim yonetimi alaninda, 6gretmen liderliginin artan Onemi disiintildiigiin-
de, 6gretmenlerin kendini gelistirme ve kendi liderlik diizeylerine iligkin algila-
1 arasindaki iligkiyi inceleyen bu arastirma sonuglarinin, literatiire anlaml bir
katkida bulunmasi beklenmektedir. Bu baglamda, arastirmada su sorulara cevap
aranmistir.

1. Ogretmen goriislerine gore 6gretmenlerde kendini gelistirme hangi dii-
zeyde gerceklesmektedir?

2. Ogretmen goriislerine gore ogretmenlerde kendi liderlik becerilerine
iliskin algi ne diizeydedir?

3. Ogretmenlerin kendini gelistirme ve liderlik diizeylerine iligkin goriis-
leri arasinda ¢alistig1 okul tiird, cinsiyet, mezun oldugu okul, 6gretmen-
lik brangi, meslekteki kidemine gore anlamli bir farklilik var midir?

4. Ogretmen goriiglerine gore 6gretmenlerde kendini gelistirme diizeyi ile
kendi liderlik davraniglarina iligskin algilar1 arasinda anlamli bir iligki var
midir?

5. Ogretmenlerin goriislerine gore 6gretmenlerde kendini gelistirme dii-
zeyi alt boyutlar1 6gretmen liderliginin anlamli bir yordayicist midir?

Yontem

Arastirmanin Modeli

Bu arastirmada nicel arastirma yontemlerinden olan genel tarama model-
lerinden iligkisel tarama modeli kullanilmigtir. Tarama modeli, gecmiste ya da
giiniimiizde var olan bir durumu var oldugu sekliyle betimleyen bir modeldir.
Genel tarama modelinde, ¢ok sayida elemanli bir evrende, evren hakkinda genel
bir yargiya varmak icin evrenin tiimiinden ya da ondan alinan bir grup 0rnek ya
da 6rneklem iizerinde tarama yapilir. Iliskisel tarama modelinde, iki ve daha faz-
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la sayidaki degisken arasinda degiskenlerin birlikte degisip degismedigi; degisme
varsa bunun nasil oldugu saptanmaya calisilir (Karasar, 2011).

Evren ve Orneklem

Arastirma evrenini, 2015-2016 egitim-0gretim yilinda Trabzon ili merkez
devlet ve Ozel ortaokullarda gorev yapan 1480 6gretmen olusturmaktadir. Bu
dogrultuda Trabzon ili merkezinde random yoluyla secilen 10 devlet, 8 6zel orta-
okulda gorev yapan ve 1480 6gretmen igerisinden n= Nt2pq / [d2(N-1) + t2pq]
formiili ile %5 6rneklem hatasi ve %95 giivenle secilen 305 6gretmen arastirma-
nin Orneklemini olusturmustur. Arastirmada tabakal 6rnekleme kullanilmistir.
Bu 6rneklem basit tesadiifi 6rneklemeye oranla daha az sayida 6rneklem grubu
ve daha az bir maliyetle, evreni daha giiclii temsil etme olanag1 saglamaktadir
(Neuman ve Robson, 2014). Arastirmaya katilan dgretmenlerin %77’si, toplam-
da 235 kisi devlet ortaokullardan, %23 i 70 kisi 0zel ortaokullardan 6rnekleme
alinmistir. Katilimeilarin 170 (%55,7)’si kadin, 135’1 (%44,3) ise erkektir. Kati-
limcilarin mezun oldugu okullar agisindan bakildiginda 242 (%79,3) kisi egitim
fakiiltesi, 63 kisi (%20,7) diger okullardan mezundur. Ogretmenlerin branslar
acisindan bakildiginda 55 (%18) kisi yabanci dil, 51 (%16,7) kisi Tiirkge, 44 kisi
(%14,4) kisi matematik, 36 (%11,8) kisi fen bilimleri, 28 (%9,2) kisi sosyal bil-
giler, 91 (%29,8) kisi diger branglardan arastirmaya katimistir. Ankete katilan
ogretmenlerin en bilyiik kismi1 %24,6’lik oran ile 75 kisi 11-15 y1l kidemine sahip
olurken, diger 6gretmenler sirasiyla %?21,6 oran ile 66 kisi 6-10 y1l kideme sahip,
%19,7lik oranlarla 60 kisi 16-20 yil ve 21 yil ve Ustli kidemli gruplardadir. En
kiigiik grup ise %14,4’ lik oran 44 kisi ile 1-5 y1l kidemi olan gruptur. Calismada
stirekli degiskenlerin tanimlayici istatistikleri ortalama =+ standart sapma seklin-
de, kategorik degiskenlerin tanimlayicr istatistikleri kisi sayist (N) ve yiizde (%)
seklinde gosterilmistir.

Veri Toplama Araclari

Aragtirma kapsaminda Ogretmen Liderligi Olgegi (Beycioglu ve Aslan,
2010), ve Kendini Gelistirme Olcegi (Kasapoglu, 2009) kullaniimistir. Ogretmen
Liderligi Olgegi, kurumsal gelisim (0.=.87), mesleki gelisim (0.=.87) ve meslek-
taslarla is birligi(a=.92) alt boyutlarindan olusan, begli likert tipi 25 maddelik bir
olcektir. Olgekte bu ii¢ boyutun agikladigi toplam varyans %57,23 olarak ifade
edilmigtir (Beycioglu ve Aslan, 2010). Aragtirmada kullanilan diger 6l¢ek olan,
Kendini Gelistirme Olgegi ise zihinsel boyut (0.=.92), fiziksel boyut (0.=.83),
sosyal-duygusal boyut (00=.92), ruhsal boyut (a.=.93) alt boyutlarindan olusan
besli likert tipi 33 maddelik bir 6lcektir. Olceklerde araliklar 1-1.8 higbir zaman,
1.8-2.6 nadiren, 2.61-3.40 bazen, 3.41- 4.20 sik sik, 4.21-5 her zaman seklindedir.

Bu aragtirma icin yapilan gegerlik ve giivenirlik analizleri sonucunda, Og-
retmen Liderligi Olcegi icin Cronbach a katsayisi 0.92 olarak, kendini gelistirme
Olcegi icin Cronbach o katsayisi 0.95 olarak hesaplanmistir. Her iki 6l¢ek i¢in de
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yiiksek diizeyde gegerlik ve giivenirlik elde edildigi sOylenebilir. Alt 6lgeklerin
okul tiirlerine gore Cronbach a katsayilari tablo 1 de verilmistir.

Tablo 1
Alt Olceklerin Okul Tiirlerine Gore Cronbach o. Katsayilar

Olcek Alt Olcek Cronbach o
Ozel Ortaokul ~ Devlet Ortaokul

Ogretmen Liderligi Meslektas Is birligi 0.764 0.800
Kurumsal Gelisim 0.797 0.875
Mesleki Geligim 0.816 0.860
Toplam 0.891 0.916
Kendini Gelistirme Zihinsel Gelisim 0.874 0.848
Bedensel Gelisim 0.832 0.789
Duygusal Gelisim 0.877 0.828
Ruhsal Geligim 0.946 0.944
Toplam 0.960 0.949

Verilerin Toplanmasi

Arastirma ile ilgili gerekli izinlerin Trabzon Il Milli Egitim Miidiirliigiinden
alinmasindan sonra arastirma 0rneklemine alinan okullardaki 6gretmenlere, veri
toplama araclarinin uygulanmasi aragtirmaci tarafindan bizzat gerceklestirilmis-
tir. Veri toplama araglar1 uygulanmadan Once arastirma hakkinda 6gretmenlere
aciklamalar yapilmis ve goniilli olanlarin katilimi saglanmustir.

Verilerin Analizi

Bu calismada istatistiksel analizler SPSS Statistics 20.0 istatistiksel paket
programi kullanilarak yapilmistir. Test sonuglarinda elde edilen p degerleri %95
giiven diizeyinde ve a.=0.05 anlamlilik diizeyinde degerlendirilmistir.

Siirekli degiskenlerin karsilagtirlmasinda 2 grupta bagimsiz gruplar icin t
Testi, li¢c ve daha fazla grupta Tek Yonlii Varyans Analizi (ANOVA) Testi kul-
lanilmigtir. ANOVA Testi sonucunda istatistiksel olarak anlamli fark saptandig:
durumlarda ikili kargilagtirmalar icin Tukey Testi kullanilmistir. Ayrica siirekli
degiskenlerin iligkisinin arastirilmasinda Pearson Korelasyon Katsayisi kullanil-
mistir. Yapilan analizler sonucunda anlamli ¢ikan degiskenlerin 6gretmen lider-
ligi 6lgek puani tizerindeki etkisinin arastirilmasinda ise Regresyon Analizinden
yararlanilmistir.
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Bulgular ve Yorum

Bu bolimde arastirmadan elde edilen yOnetici ve Ogretmen goriisleriyle
bunlar arasinda fark olup olmadigina iliskin bulgu ve yorumlara yer verilmistir.

Ogretmen goriislerine gore 63retmenlerde kendini gelistirme diizeyi

Arastirmada, 6gretmenlerin kendilerini gelistirme islevlerini gerceklestirme
diizeyine iligkin 0gretmenlerin goriisleri alinmig ve bulgular sekil 1 ‘de verilmistir.

5
i 3 - ')
4
35
3
25
2
15
1
0

Zihinsel Bedmsd  Duygusal  RubsalGelim  KENDIN
Gelisim Gelisim Geligim GELISTIRME
OLGEG!

o
n

Sekil 2: 6gretmenlerde liderlik diizeyi

Kendini gelistirme 6lcegi ortalama puani (x =3.98) olarak hesaplanmig ve
ogretmenlerin Olcek sorularinda yer alan davraniglar1 gerceklestirme sikliklar
“cogu zaman” olarak bulunmustur. Alt 6lgeklere bakildiginda en yiiksek puanin
ruhsal geligsim alt 6lgeginde ( x =4.45), en diigiik puanin ise bedensel gelisim alt
olceginde (x =3.78) oldugu gortlmistiir. Diger iki alt dlgek olan zihinsel geligim
ve duygusal gelisim ortalama puanlari sirasiyla (x =3.86) ve (x =3.82) olarak
hesaplanmistir. Burada 6gretmenlerin ruhsal gelisim alt dlcek sorularinda yer
alan davraniglar gergeklestirme sikliklar1 “her zaman”; zihinsel, bedensel ve duy-
gusal gelisim alt 6lgek sorularinda yer alan davraniglari gerceklestirme sikliklari
ise “cogu zaman” olarak bulunmustur.

Ogretmen Goriislerine Gore Ogretmenlerde Liderlik Diizeyi

Arastirmada, 6gretmenlerin kendi liderlik islevlerini gerceklestirme diizeyi-
ne iligskin algilar1 degerlendirilmis ve bulgular sekil 2 *de verilmistir.
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Sekil 2: 6gretmenlerde liderlik diizeyi

Ogretmen Liderligi olcegi ortalama puam (x =4.01) olarak hesaplanmis
olup, 0gretmenlerin Olcek sorularinda yer alan davranislar1 gerceklestirme de-
recesi “sik sik” olarak bulunmustur. Alt dlceklere bakildiginda en yiiksek puan
mesleki geligim alt 6lceginde (x =4.39) olup, meslektas is birligi ortalama pua-
ni ( x =4.09) olarak hesaplanmustir, en diisiik alt 6lgek puani ise (x =3.54) ile
kurumsal gelisime aittir. Burada 6gretmenlerin meslektas is birligi ve kurumsal
gelisim alt 6lcek sorularinda yer alan davranislar gergeklestirme dereceleri “sik
sik”, mesleki gelisim alt 6lcek sorularinda yer alan davranislari gerceklestirme
dereceleri ise “her zaman” olarak yorumlanabilir.

Ogretmenlerde Kendini Gelistirme ve Liderlik Diizeylerinin Baz1
Degiskenlere Gore Degerlendirilmesi
Arastirmada, 6gretmenlerin kendini gelistirme ve liderlik rolii ile ilgili dav-
raniglar1 gerceklestirme diizeyine iliskin gortslerinin okul tiiriine gore degerlen-
dirilmesi sonuclari tablo 2’ de verilmistir.
Tablo 2 ) )
Okul Tiiriine Gére Ogretmen Liderligi ve Kendini Geligtirme Olceginin
Karsilastirllmast

Okul Tiirii
Devlet (N=235)  Ozel (N=70) p degeri t degeri
Meslektas Isbirligi 4.02 = 0.6 431 = 0.6 0.001* -3.463
Kurumsal Gelisim 341 £0.7 3.95 0.6 0* -5.940
Mesleki Gelisim 432 0.5 4.61 04 0* -5.158
Ogretmen Liderligi Olgegi 3.92+0.5 429 + 0.4 0* -5.613
Zihinsel Gelisim 3.83 £ 0.6 397 £0.7 0.093 -3.024
Bedensel Gelisim 3.76 £ 0.7 3.80 £ 0.8 0.256 -1.783
Duygusal Gelisim 3.8+0.6 3.87 £ 0.8 0.465 -1.891
Ruhsal Geligim 4.44 = 0.7 4.49 = 0.7 0.581 -0.236
Kendini Gelistirme Olcegi 3.96 = 0.6 4.05 0.7 0.230 -2.262

* p<0.05
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Yapilan Bagimsiz Gruplar i¢in t Testi sonuglarina gore: meslektas is birligi
(p<0.05), kurumsal gelisim (p<0.05) ve mesleki gelisim (p<0.05) alt dlcekleri ile
ogretmen liderligi Olcegi (p<0.05) ortalama puanlar1 okul tiiriine gore istatistik-
sel olarak anlamli farklilik gostermistir. Tiim bu Olcekler icin 6zel okulda gorev
yapan 0gretmenlerin kendi liderlik rolleri ile ilgili davraniglari sergileme derecesi
ile ilgili alg1 puanlar1 devlet okulunda gorev yapanlara gore daha yiiksektir. Ken-
dini gelistirme dlcegi ve alt dlcekleri ortalama puanlari ise (p>0.05) okul tiiriine
gore anlamli farklilik gostermemistir.

Arastirmada, 6gretmenlerin kendini gelistirme diizeyine iliskin goriisleri ve
liderlik islevlerini ger¢eklestirme diizeyine iligkin algilarinin cinsiyete gore deger-
lendirilmesi sonuglar1 tablo 3’ de verilmistir.

Tablo 3
Cinsiyete Gore Ogretmen Liderligi ve Kendini Gelistirme Olceginin Karsilagtinlmast

Kadin Erkek p t
(N=170) (N=135) degeri degeri

Meslektas Is birligi 411 £ 0,6 4,06 = 0,6 0.539 0.616
Kurumsal Geligim 3.55 0,7 3.52 0,7 0.652 0.456
Mesleki Geligim 4.46 * 0,4 430 = 0,5 0.002* 3.384
Ogretmen Liderligi Olcegi 4.04 £ 0,5 3.96 £ 0,5 0.157 1.531
Zihinsel Gelisim 3.99 + 0,6 3.70 = 0,6 0* 4.510
Bedensel Gelisim 3.81 £ 0,6 373 £ 0,7 0.314 0.205
Duygusal Gelisim 3.87 0,6 3.76 = 0,7 0.137 0.599
Rubhsal Gelisim 454 * 0,6 434 £ 0,8 0.009* 3.193
Kendini Gelistirme Olcegi 4.06 = 0,5 3.88 = 0,6 0.009* 2.488

* p<0.05

Yapilan Bagimsiz Gruplar Igin t testi sonuglarina gore: mesleki gelisim
(p<0.05) zihinsel gelisim (p<0.05) ve ruhsal gelisim (p<0.05) alt 6lcekleri ile
kendini gelistirme dlcegi (p<0.05) ortalama puanlar cinsiyete gore istatistiksel
olarak anlaml farklilik gostermistir. Tiim bu oOlgekler igin kadin 6gretmenlerin
puanlar1 erkeklere gore daha yiiksektir. Meslektas is birligi (p>0.05), kurumsal
gelisim (p>0.05) ve 6gretmen liderligi (p>0.05) ile bedensel gelisim (p>0.05) ve
duygusal gelisim (p>0.05) alt dlcekleri ortalama puanlar1 bakimindan ise cinsi-
yete gore anlaml farklilik saptanmamagtir.

Arastirmada, 6gretmenlerin kendini gelistirme diizeyine iliskin goriisleri ve
liderlik islevlerini gerceklestirme diizeyine iligkin algilarinin mezuniyete gore de-
gerlendirilmesi sonuclari tablo 4’ de verilmistir.



Tablo 4
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Mezuniyete Gore Ogretmen Liderligi ve Kendini Gelistirme Olgeginin Kargilastinlmast

Mezuniyet
Egitim Fakiiltesi Diger P t
(N=242) (N=63) degeri degeri
Meslektas Is birligi 4.09 = 0,6 4.08 = 0,6 0.901 0.189
Kurumsal Gelisim 3.55+£0,7 3.50 £ 0,7 0.637 0.744
Mesleki Gelisim 439 = 0,5 440 £ 0,5 0.857 0.072
Ogretmen Liderligi Olgegi 4.01 =05 3.99 + 0,5 0.831 0.450
Zihinsel Geligim 38507 3.88 = 0,6 0.757 0.699
Bedensel Gelisim 3.78 £ 0,7 3.76 £ 0,6 0.819 0.852
Duygusal Gelisim 3.81 £0,6 3.84 £0,7 0.702 -0.501
Ruhsal Geligim 4.46 = 0,7 441 %08 0.615 0.098
Kendini Gelistirme Olgegi 3.98 = 0,6 3.98 + 0,6 0.978 0.377

* p<0.05

Yapilan bagimsiz gruplar igin t testi sonuglarina gore: 6gretmen liderligi 61-
¢ek ve alt dlcekleri (p>0.05) ile kendini gelistirme 6l¢ek ve alt dlgekleri (p>0.05)
ortalama puanlar1 bakimmdan mezuniyete gore istatistiksel olarak anlaml fark-
lilik saptanmamustir.

Aragtirmada, 6gretmenlerin kendini gelistirme diizeyine iliskin goriisleri ve
liderlik iglevlerini gerceklestirme diizeyine iligkin algillarinin bransa gore deger-
lendirilmesi sonuglari tablo 5’ de verilmistir.

Tablo 5

Bransa Gore Ogretmen Liderligi ve Kendini Gelistirme Olceginin Karsilastinlmast

Brang
Yabanci Matematik  Tiirkce Sosyal Fen Diger p
Dil (N=44) (N=51) Bilimler Bilimleri (N=91) degeri

(N=55) (N=28) (N=36)
Meslektas Is birligi  4.07 £ 0.6 4.04 0.6 4.00+0.6 411+0.6 420%0.6 412+0.6 0.694
Kurumsal Gelisim  3.42 £ 0.7 339+0.6 343+0.7 3.69+0.8 3.71 £0.7 3.62+0.7 0.094
Mesleki Gelisim 439 £05 43605 442x04 44105 439x0.6 439x04 0.99%
Ogretmen Liderligi  3.96 £ 0.5 3.93+0.5 3.95+0.5 407+0.6 41005 4.04+0.5 0495
Zihinsel Geligim 403 +06 3.63x06 381+06 3.74x0.7 3.97x0.7 3.89 0.6 0.027*
Bedensel Gelisim  3.72 £ 0.6 3.46=0.7 3.84+0.7 3.64 £0.8 398+0.7 3.89 0.6 0.003*
Duygusal Gelisim ~ 3.88 £ 0.6 3.66 0.6 3.83+0.6 3.60+0.9 395+0.6 387+0.6 0.125
Ruhsal Gelisim 441 +£0.7 444 0.6 447x07 42709 458+0.7 448 +0.6 0.608
Kendini Gelistirme 4.03 0.5 3.80*+0.5 398+0.6 3.81+08 411+0.6 4.03x05 0.101

* p<0.05
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Yapilan ANOVA Testleri sonuglarina gore, zihinsel gelisim (p<0.05) ve be-
densel gelisim (p<0.05) alt 6lgek ortalama puanlari brang gruplarina gore is-
tatistiksel olarak anlamli farklhilik gostermistir. Ogretmen liderligi 6lgek ve alt
olgekleri (p>0.05) ile duygusal gelisim alt 6lgegi, ruhsal gelisim alt 6lgegi ve ken-
dini gelistirme 6lgegi (p>0.05) ortalama puanlar1 bakimindan branslar arasinda
anlamli farklar bulunmamustir.

Ikili kargilagtirmalar icin yapilan Tukey Testleri sonuclaria gore, zihinsel
gelisim alt 6lcek puani sadece yabanci dil brangindaki 6gretmenlerde matematik
brangindakilere gore daha yiiksektir. Bu olgek icin diger branglar arasinda an-
lamli farklilik yoktur. Ancak bedensel gelisim alt 0lcegi icinse sadece matematik
brangindaki 6gretmenlerin ortalama puanlari fen bilimleri ve diger branglarda-
kilere gore daha diisiiktiir. Bu 6lcek icin diger branslar arasinda anlamli farklilik
bulunmamustir.

Arastirmada, 6gretmenlerin kendini gelistirme diizeyine iligkin goriisleri ve
liderlik islevlerini gerceklestirme diizeyine iliskin algilarinin kideme gore deger-
lendirilmesi sonuglari tablo 6’ da verilmistir.

Tablo 6
Kideme Gore Ogretmen Liderligi ve Kendini Gelistirme Olceginin Karsilastinlmast

Kidem

1-5y1 6-10 y1l 11-15y11  16-20 yil 21 +yl p F
(N=44) (N=66) (N=175) (N=60) (N=60) degeri degeri

Meslektas Is birligi  4.00 £ 0.5 410+0.7 4.09+0.6 402+0.7 419+0.6 0495 0.848
Kurumsal Gelisim 353 = 0.6 3.60 £ 0.8 348 +0.7 345+0.7 3.65+0.7 0485 0.866
Mesleki Gelisim 44005 443x05 432x05 439+x04 443x05 0587  1.056
Ogretmen Liderligi 398 £ 0.4 4.04£0.6 396+05 3.95+05 409+05 048  0.958

Zihinsel Gelisim 388 0.7 39807 37206 38505 39106 0165 1.502
Bedensel Gelisim 374+ 0.8 3.77x0.7 3.67x0.6 380+06 393+0.7 0278 1.148
Duygusal Geligim 377+x0.7 394 +0.7 3.66*+0.6 3.8 0.6 390=x0.7 0.093 2.052
Ruhsal Geligim 43408 445+0.6 438x0.7 452+0.6 456=*=0.7 0406 2612
Kendini Gelistirme 3.94 = 0.6 4.04 0.6 3.86 0.6 3.99+0.5 4.07x0.6 0207 1390

* p<0,05

Yapilan ANOVA Testleri sonuclarina gore: 6gretmen liderligi 6lcek ve alt
6lgekleri (p>0.05) ile kendini gelistirme 6lgek ve alt 6lgekleri (p>0.05) ortalama
puanlar1 bakimindan kideme gore istatistiksel olarak anlamli farklilik saptanma-
mustir.
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Tablo 7

Ogretmen Goriiglerine Gore Kendini Geligtirme ile Liderlik Diizeyleri Arasindaki
Iligkiler

Boyutlar 1 2 3 4 5 6 7 8 9
rpr pr pr pr pr pr pr P r

1. Meslektas 1 - .571** 0 .518** 0 .832** 0 .267** 0 .232** (O .284** 0 .145* .011 .260**
is birligi

2. Kurumsal 1 - 613%*F 0 .887** 0 .346** 0 .304** 0 .318** 0 .185* .001 .323**
gelisim

3. Mesleki 1 - .806%* 0 .348** 0 .315** 0 .311** 0 .269** 0 350%*
gelisim

4. Ogretmen 1 - 377 0 .333** 0 .359** 0 .228%* 0 364%*
liderligi

5. Zihinsel 1 - .689%* 0 .732*%* 0 .693** 0 .893%*
geligim

6. Bedensel 1 - 769%% 0 .667** 0 .859%**
gelisim

7. Duygusal 1 - .740%* 0 915%*
gelisim

8. Ruhsal 1 - .876%*
gelisim

9. Kendini 1
gelistirme

* p<0.05

Yukaridaki tablo incelendiginde, hesaplanan Pearson Korelasyon Katsayi-
lar1 (r) ve p degerleri sonuclarina gore her iki 6lcek puanlari ve alt dlgeklerinin
puanlari arasinda istatistiksel olarak anlamli (p<0.05) iligkiler saptanmuistir.

Ogretmen liderligi olcegi ile alt dlcekleri arasindaki iliskiler incelendiginde,
meslektas is birligi, kurumsal gelisim ve mesleki gelisim alt 6lceklerinin kendi
aralarinda ayni yonlii ve orta diizeyli (r=0.571, r=0.518, r=0.613) iliskiye sahip
oldugu sonucuna ulasiimistir. Ayrica 6gretmen liderligi toplam puanlari da alt 61-
¢ek puanlari ile ayni yonlii ve giiglii (r=0.832, r=0.887, r=0.8006) iliskiye sahiptir.

Kendini gelistirme Olgegi ve alt dlcekleri arasindaki iligkiler incelendigin-
de: zihinsel gelisim alt 6lcegi bedensel gelisim ve ruhsal gelisim alt dlcekleri ile,
bedensel gelisim alt dlcegi de ruhsal gelisim alt 6lgegi ile kendi aralarinda ayni
yonlii ve orta diizeyli (r=0.689, r=0.693, r=0.667) iliskiler ortaya koymaktadir.
Duygusal gelisim alt 6lgegi ile zihinsel gelisim, bedensel gelisim ve ruhsal gelisim
alt olcekleri kendi aralarinda ayni yonli ve giiclii (r=0.732, r=0.769, r=0.740)
iliskiler gostermektedir. Kendini gelistirme toplam puanlari ise alt 6lcek puan-
lar1 ile ayn1 yonlil ve digerlerine gore daha giiclii (r=0.893, r=0.859, r=0.915,
r=0.876) iligkiye sahiptir.

Ancak 6gretmen liderligi ve kendini gelistirme Olgekleri ile alt dlgeklerinin
birbirleriyle iligkisinin arastirilmasi sonucunda, hem her iki 6l¢egin toplam puan-
larmin hem de bu dlceklerin alt dlcek puanlarinin birbirleriyle ayn1 yonlii ve zayif
iligkilere sahip oldugu goriilmiistiir. Sonug olarak Olceklerin kendi iclerinde alt
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Olcekleri ile aralarinda pozitif ve giiclii iliskiler saptanmuis iken, iki 6lgek arasinda
pozitif ve zayif iliskiler saptanmistir. Yani 6gretmen liderligi ile kendini gelistir-
me Olcek ve alt 6lgek puanlar: birbirlerini ayn1 ydonde az etkilemektedir.

Tablo 8
Regresyon Analizi Sonug¢ Tablosu

Bagimh Degisken: Ogretmen Liderligi Olcegi B B (G.A. %95) p degeri
Sabit 2279 1.830/2.729 0*
Kendini Gelistirme Olcegi 0.272  0.185/0.359 0*

Okul Tiri 0442 0310/0574  0*
Cinsiyet -0.055 -0.158/0.048  0.295
Mezuniyet -0.076  -0.202/0.050  0.235
Brang 0.019  -0.008/0.046  0.172
Kidem 0.065 0.022/0.109 0.103

*p<0.05 (Bagimsiz Degiskenler: Kendini Gelistirme Olgegi, Okul Tiirii, Cinsiyet, Mezu-
niyet, Brang, Kidem

Yapilan regresyon analizi sonucunda kendini gelistirme 6lcegi toplam puan-
lar1 ve okul tiiriiniin 6gretmen liderligi 6lgegi tizerinde istatistiksel olarak anlaml
etkisi saptanmigtir. Kendini gelistirme dlgek puani arttik¢a 6gretmen liderligi 6l-
¢ek puani da artmakta olup, devlet okullarinda calisgan 6gretmenlerin 6gretmen
liderligi puanlar1 6zel okullarda calisanlara gore daha diigtiktiir.

Tartisma, Sonuc ve Oneriler

On birinci kalkinma planinda “Ogretmenlerin ve okul yoneticilerinin moti-
vasyonlar1 ve mesleki gelisimleri artirilacak ve 6gretmenlik mesleginin toplumsal
statiisii giiclendirilecektir” ifadesi yer alirken, 19. Milli Egitim Surasinda “6g-
retmen niteliginin arttirilmasi” konusu basliklardan biri olarak secilmistir. Yasal
yonetsel metinlerde ve egitim iceriklerinde sik¢a ifade edilen 6gretmen niteligi
konusunun gittikce artan onemi, kendi gelisim sorumlulugunu alabilen, 6gren-
meye siirekli devam eden, 6rnek olan, yol gosteren lider 6gretmen ihtiyacini or-
taya koymaktadir. Bu baglamda arastirmada, 6gretmenlerin kendilerini gelistir-
me diizeyleri ile kendi liderlik davraniglarina iliskin algilar1 arasindaki iliskiler
incelenmistir.

Aragtirma sonucunda 0gretmenlerin “cogu zaman” diizeyinde kendilerini
gelistirdikleri, en fazla gelisimin “her zaman” diizeyiyle ruhsal gelisimde oldu-
gu bulunmustur. Arastirmada 0gretmen liderligi davraniglarinin gerceklestirme
derecesi “sik sik” olarak ifade edilirken, en fazla gelisimin “her zaman” diizeyi
ile mesleki gelisim alt boyutunda oldugu bulunmustur. Ozel okulda gérev ya-
pan Ogretmenlerin kendi liderlik rolleri ile ilgili algi puanlar1 devlet okulunda
gorev yapanlara gore daha yiikksekken, kendini gelistirme diizeyi ile ilgili okul
tliriine gore anlamh farklilik bulunmamistir. Mesleki, zihinsel, ruhsal gelisim alt
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Olcekleri ile kendini gelistirme Olcegi cinsiyet acisindan kadinlar lehine bir sonug
ortaya koyarken, mezuniyet degiskenine gore anlamh farklilik saptanmamaistir.
Branglara gore zihinsel ve bedensel gelisim diizeyinde fark ortaya ¢ikarken, ki-
dem degiskeninde hicbir alanda fark ortaya ¢cikmamugtir. Arastirmada 6gretmen
liderligi ve kendini gelistirme 6l¢egi kendi iclerinde ve alt dlcekleri ile pozitif ve
giiclii iligkiler ortaya koyarken, iki 6lgek arasinda pozitif ve zayif iligkiler saptan-
mistir. Yani 6gretmen liderligi ile kendini gelistirme Olcek ve alt 6lgek puanlari
birbirlerini ayn1 yonde az etkilemektedir. Yapilan regresyon analizi sonucunda
ise kendini gelistirme 6lgegi toplam puanlari ve okul tiiriiniin 6gretmen liderligi
Olcegi tizerinde istatistiksel olarak anlamli etkisi saptanmustir.

Arastirmada 6gretmenlerde kendini gelistirme davranisinin sonuglari ince-
lendiginde 6gretmenlerin kendini gelistirme davranisini cogu zaman yaptiklari
yoniinde bulgulara ulagilmigtir. Bu aragtirma bulgularinin Can’m (2009) 6gret-
menlerin 6grenme ve kendilerini gelistirme isteklerinin yiiksek, fakat bu yonde
davranig gosterme sikliklarmin diisitk oldugunu ortaya koyan arastirma bulgu-
lariyla farklilik gosterdigi soylenebilir. Seferoglu (2004) iyi bir 6gretmenle ilgili
degerlendirmesinde “kendisini mesleki ve kisisel acilardan stirekli olarak gelis-
tiren, kendisini gelistirmeyle ilgili firsatlar1 ve olanaklar1 aragtiran ve degerlen-
diren 6gretmen” seklinde bir tanimlama yapmistir. Bu tanimdan yola ¢ikilarak
arastirmada Ogretmenlerin kendilerini, gelisime Onem veren, iyi 6gretmenler
olarak gordiiklerini sOyleyebiliriz. Yine bu aragtirmaya benzer sekilde Ertiirk
(2009) arastirmasinda genel olarak 6gretmenlerin kendilerini mesleki agidan ge-
listirmek istediklerini ileri stirmekte, bu isteklerinin cinsiyete gore degismezken,
ogretmenlerin kidemlerine gore degistigini ifade etmektedir.

Rubhsal zeka diger zeka tiirleri ve yeteneklerini uyum icinde calistiran, birles-
tiren ve davranisa doniistiiren bir ydnetmen gibi iglev goriir (Savas ve Cobanoglu,
2016). Bu acidan bakildiginda aragtirmada 6gretmenlerin ruhsal geligim alt 6lgek
sorularinda yer alan davranislar1 gerceklestirme sikliklarinin “her zaman” olarak
bulunmasi géze carpan bir sonuc olarak yorumlanabilir. Bu bulgu 6gretmenlerin
tavir ve davraniglarinda yasama sevinci yiiksek, hayata katkida bulunma arzusu
tastyan, deger ve ilkelere gontilden bagli, hayatin anlamini kavramus, bilgece tu-
tuma sahip bireyler olma beklentisini arttirir. Bu nedenle 6gretmenlerin ruhsal
gelisim diizeylerini anlamaya doniik ¢ok yonli ve daha farkli boyutta arastirma-
lar yapilmasi onerilebilir. Arastirmada 6gretmenlerin zihinsel gelisim, bedensel
gelisim ve duygusal gelisim alt 6lcek sorularinda yer alan davraniglari gercekles-
tirme sikliklar1 “cogu zaman” olarak bulunmustur. Ayrica arastirmada zihinsel
gelisim ve ruhsal gelisim alt 6lgekleri ile kendini gelistirme Olcegi puanlart kadin-
lar lehinde daha fazladir. Bu arastirma sonuglaria benzer sekilde Ozmen (2013)
ilkogretim okulu 6gretmenlerinin duygusal zeka diizeylerinin yeterli oldugunu
ortaya koydugu calismasinda ayrica duygusal zeka konusunda kadinlar lehinde
bir farklilik olduguna deginmistir. Yine ayn1 sekilde Giiveng (2012) yiiksek lisans
tezinde simif 6gretmenlerinin duygusal zeka diizeylerine iliskin algilariin “cok
sik” diizeyde oldugunu ancak cinsiyet, 6grenim durumu ve dgrenci sayisina gore
algilarda fark olmasa da kideme gore gorusler arasinda fark oldugunu belirtmis-
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tir. Bu aragtirmada zihinsel gelisim alt dlcek puani sadece yabanci dil brangindaki
o0gretmenlerde matematik brangindakilere gore daha yiiksek bulunmustur. Can-
bulat ve Ilgan (2011) farkli olarak sinif 6gretmenlerinde biligsel gelisim ile ilgili
yaptiklari arastirmada sinif 6gretmenlerinin biligsel gelisim alanindaki bilgi dii-
zeylerinin; cinsiyetlerine, 6grenim durumlarina gore anlamh farkliik gosterme-
digini belirtirken, meslekteki hizmet siirelerine gore anlaml farklilik gosterdigini
ortaya koymustur. Bu arastirmada ayrica bedensel geligsim alt dlcek puanlarinin
matematik brangindaki 6gretmenler icin digerlerinden disiik olmasr ilgi ¢ekici
bir bulgu olarak degerlendirilebilir.

Alanyazindaki cesitli arastirma sonuglar1 6gretmenlerin liderlik rollerine
iligkin alg1 ve beklentileri arasinda pozitif yonde anlamli iligkilerin oldugunu orta-
ya koymakla birlikte (Yigit, Dogan ve Ugurlu, 2013; Kilin¢ ve Recepoglu, 2013),
Ogretmenlerin, 0gretmen liderligi beklentilerinin 6gretmen liderligi algilarindan
daha yiiksek diizeyde oldugu ifade edilmektedir (Beycioglu ve Aslan, 2010; Can
2009; Koliikeii, 2011; Yigit, Dogan ve Ugurlu, 2013). Arastirmanin égretmen li-
derligi boyutunda, 6gretmenler liderlik rolii ile ilgili davraniglar1 gerceklestirme
durumlarim “sik sik” seklinde ifade etmistir. Ogretmenler meslektas is birligi
ve kurumsal gelisim alt 6lgek sorularinda yer alan davranislar1 gerceklestirme
durumlarini “sik sik”, mesleki gelisim alt 6lgek sorularinda yer alan davraniglar
gerceklestirme sikliklarini ise “her zaman” olarak yorumlamistir. Bu aragtirma
sonucuna benzer sekilde Balyer (2016) 6gretmenlerin, 6gretmen liderle ilgili al-
gilarini ortaya koydugu arastirmasinda 6gretmenlerin, 6gretmen liderligi ve 6g-
retmen lider rollerini bildikleri sonucuna ulagsmistir. Yine benzer sekilde Arslan
ve Ozdemir (2015) 6gretmenlerin 6gretmen liderligi olgusuna karst olumlu bir
tutuma sahip oldugunu ifade etmistir.

Aslan, Calik, Er (2019) yaptiklar ¢aligmalarda 6gretmen liderliginde cin-
siyete gore anlamli farkliliklar olmadigini ifade ederken, Kiling ve Recepoglu
(2013) ve Beycioglu ve Aslan (2012) arastirma bulgulari ile de ortiisecek sekilde
ogretmenlerin cinsiyet degiskenine gore liderlik rollerine iliskin beklentilerinin
kurumsal gelisme ve mesleki gelisim boyutlarinda anlaml bir bicimde farklilas-
tigin1 ifade etmektedir. Ayrica Ontag ve Okut (2017) ile Yigit, Dogan, Ugurlu
(2013) arastirma bulgularinda kadin 6gretmenler lehine fark ortaya koyarken, bu
arastirmada diger alt boyutlarda olmasa da, mesleki gelisim boyutu davranislari-
n1 kadin 6gretmenlerin daha fazla gostermesi bu bulgularla benzerlik tasimakta-
dir. Kiling ve Recepoglu (2013) arastirmasinda daha az deneyimli 6gretmenlerin
ogretmen liderligi algilarinin daha yiiksek oldugunu ifade ederken, Beycioglu ve
Aslan (2012) aragtirmalarinda kidemi daha fazla olan 6gretmenlerin 6gretmen
liderligine iliskin algilarinin kidemi daha az olan 6gretmenlere gore, daha yiik-
sek oldugunu ortaya koymaktadir. Ancak bu arastirmada 6gretmenlerin kendi
liderlik davraniglarini gosterme dereceleri ile ilgili algilarinda kideme gore is-
tatistiksel olarak anlamh bir farka rastlanmamustir. Ogretmenlerde liderlik dav-
raniglarma iligkin algilar Kiranlr'ya (2013) gére mezun oldugu fakiilteye gore
degismezken, Beycioglu ve Arslan’a gore (2012) branglara gore degismektedir.
Ancak bu arastirmada 6gretmen liderligi 6lcek ve alt dlgeklerinde mezuniyete,
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branslara ve kideme gore anlaml bir farka rastlanmamigtir. Arastirmada okul
tiriine gore 6zel okul 6gretmenleri lehinde anlamli farklilik bulunmustur. Bu du-
rum Ozel okullarda gorev yapan 6gretmenlerin liderlik davraniglarini daha fazla
sergiledikleri algisina sahip olduklari seklinde yorumlanabilir.

Cagdas egitim liderligi 6grenme ve kendini gelistirme {izerine odaklanmistir
(Celik, 1999). Arastirma sonuglarina benzer sekilde dgretmen liderligini 6gret-
men gelisimini destekleyen bir islev olarak tanimlayan Margolis ve Deuel (2009),
O0gretmen liderliginin en olumlu sonuclarindan birini, 6gretmen liderlerin kisisel
hedeflerini, mesleki 6zlemlerini ve ahlaki zorunluluklar gelistirerek stirdiirmeye
devam etmeleri, kendilerini etkilemeleri, doniistiirmeleri olarak ifade etmekte-
dir. Arastirmada 6gretmen liderligi ile 6gretmenlerde kendini gelistirme davra-
niglar1 arasinda pozitif ve zayif iligkiler saptanmistir. Bu bulgu Saridas ve Ba-
kioglunun (2015) ileri siirdiigii 6gretmen liderlerin genellikle daha ¢ok okuyan
ve kisisel gelisimlerini siirdtiren kisiler oldugu ifadesi ile benzerlik tasimaktadir.
Yaylaci (2013) aragtirmasinda benzer sekilde egitim sistemlerinin basarisinin
Ogretmenlerin basarilari ile dogru orantili oldugunu ifade etmis, 6gretmenlerin
basarili olabilmelerini, 6gretmenlik yeterliklerine sahip olmalarina ve bu yeter-
likleri kullanabilecekleri, kendilerini gelistirebilecekleri ortamlarin saglanmasi-
na baglamistir.

Arastirmada, kendini gelistirme 6lgegi toplam puanlarinin, 6gretmen lider-
ligi 6lgegi tizerinde istatistiksel olarak anlamli etkisi saptanmistir. Yani kendini
gelistirme Olcek puani arttikca 6gretmen liderligi 6lcek puanlarr da artmakta-
dir. Katzenmeyer ve Moller (2013) liderlik davraniglar1 iistlenen 6gretmenlerin
kendi mesleki gelisimleri siirdiirmeye de odaklanabildiklerini ileri siirmektedir.
Bu noktada, liderlik davranislari sergileyen 6gretmenlerin bu davraniglarini bel-
li birtakim beklentilerin iizerine yapilandirdiklari diisiintlebilir. Bu baglamda,
arastirmanin bu bulgusunun beklentilerle uyum iginde oldugunu sdylemek miim-
kiindiir. Bu bulgu Kalafatin (2012) kendini gelistirmeye iliskin yeterliklerin diger
yeterlik boyutlarini dolayl etkiledigi, baska bir deyisle kendini gelistirmeye ilis-
kin yeterliklerin diger yeterlik boyutlar1 igin araci bir yeterlik konumunda oldugu
ifadesi ile de benzerlik gostermektedir. Bu nedenle arastirma sonucunda ortaya
cikan Ogretmenlerin kendini gelistirmeleri ile liderlik becerileri arasindaki po-
zitif iligki diistiniildiigiinde meslege 6gretmen segiminde gelisme yonelimi fazla
olan kisilerin secilmesine 6zen gosterilmesi, boylece lider 6gretmen sayisinin art-
tirllmasina katki saglanmasi onerilebilir.

Okulun ve ¢gretimin iyilestirilmesi siireclerinde en dnemli unsurlardan biri
egitimcilerin mesleki 6grenme ve gelisimidir (Kose ve Lim, 2011). Ancak genel
kabul géren bu anlayisin varligina karsin, 6gretmenlerin kendilerini gelistirmele-
ri konusunda gerek yaklagim gerekse uygulama acisindan ciddi sorunlarin oldugu
g0z ard1 edilemeyecek bir olgu niteligindedir (Yaylaci, 2013). London ve Smither
(1999), “Kendini gelistirme ve siirekli 6grenme” adli calismalarinda 6rgiitlerdeki
degisimin, calisanlarin kendilerini gelistirme zorunlulugunu ve siirekli 6grenme
ihtiyacini yarattigini belirtmektedir. Bu nedenle 6gretmenlere yonelik, iceriginde
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fiziksel, zihinsel, ruhsal, duygusal-sosyal gelisim konularinin biitiinsellik icinde
islendigi “kendini gelistirme” konulu Milli Egitim Bakanlig1 destekli hizmet ici
egitim programlarinin diizenlenmesi ivedi bir gereksinim olarak diisiiniilebilir.

Liderlerin karakter 6zellikleri kendilerini gelistirmeleri ile ilgili kararlilikla-
rinda ve eylemlerinde biitiinleyici bir rol oynamaktadir (Orvis ve Ratwani, 2010;
Boyce vd. 2010). Bu agidan bakildiginda 6gretmen niteliginin arttirilmast cok
onemsenen bir kavram olsa da okullarin ve daha fazla sayida 6gretmenin giic-
lendirilmesine yonelik hizli bir hareketin soz konusu oldugu sdylenemeyebilir
(Aytac, 2013). Ogretmen liderligi becerilerini gelistirme uygulamalarmna yonelik
ogretmen goriisleri incelendiginde okul igi liderlik gelisim uygulamalarinin ye-
terli diizeyde olmadig1 goriilmektedir (Arslan ve Ozdemir, 2015). Can (2006) 6g-
retmen liderliginin oniindeki engelleri, okul kiiltiiriiyle ilgili engeller, mesleksel
yetisme siirecindeki yetersizlik, yonetim desteginin yetersizligi, zaman sinirliligi,
ogretmenin formal ders yiiki, diger 0gretmenlerin yetersiz destegi, yetisme ve
gelisme ortaminin yetersizligi, ilave cabalarin degerlendirilmemesi, demokratik
giiven katilim ortaminin yetersizligi olarak ifade etmistir. Buradan cikan sonugla
Ogretmen liderlerin betimlenen bircok 6zelligi kullanmalari ve kendilerini gelis-
tirmeleri konusunda, tam bir Ozgiirliige sahip olmadiklar1 anlagiimaktadir. Li-
derlikleri s6z konusu oldugunda 6gretmen liderlere bu konuda 6zgiirliik alani
saglanmadigi, bagimsiz gibi goriinen meslegin aslinda o kadar da 6zgiir olmadigi
goriilmektedir (Balyer, 2016). Bu noktadan hareketle egitim ortamlarinda 6gret-
menlerin liderlik davranislar1 gostermelerine engel olacak durumlarin ortadan
kaldirmasi, okul i¢i liderlik gelisim uygulamalarinin planlanmasi ve aktif kilinma-
s1, tiim bunlarin saglanabilmesi i¢in 6zellikle yoneticilerin okullarda 6gretmen li-
derligini ve gelisimini destekleyici tutum ve davraniglar gdstermeleri Onerilebilir.
Bunlarimn yani sira Can (2009), 6gretmen yetistiren programlarin, meslegini se-
ven, iletisim becerileri gelismis, ilgi ve merak seviyesi yliksek, her konuda kendini
yetistirmeye calisan, cevresine iyi model olabilecek lider 6gretmenler yetistirmesi
geregine vurgu yaparak, lider 0gretmelerin islerinde uzman olduklarini kanitla-
yarak cevrelerine giiven vermeleri gereginden soz eder.

Egitimin kalitesi acisindan 6gretmen niteligini arttirmanin 6nem tasidigi
dustniildigiinde, egitim fakiltelerinde 6gretmen adaylarini ve 6gretmenleri ge-
listirip gliclendirecek uygulamalara yer verilmesi, liderlik davranislarina sahip
Ogretmenlerin yetistirilmesi amact dogrultusunda egitim fakiilteleri miifredatla-
rinin 6gretmen liderligi alaninda zenginlestirilerek yenilenmesi 6nerilebilir. Bu
arastirmada 6gretmenlerde kendini gelistirme ve 6gretmen liderligine iliskin du-
rum “Ogretmen” perspektifi ve nicel yontem sinirliliginda ortaya konmustur. Bu
nedenle konuyla ilgili, konuyu her yontiyle ele alan, farkli perspektifleri de icine
katarak fikir verebilen, cok yonlii ve farkli yontemler iceren daha fazla ¢calismaya
ihtiya¢ duyuldugu sdylenebilir.

Ogretmen liderligi gelistirildikce ulusun zihninde “sadece bir dgretmen”
kavrami zihin aligkanlhig olarak kalacaktir (Helterbran, 2010; Levin ve Schrum,
2016). Toplumsal yapida 6gretmenlerin edinecegi statii diizeyinde, 6gretmenle-
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rin kendi gelisim sorumluluklarini almalari, kigisel liderlikten 6gretmen liderli-
gine gecis siirecini tamamlamalar1 6nemli rol oynar. Giiclii bir toplum yapisinin
teminati olan giiclii 6gretmenlerin, stirekli gelisim ilkelerini benimsemis, liderlik
becerilerin arttiran kisiler olmasi gerektiginden, bu 6zellikteki 6gretmenlerin ye-
tistirilmesi ve sayilarinin arttirilmasi igin gerekli dnlemlerin alinmas1 dnemlidir.
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Abstract

This study aims to reveal the views of students about the concept of happiness through metaphors.
The study was designed in descriptive model and analysed with metaphor analysis, a qualitative rese-
arch method. 188 students who were selected by snowball sampling technique and studying in secon-
dary and high schools constituted the sample of the study. The data collected through a semi-struc-
tured interview form was analyzed by content analysis. The results show that the students defined
happiness and happiness at school as “a temporary, hard to reach, an increasing and enriching feeling
and a state of freedom.” However, , it was also revealed that while the metaphors produced by stu-
dents about happiness have more positive characteristics; the metaphors produced for the concept of
happiness at school have mostly negative characteristics. In this sense, the students described happi-
ness at school with such characteristics as “temporary, impossible, hard to reach, changeable, virtual
and defined it as a state of obligation, despair, dependence, loneliness, a form of obligatory relati-
onship and an expression of negative experience and produced metaphors in accordance with these.

Keywords: Happiness, happiness at school, metaphor

Oz

Bu arastirma 6grencilerin mutluluk kavramina iliskin goriislerini metaforlar araciligiyla belirle-
meyi amaglamaktadir. Arastirma betimsel modelde tasarlanmig ve nitel arastirma yontemlerinden
metafor analiziyle edilmistir. Arastirmanin ¢alisma grubunu kartopu 6rneklem teknigine gore se-
cilen 188 ortaokul ve lise 6grencisi olugturmaktadir. Yari-yapilandirilmig bir goriisme formu araci-
ligiyla toplanan veriler icerik analizi ile cOziimlenmistir. Arastirma sonucunda, 6grencilerin genel
olarak mutlulugu ve okulda mutlulugu “gecici, erisilmesi gii¢, cogalan/gogaltan bir duygu ve bir
Ozgiirliik durumu” olarak algiladiklar: ortaya ¢ikmistir.  Bununla beraber, mutluluk ve okulda
mutluluk kavramlarma iligkin tiretilen metaforlar ve bu metaforlarin olusturdugu kategoriler ba-
gimsiz olarak ele alindiginda, 6grencilerin mutluluga iligkin tirettikleri metaforlarin daha olumlu
niteliklere sahipken; okulda mutluluk kavramina yonelik iiretilen metaforlarin daha olumsuz nite-
likte oldugu goriilmiistiir. Bu kapsamda, 6grenciler okulda mutlulugu “gecici, imkansiz, erisilmesi
giic, degisken, sanal, ” gibi 6zelliklerle nitelemisler; bir zorunluluk, umutsuzluk, bagimlilik, yal-
nizlik durumu, zorunlu bir iligski bigimi ve olumsuz bir deneyim ifadesi olarak tanimlamislar ve bu
dogrultuda metaforlar tiretmiglerdir.

Anahtar Sozciikler: Mutluluk, okulda mutluluk, metafor
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English Version

Introduction

“Happiness is an allegory, unhappiness is a story”
Tolstoy

The concept of happiness which can be described “as an uncrossed desert
and unclimbed ridge, a star that is not reached and the harvest that is sleeping
in the unplowed ground” (Johnson, 1965) has been one of the main goals of all
humanity throughout history. Today, this pursuit for happiness manifests itself in
such expressions as the habits that you have to quit in order to be happy, factors
that will increase your happiness level for a happy life, ways to reach happiness,
the discourses of happiness economy, happiness industry which take its place
in social and educational environments (Bailey, 2009) and educational policies
(Bhutan’s 2011 policy of Educating for Gross National Happiness, Korea’s 2013
policy of Happy Education for All).

“The history of happiness is as old as the history human kind” (McMa-
hon, 2006: p. 1). The concept of happiness has been discussed by various phi-
losophers and researchers and different definitions have been argued. In this
regard, while philosophers such as Socrates, Plato, and Aristotle adopted an
approach advocating that happiness can be achieved with wisdom and similar
virtues, which depend on one’s knowledge of himself and being, and discussed
happiness within the context of eudomonia; such philosophers as Democritus
and Epicurus argued that happiness can be achieved with pleasure and addres-
sed happiness from a perspective of hedonic taste (Cevizci, 1999; Haidt, 2006;
UNESCO, 2016). Contrary to instant happiness acquired by hedonism or pur-
sueing of satisfaction, happiness based on the theory of Ethics for Aristoteteles
Nikomakhos, which examines the fundamental question of how man should live,
‘true happiness’ which is obtained by living a meaningful life is defined as eudo-
monia (Fowers, 2005). According to Aristotle (1997: pp. 14-15), “it is impossible
or not easy to take good actions without some support for living, in order to be
able to define a person as happy, both the whole of virtue and life are necessary;
thus happiness is something divine”. Similarly, Plato described achieving happi-
ness as reaching the immortal or the divine (Platon, 2000). Accordingly, “happi-
ness within the context of eudaimonia does not mean a result or a final situation
as part of the individual’s process of realizing its own nature; but it means that
the individual realizes his virtuous nature and lives as he intended in accordan-
ce with his nature”(Deci and Ryan, 2008: p.2). Neverthless, Democritus, who
adressed happiness from a hedonic perspective, stated that the “happiness of
human depends on himself/herself and that he/she can achieve happiness when
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he acts in a measured manner in the case of pleasures” (Capelle, 1995: p. 192).
Similarly, according to Epicurus, “happiness is pleasure, life’s starting point and
goal”(Epicurus, 1994: p. 128) and people can only achieve happiness if they can
be freed from certain fears and are satisfied with natural satisfaction (Bergsma,
Poot and Liefbroer, 2008). “Hedonism is a perspective that suggests that well-
being depends only on how people feel, and according to hedonism, only positive
experiences are good for man” (Fletcher, 2015: p. 1) and people need to pursue
as much pleasure as possible and avoid pain (Bunnin and Yu, 2004). According
to Veenhoven (2003: p. 437), “hedonism is a way of life, characterised by open-
ness to pleasurable experience and in which pleasure has a very important place
and hedonists are people who are positive about pleasure and harvest the fruits
of pleasure as much as possible™.

With the influence of the positive psychology movement that was put for-
ward in the 1990s, the subject of happiness has started to take an important place
in the literature (Carr, 2011; Haidt , 2006). Academic literature on happiness
often used the concept synonymously with subjective well-being. Recently, the
concept has been discussed within the perspective of qualifications approach and
it has been suggested that happiness can be achieved by acting virtuously and
developing the necessary values and traits (Bailey, 2009; Beebe, 2003). In this re-
gard, positive individual traits such as courage, interpersonal relationships, aest-
hetic sensitivity, forgiveness, perseverance, talent and intelligence and subjective
experiences such as well-being, satisfaction, hope, optimism and happiness was
emphasized more in the definitions of happiness (Seligman and Csikszentmi-
halyi, 2000). Accordingly, the importance of individual traits such as creativity,
perseverance, kindness and team work was laid stress on to increase happiness
(Peterson and Seligman, 2004). Within this context, the literature about happi-
ness has started to be used together with the concepts of well-being, subjective
well-being and life satisfaction, and it has been defined as an umbrella concept
that is synonymous with these concepts (Eid and Diener, 2004; Lu, 2000). In this
sense there are such definitions of happiness as subjective well being of individu-
al (Jiang, Lu and Sato, 2012), life satisfaction (Van Praag, Romanov and Ferrer-
i-Carbonell, 2010); the way individuals evaluate how happy they are or how good
their quality of life is by using their subjective perceptions, in the literature (Ryan
and Deci, 2001; Veenhoven 2008).

Conceptualizing happiness in this way and introducing various definitions
in this direction enabled the concept to be tested and measured by experimen-
tal, quantitative researches, surveys and data collection tools. In this context,
data collection tools were developed to measure the happiness of individuals;
various formulas of happiness have been introduced (Haidt, 2006). Especially
in recent years, as a result of the governments’ paying special attention to the
happiness of their citizens and thus setting the attainment to happiness as an
important goal (Thoilliez, 2011) various global initiatives such as United Na-
tions General Assembly, United Nations Educational, Scientific and Cultural
Organization (UNESCO), Organisation for Economic Co-operation and Deve-
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lopment (OECD) and Economic Cooperation and Development Organization
have placed serious emphasis on the concept of happiness and they accepted
the pursue of happiness as a basic human goal (UNESCO, 2016). In this sense,
happiness and well-being levels of the countries have been attempted to be mea-
sured through various global indices such as the World Happiness Report, Happy
Planet Index, World Values Survey and Better Life Index.

Behind happiness’s being a serious issue that every social policy takes into
consideration worldwide (Van Hal, Bruggeman, Aertsen and Bruggeman, 2017),
the positive relationship which the individuals established with their quality of
life, life force, optimism, originality, self-sensitivity and self-efficacy plays an im-
portant role (Goksoy, 2017). In fact there are various researches in the literature
revealing that happy individuals are more tolerant, open to interaction (Walsh,
Boehm and Lyubomirsky, 2018) make a decision easily (Lyubomirsky, King and
Diener, 2005), perceivie the world as more reliable and feel safer (Fredrickson,
2013) and thus are more successful in several aspects of life such as marriage,
friendship, work life and health (Lyubomirsky, King and Diener, 2005). Accor-
dingly, the concept of happiness which is paid serious importance in the fields
of philosophy, psychology and politics has gained an important place in the field
of education in the current era which both the students and teachers have been
exposed to more change, competition and stress (Tasnim, 2016).

Happiness and education are intimately related: “Happiness should be an
aim of education, and a good education should contribute significantly to personal
and collective happiness”. (Noddings, 2003: p.3). Providing a good educational
environment is only possible with happy schools that improve students’ abilities,
offer them effective learning experiences, raise their energies and happy teachers
and students in these schools (Ale Yasin, 2001). Happy schools are schools where
physical, individual, social-emotional and educational conditions are effectively
offered to students (Talebzadeh ve Samkan, 2011); therefore, it contributes not
only to students’ academic success and effective learning, but also to the deve-
lopment of various skills such as healthy communication, lifelong learning and
self-realization (Bird and Markle, 2012; Boehm and Lyubomirsky, 2008). McCa-
be, Bray, Kehle, Theodore and Gelbar (2011) revealed that happy students have
lower stress levels, higher self-efficacy and social support levels and thus negative
school experiences such as school anxiety, alienation. Also weak relationships
with other students are less common among these students. Within this context,
happy schools with happy students are key in ensuring a healthy and happy fu-
ture for students (UNESCO, 2016). Especially with the increase of researches
and evidences regarding that happiness brings better learning, conceptual defi-
nitions, criteria, and prescriptions for happy schools, happy teachers and happy
students have been introduced in both national and international context in or-
der to create happy schools (Bird and Markle, 2012; Boehm and Lyubomirsky,
2008; Pan and Zhou, 2013; Seligman, Ernst, Gillham, Reivich and Linkins, 2009;
Talebzadeh and Samkan, 2011). In this sense, in order to increase the welfare
and holistic development of learners, “Happy School” project was launched by
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UNESCO in 2014 and happy schools were defined as those that offer better he-
alth, success in future and business life, and thus well-being to learners (UNES-
CO, 2016). This emphasis on learner happiness in happy school definitions and
criteria brought along various surveys which are developed to measure student
welfare, happiness and researches were conducted in this context. Accordingly,
the International Student Assessment Program (PISA) conducted a compre-
hensive study regarding student welfare to measure student happiness and to
examine the relationship between student happiness and learning outcomes in
2015. In this study, which examines the welfare levels of 15-year-old students in
72 countries, the role students” happiness, family, teacher and school community
played in providing quality education for everyone was attempted to be revealed.
In the research which Turkey was among the participating countries, students’
anxiety levels, motivations, expectations, social life at school, home environment
and family-school extracurricular activities were discussed. Research results re-
vealed that the students in Turkey were found to be in the most unhappy student
category with an average of 28.6 % (with a score of 6.2 out of 10) by remaining
below the OECD average and they experienced problems within the context of
belonging to school (OECD, 2017). Among the reasons for the problems experi-
enced by all students, there are such reasons as negative perceptions of students
about their relationships with their teachers, exam and homework anxiety, low
student motivation, future expectation (education), school social life (relations-
hips with friends, belonging to school), bullying, home environment (the family’s
interest, support for student’s school life and socio-economic level of the family),
the way the child spends his out of school time (physical activity and eating ha-
bits, working to contribute to the family budget or helping with housework), use
of information and communication technologies (internet use). Considering
the opinions of the students participating in the research, it was revealed that
happy students have more positive perceptions in their relationships with their
teachers, lower exam and homework anxiety and thus higher motivation, higher
expectations of completing university education; feel more belonging to school
and have higher belonging levels; expose to bullying less; their families are more
concerned and have better socio-economic status; they do more physical activity
and have more regular, healthy eating habits (OECD, 2017). Neverthless, it is
identified that the concept of happiness, which is a vital concept for education
processes, learning and teaching activities is not given enough attention (Bullo-
ugh, 2011; Noddings, 2003; Talebzadeh and Samkan, 2011).

Concerning the related literature, it is determined that researches mostly
focus on such issues as students’ anxiety, stress, and depression and the main sub-
ject areas of positive psychology such as happiness and life satisfaction of child-
ren and young people were not included in the literature until 1990s (Andrews
and Wilding, 2004; Beiter et. all, 2015; Capulcuoglu and Giindiiz, 2013; Kapel,
2004; Oren and Gencdogan, 2007; Uusitalo-Malmivaara, 2012). It was also re-
vealed that the concept of happiness was generally associated with learning,
success and self-efficacy of students; however the perceptions of students about
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happiness were not included in the literature (Asici and Tkiz, 2018; Boehm and
Lyubomirsky, 2008; Certel, Bahadir, Saracaloglu and Varol, 2015; Pan and Zhou,
2013; Schnittker, 2008). It is possible to argue that the abstract and undefined
nature of the concept has an effect on this.

How people define and conceptualize happiness is an important aspect of
researches about happiness and it can affect their behaviors of achieving hap-
piness by offering them the opportunity to evaluate their happiness and identify
their grounds for being happy (Lopez-Perez, Sanchez and Gummerum 2016;
Uusitalo-Malmivaara, 2012). Accordingly, identifying the concept of happiness,
an abstract and complex concept, together with its causes through metaphors are
expected to contribute to the literature in terms of both explaining the concept,
developing ideas related to the concept and providing a richer awareness regar-
ding individuals’ perceptions of happiness and ensuring change. Furthermore,
given that metaphors are one of the effective data collection methods to unders-
tand the inner worlds of children’s happiness and to reveal what they think about
happiness at school, this study is believed to contribute to revealing students’
perceptions about the concept of happiness, which is vital for educational envi-
ronments. Accordingly, following questions were attempted to be answered:

1. What metaphors did students use to express the concept of happiness?
Which conceptual categories are these metaphors collected under in
terms of their common features?

2. What metaphors did students use to express the concept of happiness
at school? Which conceptual categories are these metaphors collected
under in terms of their common features?

Method

This study which aims to determine the views of students about the concept
of happiness through metaphors is designed in descriptive model and was car-
ried out with metaphor analysis, a widely accepted qualitative research method
(Patton, 2014). “When metaphors are used to describe a situation, event and
phenomenon are described as they exist; the use of metaphors as a qualitative
method of data collection corresponds to its descriptive role” (Yildirim and Sim-
sek, 2005: p. 212). Qualitative research allows the use of metaphor in the context
of their own analysis and understanding. In addition, metaphors are also used
in the perception, understanding and description of social realities as they are
effective tools to understand individuals’ feelings, thoughts and understandings
about a particular situation, understanding or subject (Collins and Green, 1990).

As a research tool, metaphors have three important functions: expressive-
ness, effective expression and vitality (Ortony, 1975) and metaphor analysis “by
making a formative effect on individuals’ self-expression (Morgan, 1998: p. 14),
“it allows to reveal meaning and mental images that the interviewees are not
even aware of themselves” (Srivastva and Barrett, 1988: p. 36). “As metaphor
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analysis has an important function as mind settings, which influence our cogni-
tion of the self and the world, provide a reliable and accessible operationalizati-
on of tacit knowledge, provide a holistic representations of understanding and
knowledge and reflect social and cultural processes of understanding, it allows
for a multifaceted research perspective” (Moser, 2000: pp. 4- 6). In addition,
“metaphors provide approaches to uncover key elements of social support, in-
teraction, networking, relationships, and various other social factors, giving the
researcher the opportunity to represent her role in theorizing various explana-
tions and relationships” (Berg, 2001: p. 171) and are widely used to understand,
explain and examine abstract and complex concepts (Jensen, 2006; Low, 2008;
Oxford, Tomlinson, Barcelos, Harrington, Lavine and Saleh, 1998; Yob, 2003).

Within this context, in this research, the answers given by students to two
open-ended questions regarding their feelings and thoughts about happiness and
happiness at school were divided into conceptual categories using qualitative
data analysis methods. Each conceptual category is supported with direct quota-
tions from the answers given by the participants in the questionnaires.

Participants

The study group of the research consists of 188 students studying in secon-
dary and high schools in the Turgutlu, district of Manisa province, during the
2nd semester of 2018 academic year. Snowball sampling method was used to
determine the students in the study group. In the snowball sampling method,
a relationship with one of the individuals in the population is established and
with the help of this person, the other interviewer can be reached, and with the
help of the other interviewer, more interviewers can be reached (Yazicioglu and
Erdogan, 2004). In this context, students who are at secondary and high school
level and who can be obtained in-depth data have been reached and through the-
se students, the other students have been reached. Primary school students are
not included in the study group considering that they may differ in terms of their
developmental characteristics, expectations, needs, conceptualization of events
and phenomena and understanding the expressions used in the data collection
tool. Taking the personal characteristics of students in the research, it was identi-
fied that 138 (71.55%) of the students were female and 50 (24.45%) were male;
their ages ranged between 13 and 18 and 15 of them are 13; 16 of them are 14; 27
of them are 15; 60 of them are 16; 42 of them are 17 and 28 of them are 18 years
old. Also, it was revealed that 158 of them were studying in high schools and 30
of them were studying in secondary schools.

Data Collection Tool

In the first part of the data collection tool used in this research, there are
questions to determine the personal characteristics (gender, age) of the partici-
pants. In the second part of the data collection tool, the students were asked to
complete the following sentences:
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1. “For me, happiness is like....because...”
2. “For me, happiness at school is like....because...”

The reason why the expression of “because” is used here is that the metap-
hors produced are not sufficient to reveal the descriptive power alone. With the
responses given by the participants to the “because” expression, different mea-
nings attributed to the same metaphor and the purpose of using this metaphor
can be revealed (Yildirim and Simsek, 2005). The research data were collected
in written format first and then transferred to the computer and prepared for the
analysis.

Data Analysis

In the analysis of research data, content analysis method was used. “Con-
tent analysis is a research method that provides systematic and objective ways
in order to make valid deductions from verbal, visual or written research data to
identify and quantify a particular phenomenon” (Downe-Wambolt, 1992: p. 314).
Similarly, according to Krippendorff (2004: p. 18), “content analysis is a research
technique which is used to make replicable and valid conclusions from the text
(or a meaningful subject) in its own context”.

Through content analysis, the data and the facts that may be hidden within
the data are attempted to be revealed and defined. The basic process in content
analysis is to gather similar data within the framework of certain concepts and
themes and to organize and interpret them in a way that the reader can unders-
tand (Yildirim and Simgek, 2005). Accordingly, in the first stage, the metaphors
that students produced for the concepts of “happiness” and “happiness at scho-
ol” were examined by the researchers and the metaphors that were produced
were analyzed with the steps of “naming, elimination, recompiling, category de-
velopment, ensuring validity and reliability and calculating frequencies of the
obtained metaphors” as follows:

Naming: In this stage, all metaphors about happiness and happiness at scho-
ol concepts, created by the participants, were alphabetically listed.

Elimination: In this stage, the metaphors created by the participants were
reviewed and the concepts which were not considered as a metaphor in both me-
taphor sentences and the metaphors without a consistent relationship with the
“because” expressions (34) were removed from the list.

Recompiling: In this stage, valid metaphors, obtained after removing the
metaphors that were not meeting the established criteria, were listed in alphabe-
tical order again. Category development: In this stage of the analysis, categories
were formed through examining the metaphors created by the participants about
the concepts of happiness and happiness at school in terms of their common
features.
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Ensuring validity and reliability: In order to ensure the validity and relia-
bility of the research, the data collection tool to be applied to the students was
presented to the opinions of three specialists who conducted studies in the field
of educational sciences and two Turkish teachers to test the adequacy of langu-
age and meaning. Then, the data collection tool was applied to a classroom of
24 students studying at a school out of the sample. After the mock interview, it
was identified that the demographical and open-ended questions in the data col-
lection tool was understood correctly and clearly. In addition, how the analysis
process was carried out was given in detail, direct quotations were used in the
analysis and interpretation of the data and all of the metaphors were included
in the findings section of the research. While direct quotations were given, the
real names of the participants were kept secret, instead the expressions of P1, P2,
P3... .. were used. In order to ensure the reliability of the research, percentage of
fit formula developed by Miles and Huberman (1994) (Reliability= Consensus/
Consensus+disaggrement x 100) and in this regard, the agreement percentage
of the codes under the categories was found as .89. Once the literature is exami-
ned, it can be argued that this value is quite reliable since the percentage of ag-
reement of 70% and above is accepted as reliable (Miles and Huberman, 1994).
Also, in order to ensure the internal reliability of the research, the opinions of
three experts in the field of educational administration were asked for and it was
revealed that the experts also agreed on the categories and the metaphors under
these categories.

Calculating frequencies of the obtained metaphors: At this stage of the
analysis, the number of metaphors at each category and the frequencies of the
participants who produced these metaphors were calculated.

Findings

In this part of the research, findings regarding the metaphors that students
produced about the concepts of happiness and happiness at school are presented
in related titles.

Findings regarding the metaphors that students produced about
the concept of happiness

According to the general findings obtained from the research, a total of 95
valid metaphors, related to the concept of “happiness” and are consistent with
the reason statements were produced by the students and these metaphors were
collected under 14 conceptual categories. These conceptual categories were na-
med as “a temporary emotion, a soothing emotion, an emotion which is hard to
reach, an emotion that requires effort, a pleasing emotion, an ambiguous emo-
tion, a state of freedom, a state of routine, an increasing emotion, an emotion of
innocence, an emotion of infinity, an exciting emotion, a sense of loneliness”. A
total of 53 metaphors were produced in the categories of “a temporary emotion,
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a soothing emotion, an emotion which is hard to reach” and these metaphors
made up more than half the total number of metaphors. “Butterfly” metaphor
(f=4) that was produced in the category of “a temporary emotion” became the
most commonly referred metaphor by the participants. Conceptual categories
used in defining happiness, the number of metaphors produced and the frequ-
encies of the number of participants producing these metaphors are presented
in Table 1.

Table 1.
Conceptual Categories, the Number of Metaphors and the Frequencies of Participants

Conceptual categories The number of metaphors Frequencies
Happiness as a temporary emotion 24 28

Happiness as a soothing emotion 15 16

—_
(O8]

Happiness as an emotion which is hard to reach 13
Happiness as an emotion that requires effort
Happiness as a pleasing emotion

Happiness as an ambiguous emotion

Happiness as a state of freedom

Happiness as a state of routine

Happiness as an emotion of innocence
Happiness as an emotion of infinity

Happiness as an exciting emotion

N W WA AN

6
5
6
5
5
Happiness as an increasing emotion 4
4
3
3
2

Happiness as a sense of loneliness
Total 95 102

Happiness as a temporary emotion

In the category of happiness as a temporary emotion, 28 participants pro-
duced a total of 24 metaphors. The metaphors produced in this category and
their frequencies are as follows: love (f=1), balloon (f=1), glass jar (f=1), flower
(f=1), ice-cream (f=1), ferris wheel (f= 1), bread (f=1), the calm before the
storm (f=1), rainbow (f=1), sun (f=1), firework (f=1), coke without cap (f=1),
butterfly (f=4), fairy tale (f=2), candle (f=1), my nail polishes (f=1), Money
(f=1), dream (f=1), hours (f=1), candy (f=1), pen (f=1), tv serial (f=1), drug
(f=1), newly bought dress (f=1). Some of the metaphors produced in this cate-
gory are given in the following statements:

“For me happiness is like a fairy tale because it is like once upon a time.”
(P5)

“For me happiness is like a butterfly because like a buttefly’s lifespan, it is
very short.” (P99)
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“For me happiness is like coke without cap because as the fizz and taste
of the coke without cap is immediately lost, the happiness gets away from us
quickly.” (P9)

“For me happiness is like a drug because it is a momentary pleasure and
later life of course asks for the return of it and makes you regret.” ( P90)

“For me happiness is like the calm before the storm because the happiness
does not last long and then something bad happens.” (P177)

Happiness as a soothing emotion

In the category of happiness as a soothing emotion, 16 participants produ-
ced a total of 15 metaphors. The metaphors produced in this category and their
frequencies are as follows: my dad (f=1), spring evenings (f=1), walking in a
spring day (f=1), riding a bike (f=1), sky (f=1), spring(f=1), cat (f=2), reading
(f=1), amusement park (f=1), music (f=1), namaz (a ritual worship in Islam)
(f=1), being with your loved one (f=1) hot drink (f=1), sleep (f=1), listening to
the sound of rain (f=1). Some of the metaphors produced in this category are
given in the following statements:

“For me happiness is like a cat because it is something which is sweet, soot-
hing and makes me laugh.” (P102)

“For me happiness is like namaz because it makes me feel at peace with the
world.” (P61)

“For me happiness is like listening to the sound of rain because it relieves
me.” (P165)

“For me happiness is like the season of spring because when we are happy,
we become very peaceful and blossom like a flower.” (P184)

Happiness as an emotion which is hard to reach

In the category of happiness as an emotion which is hard to reach, 13 parti-
cipants produced a total of 13 metaphors. The metaphors produced in this cate-
gory and their frequencies are as follows: fish (f=1), diamond (f=1), retirement
(f=1), go on a pilgrimage to mecca (f=1), being drunk on the first sip (f=1),
drone (f=1), tightrope walker (f=1), kebap (f=1), butterfly (f=1), a diamond
mined in a coal mine (f=1), a white dot on a black page (f=1), travelling by taxi
(f=1), volcano (f=1). Some of the metaphors produced in this category are given
in the following statements:

“For me happiness is like going on a pilgrimage to mecca because you expect
for your turn and when it is finally your turn, you are already dead.” (P19)

“For me happiness is like a drone because even if you do not see it, it is alre-
ady there, I hope it shows its face us as well.” (P14)
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“For me happiness is like a tightrope walker because she keeps her balance
hardly; however if she becomes succesful, she can go to the last end of the rope.”
(P114)

“For me happiness is like kebap for the dinner because you can not always
find it.” (P8)

Happiness as an emotion that requires effort

In the category of happiness as an emotion that requires effort, 6 partici-
pants produced a total of 6 metaphors. The metaphors produced in this category
and their frequencies are as follows: flower (f=1), retirement (f=1), football
(f=1), rose (f=1), maths (f=1), high-heeled shoes (f=1). Some of the metap-
hors produced in this category are given in the following statements:

“For me happiness is like a flower because if you give the flower enough
water, it will not fade, it will stay alive.” (P17)

“For me happiness is like high-heeled shoes because they are nice; however
it is difficult to walk with them.” (P118)

“For me happiness is like retirement because in the end you get the value of
your labor, happiness is also the result of an action.” (P20)

Happiness as a pleasing emotion

In the category of happiness as a pleasing emotion, 5 participants produ-
ced a total of 5 metaphors. The metaphors produced in this category and their
frequencies are as follows: a glass of sugared tea (f=1), chocolate(f=1), candy
floss (f=1), trampoline (f=1), watching foreign series/movies (f=1. Some of the
metaphors produced in this category are given in the following statements:

“For me happiness is like candy floss because it gives pleasure.” (P154)

“For me happiness is like trampoline because first you feel the excitement
and then the pleasure.” (P80)

“For me happiness is like a glass of sugared tea because the delight which a
hot tea is utterly different.” (P124)

Happiness as an ambiguous emotion

In the category of happiness as an ambiguous emotion, 6 participants produ-
ced a total of 6 metaphors. The metaphors produced in this category and their
frequencies are as follows: idle class session (f=1), sofa bed (f=1), death(f=1),
stroke of luck (f=1), journey(f=1), sea (f=1) Some of the metaphors produced
in this category are given in the following statements:

“For me happiness is like an idle class session because it uncertain when you
will have it.” (P63)
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“For me happiness is like sofa bed because it is not certain what it is. Is it a
bed or sofa? Nobody knows what happiness is.” (P10).

“For me happiness is like stroke of luck it is not certain when and who will
hit the jackpot. ” (P17).

“For me happiness is like sea because it is not certain what it will be like:
Sometimes it is rough and stormy but sometimes it is calm and an infinite peace.”
(P109)

Happiness as an emotion of freedom

In the category of happiness as an an emotion of freedom, 6 participants
produced a total of 5 metaphors. The metaphors produced in this category and
their frequencies are as follows: riding a bike (f=1), bird (f=2), after school time
(f=1), kite (f=1), summer holiday (f=1). Some of the metaphors produced in
this category are given in the following statements:

“For me happiness is like riding a bike because I can wander freely on two
wheels.” (P117)

“For me happiness is like after school time because the discipline of school
is very meaningless.” (P149).

Happiness as a state of routine

In the category of happiness as a state of routine, 5 participants produced
a total of 6 metaphors. The metaphors produced in this category and their fre-
quencies are as follows: coke (f=1), chocolate (f=2), milk with chocolate (f=1),
banana(f=1), cigarette (f=1). Some of the metaphors produced in this category
are given in the following statements:

“For me happiness is like chocolate because it causes addiction.” (P134)

“For me happiness is like cigarette because once you smoke it, it causes ad-
diction and you always want to smoke.”(P12)

Happiness as an increasing emotion

In the category of happiness as an increasing emotion, 4 participants produ-
ced a total of 4 metaphors. The metaphors produced in this category and their
frequencies are as follows: amoeba (f=1), chocolate (f=1), covalent bond (f=1),
pomegranate(f=1). Some of the metaphors produced in this category are given
in the following statements:

“For me happiness is like amoeba because as amoeba increases in a suitable
environment, happiness can increase in a suitable environment as well.” (P18)

“For me happiness is like covalent bond because it will increase and flou-
rish.” (P157).
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Happiness as an emotion of innocence

In the category of happiness as an emotion of innocence 4 participants pro-
duced a total of 4 metaphors. The metaphors produced in this category and
their frequencies are as follows: baby (f=1), child (f=1), joy of a small kid (f=1),
water (f=1). Some of the metaphors produced in this category are given in the
following statements:

“For me happiness is like water because it is pure, clean and lovely.” (P84)

“For me happiness is like baby because they never think of troubling things,
they are happy as they have not encountered the facts of life.”(P173)

Happiness as an emotion of infinity

In the category of happiness as an emotion of infinity, 3 participants produ-
ced a total of 3 metaphors. The metaphors produced in this category and their
frequencies are as follows: sea (f=1), ocean (f=1), time (f=1). Some of the me-
taphors produced in this category are given in the following statements:

“For me happiness is like sea because it is infinite and beautiful like the
blue.” (P2)

“For me happiness is like time because it slips by and is interminable.”
(P169)

Happiness as an exciting emotion

In the category of happiness as an exciting emotion, 3 participants produced
a total of 3 metaphors. The metaphors produced in this category and their fre-
quencies are as follows: watching a football match (f=1), heart of a bird (f=1),
newsbreak (f=1). Some of the metaphors produced in this category are given in
the following statements:

“For me happiness is like a newsbreak because it gets you excited.” (P13)

“For me happiness is like heart of a bird because it gets me excited. No
matter how small its appearance is, it creates excitement and happiness on me.”
(P120)

Happiness as a sense of loneliness

In the category of happiness as a sense of loneliness, 2 participants produ-
ced a total of 2 metaphors. The metaphors produced in this category and their
frequencies are as follows: a dark box (f=1), my earphones (f=1). Some of the
metaphors produced in this category are given in the following statements:

“For me happiness is like a dark box because the times I have the most fun
are the times I stay alone and when I am isolated from the society.” (P155)

316



Metaphoric Expressions and Happiness

Findings regarding the metaphors that the students produced abo-
ut the concept of happiness at school

According to the general findings obtained from the research, a total of 86
valid metaphors, related to the concept of “happiness at school” and are consis-
tent with the reason statement were produced by the students and these metap-
hors were collected under 13 conceptual categories. These conceptual categori-
es were named as “a temporary emotion, an impossible emotion, an emotion
which is hard to reach, a state of obligation, a state of freedom, an expression
of unfavourable experience, an expression of enriching experience, a change-
able emotion, the expression of sharing, an emotion of hopelessness, a status
of addiction, a virtual emotion, a compulsory form of relationship”. A total of
46 metaphors were produced in the categories of “an impossible emotion, an
emotion which is hard to reach and a state of obligation” and these metaphors
made up approximately half the total number of metaphors. “Idle class session
” metaphor (f=8) that was produced in the category of “a state of freedom”
became the most commonly referred metaphor by the participants. Conceptual
categories used in defining happiness, the number of metaphors produced and
the frequencies of the number of participants producing these metaphors are
presented in Table 2.

Table 2
Conceptual Categories, the Number of Metaphors and the Frequencies of Partici-
pants

Conceptual categories The number  Frequencies
of metaphors of participants

Happiness at school as a temporary emotion 13 19
Happiness at school as an impossible emotion 13 13
Happiness at school as an emotion which is hard to reach 10 10
Happiness at school as a state of obligation 10 11
Happiness at school as a state of freedom 6 13
Happiness at school as an expression of unfavourable experience 6 6
Happiness at school as an expression of enriching experience 6 6
Happiness at school as a changeable emotion 5 5
Happiness at school as the expression of sharing 5 5
Happiness at school as an emotion of hopelessness 4 4
Happiness at school as a status of addiction 4 4
Happiness at school as a virtual emotion 2 2
Happiness at school as a compulsory form of relationship 2 2
Total 86 100
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Happiness at school as a temporary emotion

In the category of happiness at school as a temporary emotion, 19 par-
ticipants produced a total of 13 metaphors. The metaphors produced in this
category and their frequencies are as follows: fire (f=1), speed of light (f=1),
butterfly (f=1), lifespan of a butterfly (f=2), petrol (f=1), dream (f=1), hours
(f=2), time bomb (f=1) , chewing gum (f=2) water (f=3), surprize (f=2), tara-
wih prayer (f=1), summer rain (f=1). Some of the metaphors produced in this
category are given in the following statements:

“For me happiness at school is like a time bomb because you know that it
will go off immediately but you can not know when it will happen.” (P15)

“For me happiness at school is like a tarawih prayer because it finishes qu-
ickly. ” (P63)

“For me happiness at school is like speed of light because it comes and goes
in an instant.” (P79)

“For me happiness at school is like water because it flows and finishes qu-
ickly.” (P176)

Happiness at school as an impossible emotion

In the category of happiness at school as an impossible emotion, 13 partici-
pants produced a total of 13 metaphors. The metaphors produced in this cate-
gory and their frequencies are as follows: America (f=1), sea in Ankara (f=1)
putting a ladder to the moon (f=1), a Christian who missed the friday prayer
(f=1), water in desert (f=1), not to sin (f=1), a song I have never heard (f=1),
talking dog (f=1), angels (f=1), money (f=1), platinum mine (f=1), dream
(f=1), snowing in summer (f=1). Some of the metaphors produced in this cate-
gory are given in the following statements:

“For me happiness at school is like America because it is the dream of every-
body but nobody can realize that dream.” (P13).

“For me happiness at school is like a Christian who missed the friday prayer
because because there is no happiness in school just as there is no Christian mis-
sing the Friday prayer.” (P10)

“For me happiness at school is like platinum mine because just as there are
not any platinum mines in our country, there is not any happiness at school.”
(P12).

“For me happiness at school is like angels because there are not any angels
and they are invisible.” (P30)

“For me happiness at school is like putting a ladder to the moon because cry
for the moon but do not cry for happiness at school.” (P16).
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Happiness at school as an emotion which is hard to reach

In the category of happiness at school as an emotion which is hard to re-
ach, 10 participants produced a total of 10 metaphors. The metaphors produced
in this category and their frequencies are as follows: elevator (f=1), my father
(f=1), municipality bus (f=1), groom’s shaving (f=1), mountain (f=1), bridal
hair style (f=1) , sun (f=1), a little smile (f=1), stork (f=1), dream (f=1). Some
of the metaphors produced in this category are given in the following statements:

“For me happiness at school is like a groom’s shaving because just as groom’s
shaving costs a lot, happiness at school is hardly achieved and costs us a lot.”
(P14)

“For me happiness at school is like a stork because you see it only once a
year.” (P62).

“For me happiness at school is like a little smile because only when I get a
high grade from the exam, I smile.” (P177).

Happiness at school as a state of obligation

In the category of happiness at school as a state of obligation, 11 participants
produced a total of 10 metaphors. The metaphors produced in this category and
their frequencies are as follows: hot pepper (f=1), tomato sauce (f=1), night
(f=1), pencil (f=1), celery (f=1), water, (f=2), oxygen (f=1), cucumber (f=1),
God (f=1), having dinner (f=1). Some of the metaphors produced in this cate-
gory are given in the following statements:

“For me happiness at school is like God because I believe there is God, I
hope so, but there is none. You feel obliged to believe, but this is self-deception,
it is a must.”(P90).

“For me happiness at school is like celery because it is essential and nutriti-
ous but tasteless.” (P5).

“For me happiness at school is like oxygen because we also need to enjoy in
that boring environment.” (P80).

Happiness at school as a state of freedom

In the category of happiness at school as a state of freedom, 13 participants
produced a total of 6 metaphors. The metaphors produced in this category and
their frequencies are as follows: Physical education course (f=1), idle class ses-
sion (f=8), the joy of a man coming out of prison (f=1), bird in the trap (f=1),
lunch break (f=1), break time (f=1).Some of the metaphors produced in this
category are given in the following statements:

“For me happiness at school is like idle class session because I am just like a
free bird in idle class sessions.”(P160).
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“For me happiness at school is like a bir in the trap because there are a lot
of restrictions and there is no technology.” (P116)

“For me happiness at school is like the joy of a man coming out of prison be-
cause getting out of the school and getting freedom is a great pleasure.” (P120).

Happiness at school as an expression of unfavourable experience

In the category of happiness at school as an expression of unfavourable ex-
perience, 6 participants produced a total of 6 metaphors. The metaphors pro-
duced in this category and their frequencies are as follows: spicy steak tartar a la
turca (f=1), arabesque song (f=1), fire (f=1), game (f=1), hot pepper (f=1),
eraser (f=1). Some of the metaphors produced in this category are given in the
following statements:

“For me happiness at school is like an eraser because it erases good memo-
ries in my life.”(P98)

“For me happiness at school is like spicy steak tartar a la turca because whi-
le the school is good at first, exam time may be a problem.” (P82).

Happiness at school as an expression of enriching experience

In the category of happiness at school as an expression of enriching experi-
ence, 6 participants produced a total of 6 metaphors. The metaphors produced
in this category and their frequencies are as follows: hot pepper (f=1), stuffed
green pepper (f=1) the world (f=1), chewing gum that is sour at first but later
gets sweeter (f=1), pomegranates (f=1), my fingernail polishers(f=1). Some of
the metaphors produced in this category are given in the following statements:

“For me happiness at school is like stuffed green pepper
because it includes in various spices just as the school includes a great variety of
knowledge.” (P112).

“For me happiness at school is like chewing gum that is sour at first but later
gets sweeter because the school is the same, it gets sweeter as you go inside.”
(P57).

Happiness at school as a changeable emotion

In the category of happiness at school as a changeable emotion, 5 partici-
pants produced a total of 5 metaphors. The metaphors produced in this category
and their frequencies are as follows: tree (f=1), ask-1 memnu (the name of a
Turkish tv serial) (f=1), shared taxi (f=1), weather forecast (f=1) mathematics
(f=1). Some of the metaphors produced in this category are given in the follo-
wing statements:

“For me happiness at school is like agk-1 memnu because it is not certain
when and what will happen.” (P162)
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“For me happiness at school is like weather forecast because sometimes it
warms you up; but sometimes it wets you.”(P172).

Happiness at school as the expression of sharing

In the category of happiness at school as an increasing emotion, 5 partici-
pants produced a total of 5 metaphors. The metaphors produced in this cate-
gory and their frequencies are as follows: butterfly (f=1), the course of chemistry
(f=1) tangerine (f=1), deskmate (f=1), jigsaw puzzle (f=1). Some of the me-
taphors produced in this category are given in the following statements:

“For me happiness at school is like deskmate because you share everything
with her” (P1).

“For me happiness at school is like tangerine because it is a fruit that emits
smell when it is peeled.” (P129).

Happiness at school as an emotion of hopelessness

In the category of happiness at school as an emotion of hopelessness, 4 par-
ticipants produced a total of 4 metaphors. The metaphors produced in this ca-
tegory and their frequencies are as follows: the room of which the lights are not
switched on (f=1) cancer patient (f=1), black train (f=1), condolence (f=1).
Some of the metaphors produced in this category are given in the following sta-
tements:

“For me happiness at school is like a cancer patient because you know that
he will not get better but you still expect for happiness at school.”(P13)

“For me happiness at school is like condolence because actually you are sad
but you still expect that he will come even if you know that he will not.” (P15)

Happiness at school as a status of addiction

In the category of happiness at school as a status of addiction, 4 participants
produced a total of 4 metaphors. The metaphors produced in this category and
their frequencies are as follows: hot pepper (f=1), sunflower seeds (f=1), mobile
phone (f=1), youtube(f=1). Some of the metaphors produced in this category
are given in the following statements:

“For me happiness at school is like hot pepper because although you do not
like it, it makes you feel strange. The hot pepper is the same, no matter how hot
it is, you can not stop yourself from eating it.” (P59).

“For me happiness at school is like youtube because once you access it, you
can not get out of it.” (P89)
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Happiness at school as a virtual emotion

In the category of happiness at school as a virtual emotion, 2 participants
produced a total of 2 metaphors. The metaphors produced in this category and
their frequencies are as follows: women who make up (f=1), crocodile tears
(f=1). Some of the metaphors produced in this category are given in the follo-
wing statements:

“For me happiness at school is like women who make up because you know
that it is not her but you still believe. Happiness at school is just the same.” (P17)

Happiness at school as a compulsory form of relationship

In the category of happiness at school as a compulsory form of relationship,
2 participants produced a total of 2 metaphors. The metaphors produced in this
category and their frequencies are as follows: cyclical alliance (f=1), customer-
seller relationship (f=1). Some of the metaphors produced in this category are
given in the following statements:

“For me happiness at school is like cyclical alliance because it is a relations-
hip based on mutual interests.” (P85)

Considering the metaphors that the students produced regarding the hap-
piness and happiness at school, it is revealed that the metaphors produced and
the categories to which they belong generally show similarity and the students
defined the happiness and happiness at school as temporary, hard to reach, chan-
geable and increasing emotion and perceived them as a status of freedom. Ne-
verthless, another important finding of the research is that while the metaphors
that students produced for the concept of happiness at school have mostly nega-
tive characteristics, the metaphors regarding happiness have more positive cha-
racteristics. Within this context, while the students generally defined happiness
as a soothing, exciting, pleasing, infinity and innocence emotion; they defined
happiness at school as an impossible, virtual emotion and a status of obligation,
hopelessness and addiction. As a matter of fact, once the findings that do not fall
into any category or have no metaphor expression are examined, it was revealed
that the students mostly associated happiness at school with their friends as an
expression of sharing (f: 12), they defined happiness with idle class sessions (f:12)
and they thought that there is no happiness at school (f:7) and described the
school with such expressions as hell, torture, etc.

Discussion, Conclusions and Suggestions

In this study, it is aimed to reveal students’ opinions about happiness and
happiness at school through metaphors. Within this context, metaphors produ-
ced regarding happiness were collected under the categories of “a temporary
emotion, a soothing emotion, an emotion which is hard to reach, an emotion
that requires effort, a pleasing emotion, an ambiguous emotion, a state of fre-
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edom, a state of routine, an increasing emotion, an emotion of innocence, an
emotion of infinity, an exciting emotion, a sense of loneliness”. Similarly, metap-
hors produced regarding happiness at school were collected under the categories
of “atemporary emotion, an impossible emotion, an emotion which is hard to
reach, a state of obligation, a state of freedom, an expression of unfavourable
experience, an expression of enriching experience, a changeable emotion, the
expression of sharing, an emotion of hopelessness, a status of addiction, a virtual
emotion, a compulsory form of relationship”.

Accordingly, once the metaphors and the categories created by the stu-
dents about the concepts of happiness and happiness at school are considered
as a whole, it is revealed that the students perceive both happiness and hap-
piness at school as an emotion which is temporary, hard-to-reach, increa-
sing through the sharings with their friends and a state of freedom. Thoilliez
(2011), in his study which aims to reveal the meaning of happiness for child-
ren, identified that while children perceive happiness as a gift or something
to be accomplished in the beginning, with the adolescence period, they start
to perceive happiness as a valuable goal that they should do something to ac-
hieve it and they are more deliberate towards happiness. In this sense, it can
be argued that the study group of this research’s consisting of students aged
13-18, mainly 16-17 years of age corroborates the metaphors in the categori-
es of “happiness as a temporary and hard-to-reach emotion”. In addition,
the students’ defining both happiness and happiness at school as an increasing
emotion and a status of freedom and producing metapors in this regard can be
explained with the fact that students of this age group generally define happiness
through interpersonal relations and perceive happiness as a state of freedom. In
this regard, various studies in the literature have revealed that students of this
age group conceptualize happiness in the context of their relationships with their
peers and friends (Freire et al., 2013) and define them in the context of freedom
or autonomy (Lopez-Perez, Sanchez and Gummerum, 2016). Nevertheless, once
the metaphors produced about the concepts of happiness and happiness at scho-
ol are considered independently, as can be understood from both the metaphors
produced and the names given to the categories, it is clearly seen that while the
metaphors regarding happiness generally have more positive characteristics; the
metaphors for the concept of happiness at school have more negative characte-
ristics. It was revealed that while the students described happiness as “temporary,
soothing, hard to reach, requiring effort, a pleasing, ambiguous, increasing, ex-
citing and defined it with the concepts of “freedom, routine, innocence, infinity,
loneliness”; they described happiness at school as “temporary, impossible, hard
to reach, changeable, enriching, virtual and defined it with the concepts of “obli-
gation, freedom, an expression of unfavourable experience, hopelessness, addic-
tion, a compulsory form of relationship” and produced metaphors accordingly.

In addition, considering the metaphors produced by students regarding the
concepts of happiness and happiness at school in the category of “happiness as
a status of freedom”, it is seen that while the students produced metaphors such
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as bird, kite, and cycling related to the concept of happiness; they produced such
metaphors as “idle class sessions, physical education courses, lunch breaks, break
time, the joy of a man who leaves the prison, and the bird in the trap” related
to the concept of happiness at school in the same category. Moreover, once the
expressions produced by students which do not have the characteristics of being
a metaphor or do not fall into any category are examined, it is revealed that stu-
dents perceive happiness at school as if there was not any kind of happiness at
school and associated happiness at school with empty lessons.

In the light of all these findings, it can be argued that the students are gene-
rally not happy at school, perceive school as a compulsory place that restricts the-
ir freedom and associate happiness at school with out of school/lesson time such
as idle class sessions, lunch breaks, break time, summer holidays and after school
time. In fact, in the study of Saban (2008), students also defined the school as “a
discipline and control center” and explained this definition with such metaphors
as “prison, hippodrome, cage, a boring place and a country ruled by the king-
dom”. Similarly, in various studies in the literature, it was identified that students
perceived the school as a place of pressure (Ozdemir, 2012) and they defined
being a student as a status of “slavery, imprisonment and guinea pig” (Saban,
2009). In another study which discussed the metaphors produced by the gifted
students about the schools they attend (Aslan and Dogan, 2016), gifted students
defined the school with such metaphors as “cage, zoo, hell, horror movie, robot,
racetrack, life-draining and they considered the school as a racing circuit and a
competition area, a constituent which is frightening and prevents from thinking.
Accordingly, considering both the metaphors produced by the students in the
literature and the metaphors produced by the students about the concepts of
happiness and happiness at school in this study, it can be argued that the students
do not have very positive emotions about the school, they perceive the school as
a form of compulsory relationships and dependency, and therefore they can not
feel happy and free at school.

In several studies which happiness perceptions of university students, ado-
lescents and children in literature, it was revealed that freedom and autonomy
were found to be one of the determining factors of happiness (Delle Fave, Brdar,
Freire, Vella-Brodrick and Wissing, 2011; Giacomoni, Souza and Hutz, 2014).
In parallel with these findings, Uusitalo-Malmivaara (2012) identified that the
three factors that make the students around 11-16 years old happy most, were
‘success in school, more free time and success in a hobby. Similarly, Csikszent-
mihalyi and Hunter (2003) revealed that the happiness of the adolescents dec-
reased while studying. In this regard, considering both the researches about the
happiness of students and the findings of this research, it can be argued that
behind the unhappiness of students and negative perceptions of them towards
schools, there is the perception of schools’ not being an area of freedom but an
obligation. As a matter of fact, the number of daily course hours of secondary
school students who constitute the majority of the participant group of this study
(n: 158) is 8-10 and the number of hours per week varies between 40-45 hours.
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When the training courses in which the students are included after school are
added to this number, it is seen that the students spend almost half of their days
at school and do not have their own free time. In addition, findings regarding the
students’ perceptions of happiness at school as a form of compulsory relations-
hip, a status of obligation and addiction can be interpreted in a way that students
experience problems in terms of relationships in school and they do not feel be-
longing to the school.

In fact according to the data of PISA 2015 in which Turkey was confirmed
as the country having most unhappy students, students in Turkey delivered ne-
gative opinions about the characterisitcs of teacher-student relationships, scho-
ol / classroom discipline and school belonging and remained below the OECD
average (OECD, 2017). However, according to Baker, Terry, Bridger, and Win-
sor (1997: p. 589), the student’s perception of school as a personally supportive
community plays a crucial role in satisfaction towards school and completing it.
In this sense, it can be argued that students who have a high perception of social
support regarding the school and have more positive perceptions within the con-
text of interpersonal relations can be happier and more successful at school. Ac-
cordingly, it is an expected situation that perceptions of academic efficacy, teac-
her support and general happiness of Finnish students, who achieved the highest
success in international school evaluation programs such as PISA, are important
predictors of global happiness perceptions (Gilman and Huebner 2006; Suldo et
al. 2006, 2008, 2009; Cited by: Uusitalo-Malmivaara, 2012). It is already known
that in Finland which is selected as the happiest country in the world according to
the data of PISA 2015 and has attracted attention with its success in PISA exams
since 2000, the number of course hours range between 19-32 per week, free time
is given utmost importance and going out during class time is frequently encoura-
ged at secondary level (Dincer, 2017). Within this context, the policies and prac-
tices which will provide the students with more freedom and free time should be
brought into action as soon as possible. Indeed, schools are not only places where
students acquire academic skills, but also social environments where they can
develop the social and emotional skills they need to succeed (OECD, 2017: p. 3)
and the creation of these social environments also requires more free, free time.

Based on the discourse that “happy students are the best learners” (Nod-
dings, 2003: p. 2), the energy which is expended on the question of why the
students in Turkey fail in PISA exams should be redirected to find the reasons
for students’ unhappiness. In this study which aims to reveal the perceptions
of students about happiness and happiness at school through metaphors, only
the current situation was described. However, in order to increase the students’
happiness at school and ensure them to have a happier life accordingly, the re-
asons for the students’ unhappiness should be revealed in detail. In this sense,
PISA 2015 findings should be taken into consideration in revealing the reasons
for students’ unhappiness and such areas which are perceived as problematic in
terms of students’ happiness as lessons, homework and exam anxiety, the quality
of teacher-student relationships, school / classroom discipline, and belonging to
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school should be placed greater emphasis. Within this context, considering that
students’ lesson, homework and exam anxiety pose one of the biggest challenges
for their happiness, some kind of change should be implemented in the asses-
ment and evaluation process in Turkey and alternative methods should be deve-
loped to the current examination system. In addition, in order to enable the stu-
dents to have more free time, the number of course hours should be reorganized
and thus reduced. What is more, taking the facts that teacher’s happiness is an
important predictor of student’s happiness and thus succes (Bakker, 2005; Van
Hall, Bruggeman, Aertsen and Bruggeman, 2017) and teacher’s happiness plays
a significant role in creating a supportive class environment and teacher-student
relationships (Jennings and Greenberg, 2009) into consideration, education po-
licies which enable the teachers to feel happier should be developed. Reducing
the students’ school anxiety and thus increasing their motivation for learning can
only be realized with happy teachers who will build a trust-based relationship
with students (TEDMEM, 2017).

In the 215 century when insecurity, inequality, poverty, conflict, and hence
the stress of life, are increasing more and more, it is expected from the education
systems to train the students in a way to cope with these problems and consider
the schools not only as an educational institution but also as an environment
which contributes to the sudents’ social and emotional development (Sezer and
Can, 2019). In this regard, it must be kept in mind that all of the struggles ig-
noring the hope and happiness of students and teachers but aiming to increa-
se teachers’ competences, students’ learning and thus schools’ performance will
inevitably fail (Bullough, 2011: p. 17) and teachers and students’ happiness sta-
tus should be put more emphasis in both policies and practices and literature.
Accordingly, it is suggested that qualitative and mixed method studies that will
enable the students to present their views in more detail are conducted in order
to reveal the reasons for the unhappiness of students. Lastly, in order to develop
a full picture of students” happiness/unhappiness status, teachers’ happiness/un-
happiness status and reasons for their happiness which have an important role in
predicting students” happiness should also be determined.
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GIRIS

“Mutluluk bir alegori, mutsuzluk ise hikayedir”

Tolstoy

“Geg¢ilmemis bir ¢ol, tirmanilmamus bir tepe, ulagiimamuis bir yildiz ve stiriil-
memig bir tarlada uyuyan hasat” (Johnson, 1965) olarak tanimlanabilecek mut-
luluk kavramu tarih boyunca tiim insanligin temel arayislarindan biri olmustur.
Giintimiizde de bu mutluluk arayist kendisini “mutlu olmaniz i¢in birakmaniz ge-
reken aligkanliklar, mutlu bir yagsam icin mutluluk diizeyinizi arttiracak faktorler,
mutluluga ulagma yollar1” gibi ifadelerde, sosyal ve egitsel ortamlarda kendine
yer edinmeye baslamig olan mutluluk ekonomisi, mutluluk endiistrisi soylemle-
rinde (Bailey, 2009), egitim politikalarinda (2011 Bhutan Gayri Safi Mutluluk
icin Egitim Politikasi, 2013 Kore Cumhuriyeti Herkes i¢cin Mutlu Egitim Politi-
kasi) gOstermektedir.

Mutlugun tarihi, insanlik tarihinin kendisi kadar eski olup (McMahon, 2006:
s. 1), mutluluk kavramu ¢esitli diisiiniirler ve arastirmacilar tarafindan ele alinmig
ve bu kapsamda farkli tanimlar ileri siiriilmiistiir. Sokrates, Platon ve Aristote-
les gibi cesitli diistiniirler, mutluluga, kisinin kendisine ve varliga iligkin bilgisine
bagl olan bilgelik ve benzeri erdemlerle erisilebilecegini savunan ve mutlulu-
gu eudomonia baglaminda ele alan bir yaklagimi benimserken; Demokritos ve
Epikiiros gibi cesitli diisiiniirler mutluga hazla ulagilabilecegini savunmus ve
mutlulugu hedonik zevke ait bir perspektiften ele almiglardir (Cevizci, 1999; Ha-
idt, 2006; UNESCO, 2016). Temelleri insanin nasil yasamasi gerektigi sorusunu
inceleyen Aristoteteles’in Nikomakhos’a Etik kuramina dayanan mutluluk, he-
donizm ya da tatmin arayisi ile edinilen anlik mutluluklarin tersine, anlaml bir
hayat yasamakla edinilen ‘gercek mutluluk’, eudomonia, olarak tanimlanmistir
(Fowers, 2005). Aristoteles’e gore (1997: ss. 14-15), “yasamak icin yeterli bazi
destekler olmadan, iyi eylemlerde bulunmak olanaksizdir ya da pek kolay degil-
dir, bir insana mutlu diyebilmek icin hem erdemin tami, hem de yasamin tami
gereklidir; bu nedenle de mutluluk tanrisal bir seydir.” Benzer bir bicimde, Pla-
ton da mutluluga ulasmay1 6limsiiz olana ya da tanrisal olana ulagmak olarak
betimlemistir (Platon, 2000). Bu dogrultuda, eudomonia baglaminda mutluluk,
“bireyin kendi dogasini gerceklestirme siirecinin bir parcasi olarak bir sonug ya
da son durum degil; bireyin erdemli dogasini gerceklestirmesi ve dogasina uy-
gun bir bicimde hedefledigi gibi yasamas1” demektir (Deci ve Ryan, 2008: s. 2).
Bununla beraber, mutlulugu hedonik bir perspektiften ele alan Demokritos ise,
“insanin mutlulugunun kisinin kendisine bagli oldugunu ve hazlar s6z konusu
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oldugunda eylemlerinde 6l¢iilii bir sekilde davrandiginda mutluluga ulasabilece-
gini” ifade eder (Capelle, 1995: 5.192). Benzer bir bicimde, Epikiiros’a gore de
“mutluluk ve haz yasamin baglangi¢ noktasi ve hedefidir” (Epicurus, 1994: s. 128)
ve insanlar ancak belli korkularindan 6zgiirlesebilirlerse ve dogal memnuniyet-
lerle tatmin olurlarsa mutluluga ulasabilirler (Bergsma, Poot ve Liefbroer, 2008).
“Hedonizm iyi olusun sadece insanin nasil hissettigine bagh oldugunu ileri siiren
bir bakis ac¢isidir ve hedonizme gore sadece olumlu deneyimler insan igin iyidir”
(Fletcher, 2015: s. 1). Bu dogrultuda da, insanlarin miimkiin oldugu kadar ¢ok
hazzi aramalarive acidan kagmalar1 gerekir (Bunnin ve Yu, 2004). Veenhoven’a
(2003: 5. 437) gore de, “hedonizm haz veren deneyimlere aciklikla nitelendirilen
ve icerisinde hazzin ¢ok dnemli bir yere sahip oldugu bir yasam bicimdir ve he-
donistler haz konusunda olumlu olan ve miimkiin oldugunca hazzin meyvelerini
toplayan kisilerdir”.

1990’11 yillarda ortaya atilan pozitif psikoloji akiminin etkisiyle, mutluluk
konusu literatiirde dnemli bir yer edinmeye baglamistir (Carr, 2011; Haidt ,
2006). Mutlulukla ilgili akademik yazin ¢ogunlukla kavrami iyi olus veya refah
kavramlariyla es anlamli olarak kullanmigtir. Son zamanlarda da kavram yeterli-
likler yaklagimi baglaminda ele alinmis ve mutluluga erdemli davranarak ve ge-
rekli deger ve yeterliliklerin gelistirilerek ulasilabilecegi ileri siirilmiistiir (Bailey,
2009; Beebe, 2003). Bu kapsamda, mutluluk tanimlamalarinda bireylerin cesaret,
kisilerarasu iligkiler, estetik duyarlilik, affedebilirlik, azim, yeteneklilik, zeka gibi
olumlu bireysel 0zelliklerine; iyi olug, memnuniyet, doyum, umut, iyimserlik ve
mutluluk gibi 6znel deneyimlerine daha cok vurgu yapilmis ve mutlulugu arttir-
mada yaraticilik, azim, nezaket ve takim caligmasi gibi karakter ozelliklerinin
onemine deginilmistir (Peterson ve Seligman, 2004; Seligman ve Csikszentmihal-
yi, 2000). Bu baglamda, mutlulukla ilgili alanyazin da iyi olus, 6znel iyi olus hali,
refah, yasam memnuniyeti kavramlariyla birlikte anilmaya ve bu kavramlarla es
anlamli, bir semsiye kavram olarak tanimlanmaya baglamistir (Eid ve Diener,
2004; Lu, 2000). Dolayisiyla, mutlulugun, bireyin 6znel iyi olug hali (Jiang, Lu
ve Sato, 2012) ya da yasam doyumu (Van Praag, Romanov ve Ferrer-i-Carbonell,
2010); bireylerin kendi 6znel algilarini kullanarak ne kadar mutlu olduklarini ya
da yasam kalitelerinin ne kadar iyi oldugunu degerlendirme bicimi (Ryan and
Deci, 2001; Veenhoven 2008) gibi ¢esitli tanimlar1 alanyazinda mevcuttur.

Mutlulugun bu sekilde kavramlastirilmasi ve bu dogrultuda cesitli tanim-
lar ileri siiriilmesi, kavramin deneysel, nicel arastirmalarla, anketler ve 6lcme
araclariyla test edilmesini, 0l¢tilmesini beraberinde getirmistir. Bu kapsamda da,
bireylerin mutlulugunu 6lcmek icin 6l¢me araclar gelistirilmis; cesitli mutluluk
formiilleri ortaya atilmistir (Haidt, 2006). Ozellikle son yillarda hiikiimetlerin
kendi yurttaglarinin mutluluguna 6zel bir 6nem vermelerinin ve dolayisiyla da
mutluluga erisimi 6nemli bir hedef olarak koymalarinin bir sonucu olarak (Thoil-
liez, 2011) Birlesmis Milletler Genel Kurulu, Birlesmis Milletler Egitim, Bilim ve
Kiiltiir Orgiitii (UNESCO) ve Ekonomik Isbirligi ve Kalkinma Orgiitii (OECD),
ya da Iktisadi Isbirligi ve Gelisme Teskilat: gibi cesitli kiiresel inisiyatifler mutlu-
luk kavramina ciddi bir 6nem vermis ve mutluluk arayisini temel bir insan amaci

328



Metaforik Ifadeler ve Mutluluk

olarak kabul etmislerdir (UNESCO, 2016). Bu anlamda, Diinya Mutluluk Rapo-
ru, Mutlu Gezegen Endeksi, Diinya Degerler Anketi ve Daha Iyi Yasam Endeksi
gibi cesitli kiiresel endeksler araciliiyla iilkelerin mutluluk ve iyi olus seviyeleri
Olciilmeye calisiimistir.

Mutlulugun diinya genelinde her sosyal politikanin dikkate aldigi ciddi bir
konu olmasinin arkasinda (Van Hal, Bruggeman, Aertsen ve Bruggeman, 2017),
bireylerin yasam kalitesi, yagsama giicii, iyimserligi, 6zgtinliigl, 6z-duyarligi ve 6z
yeterligi ile kurdugu pozitif iliskinin 6nemli bir rold vardir (Goksoy, 2017). Ni-
tekim mutlu bireylerin daha hosgoriilii, etkilesime acik (Walsh, Boehm, ve Lyu-
bomirsky, 2018) kolay karar verebilen (Lyubomirsky, King ve Diener, 2005),
diinyay1 daha giivenilir algilayan ve daha giivenli hisseden (Fredrickson, 2013)
dolayisiyla da evlilik, arkadaglik, caligma hayati ve saglik gibi hayatin bir cok ala-
ninda daha basarili oldugunu ortaya koyan arastirmalar alanyazinda mevcuttur
(Lyubomirsky, King ve Diener, 2005). Bu dogrultuda, felsefe, psikoloji ve poli-
tika alanlarinda tizerinde 6nemle durulan ve son donemlerde daha fazla vurgu-
lanan mutluluk kavrami, hem 6gretmenlerin hem de 6grencilerin gittikce daha
fazla degisim, rekabet ve bunun bir sonucu olarak da strese maruz kaldig1 icinde
bulundugumuz donemde egitim alaninda da kendine 6nemli bir yer edinmistir
(Tasnim, 2016),

Mutluluk ve egitim birbiri ile ¢cok yakin iligkilidir; bu baglamda da “mutluluk
egitimin bir amaci olmali ve iyi bir egitim de kisisel ve kolektif mutluluga 6nemli
katkilarda bulunmalidir” (Noddings, 2003: s.3). Iyi bir egitim ortaminin saglan-
masi da ogrencilerin yeteneklerini gelistiren, onlara etkili 6grenme deneyimleri
sunan, enerjilerini yiikselten mutlu okullar ve bu okullarda bulunan mutlu 6g-
retmenler ve 6grencilerle mimkiindiir (Ale Yasin, 2001). Mutlu okullar fizik-
sel, bireysel, sosyal-duygusal ve O0gretimsel kosullarin 6grencilere etkili olarak
sunuldugu okullardir (Talebzadeh ve Samkan, 2011) ; dolayisiyla da, sadece
ogrencilerin akademik basarilarina ve etkili 6grenmelerine degil ayni zaman-
da saglikli iletisim, yasam boyu 6grenme ve kendini gerceklestirme gibi cesitli
becerilerinin de gelisimine katkida bulunur (Bird ve Markle, 2012; Boehm ve
Lyubomirsky, 2008). McCabe, Bray, Kehle, Theodore ve Gelbar (2011) mutlu
ogrencilerin stres seviyelerinin daha dusiik; 6z yeterliklerinin ve sosyal destek
dizeylerinin daha ytiiksek oldugunu dolayisiyla da bu 6grencilerde okul kaygi-
s1, yabancilagsma, diger ogrencilerle zayif iliskiler gibi olumuz yasantilarin daha
az goriilldigini ortaya koymustur. Bu baglamda, mutlu 6grencilerin yer aldigi
mutlu okullar 6grenciler icin saglikli ve mutlu bir gelecegin saglanmasinda anah-
tar konumdadir (UNESCO, 2016). Ozellikle de mutlulugun daha iyi 6grenmeyi
beraberinde getirdigine yonelik arastirmalarin, kanitlarin artmasiyla, mutlu okul,
mutlu 6gretmen ve mutlu 6grencilere yonelik kavramsal tanimlar, kriterler, mut-
lu okullar yaratmak icin gerek ulusal gerekse uluslararasi baglamda ¢esitli rece-
teler ortaya atilmistir (Bird ve Markle, 2012; Boehm ve Lyubomirsky, 2008; Pan
ve Zhou, 2013; Seligman, Ernst, Gillham, Reivich ve Linkins, 2009; Talebzadeh
ve Samkan, 2011). Bu dogrultuda, UNESCO tarafindan 2014 yilinda 6grenen re-
fahini ve butiinciil gelisimi arttirmak amaciyla ‘Mutlu Okul’ projesi ortaya atilmig
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ve mutlu okullar 6grenenlere daha iyi saglik, gelecek yasaminda ve ig hayatinda
basar1 ve dogal olarak da refah sunan okullar olarak tanimlanmustir.

Mutlu okul tanimlamalarinda ve kriterlerinde 6grenen mutluluguna yapi-
lan bu vurgu 6grenci refahini, mutlulugunu, 6lcmek igin gelistirilen cesitli anket-
leri ve bu kapsamda gergeklestirilen ¢alismalar1 da beraberinde getirmistir. Bu
kapsamda, Uluslararas1 Ogrenci Degerlendirme Programi (PISA) 6grenci mut-
lulugunu 6lgmek ve O6grenci mutlulugu ve 6grenme ¢iktilarr arasindaki iligkiyi
incelemek icin 2015 yilinda 6grenci refahina yonelik kapsamli bir calisma gergek-
lestirmigtir. 72 tilkede bulunan 15 yas diizeyindeki 6grencilerin refah diizeyleri-
nin incelendigi bu calismada, herkes icin kaliteli bir egitimin saglanmasinda 6g-
rencilerin mutlulugunun, aile, 6gretmen ve okul toplumunun oynadigi rol ortaya
konmaya calistlmistir. Tirkiye’nin de katilimer tilke olarak yer aldigr arastirma-
da, 6grencilerin kaygi diizeyleri, motivasyonlari, gelecek beklentileri, okuldaki
sosyal yasamlari, aile-ev ortamlar1 ve okul digt etkinlikleri ele alinmistir. Aras-
tirma sonuclar1 Tirkiye’deki 6grencilerin 28 OECD iilkesi igerisinde %28.6’lik
ortalamayla (10 tizerinden 6.2 puanla) OECD ortalamasinin altinda kalarak en
mutsuz 0grenciler kategorisinde oldugunu ve okula aidiyet baglaminda sorunlar
yasadiklarini ortaya koymustur (OECD, 2017). Genel olarak arastirmaya kati-
lan 6grencilerin tamaminda 6zelde de Tiirkiye’deki 6grencilerde okula aidiyet
ile ilgili sorunlar yagsanmasinin nedenleri arasinda ¢grencilerin 6gretmenleriyle
kurduklart iligkilere yonelik negatif algilari, sinav ve 6dev kaygisi, 6grenci moti-
vasyonunun diisiikligii, gelecek beklentisi (egitim), okul sosyal yagami (arkadas-
larla iligkiler, okula aidiyet) zorbalik, ev ortami, (ailenin cocugun okul yasamina
ilgisi, destegi, ailenin sosyo-ekonomik diizeyi), cocugun okul diginda zamanini
gecirme bigimi (Fiziksel aktivite ve yeme aligkanliklari, 6grencinin aile biitcesi-
ne katkida bulunmak icin calismasi ya da ev iglerine yardim), bilgi ve iletigsim
teknolojilerinin kullanimi (internet kullanimi) gibi sebepler vardir. Aragtirmaya
katilan 6grencilerin goriisleri incelendiginde, mutlu 6grencilerin 6gretmenleri ile
iligkilerinde daha olumlu algilara sahip olduklari, sinav ve 6dev kaygilarinin daha
diisiik oldugu ve dolayisiyla da motivasyonlarinin daha yiiksek oldugu, tiniversi-
te egitimini tamamlama beklentisinin daha yiiksek oldugu, okula daha fazla ait
hissettikleri ve aidiyet diizeylerinin daha yiiksek oldugu; zorbaliga daha az maruz
kaldiklari, ailelerinin daha fazla ilgilendikleri ve sosyo-ekonomik durumlarinin
daha iyi olduklari, daha fazla fiziksel aktivite yaptiklar1 ve daha diizenli, saglikl
yeme aligkanliklarina sahip olduklari ortaya ¢ikmistir (OECD, 2017). Bununla
beraber, egitim stirecleri, 6grenme ve 0gretme etkinlikleri igin hayati 6neme sa-
hip bir kavram olan mutluluga gereken énem verilmedigi gorillmektedir (Bullo-
ugh, 2011; Noddings, 2003; Talebzadeh ve Samkan, 2011).

Konuyla ilgili alanyazin incelendiginde, arastirmalarin daha cok kaygi, stres,
depresyon gibi 6grencilerin mutsuzluguna sebep olan konular tizerinde yogun-
lastigt ve 1990’lara kadar cocuklarin ve genglerin mutlulugu, yasam doyumu,
umudu gibi pozitif psikolojinin temel konu alanlaria yer verilmedigi goril-
mektedir (Andrews ve Wilding, 2004; Beiter ve digerleri 2015; Capulcuoglu ve
Giindiiz, 2013; Kapei, 2004; Oren ve Gencdogan, 2007; Uusitalo-Malmivaara,
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2012). Mutluluk kavraminin ele alindig1 caligmalarda ise 6grenci mutlulugunun
genellikle 6grenme, bagar1 ve Oz-yeterlik ile iligkilendirildigi; bununla beraber
ogrencilerin mutluluk kavramina iligkin algilarina alanyazinda yeterince yer ve-
rilmedigi goriilmektedir (Asici ve Tkiz, 2018; Boehm ve Lyubomirsky, 2008; Cer-
tel, Bahadir, Saracaloglu ve Varol, 2015; Pan ve Zhou, 2013; Schnittker, 2008).
Bunda kavramin soyut ve tanimlanamaz dogasinin etkisinin oldugunu sdylemek
miimkiindir.

Insanlarin mutlulugu tanimlama ve kavramsallagirma bicimleri mutlulukla
ilgili arastirmalarin onemli bir yonidir ve bireylerin mutlulugu nasil tanimla-
diklar1 ve kavramsallastirdiklar1 kendi mutluluklarin1 degerlendirme ve mutlu
olma nedenlerini ortaya koyma firsati sunarak mutluluga ulasma davranislarin
ve diger bireylere yonelik davranislarini etkileyebilir (Lopez-Perez, Sanchez, ve
Gummerum 2016; Uusitalo-Malmivaara, 2012). Bu dogrultuda, mutluluk gibi so-
yut ve karmagik bir kavramin metaforlar aracilifiyla nedenleri ile birlikte ortaya
konmasinin hem kavrami aciklama, kavrama iligkin diistince gelistirme hem de
bireylerin egemen mutluluk algilarna iliskin daha zengin bir farkindalik kazan-
dirma ve degisimi saglama baglaminda alanyazina 6nemli katkilarda bulunacagi
disiintilmektedir. Ayrica, metaforlarin ¢ocuklarin mutluluk olgusuna yonelik ic
diinyalarini anlama ve okulda mutluluga iliskin ne disiindiiklerini ortaya cikar-
mada etkili veri toplama yontemlerinden biri oldugu goz 6niine alindiginda, bu
¢alisgmanin egitim-6gretim ortamlari i¢in hayati bir 6neme sahip olan mutluluk
kavramina iliskin 6grencilerin algilarini ortaya koymaya katki saglayacag diisii-
nillmektedir. Bu dogrultuda, asagidaki sorulara cevap aranmistir:

1. Ogrenciler mutluluk kavramii hangi metaforlarla ifade etmislerdir ve
bu metaforlar ortak ozellikleri bakimindan hangi kavramsal kategori-
ler altinda toplanmaktadir?

2. Ogrenciler okulda mutluluk kavramini hangi metaforlarla ifade etmis-
lerdir ve bu metaforlar ortak 6zellikleri bakimindan hangi kavramsal
kategoriler altinda toplanmaktadir?

Yontem

Ogrencilerin genel olarak mutluluk 6zelde de okulda mutluluk kavramla-
ria iligkin goriislerini metaforlar araciligiyla belirlemeyi amaglayan bu arastir-
ma betimsel modelde tasarlanmigs ve nitel aragtirma yontemlerinden biri olarak
yaygin kabul gdren metafor analiziyle gerceklestirilmistir (Patton, 2014). “Me-
taforlar betimleme amaciyla kullanildiginda bir durum, olay ve olgu varoldugu
haliyle betimlenir, resmedilir; metaforlarin nitel bir veri toplama yontemi olarak
kullanilmast onun betimleyici roliine karsilik gelmektedir” (Yildirim ve Simsek,
2005: s. 212). Nitel arastirmalar metafor analizlerinin kendi baglaminda kullani-
mina ve anlagilmasina olanak vermektedir. Ayrica, metaforlar 6zellikle bireylerin
belli bir duruma, kavrama ya da konuya iliskin duygu, diisiince ve anlayiglarinin
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anlasilmasinda etkili araclar olmalar1 sebebiyle, sosyal gercekliklerin algilanmasi,
anlagilmasi ve betimlemesinde de kullanilmaktadir (Collins ve Green, 1990).

Bir arastirma araci olarak, metaforlarin ifade edilebilirlik, etkili anlatim ve
canlilik olmak iizere ii¢ 6nemli islevi vardir (Ortony, 1975) ve metafor analizi
“bireylerin kendilerini ifade etmelerinde bicimlendirici bir etki yaparak” (Mor-
gan, 1998: s.14), “goriisme yapilan kisilerin kendilerinin bile farkinda olmadig:
anlamlarin ve zihinsel imajlarin ortaya konmasina olanak tanir” (Srivastva ve
Barrett, 1988: s. 36). Metafor analizleri “kendimize ve dig diinyaya iligkin bilin-
cimizi etkileyen diisiinme bicimlerimiz icin dnemli iglevlere sahip olmalari, Ortiik
bilginin islevsel hale getirilmesinde giivenilir ve kolay bir yol saglamalari, bilginin
ve anlayisin biitiinciil bir temsilini sunmalar1 ve bilginin ve anlayisin sosyal ve
kiiltiirel siireglerini yansitmalar1” gibi ¢esitli nedenlerle ¢cok yonlii bir aragtirma
perspektifine olanak sunarlar (Moser, 2000: ss. 4- 6). Ayrica metaforlar, “sosyal
destek, etkilesim, ag, iliskiler ve diger cesitli sosyal faktorlerin 6nemli unsurlarini
ortaya c¢ikarmada yollar saglar ve arastirmaciya cesitli aciklamalar ve iligkile-
ri kuramsallastirirken roliinii temsil etme firsati sunar” (Berg, 2001: s. 171) ve
soyut , karmagik kavramlarin anlagilmasinda, aciklanmasinda ve incelenmesinde
yaygin olarak kullanilir (Jensen, 2006; Low, 2008; Oxford, Tomlinson, Barcelos,
Harrington, Lavine ve Saleh, 1998; Yob, 2003).

Bu kapsamda, bu arastirmada, 6grencilerin mutluluga ve okulda mutluluga
iliskin duygu ve disiincelerine yonelik agik uclu iki soruya verdikleri cevaplar,
nitel veri cozimleme yontemleri kullanilarak kavramsal kategorilere ayristiril-
mustir. Her kavramsal kategori, katilimcilarin anketlerde verdikleri cevaplardan
direkt alintilarla desteklenmistir.

Calisma Grubu

Arastirmanin ¢alisma grubunu 2018 egitim-0gretim yili 2. doneminde Ma-
nisa ili Turgutlu ilgesine bagl ortaokul ve liselerde 6grenim goren toplam 188
ogrenci olusturmaktadir. Calisma grubunda yer alacak dgrencilerin belirlenme-
sinde kartopu drnekleme yontemi kullanilmistir. Kartopu 6érnekleme yontemin-
de evrende yer alan bireylerden birisi ile iligki kurulmakta ve bu kisinin yardimi
ile diger goriismeciye, diger goriismecinin yardimi ile de daha fazla goriismeci-
ye ulagilabilmektedir (Yazicioglu ve Erdogan, 2004). Bu kapsamda ortaokul ve
lise diizeyinde 6grenim goren ve derinlemesine veri elde edilebilecek 6grencile-
re ulasilmis ve bu 6grenciler araciliiyla bu ¢alismanin amacina uygun veri elde
edilebilecek diger dgrencilere ulagiimistir. Tlkokul 6grencileri gelisim 6zellikleri,
beklentileri, ihtiyaclari, olay ve olgular1 kavramsallagtirmalari ve ayrica ¢aligma-
da kullanilan veri toplama aracinda yer alan ifadeleri anlama ve algilamalarinda
agisindan farklilik gosterebilecegi dikkate alinarak calisma grubuna dahil edil-
memiglerdir. Aragtirma kapsamina giren 6grencilerin kisisel bilgileri incelendi-
ginde, 6grencilerin 138’inin (%71.55) kiz, 50’sinin (% 24.45) erkek oldugu; yas-
larmin ise 13 ile 18 arasinda degistigi ve 15’inin 13 yaginda, 16’sinin 14 yasinda;
27’sinin 15 yasinda; 60’min 16 yasinda; 42’sinin 17 yasinda; 28’inin ise 18 yaginda
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oldugu ve 158’inin liselerde 6grenim goriirken 30’unun ortaokullarda 6grenim
gordiigl belirlenmistir.

Veri Toplama Araci

Bu arastirmada kullanilan veri toplama aracinin birinci boliimiinde katilim-
cilarin kisisel ozelliklerinin (cinsiyet, yas) belirlenmesine yonelik sorular var-
dir. Veri toplama aracinin ikinci boliimiinde ise katilimcilarin  mutluluk, okul-
da mutluluk kavramlarina yonelik tirettikleri metaforlar1 ortaya koymak igin
ogrencilerden asagidaki ciimleleri tamamlamalari istenmistir:

1. “Bana gore mutluluk.... gibidir ciinkd........
2.  “Bana gore okulda mutluluk ..... gibidir ¢iinkdi.....”

Burada “¢linkii” ifadesinin kullanilmasinin nedeni tiretilen metaforlarin tek
basina betimsel giicli ortaya koymada yeterli olamamasidir. Katilimcilarin ¢iinkii
ifadesine verdigi yanitlar ile farkli katiimecilar tarafindan ayn1 metafora yiikle-
nen farkli anlamlar ve bu metaforun kullanilma amaci ortaya ¢ikarilabilir (Yil-
dirim ve Simsek, 2005). Arastirma verileri yazili olarak toplanmis ve daha sonra
bilgisayar ortamina aktarilarak analize hazir hale getirilmistir.

Verilerin Analizi

Aragtirma verilerinin analizinde icerik analizi yontemi kullaniimustir. Icerik
analizi “belli bir olguyu tanimlamak ve niceligini belirtmek icin sozel, gorsel ya
da yazili arastirma verilerinden gecerli ¢cikarimlar yapmak amaciyla sistematik ve
nesnel yollar saglayan bir arastirma yontemidir” (Downe-Wambolt, 1992: 5.314).
Benzer bir bicimde, Krippendorff’a gore (2004: s.18) igerik analizi, “metinden
(va da anlamli bir konu) kendi baglamina uygun yinelenebilir ve gegerli ¢cikarim-
lar yapmak icin kullanilan bir arastirma teknigidir”. Icerik analizi yoluyla veriler
tanimlanmaya, verilerin icinde sakli olabilecek gercekler ortaya cikarmaya ca-
ligthr. Icerik analizinde temelde yapilan islem, birbirine benzeyen verileri belli
kavramlar ve temalar gercevesinde bir araya getirmek ve bunlar1 okuyucunun
anlayabilecegi bir bicimde diizenlemek ve yorumlamaktir (Yildirim ve Simsek,
2005). Bu kapsamda, birinci asamada 6grencilerin “mutluluk” ve “okulda mutlu-
luk” kavramlarina yonelik tiretmis olduklari metaforlar arastirmacilar tarafindan
incelenmis ve gelistirilen metaforlar “adlandirma, eleme, derleme, kategori ge-
listirme, gecerlik ve giivenirligin saglanmasi ve frekanslarin hesaplanmasi” asa-
malariyla asagidaki gibi analiz edilmistir.

Adlandirma: Bu asamada katilimcilarin mutluluk ve okulda mutluluk kav-
ramlarina iligkin tiretmis olduklari metaforlar alfabetik siraya gére numaralan-
dirilmastir.

Eleme: Analizin bu asamasinda katilimcilar tarafindan ortaya konan meta-
forlar yeniden gozden gecirilmis, her iki metafor ciimlesinde de metafor niteligi
tasimayan, tiretilen metafor ile neden ciimlesi uyusmayan metafor ifadeleri (34)
arastirmadan cikarilmistir.
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Derleme: Gegersiz metafor ifadelerinin ¢ikarilmasindan sonra, kalan meta-
forlar tekrar alfabetik siraya gore listelenmistir.

Kategori gelistirme: Analizin bu asamasinda katilimcilarin mutluluk ve
okulda mutluluk kavramlarina iligkin tiretmis olduklar1 metaforlar ortak 6zellik-
lerine gore siniflandiriimistir.

Gecgerlik ve giivenirligin saglanmasi: Arastirma gecerlik ve giivenirliginin
saglanmasi icin Oncelikle 6grencilere uygulanacak veri toplama araci egitim bi-
limleri alaninda ¢alismalar yiiriiten ii¢ alan uzmaninin ve dil ve ifade yeterliligini
test etmek icin de iki Tirkge 6gretmeninin goriislerine sunulmustur. Daha sonra
hazirlanan veri toplama araci uygulama yapilacak okullarin disinda yer alan bas-
ka bir okuldaki 24 kisilik sinifa uygulanmistir. Pilot uygulama sonrasinda, veri
toplama aracinda yer alan demografik sorularin ve agik uclu sorularin 6grenciler
tarafindan dogru olarak anlasildigr goriilmustiir. Ayrica, arastirmada analiz si-
recinin nasil gergeklestirildigi ayrintili bir bicimde verilmis, verilerin analizinde
ve yorumlanmasinda dogrudan alintilara bagvurulmus ve tretilen tiim metaforla-
ra arastirmanin bulgular bolimiinde yer verilmistir. Dogrudan alintilar verilirken
katilimcilarin gercek isimleri gizli tutulmug, bunun yerine K1, K2, K3.....ifadele-
ri kullanilmistir. Arastirmanin givenirligini saglamak igcin Miles ve Huberman
(1994) tarafindan gelistirilen uyusum yiizdesi formiilii (Giivenirlik= Goriis bir-
ligi/Goriis birligi+Goris ayriligr x 100) kullanilmig ve bu kapsamda kategoriler
altinda yer alan kodlarin uyusum yiizdesi .89 olarak bulunmustur. Literatiir
incelendiginde, uyusum yiizdesinin %70 ve {izeri olmas1 giivenilir olarak kabul
edildiginden, (Miles ve Huberman, 1994), elde edilen bu degerin oldukca gii-
venilir oldugu ileri stiriilebilir. Arastirmanin i¢ givenilirligini saglamak icin de,
iretilen metaforlarin bulundugu kategoriyi temsil edip etmedigini onaylamak
amaciyla egitim bilimleri alaninda ic uzmanin goriislerine basvurulmus ve uz-
manlarin kategorilerde ve bu kategorilerin kapsamina giren metaforlarda uzlas-
t1g1 gorillmustiir.

Frekanslarin hesaplanmasi: Analizin bu asamasinda her bir kategorideki
metafor sayisi ve bu metaforlari iireten katilimcilarin frekanslar: hesaplanmistir.

Bulgular

Ogrencilerin mutluluk ve okulda mutluluk kavramlarna iliskin iiretmis ol-
duklar1 metaforlara iligkin bulgular basliklar halinde sunulmustur.

Ogrencilerin Mutluluk Kavramu ile Ilgili Sahip Olduklar1 Metafor-
lara Iliskin Bulgular

Arastirmadan elde edilen genel bulgulara gore, 6grenciler tarafindan “mut-
luluk” kavramu ile ilgili olarak metafor niteligi tasiyan ve neden ciimlesi ile uyu-
san toplam 95 adet gegerli metafor iiretilmis ve bu metaforlar 14 kavramsal ka-
tegori altinda toplanmugtir. Bu kavramsal kategoriler “gecici bir duygu, huzur
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veren bir duygu, erisilmesi gii¢ bir duygu, emek gerektiren bir duygu, keyif ve-
ren bir duygu, belirsiz bir duygu, 6zgiirlik durumu, aligkanlik durumu, ¢ogalan/
¢ogaltan bir duygu, masumiyet duygusu, sonsuzluk duygusu, heyecan veren bir
duygu, yalnizlik duygusu” olarak adlandirilmistir. Gegici bir duygu, huzur veren
bir duygu ve erisilmesi gii¢ bir duygu kategorilerinde toplam 53 metafor {iretil-
mis ve bu metaforlar toplam metafor sayisinin yarisindan fazlasini olugturmustur.
Gegici bir duygu olarak mutluluk kategorisinde iiretilen kelebek (f=4) metaforu
ise katilimcilar tarafindan en cok ifade edilen metafor olmustur. Mutlulugu ta-
nimlamada kullanilan kavramsal kategoriler tiretilen metafor sayisi ve tireten kisi
sayisina iligkin frekanslar Tablo 1’de sunulmustur.

Tablo 1.
Kavramsal Kategoriler, Uretilen Metafor Sayist ve Ureten Kisi Sayist

sy

Kavramsal Kategoriler Metafor Sayisi

[\
(o]

Gecici bir duygu olarak mutluluk 24

—_
(=)}

Huzur veren bir duygu olarak mutluluk 15

—_
W
—_
W

Erisilmesi giic bir duygu olarak mutluluk
Emek gerektiren bir duygu olarak mutluluk
Keyif veren bir duygu olarak mutluluk
Belirsiz bir duygu olarak mutluluk
Ozgiirliik durumu olarak mutluluk
Aliskanlik durumu olarak mutluluk
Cogalan/gogaltan bir duygu olarak mutluluk
Masumiyet duygusu olarak mutluluk
Sonsuzluk duygusu olarak mutluluk

Heyecan veren bir duygu olarak mutluluk

N W W A A Y DY
N W W A AN Y

Yalnizlik duygusu olarak mutluluk

Nel
W

Toplam 102

Gecici bir duygu olarak mutluluk

Gegici bir duygu olarak mutluluk kategorisinde 29 katilimei toplam 25 me-
tafor iiretmistir. Bu kategoride iretilen metaforlar ve belirtilme sikliklari; agk
(f=1), balon (f=1), cam kavanoz, (f=1), cicek (f=1), dondurma (f=1), donme
dolap (f= 1), ekmek (f=1), firtina dncesi sessizlik (f=1), gokkusag: (f=1), gii-
nes (f=1), havai fisek (f=1), kapaksiz kola (f=1), kelebek (f=4), masal (f=2),
mum (f=1), ojelerim (f=1), para (f=1), riiya (f=1), saat (f=1), topitop seke-
ri (f=1), tikenmez kalem (f=1), tv dizisi (f=1), uyusturucu (f=1), yeni alinmig
elbise (f=1) seklindedir. Bu kategoride iiretilen metaforlarin bazilar1 asagida
verilmistir:

“Benim i¢in mutluluk masal gibidir ciinkii bir varmis, bir yokmus.” ( K5)
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“Benim icin mutluluk kelebek gibidir ciinkii kelebek gibi émrii ¢ok kisadir.”
(K99)

“Benim i¢cin mutluluk kapaksiz kola gibidir ¢linkii kapaksiz kolanin nasil
asidi hemen kagar ve tadi kacarsa mutlulukta hizli sekilde bizden uzaklasir.” (K9)

“Benim i¢in mutluluk uyusturucu gibidir ¢inkii anlik bir zevktir ve sonrasin-
da tabii ki bunun bedelini ister senden hayat, pisman ettirir.” ( K90)

“Benim i¢in mutluluk firtina 6ncesi sessizlik gibidir ¢iinkii mutluluk uzun
stirmez ve ardindan koéti seyler olur.” (K177)

Huzur veren bir duygu olarak mutluluk

Huzur veren bir duygu olarak mutluluk kategorisinde 16 katilimei toplam 15
metafor Giretmistir. Bu kategoride tiretilen metaforlar ve belirtilme sikliklari; ba-
bam (f=1), bahar aksamlari (f=1), bir ilkbahar giiniinde yiirimek(f=1), bisiklet
stirmek (f=1), gokyiizii (f=1), ilkbahar(f=1), kedi (f=2), kitap okumak (f=1),
lunapark (f=1), miizik (f=1), namaz (f=1), sevdiginin yaninda olmak (f=1) si-
cak icecek (f=1), uyku(f=1), yagmurun sesini dinlemek(f=1) seklindedir. Bu
kategoride iiretilen metaforlarin bazilari asagida verilmistir:

“Benim icin mutluluk kedi gibidir. Ciinkii tath, huzur verici, yliziimi gildi-
ren bir seydir.” (K102)

“Benim icin mutluluk namaz gibidir. Ciinkii insana huzur verir.” (K61)

“Benim i¢in mutluluk yagmurun sesini dinlemek gibidir. Ciinki insanin icini
rahatlatir.” (K165)

“Benim icin mutluluk ilkbahar mevsimi gibidir. Ciinkii mutlu oldugumuzda
¢ok huzurlu oluruz, ¢gicek gibi acariz hemen.” (K184)

Erisilmesi giic bir duygu olarak mutluluk

Erisilmesi gii¢ bir duygu olarak mutluluk kategorisinde 13 katilimc1 toplam
13 metafor tiretmistir. Bu kategoride tiretilen metaforlar ve belirtilme sikliklari;
balik (f=1), elmas(f=1), emeklilik(f=1), hacca gitmek(f=1), ilk yudumda sar-
hos olmak(f=1), insansiz hava araci (f=1), ipteki cambaz (f=1), kebap(f=1),
kelebek(f=1), komiir madeninde cikarilan bir elmas(f=1), siyah bir sayfadaki
beyaz bir nokta(f=1), taksi ile yolculuk yapmak(f=1), volkan(f=1) seklindedir.
Bu kategoride iiretilen metaforlarin bazilari asagida verilmistir:

“Benim i¢in mutluluk hacca gitmek gibidir ¢linkii beklersin ki sira sana gel-
sin; tam gelir bi bakmigsin 6lmiigsiin.” (K19)

“Benim i¢in mutluluk insansiz hava araci gibidir ¢iinkii gérmesen de vardir;
elbet bir giin bize de goriiniir insallah.” (K14)
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“Benim i¢in mutluluk bir ipteki cambaz gibidir ¢iinkii zar zor denge kuru-
yorlar ama basarabilirlerse ipin sonuna kadar gidebiliyorlar. Benim icin mutlu-
luk da boyle, mutlulugu yakalarsak dmriimiiziin sonuna kadar gider.” (K114)

“Benim icin mutluluk yemekteki kebap gibidir ¢linkii her zaman insanin
oniine gelmez.” (K8)

Emek gerektiren bir duygu olarak mutluluk

Emek gerektiren bir duygu olarak mutluluk kategorisinde 6 katilimci toplam
6 metafor tUretmistir. Bu kategoride iiretilen metaforlar ve belirtilme siklikla-
11 cicek(f=1), emeklilik(f=1), futbol(f=1), giill(f=1), matematik(f=1), topuklu
ayakkabi (f=1) seklindedir. Bu kategoride tiretilen metaforlarin bazilar1 asagida
verilmistir:

“Benim i¢in mutluluk cigek gibidir ¢iinkil cigege yeteri kadar su verirsen
solmaz, canlt kalir.” (K17)

“Benim icin mutluluk topuklu ayakkabu gibidir ¢linki giizeldir ama ytiriime-
si zordur.” (K118)

“Benim i¢in mutluluk emeklilik gibidir ¢linkii sonunda emeginin karsiligini
alirsin, mutluluk da bir eylem sonucu olugur.” (K20)

Keyif veren bir duygu olarak mutluluk

Keyif veren bir duygu olarak mutluluk kategorisinde 5 katilimer toplam 5
metafor iiretmistir. Bu kategoride iiretilen metaforlar ve belirtilme sikliklar1 bir
bardak sekerli cay (f=1), ¢ikolata(f=1), pamuk seker (f=1), trambolin (f=1),
yabanci dizi/film izlemek (f=1), seklindedir. Bu kategoride iiretilen metaforlarin
bazilar1 asagida verilmistir:

“Benim i¢in mutluluk pamuk seker gibidir ¢ilinkii zevk verir.” (K154)

“Benim i¢in mutluluk trambolin gibidir ¢ilinkii 6nce heyecani sonra eglence-
si geliyor” (K80)

“Benim i¢in mutluluk bir bardak sekerli ¢ay gibidir ¢linkii sicak cayin verdigi
haz bambagkadir.” (K124)

Belirsiz bir duygu olarak mutluluk

Belirsiz bir duygu olarak mutluluk kategorisinde 5 katilimci toplam 5 meta-
for iiretmistir. Bu kategoride iiretilen metaforlar ve belirtilme sikliklar1 bog ders
(f=1), cekyat(f=1), o6lim(f=1), talih kusu (f=1), yolculuk(f=1), deniz (f=1)
seklindedir. Bu kategoride iiretilen metaforlarin bazilar1 asagida verilmistir:

“Benim i¢in mutluluk bog ders gibidir ¢linkii ne zaman olacag1 belirsizdir.”
(K63)
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“Benim i¢in mutluluk ¢ekyat gibidir ciinkii ne oldugu belli degildir. Cekyat
yatak m1? Koltuk mu? Mutlulugunda ne oldugunu bilen yoktur.” (K10).

“Benim i¢in mutluluk talih kusu gibidir ciinkii kime ne zaman konacagi belli
olmaz.” (K17).

“Benim i¢in mutluluk deniz gibidir. Ciinkii ne olacagi belli olmaz. bazen
dalgalidir heyecanli, bazen de dalgasiz, sonsuz bir huzurdur.” (K109)

Ozgiirliik durumu olarak mutluluk

Ozgiirliik durumu olarak mutluluk kategorisinde 6 katilimei toplam 5 meta-
for uretmistir. Bu kategoride iiretilen metaforlar ve belirtilme sikliklar1 bisiklet
stirmek(f=1), kus (f=2), okul ¢ikisi(f=1), ucurtma(f=1), yaz tatili (f=1), seklin-
dedir. Bu kategoride iiretilen metaforlarin bazilar1 asagida verilmistir:

“Benim i¢in mutluluk bisiklet siirmek gibidir ¢linkii iki tekerin istiinde 6z-
giirce dolasabiliyorum.” (K117)

“Benim i¢in mutluluk okul cikigi gibidir ¢linkii okul disiplini vs. ¢cok anlam-
s1iz.” (K149).

Aliskanlik durumu olarak mutluluk

Aligkanlik durumu olarak mutluluk kategorisinde 5 katilimer toplam 6 me-
tafor uretmistir. Bu kategoride tiretilen metaforlar ve belirtilme sikliklar1 coca
cola(f=1), cikolata (f=2), cikolatal siit(f=1), muz(f=1), sigara(f=1) seklinde-
dir. Bu kategoride turetilen metaforlarin bazilar1 asagida verilmistir:

“Benim icin mutluluk ¢ikolata gibidir ciinkii bagimlilik yapar.” (K134)

“Benim i¢in mutluluk sigara gibidir ¢linkii viicuda bir girdimi aligkanlik ya-
par hep istersin.”(K12)

Cogalan/cogaltan bir duygu olarak mutluluk

Cogalan/cogaltan bir duygu olarak mutluluk kategorisinde 4 katilimer top-
lam 4 metafor tretmistir. Bu kategoride tiretilen metaforlar ve belirtilme sik-
liklari; amip(f=1), cikolata(f=1), kovalent bag(f=1), nar(f=1) seklindedir. Bu
kategoride iiretilen metaforlarin bazilar1 asagida verilmistir:

“Benim i¢in mutluluk amip gibidir ¢iinkii amip uygun ortamda nasil artarsa
mutlulukta uygun ortamda hizlica ¢ogalabilir.” (K18)

“Benim icin mutluluk kovalent bag gibidir ¢linkii paylastik¢a artacak, giizel-
lesecek.” (K157).

Masumiyet duygusu olarak mutluluk

Masumiyet duygusu olarak mutluluk kategorisinde 4 katilime1 toplam 4 me-
tafor iiretmistir. Bu kategoride iiretilen metaforlar ve belirtilme sikliklar1 bebek
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(f=1), cocuk(f=1), kiigiik bir cocugun sevinci(f=1), su (f=1) seklindedir. Bu
kategoride iiretilen metaforlarin bazilar1 asagida verilmistir:

“Benim i¢in mutluluk su gibidir ¢linkii saf temiz ve hos.” (K84)

“Benim icin mutluluk bebek gibidir ¢iinkt asla koti diisiinmezler, hayatin
gercekleriyle kargilasmadiklari icin mutludurlar.”(K173)

Sonsuzluk duygusu olarak mutluluk

Sonsuzluk duygusu olarak mutluluk kategorisinde 3 katilimci toplam 3
metafor iretmistir. Bu kategoride iiretilen metaforlar ve belirtilme sikliklari
deniz(f=1), okyanus(f=1), zaman(f=1) seklindedir. Bu kategoride iiretilen me-
taforlarin bazilar1 asagida verilmistir:

“Benim i¢in mutluluk deniz gibidir ¢linkii mavi kadar giizel ve sonsuzdur.”
(K2)

“Benim i¢cin mutluluk zaman gibidir ¢linkii akip gider, sonu gelmez.” (K169)

Heyecan veren bir duygu olarak mutluluk

Heyecan veren bir duygu olarak mutluluk kategorisinde 3 katilimci toplam 3
metafor Giretmistir. Bu kategoride iiretilen metaforlar ve belirtilme sikliklari; fut-
bol magi izlemek (f=1), kusun kalbi (f=1), son dakika haberi (f=1) seklindedir.
Bu kategoride tiretilen metaforlarin bazilari asagida verilmistir:

“Benim i¢in mutluluk son dakika haberi gibidir ciinkii insan1 heyecanlan-
dirir.” (K13)

“Benim i¢in mutluluk kusun kalbi gibidir ¢linkii icimde pir pir eder. Gorii-
niisii ne kadar kiiciik olursa olsun, heyecan mutluluk yaratir.” (K120)

Yalnizlik duygusu olarak mutluluk

Yalnizlik duygusu olarak mutluluk kategorisinde 2 katilimc1 toplam 2 meta-
for iiretmistir. Bu kategoride tretilen metaforlar ve belirtilme sikliklar1 karanlik
bir kutu (f=1), kulakligim(f=1) seklindedir. Bu kategoride iiretilen metaforlarin
bazilar1 asagida verilmistir:

“Benim icin mutluluk karanlk bir kutu gibidir ¢linkii en ¢ok eglendigim za-
manlar tek kaldigim zamanlardir ve toplumdan soyutlandigim zamanlar.” (K155)

Ogrencilerin Okulda Mutluluk Kavrami Ile Tlgili Sahip Olduklar

Metaforlara Iliskin Bulgular

Aragtirmadan elde edilen genel bulgulara gore, 6grenciler tarafindan “okul-
da mutluluk” kavramu ile ilgili olarak metafor niteligi tasiyan ve neden ciimlesi

ile uyusan toplam 86 adet gegerli metafor iiretilmis ve bu metaforlar 13 kav-
ramsal kategori altinda toplanmistir. Bu kavramsal kategoriler “gecici bir duy-
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gu, imkansiz bir duygu, erisilmesi giic bir duygu, zorunluluk durumu, 6zgirlik
durumu, olumsuz bir deneyim ifadesi, zenginlestiren bir deneyim ifadesi, degis-
ken bir duygu, paylagim ifadesi, umutsuzluk duygusu, bagimlilik durumu, sanal
bir duygu, zorunlu bir iligki bigimi” olarak adlandirilmistir. Imkansiz bir duygu,
erisilmesi gii¢ bir duygu, gecici bir duygu, zorunluluk durumu kategorilerinde 46
adet metafor iretilmis ve bu kategorilerde tiretilen metaforlar bu metaforlarin
yaklagik yarisini olusturmaktadir. Ozgiirliik durumu olarak okulda mutluluk ka-
tegorisinde iiretilen bos ders(f=8) metaforu ise katilimcilar tarafindan en ¢ok
ifade edilen metafor olmugtur. Okulda mutlulugu tanimlamada kullanilan kav-
ramsal kategoriler iiretilen metafor sayisi ve lireten kisi sayisina iligkin frekanslar
Tablo 2’de sunulmustur.

Tablo 2.
Kavramsal Kategoriler, Uretilen Metafor Sayist ve Ureten Kisi Sayist

Kavramsal Kategoriler Metafor Sayisi F
Gegcici bir duygu olarak okulda mutluluk 13 19
Imkansiz bir duygu olarak okulda mutluluk 13 13
Erisilmesi gii¢ bir duygu olarak okulda mutluluk 10 10
Zorunluluk durumu olarak okulda mutluluk 10 11
Ozgiirliik durumu olarak okulda mutluluk 6 13
Olumsuz bir deneyim ifadesi olarak okulda mutluluk 6 6
Zenginlestiren bir deneyim ifadesi olarak okulda mutluluk 6 6
Degisken bir duygu olarak okulda mutluluk 5 5
Paylagim ifadesi olarak okulda mutluluk 5 5
Umutsuzluk duygusu olarak okulda mutluluk 4 4
Bagimlilik durumu olarak okulda mutluluk 4 4
Sanal duygu olarak okulda mutluluk 2 2
Zorunlu bir iligki bigimi olarak mutluluk 2 2
Toplam 86 100

Gecici bir duygu olarak okulda mutluluk

Gegici bir duygu olarak okulda mutluluk kategorisinde 19 katilimer toplam
13 metafor liretmistir. Bu kategoride iiretilen metaforlar ve belirtilme sikliklari;
ates (f=1), i1k hizi(f=1), kelebek(f=1), kelebegin 6mrii (f=2), petrol (f=1),
ritya (f=1), saat (f=2), saatli bomba(f=1) , sakiz (f=2) su (f=3), siirpriz (f=2),
teravih namazi(f=1), yaz yagmuru(f=1) seklindedir. Bu kategoride iiretilen me-
taforlarin bazilar1 asagida verilmistir:

“Benim icin okulda mutluluk saatli bomba gibidir ¢iinkii yok olacagini bilir-
sin ama ne zaman olacagini bilemezsin.” (K15)

“Benim i¢in okulda mutluluk teravih namaz gibidir ¢iinki hizli biter” (K63)
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“Benim i¢in okulda mutluluk 151k hiz1 gibidir ¢iinkii bir anda gelir ve gider”
(K79)

“Benim icin okulda mutluluk su gibidir ¢linkii cabuk akar biter.” (K176)

Imkansiz bir duygu olarak okulda mutluluk

Imkansiz bir duygu olarak mutluluk kategorisinde 13 katilimci toplam 13
metafor tUretmistir. Bu kategoride tretilen metaforlar ve belirtilme sikliklari;
Amerika (f=1), Ankara’da deniz (f=1) aya merdiven dayamak (f=1), Cuma
namazini kagirmig Hristiyan (f=1), ¢olde su(f=1), giinah islememek (f=1), hic
duymadigim sarki(f=1) , konusan képek(f=1), melekler(f=1), para(f=1), pla-
tin madeni(f=1), riya(f=1) , yazin kar yagmasi(f=1) seklindedir. Bu kategoride
iretilen metaforlarin bazilar1 asagida verilmistir:

“Benim i¢in okulda mutluluk Amerika gibidir ¢iinkii herkesin hayalidir ama
kimse kavusamaz.” (K13).

“Benim i¢in okulda mutluluk cuma namazini kagirmis Hristiyan gibidir ¢iin-
kii nasil cuma namazin kaciran Hristiyan olmazsa okulda da mutluluk yoktur.”
(K10)

“Benim i¢in okulda mutluluk platin madeni gibidir ¢linkii tilkemizde platin
madeni nasil yoksa okulda da mutluluk yok ki” (K12).

“Benim icin okulda mutluluk melekler gibidir ciinkil hi¢ yoktur, goriinmez-
ler.” (K30)

“Benim icin okulda mutluluk aya merdiven dayamak gibidir ¢iinkii imkansi-
z1 iste ama okulda mutlulugu isteme.” (K16).

Erisilmesi gii¢ bir duygu olarak okulda mutluluk

Erisilmesi gii¢ bir duygu olarak okulda mutluluk kategorisinde 10 katilimel
toplam 10 metafor tiretmistir. Bu kategoride iiretilen metaforlar ve belirtilme
sikliklari; asansor(f=1), babam(f=1), belediye otobiisii(f=1) , damat tirasi(f=1),
dag (f=1), gelin basi(f=1), glines(f=1), kiiciik bir tebessiim(f=1), leylek(f=1),
ritya(f=1) seklindedir. Bu kategoride iiretilen metaforlarin bazilari asagida ve-
rilmistir:

“Benim icin okulda mutluluk damat tiras1 gibidir. Ciinkii damat tirasi nasil

pahaliya mal oluyorsa, okulda mutlulukta zor elde edilir ve pahaliya mal olur.”
(K14)

“Benim icin okulda mutluluk leylek gibidir ciinkii senede bir kez gortirsiin.”
(K62).

“Benim i¢in okulda mutluluk kiiciik bir tebessiim gibidir ¢ilinkii okulda sade-
ce sinavdan yiiksek not aldigimda acinin tatli tebessiimii olur suratimda.” (K177).
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Zorunluluk durumu olarak okulda mutluluk

Zorunluluk durumu olarak okulda mutluluk kategorisinde 11 katilimei top-
lam 10 metafor tiretmistir. Bu kategoride iiretilen metaforlar ve belirtilme siklik-
larg; aci biber (f=1), domates sosu(f=1), gece(f=1), kalem(f=1), kereviz(f=1),
su, (f=2), oksijen(f=1), salatalik(f=1), Tanr1 (f=1), yemek yemek(f=1) seklin-
dedir. Bu kategoride iiretilen metaforlarin bazilar1 asagida verilmistir:

“Benim i¢in okulda mutluluk Tanri gibidir ¢linki var zannederim, 6yle umut
ederim ama yoktur. Inanmak zorunda hissedersin ama bu kendini kandirmaktir,
zorunluluktur.”(K90).

“Benim i¢in okulda mutluluk kereviz gibidir ¢linkii gerekli ama cirkin.” (K5).

“Benim i¢in okulda mutluluk oksijen gibidir ¢iinkii o sikici ortamda eglen-
memiz de gerekir.” (K80).

Ozgiirliik durumu olarak okulda mutluluk

Ozgiirliik durumu olarak okulda mutluluk kategorisinde 13 katilimei toplam
6 metafor tretmistir. Bu kategoride iiretilen metaforlar ve belirtilme siklikla-
r1 beden dersi(f=1), bog ders(f=8), cezaevinden ¢ikan bir adamin sevinci(f=1),
kapandaki kus(f=1), 6gle arasi(f=1), teneffiis(f=1) seklindedir. Bu kategoride
iiretilen metaforlarin bazilar1 asagida verilmistir:

“Benim i¢in okulda mutluluk bos ders gibidir ¢iinkii bos derste 6zgiir bir kus
gibiyim.” (K160).

“Benim i¢in okulda mutluluk kapandaki kus gibidir ¢iinkii kisitlamalar ¢ok
ve teknoloji yok.” (K116)

“Benim i¢in okulda mutluluk cezaevinden ¢ikan bir adamin sevinci gibidir
¢linkii okuldan ¢ikmak 6zgiirlige kavugsmak biytik bir mutluluk.” (K120).

Olumsuz bir deneyim ifadesi olarak okulda mutluluk

Olumsuz bir deneyim ifadesi olarak okulda mutluluk kategorisinde 6 kati-
Iime1 toplam 6 metafor iretmistir. Bu kategoride tiretilen metaforlar ve belirtil-
me sikliklari, acili ¢igkofte(f=1), arabesk sarki(f=1), ates(f=1), oyun(f=1), pul
biber(f=1), silgi(f=1) seklindedir. Bu kategoride iiretilen metaforlarin bazilar
asagida verilmistir:

“Benim icin okulda mutluluk silgi gibidir ciinkii hayatimda giizel anilari
sildiriyor.” (K98)

“Benim icin okulda mutluluk acili ¢igkofte gibidir ¢linkii okul ilk basta iyi
iken simav zamani sikint1 olabilir.” (K82).
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Zenginlestiren bir deneyim ifadesi olarak okulda mutluluk

Zenginlestiren bir deneyim ifadesi olarak okulda mutluluk kategorisinde
6 katilimci toplam 6 metafor tretmistir. Bu kategoride iiretilen metaforlar ve
belirtilme sikliklart aci biber (f=1), biber dolmasi(f=1) diinya (f=1), ilk basta
eksi, ¢ignendikge tatlilasan sakiz (f=1), nar(f=1), ojelerim(f=1) seklindedir. Bu
kategoride iiretilen metaforlarin bazilar1 asagida verilmistir:

“Benim i¢in okulda mutluluk biber dolmasi gibidir ¢linkii icerisinde bircok
baharat barindirir; tipki okulda birden fazla bilgi barindirdig: gibi.” (K112).

“Benim i¢in okulda mutluluk ilk basta eksi, cignendikce tatlilagan sakiz gibi-
dir ciinkd icine girildikge tathlagir.” (K57).

Degisken bir duygu olarak okulda mutluluk

Degisken bir duygu olarak okulda mutluluk kategorisinde 5 katilimer top-
lam 5 metafor iretmistir. Bu kategoride tiretilen metaforlar ve belirtilme sik-
liklari; agag(f=1), ask-1 memnu(f=1), dolmug(f=1), hava durumu(f=1) ma-
tematik (f=1) seklindedir. Bu kategoride iiretilen metaforlarin bazilar1 asagida
verilmistir:

“Benim i¢in okulda mutluluk ask-1 memnu gibidir ¢linkii ne zaman ne ola-
cagi belli degildir.” (K162)

“Benim i¢in okulda mutluluk hava durumu gibidir ¢linkii bazen igini 1sitir,
bazen seni 1slatir.”(K172).

Paylasim ifadesi olarak okulda mutluluk

Paylagim ifadesi olarak okulda mutluluk kategorisinde 5 katilimci toplam
5 metafor tretmistir. Bu kategoride iiretilen metaforlar ve belirtilme siklikla-
1 kelebek(f=1), kimya dersi(f=1), mandalina(f=1), sira arkadasi(f=1), yap
boz(f=1) seklindedir. Bu kategoride iiretilen metaforlarin bazilar1 asagida ve-
rilmistir:

“Benim icin okulda mutluluk sira arkadasi gibidir ¢linkii her seyi onunla
paylasirsin.” (K1).

“Benim i¢in okulda mutluluk mandalina gibidir ¢iinkii kabugu soyuldugu an
koku yayan ve paylastik¢a da tatlanan bir meyvedir.” (K129).

Umutsuzluk duygusu olarak okulda mutluluk

Umutsuzluk duygusu olarak okulda mutluluk kategorisinde 4 katilimci top-
lam 4 metafor tiretmistir. Bu kategoride iiretilen metaforlar ve belirtilme siklik-
lari; 15181 agilmamis oda (f=1) kanserli hasta(f=1), kara tren(f=1), taziye(f=1)
seklindedir. Bu kategoride tretilen metaforlarin bazilari asagida verilmistir:
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“Benim i¢in okulda mutluluk kanserli hasta gibidir ¢linkii olmayacagini bi-
lirsin ama bir iimit ya olursa diye okulda mutlulugu beklersin.”(K13)

“Benim i¢in okulda mutluluk taziye gibidir ¢linkii aslinda tiziintiistindiir ama
gelmeyecegini bile bile kapiya bakarsin.” (K15)

Bagimlilik durumu olarak okulda mutluluk

Bagimhilik durumu olarak okulda mutluluk kategorisinde 4 katilimci top-
lam 4 metafor iiretmistir. Bu kategoride iiretilen metaforlar ve belirtilme siklik-
lar1 ac1 biber (f=1), ¢igdem (f=1), telefon(f=1), youtube(f=1) seklindedir. Bu
kategoride tiretilen metaforlarin bazilar1 asagida verilmistir:

“Benim i¢in okulda mutluluk ac1 biber gibidir ¢iinkii ne kadar sevmesen de
olmadig1 zaman tuhaf ve farkl hissettiriyor. Aci biber de dyle. Ne kadar ac1 olsa
da yemekten vazgecemiyorsun.” (K59).

“Benim icin okulda mutluluk youtube gibidir ¢linkii girdiginde ctkamazsin.”
(K89)

Sanal bir duygu olarak okulda mutluluk

Sanal bir duygu olarak okulda mutluluk kategorisinde 2 katilimci toplam
2 metafor iiretmistir. Bu kategoride iiretilen metaforlar ve belirtilme sikliklari;
makyaj yapan kadmlar (f=1), timsah gozyasi(f=1) seklindedir. Bu kategoride
iiretilen metaforlarin bazilar1 asagida verilmistir:

Benim i¢in okulda mutluluk makyaj yapan kadinlar gibidir ¢linki bilirsin
gercek o degildir ama yine de inanirsin ya okulda da mutlulukta dyle bir seydir.”
(K17)

Zorunlu bir iligki bicimi olarak okulda mutluluk

Zorunlu bir iligki bicimi olarak okulda mutluluk kategorisinde 2 katilimci
toplam 2 metafor iretmistir. Bu kategoride tiretilen metaforlar ve belirtilme sik-
liklar1 konjonktiirel ittifak(f=1), miisteri satici iligkisi(f=1) seklindedir. Bu kate-
goride iiretilen metaforlarin bazilar1 asagida verilmistir:

“Benim icin okulda mutluluk konjonktiirel ittifak gibidir ¢linkii karsiliklr ¢1-
kar iligkisine bagldir.” (K85)

Ogrencilerin mutluluk ve okulda mutluluk kavramlarma yonelik iiretmis ol-
duklar1 metaforlar incelendiginde, iiretilen metaforlarin ve ait olduklar1 katego-
rilerin genel olarak benzerlik gosterdigi ve mutlulugu ve okulda mutlulugu genel
olarak gegici, erisilmesi gii¢, belirsiz/degisebilir, paylagimlarla ¢ogalan bir duygu
olarak tanimladiklar1 ve bir 6zgiirlik durumu olarak gordiikleri ortaya ¢ikmig-
tir. Bununla beraber, arastirmanin bir diger 6nemli bulgusu 6grencilerin okulda
mutluluk kavramina yonelik irettikleri metaforlarin cogunlukla olumsuz nitelik-
lere sahip olurken, mutluluk kavramina yonelik tiretmis olduklar1 metaforlarin
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daha olumlu niteliklere sahip olmalaridir. Bu kapsamda, 6grenciler genel olarak
mutlulugu huzur veren, keyif veren, heyecan veren bir sonsuzluk, masumiyet
duygusu olarak tanimlarken; okulda mutlulugu imkansiz, sanal bir duygu ve bir
zorunluluk, umutsuzluk ve bagimhilik durumu olarak tanimlamiglardir. Nitekim,
arastirmada herhangi bir kategoriye girmeyen ya da metafor ifadesi olmayan
bulgular incelendiginde de dgrencilerin okulda mutlulugu bir paylasgim durumu
olarak arkadaslariyla iligkilendirdikleri (f:12), bos dersler tizerinden bir mutlu-
luk tanimlamasinda bulunduklari (f:12) ve bunun diginda “yok” gibi algiladiklar:
(f:7), okulu cehennem, igkence gibi kavramlarla betimledikleri ortaya ¢ikmustir.

Tartisma, Sonug ve Oneriler

Bu arastirmada, 6grencilerin mutluluk ve okulda mutluluk kavramlarina
iliskin goriiglerinin metaforlar araciliglyla ortaya konmasi amaclanmistir. Bu
baglamda mutluluk kavramina iligkin tiretilen metaforlar “gecici bir duygu, hu-
zur veren bir duygu, erisilmesi gii¢ bir duygu, emek gerektiren bir duygu, keyif
veren bir duygu, belirsiz bir duygu, 6zgiirlik durumu, aliskanlik durumu, ¢coga-
lan/gogaltan bir duygu, masumiyet duygusu, sonsuzluk duygusu, heyecan veren
bir duygu, yalmzlik duygusu” kategorilerinde toplanmistir. Benzer bir bigim-
de, okulda mutluluk kavramina yonelik tiretilen metaforlar incelendiginde de,
iretilen bu metaforlarin “gecici bir duygu, imkansiz bir duygu, erisilmesi gii¢
bir duygu, zorunluluk duygusu, 6zgiirlik durumu, olumsuz bir deneyim ifadesi,
zenginlestiren bir deneyim ifadesi, degisken bir duygu, paylasim ifadesi, umut-
suzluk duygusu, bagimhilik durumu, sanal bir duygu, zorunlu bir iligki bicimi”
kategorilerinde betimlendigi ortaya ¢ikmustir. Ogrenciler tarafindan mutluluk
ve okulda mutluluk kavramlarina iligkin tiretilen metaforlar ve olusturulan ka-
tegoriler biitiin olarak ele alindiginda, 6grencilerin hem genel olarak mutlulugu
hem de okulda mutlulugu gegici, erisilmesi gii¢ ve arkadaslariyla olan iligkileri ve
paylagimlariyla cogalan, cogaltan bir duygu ve bir 6zgiirliik durumu olarak algila-
diklar1 goriilmektedir. Thoilliez (2011), ¢ocuklar i¢in mutlulugun anlamini ortaya
koymay1 amacladigl calismasinda, cocuklarin mutlulugu baglangicta bir hediye
ya da basarilacak bir sey olarak algilarken, ergenlikle birlikte elde etmek icin
bir seyler yapmalar1 gereken degerli bir amac olarak algiladiklarini ve mutluluga
daha temkinli yaklastiklarini ortaya koymustur. Bu dogrultuda, bu arastirmanin
¢alisma grubunun agirlikli olarak 16-17 yas olmak tizere 13-18 yas grubu 6gren-
cilerden olugmas1 mutluluga iliskin iiretilen “gecici ve erigilmesi gii¢ bir duygu
olarak mutluluk” kategorilerindeki metaforlar1 aciklar niteliktedir. Ayrica, bu
yas grubu 6grencilerin gerek mutlulugu gerekse okulda mutlulugu ¢ogalan/go-
galtan bir duygu ve bir 6zgiirliikk durumu olarak tanimlamalari ve bu dogrultuda
metafor tretmeleri mutlulugu kisilerarasi iligkiler tizerinden tanimlamalari ve
bir 6zgiirlik durumu olarak algilamalar1 ile aciklanabilir. Nitekim, literatiirde
¢esitli caligmalar bu yag grubundaki 6grencilerin mutlulugu akranlari ve arkadas-
laryla iligkileri baglaminda kavramsallastirdiklarini (Freire ve digerleri, 2013) ve
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ozgiirliik ya da ozerklik baglaminda tanimladiklarimi (Lopez-Perez, Sanchez ve
Gummerum, 2016) ortaya koymustur.

Bununla beraber, mutluluk ve okulda mutluluk kavramlarina iligkin iiretilen
metaforlar bagimsiz olarak ele alindiginda, gerek iiretilen metaforlardan gerekse
kategorilere verilen isimlerden anlasilacagi gibi, genel olarak mutluluga iligkin
iretilen metaforlarin daha olumlu niteliklere sahipken; okulda mutluluk kavra-
mina yonelik tiretilen metaforlarin daha olumsuz nitelikte oldugu goriilmektedir.
Bu kategoriler 1s18inda, 6grencilerin mutlulugu “gecici, huzur veren, erisilme-
si gii¢, emek gerektiren, keyif veren, belirsiz, cogalan/cogaltan, heyecan veren”
gibi Ozelliklerle nitelendirirken ve “Ozgiirliik, aligkanlik, masumiyet, sonsuzluk,
yalnizlik” gibi kavramlarla tanimlarken; okulda mutlulugu “gegici, imkansiz,
erisilmesi giic, degisken, sanal,” gibi 6zelliklerle niteledikleri ve bir zorunluluk,
umutsuzluk, bagimlilik, yalnizlik durumu, zorunlu bir iligki bicimi ve olumsuz
bir deneyim ifadesi olarak tanimladiklari ve bu dogrultuda metaforlar trettik-
leri gorilmustiir. Ayrica, 6grenciler tarafindan 6zgiirlik kategorisinde mutluluk
kavramina iligkin tiretilen metaforlar incelendiginde, 6grencilerin kus, ucurtma,
bisiklet siirmek gibi metaforlar trettikleri goriiliirken; aynmi kategoride okulda
mutluluk kavramina iligkin tiretilen metaforlarin bos ders, beden dersi, 6gle ara-
s1, teneffiis, cezaevinden ¢ikan bir adamin sevinci, kapandaki kus gibi ifadeler
olduklari goriilmektedir. Buna ek olarak, 6grenciler tarafindan tiretilen ve meta-
for olmayan ya da herhangi bir kategoriye girmeyen ifadeler incelendiginde de,
ogrencilerin okulda mutlulugu yok gibi algiladiklart ve okulda mutlulugu genel
olarak bog derslerle tanimladiklari ortaya cikmuistir.

Tim bu bulgular 15181nda, 6grencilerin genel olarak okulda mutlu olmadik-
lar1, okulu 6zgurliklerini kisitlayan zorunlu bir yer olarak algiladiklar1 ve okulda
mutlulugu bos ders, 6gle arasi, teneffiis, yaz tatili, okul ¢cikist gibi okul/ders digin-
daki zamanlarla iligskilendirdikleri goriilmektedir. Nitekim, Saban’in (2008) calis-
masinda da ogrenciler okulu disiplin ve kontrol merkezi olarak tanimlamiglar
ve bu tanimi hapishane, hipodrom, kafes, sikici bir yer, krallikla yonetilen iilke
metaforlariyla agiklamislardir. Benzer bir bicimde, alanyazinda cesitli arastirma-
larda da ogrencilerin okulu baski yeri olarak algiladiklar1 (Ozdemir, 2012) ve
ogrenciligi esirlik, kolelik, tutukluluk ve kobaylik durumu (Saban, 2009) olarak
tanimladiklar: goriilmiistiir. Aslan ve Dogan (2016) tarafindan tstiin yetenekli
ogrencilerin devam ettikleri okullara iligkin tirettikleri metaforlarin ele alindig:
bir diger calismada da tstiin yetenekli 6grenciler okulu kafes, hayvanat bahgesi,
cehennem, korku filmi, robot, yaris pisti, torpt gibi metaforlarla tanimlamiglar
ve okulu bir yaris ve rekabet alani, diistinmeyi engelleyici ve korkutucu bir unsur
olarak ele almislardir. Bu dogrultuda, gerek alanyazinda dgrencilerin okula ilig-
kin irettikleri metaforlar gerekse bu calismada 6grencilerin mutluluk ve okulda
mutluluk kavramlarina iligkin iirettikleri metaforlar ele alindiginda 6grencilerin
okula iliskin cok olumlu duygular beslemedikleri, okulu bir zorunlu iligkiler agi
ve bagimlilik durumu olarak algiladiklari ve dolayisiyla da okulda mutlu ve 6zgtir
olamadiklar1 sonucuna ulagilabilir.
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Alan yazinda tiniversite 6grencileri, ergenler ve ¢ocuklarin mutluluk algilari-
nin ele alindig1 bir¢ok calismada, 6zgiirliigiin ve 6zerkligin mutlulugun belirleyici
unsurlarindan biri oldugu ortaya konmustur (Delle Fave, Brdar, Freire, Vella-
Brodrick ve Wissing, 2011; Giacomoni, Souza ve Hutz, 2014). Bu bulgulara para-
lel olarak, Uusitalo-Malmivaara (2012) 11-16 yas grubu 6grencileri en cok mutlu
eden ii¢ faktoriin okulda basari, daha fazla 6zgiir zaman ve bir hobide basari ol-
dugunu; Csikszentmihalyi ve Hunter (2003) da ergenlerin ders calisirken mutlu-
luklarmin azaldigini ortaya koymustur. Gerek alanyazinda 6grenci mutluluguna
yonelik arastirmalar gerekse bu arastirmanin bulgular: incelendiginde, 6grencile-
rin okula iligkin olumsuz algilarinin ve mutsuzluklarinin arkasinda okulun onlar
icin bir 6zgiirliik alani degil bir zorunluluk alani algisinin yattig ileri siirtilebilir.
Nitekim bu arastirmanin katilimci grubunun ¢ogunlugunu olusturan ortadgre-
tim Ogrencilerinin (n: 158) giinliik ders saati sayist 8-10; haftalik ders saati sayisi
ise 40-45 saat arasinda degismektedir. Bu sayiya 6grencilerin okul sonrasi dahil
olduklart yetistirme kurslar1 da eklendiginde 6grencilerin giinlerinin neredeyse
yarisini okulda gegirdikleri ve kendilerine ait serbest zamanlariin kalmadigr go-
rillmektedir. Ayrica, 6grencilerin okulda mutlulugu, zorunlu bir iligki bicimi, zo-
runluluk ve bagimlilik durumu olarak algilamalarina iliskin edinilen bulgular da,
ogrencilerin okul i¢i iligkiler baglaminda sorunlar yasadiklari ve okula ait hisset-
medikleri biciminde yorumlanabilir. Nitekim, Tiirkiye’nin en mutsuz dgrencilerin
yer aldig iilke olarak tespit edildigi PISA 2015 verilerine gore de, Tiirkiye’deki
ogrenciler 6gretmen-0grenci iligkilerinin niteligi, okul/sinif ici disiplin ve okula
aidiyet gibi alanlarda olumsuz goriis bildirmigler ve OECD ortalamasinin altinda
kalmiglardir (OECD, 2017). Bununla beraber, Baker, Terry, Bridger ve Winsor’a
gore (1997: s. 589) “kisisel olarak destekleyici bir topluluk olarak 6grencinin okul
algist okulu tamamlamasinda ve okula iligkin doyumunda oldukca dnemli bir role
sahiptir”. Bu baglamda, okula iligkin sosyal destek algisi yiiksek olan ve kisilera-
rast iligkiler baglaminda daha olumlu goriislere sahip 6grencilerin okulda daha
mutlu ve bagarili olabilecegi ileri siiriilebilir. Bu dogrultuda, PISA gibi uluslara-
rast okul degerlendirme programlarinda en yiiksek basariy: elde eden Finlandiyal:
ogrencilerin akademik yeterlik, 6gretmen destegi ve okulla ilgili genel mutluluk
algilarinin kiiresel mutluluk algilariin énemli bir yordayicisit olmasi (Gilman and
Huebner, 2006; Suldo et al. 2006, 2008, 2009; Akt: Uusitalo-Malmivaara, 2012)
beklenen bir durumdur. PISA 2015 verilerine gore Diinya’nin en mutlu 2. iilkesi
olarak secilen ve 2000 yilindan beri PISA smavlarindaki basarisiyla dikkat ceken
Finlandiya’da ortadgretim diizeyinde ders saatlerinin haftada 19-32 saat arasin-
da degistigi, serbest zamana Onem verildigi ve smif icerisinde de sik sik disariya
¢itkmanin tesvik edildigi bilinmektedir (Dincer, 2017). Bu kapsamda, Tiirkiye’de
ogrencilere daha fazla ozgiirliik ve serbest zaman taniyacak politika ve uygula-
malarin en kisa zamanda hayata gecirilmesi gerekmektedir. Nitekim “okullar 6g-
rencilerin sadece akademik beceriler edindikleri yerler degil ayn1 zamanda basa-
rili olmak icin ihtiya¢ duyduklari sosyal ve duygusal becerileri gelistirebilecekleri
sosyal ortamlardir” (OECD, 2017: s. 3) ve bu sosyal ortamlarin olusmasi da daha
fazla serbest, 6zgiir zamani gerektirmektedir.
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“Mutlu 6grencilerin en iyi 6grenen dgrenciler” (Noddings, 2003: s. 2) oldugu
tezinden hareketle, Tiirkiye’de 6grencilerin PISA smavlarinda neden basarisiz
olduguna iligkin harcanan zaman ve ¢abanin dncelikle bu 6grencilerin mutsuzluk
nedenlerini bulmaya yonlendirilmesi gerekmektedir. Ogrencilerin mutluluk ve
okulda mutluluk kavramlarina iligkin algilar1 metaforlar aracilifiyla ortaya koy-
may1 amaclayan bu ¢alismada sadece mevcut durum betimlenmistir. Bununla
birlikte, 6grencilerin okulda mutlulugunu arttirmak; dolayisiyla da daha mutlu
bir yagama sahip olmalarini saglamak i¢in mutsuzluk nedenlerinin ayrintili bir bi-
¢imde ortaya konmasi gerekmektedir. Bu dogrultuda, 6grencilerin mutsuzluk se-
beplerinin ortaya konmasinda PISA 2015 bulgular: dikkate alinmali ve 6grenci-
lerin mutsuzlugunda sorunlu alanlar olarak algilanan ders, 6dev ve siav kaygisi,
ogretmen-0grenci iligkilerinin niteligi, okul/sinif i¢i disiplin ve okula aidiyet gibi
alanlara daha fazla odaklanilmalidir. Bu kapsamda, 6ncelikle, 6grencilerin ders,
ddev ve sinav kaygilarinin mutluluklar1 yoniinde en biiyiik engellerden biri oldu-
gu gbz Oniine alinarak, Tirkiye’de dlgme ve degerlendirme siireclerinde bir degi-
sime gidilmeli, mevcut sinav sistemine alternatif yontemler iiretilmelidir. Ayrica,
Ogrencilerin daha fazla serbest zaman gegirmelerini saglamak i¢in, ders saatle-
rinde bir diizenlemeye gidilmeli ve ders saatleri kisaltilmalidir. Ayrica, 6gretmen
mutlulugunun 6grenci mutlulugunun ve dolayisiyla 6grenci basarisinin dnemli
bir yordayicisi olmasi (Bakker, 2005; Van Hall, Bruggeman, Aertsen ve Brug-
geman, 2017) ve 6gretmen mutlulugunun destekleyici bir sinif ortami ve 6gret-
men-6grenci iligkileri olugturmada dnemli rol oynamasi (Jennings ve Greenberg,
2009) goz Ontine almarak dgretmenlerin de daha mutlu olmalarini saglayacak
politikalar gelistirilmelidir. Ogrencilerin okul kaygilarini azaltmak ve dolayistyla
O0grenme motivasyonlarini arttirmak ancak ogrencileriyle giiven temelli iligkiler
kurabilecek mutlu 6gretmenlerle gergeklesebilecektir (TEDMEM, 2017).

Giivensizligin, esitsizligin, yoksullugun, catismanin ve dolayisiyla da yasam
stresinin gittikce daha da arttigr 21. yiizyilda egitim sistemlerinden 6grencileri
bu sorunlarla bas edebilecek seklide egitmesi, okulu sadece bir egitim kurumu
olarak degil ayn1 zamanda 6grencilerin sosyal ve duygusal gelisimlerine katkida
bulunan bir ¢evre olarak gérmeleri beklenmektedir (Sezer ve Can, 2019). Bu
kapsamda, “Ogrencilerin ve dgretmenlerin umudunu ve mutlulugunu goz ardi
eden Ogretmenlerin yeterliliklerini, 6grencilerin 6grenmelerini ve okullarin per-
formanslarini arttirma ¢abalariin hepsinin kaginilmaz olarak bagarisiz olacag1”
(Bullough, 2011: s. 17) g6z 6niinde bulundurulmali ve gerek politika ve uygula-
malarda gerekse alanyazinda 6gretmen ve 0grencilerin mutluluk/mutsuzluk du-
rumlarina ve nedenlerine daha fazla yer verilmesi gerekmektedir. Bu dogrultuda,
ogrencilerin mutsuzluk sebeplerinin daha ayrintili bir bigcimde ortaya konmasi
i¢in, 6grencilerin goriislerini daha ayrintili sunmalarina imkan verecek nitel ve
karma yontem calismalarin yapilmasi gerekmektedir. Son olarak, mutluluk/mut-
suzluk durumunun tam bir betimlemesini ortaya koymak icin, 6grenci mutlulu-
gunu yordamada Onemli bir etkisi olan 6gretmen mutluluk durumlarinin, mut-
suzluk sebeplerinin ortaya konmasi da gerekmektedir.
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Abstract

This study aims to reveal teachers’ opinions regarding ethical and unethical leadership. A phenome-
nological research design was used in the study. Purposeful sampling technique was used to determi-
ne the study group. Interviews were conducted with 20 teachers to collect data. A content analysis was
conducted to analyze the data. According to the findings, teachers defined administrators with moral
personality as ethical leaders. It was also found that school administrators mostly displayed unethical
leadership behaviors in co-worker relationships. Another characteristic of unethical leaders was their
promoting unethical behaviors among co-workers and taking the lead in turning unethicality as a part
of school culture. It is argued that behaviors leading to the emergence of unethical leadership tend to
institutionalize if they do not meet with an obstacle or are supported by organizational environment.
It was recommended that further research focus on how moral person and moral manager compo-
nents of ethical leadership affect each other.
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Oz

Bu calismanin amaci 6gretmenlerin etik ve etik disi liderlige iliskin gortislerini ortaya koymaktir.
Cahismada nitel aragtirma desenlerinden fenomenoloji deseni kullanilmistir. Orneklem tiirii ola-
rak amacl 6rnekleme yontemi secilmistir. Veri toplama yontemi olarak goriismeden yararlanilmig
olup bu dogrultuda 20 6gretmenle goriisme yapilmistir. Yapilan goriismelerden elde edilen veriler
icerik analizine tabi tutulmustur. Ogretmenler ahlaki kisilige sahip yoneticileri etik liderler olarak
tanimlamaktadirlar. Okul yoneticilerinin etik dis1 lider davraniglarini en ¢ok meslektas iliskilerinde
yaptiklari tespit edilmistir. Etik disi liderlerin dikkat ¢eken bir diger 6zelligi ise etik dis1 davranis-
lar1 calisanlar arasinda 6zendirmeleri ve etik disiigr kurum kiltiiriniin pargasina doniistirmede
On ayak olmalaridir. Etik dist liderligin ortaya citkmasina etki eden davranislar herhangi bir engelle
karsilagsmadiklarinda veya Orgiitsel cevre tarafindan desteklendiklerinde kurumsallasma egilimin-
de oldugu soylenebilir. Yoneticilerin ahlaki kisilik ve ahlaki yoneticilik 6zelliklerinin birbirini nasil
etkiledigi konusu tlizerinde arastirmalar yapilabilir.
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Introduction

Leaders play an important role in promoting ethical behavior. Leaders can
determine the goals to be achieved and the behaviors required to achieve the-
se goals. They can make decisions directly affecting employees through tools
such as strategy formulation, performance evaluations and allocating resources
(Brown & Trevino, 2006). Actions supported by leaders convey clear messages
to employees about what values they care about. Employees also tend to display
behaviors encouraged by leaders to achieve the promised rewards. Therefore, it
is usual for employees to seek guidance from leaders when they face ethical prob-
lems (Trevifio, 1986). Similarly, there are researchers who claim that employees
comply with the ethical values of their leaders (e.g., Schminke, Wells, Peyrefit-
te & Sebora, 2002; Schminke, Ambrose & Neubaum, 2005; Weaver, Trevino &
Agle, 2005). For example, leaders, who are sensitive about ethical values, ensure
that employees have ethical awareness and experience less ethical dilemmas by
creating an ethical climate in their organizations while unethical leaders have the
opposite effect (Schminke et al., 2005).

In a similar vein, schools have their own ethical environments, which are
heavily influenced by the way leaders manage; however, these environments are
generally not stable. This is because schools do not merely consist of physical
structures, methods and techniques, standard measurement and evaluation tools
(Blase, 2000). Social differences, contradictions and conflicts infiltrate the scho-
ol environment, turning it into a loosely coupled political system. Stakeholders
such as teachers, administrators, parents, and the education bureaucracy play
their roles in a complex environment regulated by laws, standards, policies and
principles (Ball, 2012). As schools turn into complex organizations, it becomes
difficult to direct different stakeholder groups with different values towards a
specific purpose (Maxcy, 2008). At this point, there is a need for ethical leaders
who can direct a wide variety of groups with different goals and value judgments
to specific goals and create reconciliation mechanisms that can resolve ethical
disputes between them; because ethical leaders can contribute to the establish-
ment of an ethical climate that can shape the actions of school stakeholders with
their behaviors and management styles (Begley, Begley & Stefkovich, 2007).
Empirical studies in the literature also support this point (Carlson and Perrewe,
1995; Schminke et al., 2005).

As it is seen, leaders have important effects on establishing the ethical cli-
mate of their organizations. For this reason, the studies in the literature have
mainly focused on what managers should do in order to be an ethical leader. In
this respect, descriptive studies are mostly about to what extent employees meet
pre-determined standards of ethical leader behaviors (Brown & Trevifio, 2006).
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Thus, conducting studies to describe the current situation about ethical and unet-
hical leadership practices can reveal how teachers define ethical and unethical
leadership and how they experience the effects of these leaders. Such studies can
also provide clues as to what factors are effective in the emergence of ethical and
unethical leadership in schools.

Ethical Leadership

It is possible to discuss the concept of ethical leadership under the dimen-
sions of moral person and moral manager (Trevifo, Hartman & Brown, 2000).
Moral person dimension is about the qualities that an ethical leader has as an
individual. They observe moral values in their actions and interpersonal relati-
onships (Brown, Treviiio & Harrison, 2005). Individuals with strong moral per-
sonality are honest and trustworthy people. They care about how other people
are and they are known as friendly people. Employees are willing to open their
problems to individuals with these characteristics, because they know that such
individuals will lend an ear to them. Moral people are known for being fair and
principled. Finally, these individuals consistently exhibit the same moral behavi-
ors not only in their private but also in business lives (Trevifio et al., 2000).

The moral manager dimension is about how the individuals use the tools
they have as a result of their leadership position to promote ethical behavior in
their organizations. Strong moral managers see themselves as role models. They
make ethical rules visible in their organizations with their behaviors. They set
ethical behavior standards and ensure that they are announced to employees
(Kaptein, 2019). They use reward and punishment when necessary to institutio-
nalize ethical values. In other words, ethical leaders set ethical standards, reward
ethical actions and enforce sanctions to discipline those who do not comply. They
take care of the conformity of the results of their decisions with ethical values
and make fair choices that can be observed and imitated by the organization’s
stakeholders. In brief, there is a harmony between what ethical leaders speak and
do. They first shape up their own behaviors in order to meet the ethical standards
(Trevino, Brown & Hartman, 2003).

In the light of these discussions, it is possible to define ethical leadership as
“displaying morally acceptable behaviors in personal actions and interpersonal rela-
tions and promoting to exhibit such behaviors by organization stakeholders through
two-way communication, reinforcement and decision-making processes” (Brown et
al., 2005). There are researchers who conclude that ethical leadership has posi-
tive effects on employees (Madenoglu, Uysal, Sarier, & Banoglu, 2014; Ugurlu
& Ustiiner, 2011; Schminke et al., 2002). Ethical leaders increase employees’ job
satisfaction, commitment, communication willingness, and willingness to make
constructive contributions. Ethical leadership has significant positive organizati-
onal level effects as well as individual effects. It has a positive relationship with
organizational citizenship and trust (Brown & Mitchell, 2010).
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Unethical Leadership

Unethical leadership is a concept that has rather emerged as a result of re-
searches about the dark sides of organizations (Skarlicki & Folger, 1997; Tepper,
2000; Dufty, Ganster & Pagon, 2002; Tepper, Dufty, Henle & Lambert, 2006);
because organizations are not environments where ethical values are fully domi-
nant, but micropolitical environments where a wide variety of different groups
compete to reach scarce resources (Ball, 2012). It is often possible to come across
employees who have different understandings of ethics or who have not adopted
the rules even if there is a consensus about ethical rules. For this reason, unet-
hical behaviors such as aggression, deliberate disruption of the organization’s
operation, revenge and going behind others’ backs are not uncommon. Studies
on such behaviors are generally focused on employees; however, there are stu-
dies showing that leaders also exhibit or provoke such behaviors (Tepper, Moss,
Lockhart, & Carr, 2007).

Studies on leadership do not define all of the destructive leadership behavi-
ors as unethical (Brown & Mitchell, 2010; Eisenbeill & Brodbeck, 2014; Resick
et al., 2011), since unethical behaviors refer to actions that are illegal and/or in-
compatible with the moral values of society. Research on the dark sides of orga-
nizations covers some concepts such as abusive supervision, toxic leadership and
tyranny, but it cannot fully cover unethical leadership (Liu, Liao & Loi, 2012).
Of course, these leadership or behavior types can also be regarded as unethical;
however, unethical leadership also extends beyond leaders’ own behaviors. In
some cases, leaders can encourage unethical actions to achieve organizational
goals. Particularly in researches conducted in large commercial organizations,
it was observed that unethical actions mostly took place with the knowledge of
senior managers. In other words, although leaders do not engage in unethical ac-
tions, they encourage such actions through rewarding, ignoring or tolerating. In
this way, they try to benefit from the unethical behavior of the employees (Brown
et al., 2005). For instance, leaders can overestimate the importance of organiza-
tional goals, and lay excessive burden on stakeholders in achieving these goals.
In this way, they can justify unethicality and encourage stakeholders to engage
in unethical actions. Furthermore, researches show that leaders generally attach
more importance to organizational goals than other employees and have higher
self-confidence in engaging in unethical actions (Hoyt, Price & Poatsy, 2013).

As a result, unethical leadership can be defined as “organizational leaders
behaving or making decisions illegally and/or against ethical values, as well as imp-
lementing processes and structures that encourage unethical behaviors among emp-
loyees” (Brown & Mitchell, 2010). Unethical leadership has significant negative
effects on employees. This type of leadership leads to negative effects on emplo-
yees, such as resistance, decrease in psychological well-being and life satisfaction.
Moreover, unethical leadership can disrupt the general functioning of organiza-
tions. Negative effects, such as increased absenteeism, increase in health expen-
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ditures, decrease in productivity and increase in production costs, cause large
financial losses for organizations (Schilling, 2009; Tepper et al., 2006).

The Emergence of Ethical and Unethical Leadership

The factors that lead to the emergence of ethical and unethical leadership
are generally examined from the perspective of social learning theory; because,
together with the individual characteristics of the leaders, environmental influ-
ences can shape ethical or unethical leadership perceptions of followers. It is
possible to discuss these factors under the headings of “individual factors” and
“situational factors”. While individual factors are related to characteristics, such
as personality and motivation, situational factors are related to environmental
characteristics, such as role models and ethical context (Brown & Trevino, 2006).

Individual Factors

Individual characteristics can lead to the emergence of ethical or unethical
leadership. Brown and Trevifio (2006) argue, based on social learning theory, that
factors, such as personality traits, motivation, Machiavellism, level of moral judg-
ment, level of implementing moral values, locus of control and self-monitoring,
lead to the emergence of ethical or unethical leadership.

Personality traits: Personality traits hold an important place in the emergen-
ce of leadership. For example, five-factor personality traits consisting of agree-
ableness, openness to experience, extraversion, conscientiousness and emotional
consistency/inconsistency are closely related to leader behaviors. While open-
ness to experience and extraversion positively affect the effectiveness of leaders,
conscientiousness and extraversion are effective in the emergence of leaders
(Kalshoven, Den Hartog & De Hoogh, 2011). On the contrary, agreeableness
and emotional inconsistency often have weak effects on leadership behaviors.
Furthermore, when it comes to ethical leadership, agreeableness and conscienti-
ousness have positive effects, while emotional inconsistency has a negative effect,
since these traits reflect a collaborative, self-controlled and reliable personality
that is necessary for the emergence of ethical leadership. On the other hand, sin-
ce emotional inconsistency involves fear, anxiety and hostility, it can prevent the
emergence of ethical leadership (Walumbwa & Schaubroeck, 2009).

Motivation: The relationship between motivation and ethical leadership
can be described based on McClelland’s (1987) motivation theory. According
to McClelland (1987), individuals act under the influence of three basic needs,
which are classified as need for power, need for achievement and need for affi-
liation. Individuals, who need to gain power, intend to affect other people. Indi-
viduals, who need achievement, intend to do a job better than previously done.
Individuals, who need to establish affiliations, intend to establish positive rela-
tionships with other people. The need for high power, the need for moderate
achievement and the need for low or moderate level affiliation are considered
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essential for effective leadership (McClelland, 1987). Moreover, there are diffe-
rences between individuals, who tend to use the power in line with their personal
goals, and those, who tend to use it in a limited way to benefit other people.
Individuals, who tend to use power to the benefit of society, often show more
effective leadership (McClelland & Boyatzis, 1982).

Machiavellism: It refers to the use of cheating, deception and opportunism
in interpersonal relations. Unlike ethical leaders, machiavellist leaders tend to
manipulate other people to achieve their goals. They have little trust in people
and are found unreliable by others in return. Machiavellist tendencies often lead
to consequences associated with unethical leadership, unethical and illegal acts.
As influence sources used by machiavellists, such as coercion and manipulation,
are not in line with ethical values, they turn them into unethical leaders (Brown
& Trevifo, 2006).

Moral judgment: Moral judgment refers to differences in individuals’ as-
sessment about right or wrong in certain situations. The cognitive moral deve-
lopment theory of Kohlberg (Kohlberg & Hersh, 1977) is often used to explain
the differences between the reasoning processes individuals use to reach moral
judgments. According to this theory, individuals in the preconventional stage
form their right or wrong judgments with the help of obedience and fear of pu-
nishment or interest and exchange relations. In the decisions of individuals in
the conventional stage, people who are close and cared about, rules, norms and
laws are effective. Individuals in the postconventional stage generally act inde-
pendently of external influences according to their internal values or universal
ethical principles while shaping their judgments about what is right or wrong
(Kohlberg & Hersh, 1977). As the moral judgment levels of leaders rise, they
can analyze interpersonal relationships better, approach problems from different
perspectives and produce more solution alternatives. In other words, as the level
of moral judgment rises, leaders consider ethical principles and other people’s
rights more in their decisions. In the opposite case, leaders are more likely to ex-
hibit unethical behaviors (Turner, Barling, Epitropaki, Butcher & Milner, 2002).

Implementation of moral values: There is a strong relationship between mo-
ral judgment and ethical leadership levels of individuals who can implement mo-
ral values in their daily lives. Accordingly, individuals differ not only according to
their levels of moral judgment but also according to what extent they act under
the influence of ethical principles in their daily decisions. Having a high moral
judgment capacity is not enough to see a person as a role model. This capacity
needs to be reflected in the actions of individuals and thereby be observed by
other people (Brown & Trevifio, 2006).

Locus of control: The locus of control is the perception of individuals’ cont-
rol over the events in their lives. While people with an internal locus of control
have more sense of control over their lives, people with an external locus of cont-
rol tend to link their events to fate or other strong people. Individuals with an
internal locus of control are expected to act more ethically because they have the
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ability to grasp the relationship between their behaviors and the results. External
locus of control is more closely related to unethical behaviors (Trevino, 1986).

Self-monitoring: Self-monitoring is about the kindness of individuals to-
wards others and how they introduce themselves to others. Individuals with a
high level of self-monitoring skills can easily change the impressions they make
in other people to adapt to the social environment more quickly (Hogue, Le-
vashina & Hang, 2013). On the other hand, low self-monitoring ability leads to
lower adaptability and a tendency to behave in the same manner in different
social environments. High level of self-monitoring facilitates the emergence of
leadership. However, individuals with low self-monitoring are more likely to
emerge as ethical leaders. This is because high level of self-monitoring increases
the likelihood of unethical behaviors such as lying and manipulation (Bedeian &
Day, 2004).

Situational Factors

Situational factors lead to the emergence of ethical or unethical leaders-
hip through interacting with individual factors. Ethical role models, ethical con-
text and moral intensity of the problems encountered are among these factors
(Brown & Trevifio, 2006; Eisenbeifl & Giessner, 2012).

Ethical role models: Not only followers but also leaders can learn a lot from
role models. By observing the behaviors of ethical role models and their results,
they can identify with the role model and internalize his/her moral values and
attitudes. Moreover, role models do not need to be in higher positions than the
individual; even peers or lower level employees can be role models. Individuals
who had ethical role models in the past are more likely to have ethical leadership
characteristics (Eisenbei3 & Giessner, 2012). Personal traits, such as honesty,
fairness and attentiveness, as well as behaviors, such as determining ethical stan-
dards and giving others responsibilities, are among the qualities associated with
ethical role models (Weaver et al., 2005).

Ethical context: Another factor that leads to the emergence of ethical or
unethical leadership is the ethical context of the organization. Research on ethi-
cal context is often focused on ethical culture or ethical climate. Both concepts
focused on the characteristics of the organization that support or do not support
ethical attitudes and behaviors (Trevino, Weaver & Reynolds, 2006). Ethical cul-
ture is an organizational culture element that can differentiate the relationship
between individuals’ moral judgments and ethical/unethical behaviors. In other
words, it covers formal and informal behavior control systems, such as leaders-
hip, authority structures, reward systems, rules and policies, decision making
processes, norms and employee behaviors, that support ethical or unethical be-
haviors in an organization (Trevifio, 1986). Ethical climate can be defined as “a
general perception of organizational practices and processes with ethical content” or
“organizational climate elements that determine what an ethical behavior is in an
organization”. As ethical climate strengthens, ethical decision-making tendencies
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of managers become stronger and the probability of exhibiting unethical behavi-
ors decreases (Fritzsche, 2000).

However, it is not possible to explain the emergence of ethical and unethical
leadership without considering the social value systems and sectoral pressures
that affect the culture and climate of the organizations; because social sensi-
tivity about ethical rules and cultural values about responsibility, justice and
transparency can direct individuals’ internal and external behaviors. In addition,
sector-specific characteristics, such as environmental complexity, content of the
organization’s tasks and stakeholder interests, can shape organizational cultures
(Eisenbeill & Giessner, 2012).

Moral intensity of problems: Ethical awareness is the first step of the ethical
decision making process. In other words, if moral qualities of a question are not
noticed, the moral judgment process does not start. The effective factor in this
regard is the moral intensity of the problems encountered. Moral intensity has
two dimensions: significance level of results and social consensus. Significance
level of the results indicates the possible losses that the problem will cause and
the number of people that these losses can affect. Social consensus expresses
the existence of generally accepted strong ethical norms related to the problem
encountered (Brown & Trevifo, 2006).

As the number of people negatively affected by the decision on ethical issues
increases, it draws the attention of the general public more. In addition, physical
losses attract more attention than economic and psychological losses. The signi-
ficance level of the results is particularly effective in the emergence of ethical le-
adership, because ethical leaders must consider the possible effects of their acti-
ons on other people. When there is a great loss, stakeholders pay more attention
to how decision-makers solve the problems (Singhapakdi, Vitell & Kraft, 1996).

It is possible to say that the decisions that lead to ethical and unethical lea-
dership behaviors are the product of complex processes resulting from the inte-
raction of individual and situational factors. At this point, Jones (1991) develo-
ped a decision model on how the moral intensity of problems shapes individual
behavior. According to this model, the processes of diagnosing moral problems,
establishing moral judgments, establishing intentions on moral issues and reac-
hing a decision to take action or not take action are shaped by the moral intensity
of the problems and organizational factors, such as group dynamics, authority
and socialization (Jones, 1991).

Furthermore, the ethical decision-making process is of great importance to
prevent the emergence of unethical leader behaviors. Aydin (2012) proposes to
think about the problem faced in a multidimensional way in the ethical decision
process before making a sudden decision. Then, the problem should be diagno-
sed in detail, and sufficient and valid information about the problem should be
collected. Besides, producing options related to the desired results can enable
inquiries about the suitability of the results and the actions to be taken to achi-
eve these results. While evaluating the results of the decision, the legality of the
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actions to be taken, the potential reactions of those affected by the result and the
potential effects on the person making the action decision should also be taken
into consideration (Aydin, 2012).

The selection stage is the most important phase of the ethical decision-ma-
king process. Consulting when necessary, thinking about how a virtuous person
will act in the same situation, and questioning how people will react to the de-
cision will alleviate ethical concerns in the decision-making stage. Finally, it is
suggested to make inquiries about the results after a decision is reached and to
implement other decision options when necessary, since it is not possible to pre-
dict the results clearly before implementing the decisions (Aydin, 2012).

If individuals face problems that can lead to great harm and overcome these
problems in a morally acceptable manner, they are regarded as ethical leaders by
their circles (Brown & Trevifio, 2006). On the other hand, decisions that cause
great harm to others can lead to the emergence of unethical leadership. In addi-
tion, the moral intensity of problems, as Jones (1991) also stated, can lead to et-
hical or unethical leadership by interacting with individual and other situational
factors. Leaders working in organizations, where situational factors that support
ethical behavior are strong, can be more prepared for ethical issues and exhibit
ethical leadership behaviors. However, in circles dominated by situational factors
that support unethical or weak ethical characteristics, leaders may find it difficult
to exhibit ethical leadership behaviors, and may even be prone to unethical lea-
dership (O’Fallon & Butterfield, 2005).

As seen, it can be said that ethical and unethical leadership should be exa-
mined together with the contexts in which they arise. In the light of these discus-
sions, the purpose of this study is to determine teachers’ opinions on ethical and
unethical leadership. In line with this general purpose, answers will be sought to
the following questions:

1. How do teachers define ethical and unethical leadership?

2. What are the factors that lead to the emergence of ethical leadership
in schools?

3. What are the factors that lead to the emergence of unethical leadership
in schools?

Method

Information on research design, study group, data collection tool and data
analysis was presented under this heading. In this research, it was aimed to re-
veal first-hand how the teachers’ perceptions and experiences were about the
ethical and unethical leadership behaviors of school administrators by using a
qualitative research method. In this way, it was aimed to reach the essence of the
experiences about the phenomenon (Balci, 2013).
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Research Design

In this research, phenomenology, one of the qualitative research models,
was used. Phenomenology is a research method that allows the researcher to exa-
mine the experiences of a case or event in depth (Yildirim & Simsek, 2018). Pat-
ton (2014) states that phenomenology focuses on how people make sense of their
experiences. Best and Kahn (2017), on the other hand, define phenomenology as
an approach that explains the current situation, or scrutinizes and analyzes the
structure between factors affecting change and development.

In the research, it can be stated that phenomenology is an effective rese-
arch model to analyze the experiences of teachers’ about ethical and unethical
leadership behaviors of school principals. Phenomenology tries to understand
how individuals experience an event, situation or concept, and the internal and
external relations of the concept studied from these experiences through phe-
nomenological researches (Christensen, Johnson & Turner, 2015). Thanks to
phenomenology, we get a chance to analyze the phenomena we have superficial
knowledge in depth (Creswell, 2012).

Participants

In phenomenological studies, the study group should be made up of people
who can reflect their experiences about the focus of the research (Creswell, 2012;
Yildirim & Simsek, 2018). In this study, the research group consists of 20 teac-
hers working in Istanbul Cekmekdy District in the 2019-2020 academic year. Ma-
ximum variation sampling method was chosen among the purposeful sampling
methods. For this, teachers working in primary, secondary and high schools with
different socio-economic environments are included in the study group. More-
over, attention was paid to the participants being of different years of seniority
and gender. Demographic information on participants is presented in Table 1:

Table 1.
Demographic Characteristics of Participants

No Nickname Gender Occupational Seniority Branch
1 T1 Male 12 Science
2 T2 Female 3 Classroom Teacher
3 T3 Male 4 Math
4 T4 Male 18 Physics
5 T5 Male 13 Social Sciences
6 T6 Male 6 Classroom Teacher
7 T7 Female 14 Foreign Language
8 T8 Female 8 Foreign Language
9 T9 Male 17 Science
10 T10 Female 28 Classroom Teacher
11 T11 Female 9 Classroom Teacher
12 T12 Female 13 Math
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13 T13 Male 16 History

14 T14 Female 18 Literature

15 T15 Male 5 Physical Education
16 T16 Female 5 Religion

17 T17 Male 12 Religion

18 T18 Female 24 Foreign Language
19 T19 Female 3 Literature

20 T20 Female 6 Classroom Teacher

As can be seen in Table 1, there were 11 female and nine male participants.
Five of the participants have 1-5 years, four 6-10 years, five 11-15 years, and six
16 years or more seniority. In the research, the principle of the confidentiality
of the private and corporate identities of the participants was adhered and no
information reflecting their identities was given. Instead, each participant was
given a nickname.

Data Collection

The most commonly used data collection tool in phenomenological researc-
hes is the interview (Yildirim & Simsek, 2018). In this study, the data were col-
lected through semi-structured interviews as they allowed the subject to expand
and to create new titles about the subject with different questions throughout
the conversation (Merriam, 2015). While preparing the semi-structured intervi-
ew questions, the related literature was scanned, and interviews were conducted
with three school principals and six teachers working at primary, middle and high
school levels. The questions in the interview form are open-ended questions. In
line with the data obtained, semi-structured interview questions were prepared
by the researchers and examined by a faculty member specialized in ethical le-
adership. There are six questions in the semi-structured interview form. The
interviews were held at the schools, where the teachers worked, during their free
hours. All interviews were audio-recorded. The interviews lasted for 30-40 minu-
tes. The audio recordings were transformed into written format by the researc-
hers and the participants were asked to check the interview recordings; because,
as Guba (1981) states, participant check is the most important criterion used in
ensuring credibility.

Data Analysis

Data collected through interviews were analyzed by using content analysis
technique. Content analysis is a coding process and is done to convert raw data
into standard formats (Hsieh & Shannon, 2005). In order to increase credibility
in the analysis of the data, researcher triangulation was used. In this direction, the
two researchers worked separately by creating two independent groups in coding
and creating themes from data previously converted into written form. Apart from
a researcher, there is an academician and an experienced teacher in each group.
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After the groups created their own codes and themes, they came together and
made comparisons, and the perceptions and comments of the two groups were
compared. A consensus has been tried to be reached at a common point for the
codes and themes created in different formats by the groups (Hsieh & Shannon,
2005). Moreover, it is an important credibility criterion for researchers to hold
frequent sessions while creating codes and themes. This is because the people at-
tending the meeting can transfer their experiences and perceptions to each other
through discussions. In this process, the help of two field experts was received in
order to ensure that the comments of the researchers were reflected in a fair and
balanced manner by using the peer supervision technique (Arastaman, Oztiirk
Fidan & Fidan, 2018). At this point, Lam and Hung (2013) state that researchers’
listening to the criticisms of other people will make them realize the points where
they are biased and privileged. Finally, Miles and Huberman’s (1994) inter-coder
agreement technique was used and agreement was found to be 88%.

Findings

The findings are presented in accordance with the themes derived from the
research questions. These are listed as characteristics of ethical and unethical
leaders, factors leading to the emergence of ethical leaders and factors leading
to the emergence of unethical leaders.

Characteristics of Ethical and Unethical Leaders

The participants were directed the questions “How do you describe ethical
leadership? What comes to your mind when you say ethical leader?” and “When
you think about the administrators you work with, what might be the most unet-
hical leadership behaviors you encounter? Please explain with examples?” and
the answers were gathered under the theme of “Characteristics of Ethical and
Unethical Leaders”. Sub-themes and frequencies related to this theme are pre-
sented in Figure 1.
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p

(63)

He / She...

- Keeps an equal distance to
everyone (20)

- Reflects ethics in his/her
behavior (18)

- Applies what he/she says (17)
- Treats with justice (14)

- Acts in a people-oriented way

Who is an Ethical Leader? (f) H

‘Who is an Unethical Leader? ’\

He/ She...

- Discriminates (20)

- Engages in favoritism (20)

- Acts arbitrarily (16)

- Does mobbing/threatens (16)
- Engages in ill-treatment (16)

- Sees the school as a place of

(14) business (12)
- Communicates positively (14) - Uses violence (8)
- Behaves consistently (12)
- Is tolerant (11)

- Does not act on personal
ambitions (7)

- Performs or requests illegal
transactions (8)

- Unfairly raises the student's
grade or asks for it to be raised (8)
- Receives donation without a
receipt (5)

- Does not confuse his/her world
view with his/her work (6)

- Minds his/her work rather than

AN Y

Figure 1. Characteristics of ethical and unethical leaders

When Figure 1 is analyzed, it is seen that the most important features that
the participants see in an ethical leader were keeping an equal distance to ever-
yone, reflecting the ethical principles to his/her behaviors and applying what he/
she says. Regarding the characteristics that should be in an ethical leader, “T4”
said “no teacher should feel discriminated against” while T6 said “should be a role
model for teachers with his/her behaviors. The more ethical he/she behaves, the more
ethical the teachers under his/her command will behave”. Participants also stated
that an ethical leader should have a fair, consistent, tolerant, people-oriented
personality with strong communication skills. He/she also should not act with
personal ambitions and confuse his/her world view with his/her work. About this
subject, “T9” said “should be fair to teachers, students, all employees and stakehol-
ders”, “T10” said “should approach different views with tolerance”, and “T15” said
“should communicate with each individual one-to-one”.

As seen in Figure 1, it is understood from the participants’ opinions that
unethical leaders engage in relatively more unethical behaviors in human relati-
ons, such as discrimination, mobbing, arbitrariness and ill-treatment that might
cause unrest among employees. It can be stated that the unethical leader beha-
vior that teachers were most disturbed about was the abuse of his/her position in
human relations. Behaving unethically for economic reasons can be said to be the
second most important feature of the unethical leader. However, it is possible to
argue that the unethical behaviors related to interpersonal communication were
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emphasized more than the behaviors carried out for economic reasons. Besides,
unethical leaders not only perform unethical behaviors but also encourage teac-
hers to act unethically on issues such as violating legislation and raising student
grades. Examples of the opinions on the theme are as follows:

“No warning to one of the two teachers making the same mistake, while
constantly disturbing the other... Getting obsessed with one teacher and
opening an investigation unfairly...” T3

Acting arbitrarily. I left because we had an ethical conflict with our principal
in my last school. As a teacher, I do not find it ethical to collect money from
students. For this reason, I had a conflict with our principal. He/she was of-
fending me in front of other teachers saying ‘that teacher collected that amo-
unt whereas you haven’t’. So he/she started to pressure me in other matters.
Like commanding as ‘Bring me that file!’ or ‘Bring me this document!’... He/
she had the mindset that if I can use the teacher, I like him/her; if I can’t then
I will make the school unbearable for him/her.” T7

“Those who see the school as a place of business and create select classes.

Students of high-income parents were gathered in select classes for money.”
Ti4

“School principals make a score about the teachers. Based on their personal
closeness or hometown relations, they were scoring some people high and
some people low.” T19

Factors Leading to the Emergence of Ethical Leaders

Participants were asked “What may the factors that encourage the administ-
rators you work with in your professional life to exhibit ethical leadership beha-
viors be? Please explain with examples?” and the answers were gathered under
the theme of factors that led to the emergence of ethical leaders. Sub-themes and
frequencies related to this theme are presented in Figure 2.
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- Conscientiousness (12)

- Openness to experience (6)

- Agreeableness (4)

2. Moral Judgment

- Personal values/principles (18)
- Inner conscience of a person
16)

- Education in the family (15)

- Professional experience (12)

Individual Factors (f) ’\
1.Personal Characteristics

Situational Factors (f) ’\

1. School's Ethical Context

- Ethical climate (8)

-School workers with an ethical
culture (8)

2. Social Environment

- Fear of getting complaint (12)
- Ethical stance of the
environment (10)

- Merit (14) - Community pressure (10)
- Education (10) - Education level of the parents
3. Locus of Control “

- Having internal locus of control

\C AN j

Figure 2. Factors leading to the emergence of ethical leaders

When the findings presented in Figure 2 are examined, individual factors,
such as the personal characteristics of principals, their moral judgments shaped
by the effects of their past experiences and the education they received, as well as
their locus of control were effective in their ethical leadership behaviors. It was
determined that the most influential factor in the principal’s ethical leadership
behavior was the level of moral judgment. It can also be said that the ethical con-
text of the school as well as the impact of the social environment contributed to
the emergence of ethical leaders. Moreover, among the situational factors, it was
observed that there were no findings regarding the pressures arising from the ins-
titutional environment of schools, such as legal regulations about ethics. Some of
the participants’ opinions on the theme of the factors leading to the emergence
of ethical leaders are given below.

“His/her personality pushes him/her to act ethically. He/she grew up in a
good culture and this is effective in his/her ethical leadership behavior. His/
her professional and life experiences are very good. He/she learned how to
behave ethically by working in different schools. He/she served as an admi-
nistrator for a long time and came to this position deservingly.” TS

“Sense of responsibility pushes to act ethically. But, this is an internal ele-
ment. Authority, colleagues and parents are pushing the school principal not
to act ethically, but on the contrary, to act unethically. The school principal
takes shape according to the way society is” T9

“I don’t think people act ethically to maintain their dignity. They can act
ethically with fear of getting complaints. They are afraid that parents will
complain to BIMER or CIMER. While some act ethically although there is
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no pressure, others tend to remain unethical despite the pressure of indivi-
duals and groups around them. So that complaint centers BIMER, CIMER
won'’t give them headache. Because they are afraid of the parents’ compla-
ints.” T17

Factors Leading to the Emergence of Unethical Leaders

Participants were asked “What may the factors that cause administrators
to exhibit such unethical behavior be? Please explain with examples?” and the
answers were gathered under the theme of “Factors Leading to the Emergence
of Unethical Leaders”. Sub-themes and frequencies related to this theme are
presented in Figure 3.

Individual Factors (f) ’\ Situational Factors (f) ’\

1. Personal Characteristics

- Perspective on life, values (18)

- Unsettled personality (18)

- Not being open to innovation 1. Ethical Context of the School
and change (8) - Unethical climate (18)

- Ego (6) - Efforts to meet the financial
2. Motivation needs of the school (18)

- Ambition to gain power (14) - A desire to protect colleagues

- Ambition to make a circle (14)

- Expectation of financial - Colleague pressures (12)
advantage (14) - For those he/she can't refuse
3. Machiavellism (10)

- Desire to protect the seat (20) - To avoid conflict (8)

- To avoid paying the price (16) - Not being inspected (8)

- Desire to protect interests (16) - System feeding unethical

- Desire to build a team (16) leadership (6)

4. Moral Judgment 2. Social Environment

- Finding it moral to be with the - The structure of society (12)
strong (12) - Pressures from superior
- Not having merit (18) authorities (12)

5. Avoiding to Implement Moral - Parental pressures (8)

Values

- To ensure discipline (10)

\—Because it is convenient (9) J K /

Figure 3. Factors leading to the emergence of unethical leaders

Based on the findings in Figure 3, it can be argued that individual reasons
play an important role in the employees’ orientation towards unethical leaders-
hip, but on the other hand, the school and the environment also constitute a
suitable ground for the emergence of the unethical leader. In other words, it can
be said that individual and situational factors feed each other in the emergence
of an unethical leader. Considering the public schools where the research was
conducted, it can be argued that schools could contain many features that might
lead to the emergence of unethical leaders rather than ethical leaders. Individual
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factors emphasized mostly by teachers are machiavellism, personality traits and
motivation. Accordingly, it can be said that unethical leaders do not have ethical
awareness, the basis of moral judgment process above all, and they use their cur-
rent positions to manipulate other employees in line with their personal goals.
Besides, the findings provided clues to the existence of an institutional environ-
ment supporting unethical leadership rather than ethical leadership. Some of the
participants’ opinions on the theme of the causes of unethical leader behavior
are given below.

“If the school has an ethical culture, the principal will inevitably act ethically
too. However, the environment is more suitable to act unethically. It is more
difficult to act ethically. He/she gets negative reaction when he/she acts et-
hically.” T1

“It is because of the way the leader is chosen. There used to be an exam befo-
re, and they would come deservingly. But now there is no merit, they can no
longer stand upright so that their superior won't give them harm because they
don’t want to lose their seats. Not wanting to lose their seats pushes them to
be unethical leaders.” T8

“The principal is acting unethical in order to build a team or to get a circle or
to keep his/her seat... He/she is acting unethical to avoid paying the price...
Superior authority, colleagues and parents are pushing the school principal
not to act ethically, but on the contrary, to act unethically.” T20

Discussion and Conclusion

Based on the findings, we argue that the most important characteristics par-
ticipants wanted to see in an ethical leader were keeping an equal distance to
everyone and reflecting ethics in his/her behaviors. They also stated that an ethi-
cal leader should have a fair, consistent, tolerant and people-oriented personality
who holds professional values more important than personal values. In the light
of these findings, it can be claimed that the participants defined administrators
with moral personality as ethical leaders. In a similar vein, Treviiio, Hartman and
Brown (2000) defined moral person as honest, trustworthy, friendly, caring about
human relations, fair, principled and consistent. Participants’ emphasis on con-
cepts, such as equality, consistency and fairness, when describing ethical leaders,
is a finding compatible with theoretical discussions and the results of empirical
studies in the literature, especially on organizational justice. For instance, Cro-
panzano, Rupp, Mohler and Schminke (2001) state that earnings in return for
losses, the nature of inter-personal relations, and moral principles emphasizing
compliance with ethical standards are closely related to employees’ perceptions
of organizational justice. Similarly, McCain, Tsai and Bellino (2010) concluded
that as employees’ perception of organizational justice strengthens, they are
more likely to exhibit ethical behaviors.
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However, not only being an ethical role model, but also encouraging fol-
lowers to act ethically are mentioned among the basic components of ethical
leadership (Brown et al., 2005). This is because ethical leaders do not only adopt
ethical values and reflect them on their personal behaviors, but also turn the-
se values into an integral part of decision-making and management processes
(Oguz, 2011; Eisenbeill & Brodbeck, 2014). In this way, they have the opportu-
nity to set ethical behavior standards in their organizations and use reward and
punishment systems when necessary to institutionalize these standards (Trevino
et al., 2003). It can be said that the participants’ conceptualizing ethical leaders-
hip in a personality-based way is due to the fact that “moral person” characteris-
tics are more common in the school environment compared to “moral manager”
characteristics and the institutionalization process of ethics in schools has not
been completed yet (Popoola et al., 2017; Ko¢ & Fidan, 2020). In other words,
even though managers have moral personality, they may be deprived of the sup-
port of environmental factors necessary to turn ethical values into an integral
part of managerial decisions and practices. At this point, Carlson and Perrewe
(1995) state that transformational leaders can shape organizational cultures in
accordance with ethical values, while ethical culture can support ethical behavi-
ors and enable the emergence of ethical leaders.

Similarly, findings of this study imply that ethical leaders emerged as a result
of the interaction of individual factors, such as personality, internal locus of control
and moral judgments developed through past experiences and trainings, with the
internal and external environments of schools. These findings are predominantly
consistent with the relevant study results in the literature (Trevino, 1986; Brown et
al., 2005; Brown & Trevino, 2006; Kalshoven et al., 2011). However, the environ-
mental factors, such as legal regulations, were not mentioned among the factors
leading to the emergence of ethical leaders. In the absence of a strong institutional
environment that supports ethics, administrators may face difficulties where their
commitment to ethical values in their relations with organizational stakeholders is
continually tested (Fisher, Fried, Goodman & Germano, 2009). The need to meet
the demands of stakeholders with different expectations and values by using scarce
resources may lead administrators to struggle between right and wrong (Kaptein,
1998). What is more, even if there is a consensus on ethical issues among internal
stakeholders, this consensus may not always comply with the value system of the
society in which the organization operates and the expectations of external stake-
holders (Trevifo et al., 2006). In other words, the emergence of ethical leaders, in
the absence of a strong institutional environment that supports ethics, depends on
the overlap of the values of internal stakeholders, which are generally provided
through informal means, and the overlapping values should not always be expec-
ted to be compatible with social values and norms (Hill, 2017). Accordingly, we
argue that the emergence of ethical leadership in schools might be possible under
coincidental conditions where appropriate individual and situational factors come
together, since institutional pressures specific to public organizations, such as legal
regulations, that can feed ethical leadership are not always felt strongly in schools.
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This issue can also transform unethical employee behaviors and reactions
to such misconducts into a subject of organizational politics rather than profes-
sional ethics or universal moral principles (Cohen, 2016). For example, partici-
pants defined unethical leadership in schools as leaders who display illegal and
amoral behaviors, such as discrimination, mobbing, arbitrary treatment, accepting
undocumented donation, and violence, and who put their educational duties in the
background because of their tendency to see the school as a place of business and
who encourage school employees to act unethically on issues, such as violating le-
gislation and raising student grades. This definition largely overlaps with Brown
and Mitchell’s (2010) conception of unethical leaders. In addition, participant
teachers argued that administrators performed unethical leadership behaviors
in peer relationships more frequently compared to economic issues. This may be
due to unethical leaders’ not having enough humanitarian competencies. At this
point, Aydin (1998) states that humanitarian competencies include issues, such
as communication skills and their effective use, planned work, teamwork, moti-
vating and rewarding employees, and collaborating. Another remarkable cha-
racteristic of unethical leaders is that they encourage unethical behaviors among
employees and lead the unethicality to become a value in an institution’s culture.
Unethical leaders, who do not have ethical awareness, can use their current po-
sitions to manipulate other employees in line with their personal goals (Brown
& Trevino, 2006). School administrators, who have turned into unethical leaders,
may cause the institutionalization of unethicality in their schools (Trevifo et al.,
2006), since unethical leaders are considered among the most powerful means of
the institutionalization of unethicality (Brown & Trevifio, 2006).

Furthermore, research on unethical leader behaviors indicates that unethi-
cal leadership emerges when coercive pressures, such as legal regulations on et-
hics, and normative pressures, such as moral values, are not influential enough in
organizational settings (Brown & Trevino, 2006; Cohen, 2016). In a similar way,
participants mostly viewed unethical leaders as people who welcome unethical
actions and act with the ambition of gaining power, establishing social networks
and gaining financial advantages. These leaders are also the machiavellists who
do whatever it takes to protect their positions and interests (Belschak, Muham-
mad & Den Hartog, 2018). Thanks to their high level of self-monitoring skills,
they can shape their moral judgments when they think it is necessary according to
the power relations in the school and they can avoid applying ethical rules when
it suits their book (Hogue et al., 2013). Individual characteristics and behaviors
leading to the emergence of unethicality tend to institutionalize when they do not
encounter any obstacles or are supported by the organizational environment; be-
cause the institutionalization of unethicality occurs by repeating unethical beha-
viors over time and turning them into routine actions (Gino & Bazerman, 2009).
As stated by the participants, when school administrators with such individual
characteristics interact with a school context, where an unethical climate and in-
formal relationships prevail, and a social environment, where unethicality is wel-
comed, they turn into unethical leaders. We argue that the findings of this study
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were in line with the results of the previous research in the literature (Eisenbeif3
& Giessner, 2012; Trevifio, 1986).

Theoretical and Practical Implications

This study contributes to the literature of educational administration, as it
revealed current conceptualizations about ethical and unethical leadership. First
of all, it was revealed that the participants put more emphasis on “moral person”
component of ethical leadership than moral manager component. Furthermore,
it was determined how the participants defined unethical school leadership and
it was seen to overlap with other conceptualizations in the literature apart from
educational issues. In addition, it was revealed that the classifications in the lite-
rature regarding the factors leading to ethical and unethical leadership could be
used in educational organizations.

Another contribution to the literature was to reveal that school stakeholders
had an important weight, rather than legal regulations on ethics and organizati-
onal culture, among the factors affecting the emergence of ethical and unethical
leaders. This indicates that, in addition to the social learning theory (Brown et
al., 2005) which is frequently used in ethical leadership studies, stakeholder the-
ory should continue to be used in future studies to determine whether different
stakeholder groups in schools have different ethical and unethical leadership
prototypes; and if so, to determine about which leadership characteristics they
have differences. This is because, in conditions when the institutional environ-
ment elements related to ethics are not felt sufficiently (Gino & Bazerman, 2009)
or when the extremely rigid institutional environment causes ethical blindness by
putting the behaviors of the individuals into certain patterns (Palazzo, Krings &
Hoffrage, 2012), the consensus among the stakeholders becomes the key criteri-
on in ethical issues (Hill, 2017). Also, in such cases, stakeholder groups find the
decisions of leaders, who are compatible with their prototypes, on ethical issues
more reliable (Kalshoven & Hartog, 2009).

In addition, it was seen that unethical conducts that school administrators
exhibited in communicating with employees were the most disturbing unethical
leadership behaviors for teachers. Therefore, organizational communication theo-
ries should also be employed in ethical and unethical leadership studies. Building,
maintaining and changing ethics within an organization belongs to the field of or-
ganizational communication (Seeger, 2001), since employees generally show sen-
sitivity about interpersonal communication and decision making processes while
organizational procedures are executed. Furthermore, people usually have norma-
tive expectations, such as accuracy and respect, in communication (Dogan, 2002).
In other words, members of an organization expect decision-makers to properly
follow the rules regarding the implementation of the procedures and to be infor-
med accurately and adequately about organizational operations (Li, Cropanzano
& Molina, 2015). Similarly, Jensen (2003) states that the reactions of individuals
to others are grounded on understanding what others’ actions or words mean thro-
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ugh organizational communication. Therefore, theory development in ethical and
unethical leadership should take the effect of communication into consideration.

In addition to moral person characteristics, there are individual and organi-
zational strategies that can be applied for school administrators to achieve moral
manager characteristics of ethical leadership. First of all, it may be recommen-
ded to give school administrators trainings about the behaviors that constitute
ethical and unethical leadership. Moreover, designing these trainings to cover
the management of informal groups, effective communication and courtesy may
increase the effectiveness of the trainings due to the determining roles of stake-
holders on ethical climates of schools.

Furthermore, organizational-level strategies are required to save ethical lea-
dership from being an accidental feature arising from interpersonal relationships.
In order to make ethical values and related legal regulations visible in schools and
turn them into a part of school cultures, it may be recommended to use formal
structures, such as mission and vision statements, school-level ethical contracts,
reward and punishment system, in-school guidelines and boards. Designing these
structures to prevent unethical behaviors and reinforce ethical behaviors can cre-
ate an appropriate environment for the emergence of ethical leaders by enabling
the institutionalization of ethics. Moreover, highlighting ethical role models and
emphasizing ethical values as a part of daily discourse can strengthen the institu-
tionalization process by facilitating the internalization of ethics.

Limitations and Further Research Implications

This study was conducted with a small group of teachers working in public
schools in Cekmekdy district in Istanbul. Therefore, it should be known that its
results may not be generalized to larger samples. This is because the results of the
studies to be conducted with teacher groups residing in different settlements or
with large samples may be different. It may be suggested that further research on
ethical or unethical leadership characteristics of school administrators in the fu-
ture should be conducted with quantitative research methods with larger samples.

In future studies, individual and situational factors that lead school admi-
nistrators towards unethical leadership can be further investigated. The issue of
how moral person and moral manager characteristics of administrators affect
each other can also be elaborated. In this study, it was found that, in addition to
individual factors, situational factors might also be effective in school administ-
rators’ inclination to unethical leadership. Thus, it can be suggested to conduct
studies investigating the relationship between the institutionalization level of et-
hics in schools and the ethical or unethical leadership characteristics of school
administrators. In addition, in this study, it was determined that the internal and
external social environments of schools might play a role in school administra-
tors” exhibiting ethical or unethical leadership behaviors. Therefore, it may be
suggested to focus more on ethical and unethical leadership studies based on
stakeholder theory in future.
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Giris

Etik davranisin tesvik edilmesinde liderler 6nemli roller iistlenmektedir.
Liderler ulasilacak hedefler ile bu hedeflere ulasmak igin gerekli olan davranis-
lar1 belirleyebilirler. Stratejilerin belirlenmesi, performans degerlendirmeleri ve
kaynaklarin dagitimi gibi araglar vasitasiyla ¢alisanlar1 dogrudan etkileyen karar-
lar alabilirler (Brown ve Trevifio, 2006). Liderlerin tegvik ettigi eylemler, onlarin
hangi degerlere 6nem verdikleri hakkinda calisanlara acik mesajlar iletmektedir.
Calisanlar da vaat edilen Odiillere ulagmak icin liderlerin 6zendirdikleri davra-
niglar1 sergileme egilimindedir. Bu nedenle, etik sorunlarla karsilastiklarinda
calisanlarin 6ncelikle liderlerin rehberligine bagvurmasi olagan bir durumdur
(Trevino, 1986). Benzer sekilde, calisanlarin, liderlerinin etik degerlerine uyum
sagladigini ileri siiren arastirmacilar mevcuttur (6r.: Schminke, Wells, Peyrefitte
ve Sebora, 2002; Schminke, Ambrose ve Neubaum, 2005; Weaver, Trevino ve
Agle, 2005). Ornegin, etik degerlere duyarl liderler orgiitlerinde etik iklim olus-
turarak ¢alisanlarin etik bilince sahip olmalarini ve daha az etik ikilem yagamala-

rint saglarken, etik disi lider davranislar: tam tersi bir etkiye sahiptir (Schminke
vd., 2005).

Benzer sekilde, okullar, liderlerin yonetim sekillerini yansitan kendilerine
Ozgi etik cevrelere sahiptir; fakat bu cevreler genellikle istikrarh degildir. Zira
okullar yalnizca fiziki yapilardan, yontem ve tekniklerden, standart dlcme ve de-
gerlendirme araclarindan ibaret degildir (Blase, 2000). Toplumsal farkliliklar,
celigkiler ve catigmalar okul cevresine sizarak onu gevsek yapili politik sisteme
doniistirmektedir. Ogretmenler, yoneticiler, 6grenci velileri ve egitim biirokra-
sisi gibi paydaslar kanunlar, standartlar, politikalar ve ilkeler tarafindan diizenle-
nen karmasik bir cevrede rollerini oynamaktadir (Ball, 2012). Okullar karmagik
orgiitlere donustiikce farkl degerlere sahip paydas gruplarmin belirli bir amac
dogrultusunda yonlendirilmeleri de giiclesmektedir (Maxcy, 2008). Bu noktada,
farkli hedeflere ve deger yargilarina sahip gruplari belirli hedeflere yonlendire-
bilen ve aralarindaki anlagmazliklar1 giderebilecek uzlasma mekanizmalari olus-
turabilen etik liderlere gereksinim duyulmaktadir; zira etik liderler davranislari
ve yonetim stilleriyle okul paydaslarinin eylemlerini sekillendirebilen etik iklimin
olusmasina katki saglayabilmektedir (Begley, Begley ve Stefkovich, 2007). Alan-
yazindaki ampirik ¢aligmalar da bu hususu desteklemektedir (Carlson ve Perre-
we, 1995; Schminke vd., 2005).

Gorildiigi tzere, liderler orgiitlerinin etik iklimini olusturmada 6nemli
etkilere sahiptir. Bu nedenle, alanyazindaki calismalar agirlikli olarak, etik bir
lider olmak icin yOneticilerin neler yapmalar1 gerektigine odaklanmistir. Betim-
leyici calismalar ise daha cok ¢alisanlarin etik lider davraniglariyla ilgili 6nceden
belirlenmis standartlar1 ne diizeyde karsiladiklariyla ilgilidir (Brown ve Trevifo,
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2006). Bu nedenle, etik ve etik digt liderlikle ilgili mevcut durumu betimleme
amagch calismalarin yapilmasi 6gretmenlerin etik ve etik dist liderligi nasil tanim-
ladiklar1 ve bu liderlerin etkilerini nasil deneyimlediklerini gozler 6niine sere-
bilir. Bu tiir calismalar ayn1 zamanda etik ve etik digt liderligin okullarda ortaya
¢ikmasinda etkili olan etkenlerin neler olduguna iligkin ipuglar: sunabilir.

Etik Liderlik

Etik liderlik kavramini ahlaki kisi ve ahlaki yonetici boyutlar1 altinda tartis-
mak mimkiindiir (Trevifio, Hartman ve Brown, 2000). Ahlaki kisi; etik liderin
birey olarak sahip oldugu niteliklerle ilgilidir. Eylemlerinde ve kisilerarasr iligki-
lerinde ahlaki degerleri gozetirler (Brown, Treviiio ve Harrison, 2005). Giiglii ah-
laki kisilige sahip bireyler diiriist ve giivenilir insanlardir. Diger insanlarin ne du-
rumda olduklariyla ilgilenirler ve cana yakin insanlar olarak taninirlar. Calisanlar
bu 6zelliklere sahip bireylere sorunlarini agmakta isteklidir; zira karsilarindaki
insanin kendilerini dinleyecegini bilirler. Ahlaki kisiler adil ve ilkeli olmakla ta-
ninirlar. Son olarak bu kisiler hem 6zel hem de is yasamlarinda tutarl bir sekilde
ayn1 ahlaki davraniglari sergiler (Trevino vd., 2000).

Ahlaki yonetici ise bireyin liderlik konumu geregi sahip oldugu araglari or-
giitte etik davraniglari tesvik etmek igin nasil kullandig ile ilgilidir. Giiclii ahlaki
yoneticiler kendilerini rol model olarak goriirler. Davranislariyla etik kurallari
orgiitlerinde gOriniir kilarlar. Etik davranis standartlarini belirler ve ¢aliganlara
duyurulmasini saglarlar (Kaptein, 2019). Etik degerleri kurumsallastirmak icin
gerektigi durumlarda 6diil ve cezayi kullanirlar. Bagka bir ifadeyle, etik liderler
etik standartlar belirler, etik eylemleri ddiillendirir ve standartlara uymayanlari
disipline etmek i¢in yaptirim uygularlar. Aldiklar1 kararlarin sonuclarmin etik
degerlere uygunlugunu goz 6niinde bulundururlar ve 6rgiit paydaslari tarafindan
gdzlemlenebilen ve taklit edilen adil segimler yaparlar. Ozetle, ahlaki liderlerin
konustuklar ile yaptiklart arasinda bir uyum vardir. Ahlaki standartlari karsila-
mak i¢in Oncelikle kendi davraniglarina ceki diizen verirler (Trevifio, Brown ve
Hartman, 2003).

Bu tartismalarin 1s18inda etik liderligi; “kisisel eylemlerde ve kisilerarasi iligki-
lerde ahlaki acidan kabul edilebilir bir bicimde davranis sergilemek ve bu tiir davra-
nislarin iki yonlii iletisim, pekistirme ve karar verme stirecleri yoluyla orgiit paydaslar
tarafindan sergilenmesini tesvik etmek” seklinde tanimlamak miimkiindir (Brown
vd., 2005). Etik liderligin calisanlar iizerinde olumlu etkileri oldugu sonucuna
ulasan arastirmacilar bulunmaktadir (Madenoglu, Uysal, Sarier ve Banoglu,
2014; Ugurlu ve Ustiiner, 2011; Schminke vd., 2002). Etik liderler galisanlarin
is doyumlarini, adanmighklariny, iletigsim istekliliklerini ve yapict katkida bulun-
ma istekliliklerini artirmaktadir. Etik liderlik, bireysel etkilerin yaninda orgiitsel
diizeyde de 6nemli olumlu etkilere sahiptir. Etik liderlik orgiitsel vatandaslik ve
giiven ile olumlu yonde iligkiye sahiptir (Brown ve Mitchell, 2010).
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Etik Dis1 Liderlik

Etik digt liderlik, daha ¢ok oOrgiitlerin karanhk yonleriyle ilgili arastirmalar
sonucunda ortaya cikmig bir kavramdir (Skarlicki ve Folger, 1997; Tepper, 2000;
Dufty, Ganster ve Pagon, 2002; Tepper, Duffy, Henle ve Lambert, 2006). Zira
orgiitler etik degerlerin tamamen hakim oldugu cevreler degil, cok farkli sayida
ve cesitlilikteki gruplarin kit kaynaklara ulagsmak icin rekabet ettikleri mikropo-
litik gevrelerdir (Ball, 2012). Etik konusunda farkli anlayislara sahip olan veya
etik kurallar hakkinda bir uzlagsma olsa dahi kurallar1 benimsememis ¢aliganlara
siklikla rastlamak miimkiindiir. Bu nedenle saldirganlik, orgiitiin isleyisini biling-
li olarak aksatma, 6¢ alma ve bagkalarinin arkasindan is cevirme gibi etik dis1
davraniglar nadir vakalar degildir. Bu tiir davranislarla ilgili caligmalar genellikle
calisanlara odaklanmustir; ancak liderlerin de bu tiir davraniglar sergiledikleri-
ni veya provoke ettiklerini gosteren arastirmalar bulunmaktadir (Tepper, Moss,
Lockhart ve Carr, 2007).

Liderlikle ilgili calismalar yikici lider davraniglarinin tiimiinii etik dis1 olarak
tanimlamamaktadir (Brown ve Mitchell, 2010; Eisenbeif3 ve Brodbeck, 2014; Re-
sickvd., 2011). Zira etik dis1 davranislar yasadisi ve/veya toplumun ahlaki degerle-
rine uygun olmayan davraniglari ifade etmektedir. Orgiitlerin karanlik yonleriyle
ilgili aragtirmalar istismarci yonetim, toksik liderlik ve tiranlik gibi bazi kavram-
lar1 kapsamaktadir, ancak etik dis1 liderligi tam olarak kapsayamamaktadir (Liu,
Liao ve Loi, 2012). Sayilan liderlik veya davranis tiirleri de etik dis1 sayilabilir;
fakat etik disi liderlik, liderlerin kendi davraniglarinin da 6tesine uzanmaktadir.
Orgiitsel hedeflere ulasabilmek icin bazi durumlarda liderler etik dis1 eylemleri
tesvik edebilmektedir. Ozellikle biiyiik ticari 6rgiitlerde yapilan arastirmalarda
etik dis1 eylemlerin cogunlukla st diizey yoneticilerin bilgisi dahilinde gergek-
lestigi gortilmustiir. Bagka bir ifadeyle, liderler kendileri etik dis1 eylemlerde bu-
lunmadiklart halde bu tiir eylemleri odiillendirme, gormezden gelme veya hos
gorme yoluyla tesvik etmektedir. Bu sekilde calisanlarin etik dist davraniglarin-
dan faydalanmaya calismaktadirlar (Brown vd., 2005). Ornegin liderler orgiitsel
hedeflerin 6nemini abartabilirler ve bu hedeflere ulagma konularinda paydas-
lara agsir1 sorumluluk yiikleyebilirler. Bu sekilde etik disiligi mesrulastirabilirler
ve paydaslarin etik dist eylemlere girismelerini tesgvik edebilirler. Zira yapilan
arastirmalar liderlerin genellikle diger calisanlara gore Orgiitsel hedeflere daha
fazla 6nem atfettiklerini ve etik digt eylemlere girisme konusunda daha yiiksek
ozgilivene sahip olduklarini géstermektedir (Hoyt, Price ve Poatsy, 2013).

Sonuc olarak, etik dis1 liderlik; “orgiit liderlerinin yasadisi ve/veya ahlaki de-
gerlere aykin olarak davranislar sergilemeleri ve kararlar vermeleri, bunun yaninda
calisanlar arasida etik dist davranisi 6zendiren siire¢ ve yapilart uygulamaya koy-
malart” seklinde tanimlanmaktadir (Brown ve Mitchell, 2010). Etik dis1 liderlik
calisanlar izerinde 6nemli olumsuz etkilerde bulunmaktadir. Bu tiir liderlik cali-
sanlarda direng, psikolojik iyi olug diizeyinde azalma ve yasam doyumunda diisiis
gibi olumsuz etkilere yol acmaktadir. Bunun yaninda, etik dis1 liderlik orgiitlerin
genel isleyisini aksatabilmektedir. Artan ise devamsizlik, saglik harcamalarinda
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artig, verimlilik diizeyinde azalma ve tiretim maliyetlerinde yiikselme gibi olum-
suz etkiler orgiitlerin bilyiik mali kayiplar yasamalarina neden olmaktadir (Schil-
ling, 2009; Tepper vd., 2006).

Etik ve Etik Dis1 Liderligin Ortaya Cikmasi

Etik ve etik dis1 liderligin ortaya ¢ikmasini saglayan etkenler genellikle sos-
yal 6grenme kurami perspektifinden incelenmektedir. Zira liderlerin bireysel
ozellikleri ile ¢evresel etkiler birlikte takipgilerin etik veya etik dist liderlik algila-
rin1 sekillendirebilmektedir. Bu etkenleri bireysel etkenler ve durumsal etkenler
basliklar altinda tartismak mimkiindiir. Bireysel etkenler kisilik ve motivasyon
gibi 0zelliklerle ilgiliyken durumsal etkenler rol modeller ve etik baglam gibi cev-
resel ozelliklerle ilgilidir (Brown ve Trevifio, 2006).

Bireysel Etkenler

Bireysel ozellikler etik veya etik dis1 liderligin ortaya ¢ikmasina yol acabi-
lirler. Brown ve Trevifio (2006) sosyal 6grenme kuramina dayali olarak kisilik
ozellikleri, motivasyon, Makyavelizm, ahlaki yarg: diizeyi, ahlaki degerlerin uy-
gulanma diizeyi, kontrol odag1 ve 6z-izleme gibi etkenlerin etik veya etik digi
liderligin ortaya cikmasini sagladigini ileri siirmektedir.

Kisilik ozellikleri: Kisilik 6zellikleri liderligin ortaya ¢ikmasinda 6nemli bir
yere sahiptir. Ornegin bes faktor kisilik 6zellikleri olan yumusak baslilik, geligime
aciklik, disa doniikliik, sorumluluk ve duygusal tutarsizlik lider davraniglariyla ya-
kindan iligkilidir. Gelisime agiklik ve diga doniikliik liderlerin etkililigini olumlu
yonde etkilerken, sorumluluk ve disa doniikliik liderlerin ortaya ¢ikmasinda etki-
lidir (Kalshoven, Den Hartog ve De Hoogh, 2011). Yumusak baslilik ve duygusal
tutarsizlik ise liderlik davraniglari iizerinde genellikle zayif etkilere sahiptir. Bu-
nunla birlikte, etik liderlik s6z konusu oldugunda yumusak baglilik ve sorumluluk
olumlu yonde etkide bulunurken, duygusal tutarsizlik olumsuz bir etkiye sahiptir.
Zira yumugsak baslilik ve sorumluluk etik liderligin ortaya ¢ikmasi i¢in gerekli
olan isbirlikgi, 6z-denetimli ve giivenilir bir kisiligi ifade etmektedir. Ote yandan,
duygusal tutarsizlik korku, endise ve diismanligi kapsadigindan etik liderligin or-
taya ¢ikmasini engelleyebilmektedir (Walumbwa ve Schaubroeck, 2009).

Motivasyon: Motivasyon ile etik liderlik iligkisi McClelland’in (1987) moti-
vasyon kuramina dayali olarak betimlenebilir. McClelland’a gore (1987) bireyler
glic kazanma ihtiyaci, basari ihtiyaci ve iligki kurma ihtiyaci seklinde siniflandi-
rilan ii¢ temel ihtiyacin etkisi altinda eylemde bulunmaktadir. Gii¢ kazanma ih-
tiyact olan bireyler diger insanlar1 etkileme amaci tasirlar. Basari ihtiyaci olan
bireyler bir isi daha once yapildigi halinden daha iyi bir sekilde yapmak isterler.
Iliski kurma ihtiyaci olan bireyler diger insanlarla olumlu iliskiler kurmak ister-
ler. Yiksek gii¢c kazanma ihtiyaci, orta diizeyde basari kazanma ihtiyaci ile diisiik
veya orta diizey iliski kurma ihtiyaci etkili bir liderlik igin gerekli goriilmektedir
(McClelland, 1987). Bunun yaninda elde ettikleri giicii kisisel hedefleri dogrul-
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tusunda kullanma egilimindeki bireyler ile diger insanlarin da yararma olacak
sekilde kisith bir sekilde kullanma egilimindeki bireyler arasinda da farkliliklar
bulunmaktadir. Giicii toplumun yararina olacak sekilde kullanma egilimindeki
bireyler genellikle daha etkili liderlik sergilemektedir (McClelland ve Boyatzis,
1982).

Makyavelizm: Kisileraras: iliskilerde hile, aldatma ve firsat¢iligin kullanil-
masini ifade etmektedir. Etik liderlerin tersine makyavelist liderler kendi hedef-
lerine ulagmak icin diger insanlar1 manipiile etme egilimindedir. Insanlara cok
az giiven duyarlar ve karsiliginda digerleri tarafindan giivenilmez bulunurlar.
Makyavelist egilimler genellikle etik disi liderlik, etik dis1 ve yasadigi eylemler
ile iligkili sonuclara yol agmaktadir. Makyavelistlerin kullandiklar1 zorlama ve
manipiilasyon gibi etki kaynaklari etik degerlere uygun olmadigindan onlari etik
dist liderlere dontistiirmektedir (Brown ve Trevino, 2006).

Ahlaki yargi: Ahlaki yargi bireylerin belirli durumlarda dogru veya yanlis
hakkindaki degerlendirme farkliliklarini ifade etmektedir. Bireylerin ahlaki yar-
gilara ulasmak icin kullandiklart akil ytrttme siirecleri arasindaki farkliliklar
aciklamak i¢in genellikle Kohlberg’in (Kohlberg ve Hersh, 1977) biligsel ahlaki
gelisim kurami kullanilmaktadir. Bu kurama gore gelenek 6ncesi evrede yer alan
bireyler dogru veya yanlisa iligkin yargilarini itaat ve ceza korkusu veya cikar ve
takas iligkileri yardimiyla olustururlar. Geleneksel evredeki bireylerin kararlarin-
da ise yakinlik hissedilen ve 6nem verilen kisiler, kurallar, normlar ve kanunlar
etkilidir. Gelenek sonrasi evredeki bireyler dogru veya yanlisa iliskin yargilarini
sekillendirirken, genellikle dis etkilerden bagimsiz bir sekilde i¢sel degerleri-
ne veya evrensel etik ilkelere gore hareket etmektedirler (Kohlberg ve Hersh,
1977). Liderler, ahlaki yarg: diizeyleri yiikseldikce kisilerarast iligkileri daha iyi
coziimleyebilmekte, sorunlara daha farkli acilardan yaklagabilmekte ve daha faz-
la sayida coziim secgenegi iiretebilmektedirler. Baska bir ifadeyle, ahlaki yargi
duzeyi yiikseldikge, liderler kararlarinda etik ilkeleri ve diger insanlarin haklarini
daha fazla goz oniinde bulundurmaktadir. Tam tersi durumlarda ise liderlerin
etik dig1 davranig sergileme ihtimalleri yiikselmektedir (Turner, Barling, Epitro-
paki, Butcher ve Milner, 2002).

Ahlaki degerlerin uygulanma diizeyi: Ahlaki degerleri giinliikk yasamda uy-
gulamaya gecirebilen bireylerin ahlaki yargi ve etik liderlik diizeyleri arasinda
giiclii bir iliski bulunmaktadir. Buna gore bireyler yalnizca ahlaki yarg: diizeyleri-
ne gore farklilasmazlar; bunun yaninda giinliik kararlarinda ne denli etik ilkele-
rin etkisiyle hareket ettiklerine gore de farklilasabilirler. Yiiksek bir ahlaki yarg:
kapasitesine sahip olmak bir kisinin rol model olarak goriilmesi icin yeterli de-
gildir. Bu kapasitenin bireylerin eylemlerine yansimasi ve bdylece diger insanlar
tarafindan da gozlemlenmesi gerekmektedir (Brown ve Trevifio, 2006).

Kontrol odagi: Kontrol odag: bireylerin yasamlarindaki olaylar iizerinde-
ki sahip olduklar1 kontrole iliskin algidir. Icsel kontrol odagina sahip insanlar
yasamlari iizerinde daha fazla kontrol hissine sahipken, digsal kontrol odagina
sahip insanlar yasadiklar1 olaylar1 kadere veya diger giiclii insanlara baglama egi-
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limindedir. Igsel kontrol odagina sahip bireylerin daha etik davranmalari bek-
lenmektedir, zira davraniglart ile davraniglarinin sonuclar1 hakkindaki iligkiyi
kavrama yetenegine sahiptirler. Digsal kontrol odagi ise etik digt davranigla daha
yakindan iligkilidir (Trevifio, 1986).

Oz-izleme: Oz-izleme, bireylerin digerlerine karsi nezaketleri ve kendileri-
ni onlara nasil tanittiklariyla ilgilidir. Yiiksek diizeyde 6z-izleme becerisine sa-
hip bireyler toplumsal cevreye daha hizli uyum saglamak icin diger insanlarda
biraktiklari izlenimleri kolaylikla degistirebilirler (Hogue, Levashina ve Hang,
2013). Buna karsilik, disiik diizey 6z-izleme yetenegi daha diisiik uyum ve farkl
toplumsal cevrelerde ayni sekilde davranma egilimine yol agcmaktadir. Yiiksek
diizey 0z-izleme liderligin ortaya ¢ikmasini kolaylagtirmaktadir. Bununla birlik-
te, diisiik 0z-izlemeye sahip bireylerin etik lider olarak ortaya ¢ikmalari daha
olasidir. Zira yiiksek diizey 0z-izleme yalan sOyleme ve manipiilasyon gibi etik
dist davraniglarin sergilenme ihtimalini yiikseltmektedir (Bedeian ve Day, 2004).

Durumsal Etkenler

Durumsal etkenler, bireysel etkenlerle etkilesime girerek etik veya etik dist
liderligin ortaya ¢ikmasini saglamaktadir. Etik rol modeller, etik baglam ve kar-
silagilan sorunlarin ahlaki yogunlugu bu etkenler arasinda sayilmaktadir (Brown
ve Trevino, 2006; Eisenbeill ve Giessner, 2012).

Etik rol modeller: Yalnizca takipciler degil, liderler de rol modellerden ¢ok
sey Ogrenebilmektedir. Etik rol modellerin davraniglarini ve bu davraniglarin
sonuglarint gézlemleyerek rol model olan kisi ile 6zdeslesebilirler, onun ahla-
ki degerlerini ve tutumlarini icsellestirebilirler. Ustelik bu rol modelin bireyden
daha iist konumda yer almasina da gerek yoktur; es veya alt diizeydeki ¢alisanlar
dahi rol model olabilirler. Ge¢miste etik rol modele sahip bireylerin etik liderlik
ozelliklerine sahip olma ihtimalleri de yiikselmektedir (Eisenbeif3 ve Giessner,
2012). Diriistliik, adaletlilik ve 6zenlilik gibi kisilik 6zellikleri ile etik standartlar
belirleyip digerlerini sorumlu kilma gibi davranislar etik rol modellerle iligskilen-
dirilen nitelikler arasinda yer almaktadir (Weaver vd., 2005).

Etik baglam: Etik veya etik dis1 liderligin ortaya ¢citkmasini saglayan bir diger
etken de Orgiitlin etik baglamuidir. Etik baglam hakkindaki aragtirmalar genel-
likle etik kiiltiir veya etik iklime odaklanmigtir. Her iki kavram da Orgiitiin etik
tutum ve davraniglar1 destekleyen veya desteklemeyen Ozelliklerine odaklanmig-
tir (Trevino, Weaver ve Reynolds, 2006). Etik kiiltiir, bireylerin ahlaki yargilar
ile etik/etik dis1 davraniglar1 arasindaki iligkiyi farklilagtirabilen orgiit kiltiirt
ogeleridir. Bagka bir ifadeyle, bir orgiitteki etik veya etik olmayan davraniglari
destekleyen liderlik, otorite yapilari, 6dil sistemleri, kurallar ve politikalar, karar
verme siirecleri, normlar ve ¢alisan davraniglari gibi formal ve informal davranig
kontrol sistemlerini kapsamaktadir (Trevifio, 1986). Etik iklim ise “etik icerige
sahip orgiitsel uygulama ve siireclere iliskin genel bir alg1” veya “bir orgiitte etik dav-
ramgin ne oldugunu belirleyen orgiit iklimi ogeleri” seklinde tanimlanabilir. Etik
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iklim giiclendikge yoneticilerin etik karar verme egilimleri de giliclenmekte, etik
dist davranis sergileme ihtimali azalmaktadir (Fritzsche, 2000).

Bununla birlikte, orgiitlerin kiltiirlerini ve iklimlerini etkileyen toplumsal
deger sistemlerini ve sektorel baskilar1 géz 6niinde bulundurmadan etik ve etik
dist liderligin ortaya ¢ikmasini agiklamak miimkiin degildir. Zira etik kurallar
hakkindaki toplumsal hassasiyet ile sorumluluk, adalet ve seffaflik hakkindaki
kiiltiirel degerler bireylerin Orgiit i¢i ve dist davraniglarina yon verebilmektedir.
Bunun yaninda, ¢evresel karmagiklik, Orgiitiin gérevlerinin icerigi ve paydas c1-
karlar1 gibi sektorlere 6zgii ozellikler Orgiit kiiltiirlerini sekillendirebilmektedir
(Eisenbeil} ve Giessner, 2012).

Sorunlarin ahlaki yogunlugu: Etik biling etik karar verme siirecinin ilk ba-
samagidir. Baska bir ifadeyle, bir sorunun ahlaki nitelikleri fark edilmezse, ahlaki
yargi stireci de baglamaz. Bu hususta etkili olan etken ise karsilasilan sorunlarin
ahlaki yogunlugudur. Ahlaki yogunlugun iki boyutu bulunmaktadir: Sonuglarin
Onem diizeyi ve toplumsal uzlasma. Sonuglarin 6nem diizeyi sorunun yarataca-
&1 olas1 zararlar1 ve bu zararlarin etkileyebilecegi kisi sayisini ifade etmektedir.
Toplumsal uzlasma ise karsilasilan sorunla ilgili genel kabul gérmiis giiclii etik
normlarin varligini ifade etmektedir (Brown ve Trevifo, 2006).

Etik sorunlarla ilgili karardan olumsuz etkilenen kisi sayis1 arttikca toplu-
mun genelinin dikkatini daha fazla ¢ekmektedir. Ayrica fiziksel zararlar eko-
nomik ve psikolojik zararlara gore daha fazla dikkat cekmektedir. Sonuclarin
onem diizeyi 6zellikle etik liderligin ortaya cikmasinda etkilidir, zira etik liderler
eylemlerinin diger insanlar tizerindeki olasi etkilerini géz 6niinde bulundurmak
zorundadirlar. Biiyiik bir zarar sdz konusu oldugunda, orgiit paydaslari karar ve-
ricilerin sorunlari nasil ¢ozdiiklerine daha fazla dikkat kesilmektedir (Singhapak-
di, Vitell ve Kraft, 1996).

Etik ve etik dig1 liderlik davraniglarina yol acan kararlarin, bireysel ve du-
rumsal etkenlerin etkilesimi neticesinde ortaya ¢ikan karmasik siireclerin iiriint
olduklarini séylemek miimkiindiir. Bu noktada, Jones (1991) sorunlarin ahlaki
yogunlugunun bireysel davranisglari nasil sekillendirdigine iliskin bir karar modeli
gelistirmistir. Bu modele gore ahlaki sorunlarin teshis edilmesi, ahlaki yargilarin
olusturulmasi, ahlaki konularda niyet olusturulmasi ve eyleme ge¢me veya gec-
meme yoniinde bir karara ulasilmasi stireclerinin geneli sorunlarin ahlaki yogun-
lugu ile grup dinamikleri, otorite ve sosyallesme gibi Orgiitsel etkenlerin etkisi
altinda sekillenmektedir (Jones, 1991).

Bunun yaninda, etik dist lider davranislariin ortaya cikmasini engellemek
icin etik karar verme siireci biiyiilk 6nem tagimaktadir. Aydin (2012) etik karar
stirecinde ani bir karara varmadan 6nce karsilasilan sorun hakkinda cok boyut-
lu bir sekilde diisiintilmesini 6nermektedir. Ardindan sorun ayrintili bir sekilde
teshis edilmeli ve sorun hakkinda yeterli ve gegerli bilgiler toplanmalidir. Ayri-
ca ulasilmak istenen sonuglarla ilgili secenekler tiretmek, sonuclarin ve bu so-
nuclara ulasmak icin girisilecek eylemlerin etik ilkelere uygunlugu konusunda
sorgulamalara olanak taniyabilmektedir. Kararin sonuclarin1 degerlendirirken
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girisilecek eylemlerin yasalligi, sonugtan etkilenenlerin olasi tepkileri ve eylem
kararini veren kisi iizerindeki olas: etkileri de g6z Oniinde bulundurulmalidir
(Aydin, 2012).

Secim asamasi etik karar verme siirecinin en 6nemli asamasini olusturmak-
tadir. Gerektiginde istisarelerde bulunmak, erdemli bir kiginin ayn1 durumda
nasil bir eylemde bulunacagini diistinmek ve verilecek karari insanlarin nasil
kargilayacagimi sorgulamak karar verme asamasindaki etikle ilgili endiseleri ha-
fifletebilmektedir. Son olarak, bir karara ulasildiktan sonra da sonuclar hakkin-
da sorgulamalar yapmak ve gerektiginde diger karar seceneklerini uygulamaya
koymak Onerilmektedir; zira kararlar1 uygulamadan once sonuclari net olarak
ongoérmek miimkiin degildir (Aydin, 2012).

Bireyler biiyiik zararlara yol acabilecek sorunlarla karsilastiklari ve bu so-
runlar1 ahlaki agidan kabul edilebilir bir sekilde astiklar1 takdirde, cevreleri tara-
findan etik liderler olarak goriilmektedir (Brown ve Trevifio, 2006). Ote yandan
digerlerine biiyiik zararlar veren kararlar etik disi liderligin ortaya cikmasini sag-
layabilmektedir. Bununla birlikte, sorunlarin ahlaki yogunlugu, Jones™un (1991)
da belirttigi iizere, bireysel ve diger durumsal etkenlerle etkilesime girerek etik
veya etik disi liderlige yol acabilmektedir. Etik davranisi destekleyen durumsal
etkenlerin giiclii oldugu orgiitlerde calisan liderler etik sorunlara karsi daha ha-
zirlikli olabilmekte ve etik liderlik sergileyebilmektedir. Fakat etik dis1 veya zayif
etik 6zellikleri destekleyen durumsal etkenlerin egemen oldugu cevrelerde lider-
ler, etik liderlik sergilemekte zorlanabilmekte, hatta etik dist liderlige egilimli
olabilmektedir (O’Fallon ve Butterfield, 2005).

Goriildiigi tizere etik ve etik disi liderligin, icinde ortaya ¢iktiklar: baglam-
larla birlikte incelenmesi gerektigi sylenebilir. Bu tartigmalarin 151¢1nda, bu ¢a-
lismanin amaci 6gretmenlerin etik ve etik dis1 liderlige iligkin goriislerinin sap-
tanmasidir. Bu genel amac dogrultusunda su sorulara yanit aranacaktir:

1. Ogretmenler etik ve etik dist liderligi nasil tanimlamaktadir?
2. Okullarda etik liderligin ortaya ¢cikmasini saglayan etkenler nelerdir?
3. Okullarda etik disi liderligin ortaya ¢cikmasini saglayan etkenler nelerdir?

Yontem

Aragtirma deseni, ¢aligma grubu, veri toplama araci ve veri analizine iligkin
bilgiler bu baslik altinda sunulmustur. Bu arastirmada nitel aragtirma yontemi
kullanilarak, 6gretmenlerin okul miidirlerinin etik ve etik dig1 liderlik davra-
niglarina iligkin alg1 ve deneyimlerinin nasil oldugu ilk elden ortaya konulmaya
calisilmistir. Bu sekilde fenomene iligkin yasanan deneyimlerin 6ziine ulasmak
amaglanmistir (Balci, 2013).
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Arastirma Deseni

Bu arastirmada nitel arastirma modellerinden biri olan fenomenoloji kulla-
nilmistir. Fenomenoloji aragtirmacinin bir olgu ya da olaya iliskin deneyimlerin
derinlemesine incelemesine olanak veren bir arastirma yontemidir (Yildirim ve
Simgek, 2018). Patton (2014) fenomenolojinin insanlarin deneyimlerini nasil an-
lamlandirdiklar tizerine odaklandigini belirtmektedir. Best ve Kahn (2017) ise
fenomenolojiyi var olan durumu aciklama, ya da degisimi ve gelisimi etkileyen
etkenler arasindaki yapiy1 derinlemesine irdeleyen ve analiz eden bir yaklagim
olarak tanimlamaktadirlar.

Arastirmada 6gretmenlerin okul miidiirlerinin etik ve etik dist liderlik
davraniglarina iligkin deneyimlerinin derinlemesine incelenebilmesi acisindan
fenomenolojinin, etkili bir arastirma modeli oldugu ifade edilebilir. Bireylerin
bir olay, durum veya kavramlari nasil deneyimledikleri ve bu deneyimlerden ha-
reketle calisilan kavramin i¢ ve dis iliskileri fenomenolojik arastirmalar yoluyla
anlagilmaya calisilir (Christensen, Johnson ve Turner, 2015). Fenomenoloji sa-
yesinde hakkinda yiizeysel bilgiye sahip oldugumuz fenomenleri derinlemesine
inceleme imkani elde ederiz (Creswell, 2012).

Calisma Grubu

Fenomenolojik calismalarda ¢aligma grubu, arastirmanin odaklandigi konu-
da tecriibeleri olan ve bu tecriibelerini yansitabilecek kisilerden olusturulmali-
dir (Creswell, 2012; Yildirim ve Simgek, 2018). Bu ¢alismada arastirma grubu
2019-2020 egitim dgretim yilinda Istanbul Cekmekdy Ilcesinde gorev yapmakta
olan 20 6gretmenden olugsmaktadir. Arastirmada amagh 6rnekleme tiirlerinden
maksimum cesitlilik 6rnekleme stratejisi kullanilmistir. Bunun igin farkli sosyo-
ekonomik cevrelere sahip ilkokul, ortaokul ve liselerde gorev yapmakta olan
ogretmenler calisma grubuna dahil edilmistir. Ayrica katilimcilarin farkl kidem
yillarindan ve cinsiyetten olmasina 6zen gosterilmistir. Katilimeilara iligkin de-
mografik bilgiler Tablo 1’de sunulmustur:

Tablo 1. )
Katilmcilann Demografik Ozellikleri

Sira No Rumuz Cinsiyet Mesleki Kidem Brans
1 o1 Erkek 12 Fen Bilgisi
2 02 Kadin 3 Sif Ogrt.
3 03 Erkek 4 Matematik
4 04 Erkek 18 Fizik
5 05 Erkek 13 Sosyal Bilgiler
6 06 Erkek 6 Sinif Ogrt.
7 07 Kadin 14 Yabanci Dil
8 08 Kadin 8 Yabanci Dil
9 09 Erkek 17 Fen. Bilgisi
10 010 Kadin 28 Sinif Ogrt.
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11 o11 Kadin 9 Sinif Ogrt.
12 O12 Kadimn 13 Matematik
13 013 Erkek 16 Tarih

14 014 Kadin 18 Edebiyat
15 015 Erkek 5 Beden Egit.
16 016 Kadimn 5 Din Kiiltiiri
17 017 Erkek 12 Din Kiiltiiri
18 018 Kadin 24 Yabanci Dil
19 019 Kadin 3 Edebiyat
20 020 Kadin 6 Sinif Ogrt.

Tablo 1’de goriildigii tizere katilimcilarin 11°i kadin ve dokuzu erkektir. Ka-
tilimcilarin besi 1-5 yil, dordi 6-10 yil, besi 11-15 yil ve altist 16 yil ve tisti kide-
me sahiptirler. Arastirmada katilimcilarin 6zel ve kurumsal kimliklerinin gizliligi
ilkesine bagl kalinarak kimliklerini yansitici bilgilere yer verilmemistir. Bunun
yerine her katilimciya bir rumuz verilmistir.

Verilerin Toplanmasi

Fenomenolojik arastirmalarda en ¢ok bagvurulan veri toplama araci goriis-
medir (Yildirim ve Simsek, 2018). Bu ¢alismada veriler, konugsma boyunca fark-
It sorularla konunun genislemesine, konu hakkinda yeni bagliklarin olusmasina
firsat verdigi icin yar1 yapilandirilmig goriisme ile toplanmistir (Merriam, 2015).
Yar1 yapilandirilmig goriisme sorulart hazirlanirken ilgili alanyazin taranmus ayri-
ca ilk, orta ve lise kademesinde gorev yapan tli¢ okul miidiirii ve alt1 6gretmenle
goriigmeler yapilmistir. Goriisme formunda hazirlanan sorularin agik uglu olma-
sina 6zen gosterilmistir. Elde edilen veriler dogrultusunda yar1 yapilandirilmig
goriisme sorulart arastirmacilar tarafindan hazirlanmis ve etik liderlik konu-
sunda uzman bir dgretim iiyesinin incelemesi saglanmstir. Yar1 yapilandirilmig
goriisme formunda alt1 soru bulunmaktadir. Goriismeler 6gretmenlerin gorev
yaptiklar1 okullarda onlarin derslerinin bos oldugu saatlerde gerceklestirilmistir.
Yapilan goriismelerin tamami ses kaydina alinmistir. Goriismeler 30-40 dakika
arasinda stirmustiir. Elde edilen ses kayitlari arastirmacilar tarafindan yazili hale
getirilmis ve katilimcilardan goriisme kayitlarini kontrol etmeleri istenmistir.
Zira Guba (1981), katilimer kontroliiniin inandiriciligi saglamada kullanilan en
onemli Olciit oldugunu belirtmektedir.

Verilerinin Analizi

Goriisme yoluyla toplanan veriler igerik analizi teknigi kullanilarak analiz
edilmistir. Igerik analizi bir kodlama islemidir ve ham verileri standart bicimlere
donistiirmek icin yapilmaktadir (Hsieh ve Shannon, 2005). Verilerin analizinde
inandiriciligl artirmak igin arastirmaci cesitlemesi yoluna gidilmistir. Bu dogrul-
tuda yazili metin haline getirilen tiim verilerden kodlamalar ve temalarin olustu-
rulmasinda iki aragtirmaci birbirlerinden bagimsiz iki grup olusturarak ayr1 ayri
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caligmislardir. Her bir grupta arastirmaci diginda bir akademisyen ve bir dene-
yimli 6gretmen bulunmaktadir. Gruplar kendi kod ve temalarimi olusturduktan
sonra bir araya gelip karsilagtirmalar yapmuislar ve iki grubun alg1 ve yorumlari ki-
yaslanmustir. Gruplarca farkli bigimlerde olusturulan kodlar ve temalar i¢in ortak
bir noktada uzlagsma saglanmaya calisilmistir (Hsieh ve Shannon, 2005). Bunun
yaninda kod ve temalar olusturulurken arastirmacilarin kisa aralikhi toplantilar
yapmasi onemli bir inandiricilik dlciitiidiir. Zira toplantiya katilan insanlar dene-
yimlerini ve algilarini tartigmalar yoluyla birbirlerine aktarabilirler. Bu siirecte,
ayrica, meslektag denetimi teknigine de bagvurularak arastirmacilarin yorumla-
rinin katilimer deneyimlerini adil ve dengeli bir sekilde yansitilmasini saglamak
igin iki alan uzmanindan yardim alinmigtir (Arastaman, Oztiirk Fidan ve Fidan,
2018). Bu noktada, Lam ve Hung (2013) arastirmacilarin diger insanlarin elesti-
rilerini dinlemesinin Onyargili ve imtiyazli davrandiklari hususlari fark etmelerini
saglayacagini belirtmektedir. Son olarak Miles ve Huberman’in (1994) kodlay-
cilar aras1 goriis birligi teknigi kullanilmis ve % 88 oraninda goriis birligi bulun-
dugu gorilmistir.

Bulgular

Bulgular, arastirma sorularindan tiiretilen temalara uygun olarak sunulmus-
tur. Bunlar etik ve etik dist liderlerin 6zellikleri, etik liderlerin ortaya ¢ikmasini
saglayan etkenler ve etik dist liderlerin ortaya ¢ikmasini saglayan etkenler seklin-
de siralanmaktadir.

Etik ve Etik Dis1 Liderlerin Ozellikleri

Katilimcilara “Etik liderligi nasil tanimlarsiniz? Etik lider deyince ne anli-
yorsunuz?” ve “Birlikte calistifiniz yoneticileri diisiindiigiiniizde, en sik karsilas-
tiginiz etik dig1 liderlik davraniglar1 neler olabilir. Liitfen 6rneklerle agiklayimiz?”
sorular1 yoneltilmis ve verilen cevaplar “Etik ve Etik Dis1 Liderlerin Ozellikleri”
temasi altinda toplanmistir. Bu temaya iligkin alt temalar ve frekanslar Sekil 1’de
sunulmaktadir.
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Etik Lider Kimdir? (f) ’\ Etik Dis1 Lider Kimdir? (f) ’\

- Herkese esit mesafede durur

(20) - Ayrimcilik yapar (20)

- Etigi davranislarma yansitir (18) - Kayirmacilik yapar (20)

- Soylediklerini kendisi de tatbik - Keyfi davranir (16)

eder (17) - Mobbing yapar/tehdit eder (16)
- Adaletle muamelede bulunur - Kaba davranir (16)

(1'4) - Okulu bir ticarethane gibi goriir
- Insan odakli hareket eder (14) (12)

- Pozitif iletisim kurar (14) - Siddet uygular (8)

- Tutarh davramr (12) - Mevzuata aykir1 islem yapar

- Hosgoriilidiir (11) veya yapilmasini ister (8)

- Kisisel hirslariyla hareket etmez - Haksiz yere 6grencinin notunu
(@) yiikseltir veya yiikseltilmesini

- Diinya gériisii ile yaptig1 isi ister (8)

birbirine karistirmaz (6) - Makbuzsuz bagis alir (5)

- Kisilerle degil isiyle ugrasir (5)

o - /

Sekil 1. Etik ve etik disi liderin 6zellikleri

Sekil 1 incelendiginde katilimcilarin etik liderde gordiikleri en 6nemli 6zellik-
lerin basinda herkese esit mesafede durma, etik ilkeleri davraniglarina yansitma ve
soylediklerini kendisinin de uygulamasi seklinde oldugu goériilmektedir. Etik lider-
de bulunmasi gereken 6zelliklerle ile ilgili olarak katilimcilardan “O4” “aynmculik
hissine hicbir ogretmen kapiumamah” derken “O6” “davraniglaryla égretmenlere rol
model olmali. O ne kadar etik davranirsa emri altindaki ogretmenlerde o kadar etik
davranir” demektedir. Katilimcilar etik liderin ayrica adaletli, tutarh, hoggoriili,
insan1 merkeze alan, iletigsimi giigli, kisisel hirsla hareket etmeyen, diinya goriisii
ile yaptig1 isi birbirine karigtirmayan bir kisilige sahip olmasi gerektigini belirtmek-
tedirler. Bu konuyla ilgili olarak; “09” “Ogretmene, 6grenciye cayciya biitiin ca-
lisanlara ve paydaslara adil olmal”, “O10” “farkl: goriislere hosgorii ile yaklagmast
lazim” ve “O15” “her bireyle birebir iletisim kurmali” demektedirler.

Sekil 1’de goriildiigii gibi, katilimer goriiglerine gore etik disi liderlerin ¢ali-
sanlar arasinda huzursuzluga yol agacak ayrimcilik, mobbing, keyfi ve kaba mu-
amele gibi insani iligkilerde hos karsilanmayan etik dis1 davraniglar1 daha cok
yaptiklari anlagilmaktadir. Ogretmenlerin en ¢ok rahatsiz olduklari etik digi lider
davraniginin insani iligkiler boyutunda konumunu kotiiye kullanmak oldugu ifa-
de edilebilir. Ekonomik nedenlerle etik dist davranma ise etik dis1 liderin ikin-
ci en onemli Ozelligi oldugu sdylenebilir. Ancak iletigim ile ilgili etik dis1 lider
davraniglarinin ekonomik nedenlerle yapilan davraniglara gore daha fazla vurgu-
landigint ileri siirmek mimkiindiir. Ayrica etik digi liderler etik dist davraniglar
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sergilemekle kalmamakta, mevzuata aykiri islem yapma ve 6grenci notlarimin
yikseltilmesi gibi konularda 6gretmenleri etik dig1 davranmaya tegvik etmekte-
dir. Temaya iligskin aktarilan goriislerden drnekler asagidadir:

Aynt hatayr yapan iki ogretmenden birine hicbir uyarida bulunmaz iken
digerini siirekli rahatsiz etmesi... Bir dgretmeni kafaya takip haksiz yere so-
rusturma agmast...” O3

“Keyfi davranmalar. En son calistigim okulda idarecimizle etik catisma ya-
sadiginuz icin aynldim. Ogrencilerden bir ogretmen olarak para toplamayt
ben etik bulmuyorum. Bu nedenle miidiiriimiizle ¢catisma yasadim. Su 0g-
retmen su kadar toplanug sen toplamamussin diye beni 6gretmenler icinde
rencide ediyordu. Bu nedenle baska konularda beni sikistrmaya bagladi. Su
dosyay: getir su evrak getir gibi... Ogretmeni kullanabiliyorsam seviyorum
kullanamiyorsam okulu ona dar ederim anlayisindaydr.” O7

“Okulu bir ticarethane gibi gorenler. Smiflar olusturulurken se¢cme siniflar
olugturulmasi. Gelir diizeyi yiiksek velilerin ogrenciler para igin se¢me sinif-
lara toplaniyordu.” O14

“Okul miidiirleri ogretmenler hakkinda bir puanlama yapiyorlar. Tamamen
kisisel yakinligina gore hemgericilik bagina gore notu birilerine yiiksek verir-
ken birilerine diisiik veriyordu.” O19

Etik Liderlerin Ortaya Cikmasini1 Saglayan Etkenler

Katilimeilara “Meslek yasaminizda birlikte calistiginiz yoneticilerin etik
liderlik davranislari sergilemelerini tesvik eden etkenler neler olabilir? Liitfen
orneklerle aciklayiniz?” sorusu yoneltilmis ve verilen cevaplar etik liderlerin or-
taya citkmasini saglayan etkenler temasi altinda toplanmistir. Bu temaya iligkin
alt temalar ve frekanslar Sekil 2’de sunulmaktadir.

( @
Bireysel Etkenler (f) )\ Durumsal Etkenler (f) h
1.Kisisel Ozellikler
- Sorumluluk sahibi olma (12)
- Gelisime agik olma (6) 1. Okulun Etik Baglam
-Yumusak baslilik (4) - Etik iklim (8)
2. Ahlaki Yargr -Etik kiiltiire sahip okul
- Kisinin degerleri/ilkeleri (18) calisanlart (8)
- Kisinin vicdant (16) 2. Toplumsal Cevre
- Ailede aldif egitim (15) - Sikdyet edilme korkusu (12)
h MeSICkl deneyim (12) - Cevrenin etik durusu (10)
- Liyakat (%) - Toplum baskisi (10)
- Aldig egitimler (10) - Velinin egitim dizeyi (4)
3. Denetim Odag
-Igsel denetim odagina sahip
olma (8)

AN /

Sekil 2. Etik liderlerin ortaya ¢ikmasini saglayan etkenler
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Sekil 2°de sunulan bulgular incelendiginde miidiirlerin etik lider 6zellikleri
sergilemelerinde; kisisel 0zellikleri, etik bilinglerinin olugsmasini saglayan gecmis
deneyimleri ile aldiklar1 egitimlerin etkisiyle sekillenen ahlaki yargilari ve sahip
olduklari i¢sel denetim odagi gibi bireysel etkenlerin etkili oldugu goriilmektedir.
Miidiiriin etik liderlik davranigini en cok etkileyen unsurun ahlaki yarg: diizeyi
oldugu tespit edilmistir. Ayrica okulun etik baglami ve toplumsal ¢evrenin etkisi
de etik liderlerin ortaya ¢ikmasina katki sagladigi sdylenebilir. Bunun yaninda
durumsal etkenler arasinda etikle ilgili yasal diizenlemeler gibi okulun kurumsal
¢evresinden kaynakli baskilara iligkin herhangi bir bulgunun yer almadig: goriil-
mektedir. Etik liderlerin ortaya ¢ikmasini saglayan etkenler temasina iligkin ka-
tilimci goriislerinin bir boliimii asagida yer almaktadir.

“Kisiligi onu etik davranmaya itmektedir. Iyi bir kiiltiirle yetismis ve bu du-
rum onun etik liderlik davraniglart gostermesinde etkili. Mesleki deneyimi
ve edindigi tecriibeler ¢ok iyi. Farkl okullarda calisarak nasi etik davra-
nacagimi ogrenmis. Uzun stire miidiirliik yapmig ve bu konuma hak ederek
gelmis.” O5

“Sorumluluk bilinci etik davranmaya itiyor. Ama bu icsel bir unsur. Otorite,
meslektaslar ve veliler okul miidiiriinii etik davranmaya degil tam tersine
etik dist davranmaya itiyor. Toplum nasilsa okul miidiirii de ona gore sekil
alyor”09

“Sayginlhigini korumak igin insanlann etik davrandigim diisiinmiiyorum. Si-
kayet korkusu ile etik davranabiliyorlar. Velilerin BIMERe veya CIMER’e
sikayet etmelerinden korkuyor. Bazilari hi¢bir baski olmamasina ragmen
etik davranirken bazilan etrafindaki kisi ve gruplarin baskisina ragmen etik
dist davranmay: siirdiirme egilimindeler. Sikayet sistemi BIMER, CIMER
bunlardan basim agnmasin. Velilerin sikayetlerinden korktugu icin.” O17

Etik Dis1 Liderlerin Ortaya Cikmasini Saglayan Etkenler

Katilimeilara “Yoneticilerin bu tiir etik dist davraniglari sergilemelerine
neden olan etkenler neler olabilir? Liitfen orneklerle agiklaymniz?” sorusu yo-
neltilmis ve verilen cevaplar “Etik Dig1 Liderlerin Ortaya Cikmasini Saglayan
Etkenler” temas altinda toplanmustir. Bu temaya iligkin alt temalar ve frekanslar
Sekil 3’te sunulmustur.
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@ @
Bireysel Etkenler (f) ’\ Durumsal Etkenler (f) ’\
[ 1 Kisisel Ozellikler
- Hayata bakis ag1s1, degerleri
18)
- Oturmamus kisilik (18)
- Yenilik ve degisime agik 1. Okulun Etik Baglam:
olmama (8) - Etik dis1 iklim (18)
-Ego (6) - Okulun parasal ihtiyaglarini
2. Motivasyon kargilama gabasi (18)
- Giig kazanma hirs1 (14) - Meslektaglarim koruma istegi
-Cevre edinme hirst (14)
- Maddi gikar beklentisi (14) - Meslektas baskis1 (12)
3. Makyavelist Egilim - Kiramayacag kisiler igin (10)
- Koltugunu koruma istegi (20) - Catiyma yagamamak igin (8)
- Bedel 6dememek icin (16) - Denetlenmeme (8)
- Cikarim koruma istegi (16) - Sistemin etik dis1 liderligi
- Ekip olusturma istegi (16) beslemesi (6)
4. Ahlaki Yarg 2. Toplumsal Cevre
- Giigliiniin yaninda olmay1 - Toplumun yapist (12)
ahlaki bulma (12) - Ust otoritelerin baskisi (12)
- Liyakat sahibi olamama (18) - Veli baskast (8)
5. Ahlaki Degerleri
Uygulamaktan Kaginma
- Disiplin saglamak i¢in (10)

\-Kolayma geldigi i¢in (9) j \ J

Sekil 3. Etik dig1 liderlerin ortaya ¢ikmasini saglayan etkenler

Sekil 3’teki bulgulara dayali olarak, calisanlarin etik disi liderlige yonelme-
lerinde bireysel nedenlerin 6nemli rol oynadigt ancak diger taraftan okulun ve
¢evrenin de etik dig1 liderin olusmasina elverisli bir zemin olusturdugu ileri siirii-
lebilir. Bagka bir ifadeyle, etik dis1 liderin ortaya ¢cikmasinda bireysel ve durumsal
etkenlerin birbirini besledigi ifade edilebilir. Arastirmanin yapildigi kamu okul-
lar1 dikkate alindiginda, okullarin etik liderlerden ¢ok etik disi liderlerin ortaya
¢ikmasina sebep olacak bir¢ok Ozelligi icinde barindirabildigi ileri siiriilebilir.
Ogretmenler tarafindan agirlikli olarak vurgulanan bireysel etkenler; makyave-
list egilimler, kisilik 6zellikleri ve motivasyondur. Buna gore, etik liderlerin her
seyden Once ahlaki yargilama siirecine temel olusturan etik bilince sahip olma-
diklar1 ve mevcut konumlarini kisisel hedefleri dogrultusunda diger calisanlari
manipiile etme amaciyla kullandiklar: sdylenebilir. Ayrica bulgular etik liderden
cok etik dist liderligi destekleyecek kurumsal bir ¢evrenin bulunabilecegine yone-
lik ipuglar1 sunmaktadir. Etik disi lider davraniglarinin nedenleri temasina iligkin
katilimer goriislerinin bir bolimi asagida yer almaktadir.

“Okulun etik kiiltiirii olsa miidiir de ister istemez etik davranacak. Ancak
ortam etik dist davranmaya daha miisait. Etik davranmak daha zor. Etik
davrandik¢a olumsuz tepki goriiyor.” O1
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“Liderin secilme geklinden kaynakl. Eskiden sinav vardi hakkiyla geliyor-
du. Ama simdi liyakat yok tistiim bana zarar vermesin koltugumu kaybet-
meyim diye artik dik duramiyorlar. Koltuk sevdast onu etik digi lider olmaya
zorluyor.” O8

“Miidiir ekip olusturabilmek veya cevre edinebilmek icin ya da koltugunu
koruyabilmek icin etik dist davraniyor... Bedel 6dememek icin etik dist dav-
ranwor... Otorite, meslektaglar ve veliler okul miidiirtinii etik davranmaya
degil tam tersine etik digi davranmaya itiyor.” 020

Tartisma ve Sonucg

Aragtirmanin bulgularina dayali olarak, 6gretmenlerin etik liderde gérmek
istedikleri en 6nemli 6zelliklerin herkese esit mesafede durmasi ve etigi davra-
niglarina yansitmasi oldugu ifade edilebilir. Bunun yaninda, katilimcilar etik lide-
rin adaletli, tutarl, hosgoriili, iletisimi giiclt, insan1 merkeze alan ve mesleki de-
gerleri kisisel degerlerin tstlinde tutan kisi olmas1 gerektigini belirtmektedirler.
Bu bulgularin 1is181nda katilimeilarin ahlaki kisilige sahip yoneticileri etik liderler
olarak tanimladiklar1 sdylenebilir. Benzer sekilde, Trevifio, Hartman ve Brown
(2000) ahlaki kisiyi diiriist, giivenilir, cana yakin, insani iligkileri dGnemseyen, adil,
ilkeli ve tutarh kisiler olarak tanimlamiglardir. Katilimcilarin etik liderleri be-
timlerken esitlik, tutarlilik ve adillik gibi kavramlara vurgu yapmalar1 6zellikle
Orgiitsel adalet hakkindaki kuramsal tartisma ve ampirik ¢alisma sonuglariyla
uyumlu bir bulgudur. Ornegin, Cropanzano, Rupp, Mohler ve Schminke (2001)
verilen kayiplara karsilik elde edilen kazang, kisiler ve Orgiitler aras iligkilerin
dogasi ile etik standartlara uyumu 6ne cikaran ahlaki ilkelerin ¢alisanlarin or-
giitsel adalet algilari ile yakindan iligkili oldugunu belirtmektedir. Ayni sekilde,
McCain, Tsai ve Bellino (2010) calisanlarin orgiitsel adalet algilar1 giiclendikce
etik davranig sergileme ihtimallerinin de yiikseldigi sonucuna ulagmistir.

Bununla birlikte, yalnizca etik rol model olmak degil, takipcilerin etik dav-
raniglarda bulunmalarini acik bir sekilde tesvik etmek de etik liderligin temel bi-
lesenleri arasinda zikredilmektedir (Brown vd., 2005). Zira etik liderler etik de-
gerleri benimsemek ve kisisel davraniglarina yansitmakla kalmayip, bu degerleri
karar verme ve yOnetim siireclerinin ayrilmaz bir parcasina doniistiiren kisilerdir
(Oguz, 2011; Eisenbeil3 & Brodbeck, 2014). Bu sekilde orgiitlerinde etik davranig
standartlarini belirleme imkanina kavusmakta ve bu standartlari kurumsallastir-
mak i¢in gerektiginde 6dil ve ceza sistemlerini kullanmaktadirlar (Trevino vd.,
2003). Katilimcilarin etik liderligi kisilik temelli bir sekilde kavramlastirmalari,
okul ¢evresinde “ahlaki kisilik” 6zelliklerinin “ahlaki yonetici” 6zelliklerine gore
daha sik rastlanmasindan ve okullarda etigin kurumsallagsma siirecinin heniiz ta-
mamlanamamasindan kaynaklandigi sdylenebilir (Popoola vd., 2017; Kog ve Fi-
dan, 2020). Zira yoneticiler ahlaki kisilige sahip olsalar da, etik degerleri yonetsel
kararlarin ve uygulamalarin ayrilmaz bir parcasina doniistiirmek i¢in gerekli olan
cevresel etkenlerin desteginden mahrum olabilirler. Bu noktada, Carlson ve Per-
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rewe (1995) doniisiimceii liderlerin 6rgiit kiltiirlerini etik degerlere uygun olarak
sekillendirirken, etik kiiltiiriin de etik davraniglari destekleyerek etik liderlerin
ortaya citkmasini saglayabilecegini ifade etmektedir.

Benzer sekilde, bu calismada Kkisilik, icsel denetim odagi, ge¢mis deneyim
ve egitimler aracilifiyla gelistirilen ahlaki yargilar gibi bireysel etkenlerin oku-
lun ic ve dis cevresi ile etkilesimi neticesinde etik liderlerin ciktigina isaret eden
bulgulara ulasilmistir. Bu bulgular alanyazindaki ilgili calisma sonuglariyla tu-
tarlik gostermektedir (Trevino, 1986; Brown vd., 2005; Brown ve Trevino, 2006;
Kalshoven vd., 2011). Ancak, etik liderlerin ortaya ¢ikmasini saglayan etkenler
arasinda yasal diizenlemeler gibi kurumsal cevre Ogeleri zikredilmemektedir.
Etigi destekleyen giiclii bir kurumsal cevrenin yoklugunda, yoneticiler Orgiit
paydaslariyla iligkilerinde etik degerlere baghliklarinin siirekli olarak simandigi
zorluklarla karsilasabilmektedir (Fisher, Fried, Goodman ve Germano, 2009).
Kit kaynaklar1 kullanarak farkli beklentilere ve degerlere sahip paydaslarin ta-
leplerinin karsilanmast gerekliligi yoneticilerin dogru ve yanlis arasinda gidip
gelmelerine yol acabilmektedir (Kaptein, 1998). Bunun yaninda, paydaslar ara-
sinda etik konularda uzlasma olsa dahi, bu uzlagsma Orgiitiin icinde bulundugu
toplumun degerler sistemine ve Orgiit dig1 paydaslarin beklentilerine her zaman
uygun olmayabilir (Trevifio vd., 2006). Baska bir ifadeyle, etigi destekleyen giiglii
kurumsal ¢evrenin yoklugunda etik liderlerin ortaya ¢ikmasi, genellikle informal
yollardan saglanan orgiit ici paydaglarin degerlerinin Ortiismesine baghdir ve Or-
tisen degerlerin toplumsal degerler ve normlarla her zaman uyum icinde olmasi
beklenmemelidir (Hill, 2017). Buna goére okullarda etik liderligin ortaya ¢ikma-
siin uygun bireysel ve durumsal etkenlerin bir araya geldigi rastlantisal kosul-
larda miimkiin olabilecegi, zira etik liderligi besleyebilecek yasal diizenlemeler
gibi kamu oOrgiitlerine 6zgii kurumsal baskilarin okullarda her zaman giiclii bir
sekilde hissedilmedigi ileri siiriilebilir.

Bu husus ayni zamanda etik disi ¢alisan davraniglarini ve bu davraniglara
yonelik tepkileri mesleki etik veya evrensel ahlak ilkelerinden ¢ok orgiit politi-
kasinin bir konusuna doniistiirebilmektedir (Cohen, 2016). Ornegin, katilimcilar
okullarda etik dis1 liderligi; ayrumcilik, mobbing, keyfi ve kaba muamele, belgesiz
bagis alma ve siddet gibi yasadist ve ahlaki degerlere aykirn davranislar sergileyen,
okulu ticarethane gibi gorme egilimi nedeniyle 6gretimsel gorevierini geri plana atan
ve okul calisanlarint mevzuata aykirt islem yapma ve 6grenci notlaru yiikseltme gibi
konularda etik dist davranmaya tesvik eden liderler olarak tanimlamislardir. Bu ta-
nim biiyiik 6l¢ide Brown ve Mitchell’in (2010) etik dis1 lider kavramlastirmasiyla
ortismektedir. Bunun yaninda, 6gretmenler yoneticilerin meslektas iligkilerin-
deki etik dig1 lider davranislarint ekonomik konulara gore daha sik yaptiklari-
nt ileri sirmektedirler. Bu husus etik dis1 liderlerin insani yeterliklere yeterince
sahip olmamalarindan kaynaklaniyor olabilir. Aydin (1998) insani yeterlilikleri
iletisim becerileri ve bunlarin etkili kullanimi, planli caligma, takim calismasi,
calisanlarin motive edilmesi ve ddillendirilmesi ve isbirligi yapma gibi konular1
kapsadigini belirtmektedir. Etik disi liderlerin dikkat ¢ceken bir diger 6zelligi ise
etik dist davranislart calisanlar arasinda 6zendirmesi ve kurum kiiltiiriinde etik
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disihigin bir deger haline gelmesine 6n ayak olmasidir. Etik bilince sahip olmayan
etik digt liderler mevcut konumlarim kisisel hedefleri dogrultusunda diger cali-
sanlar1 manipiile etme amaciyla kullanabilmektedirler (Brown ve Trevifio, 2006).
Etik dig1 lidere doniisen okul yoneticileri bulunduklar okullarda etik digiligin
kurumsallagsmasina sebep olabilmektedirler (Trevino vd., 2006). Zira etik dist li-
derler, etik digihigin kurumsallagmasinin en giiclii araclari arasinda sayllmaktadir
(Brown ve Trevifio, 2006).

Buna ek olarak, etik disi lider davranislarina iliskin arastirmalar, etikle ilgili
yasal diizenlemeler gibi zorlayici ve ahlaki degerler gibi normatif baskilarin yete-
rince etkili olamadigl durumlarda etik digi liderligin ortaya ¢iktigini gdstermekte-
dir (Brown ve Trevifio, 2006; Cohen, 2016). Benzer sekilde, katilimcilar etik dist
liderleri genellikle etik dis1 eylemleri hos karsilayan, gii¢ kazanma, ¢evre edinme
ve maddi cikar elde etme hirsiyla hareket eden kisiler olarak géormektedir. Bu
liderler ayn1 zamanda konumlarini ve ¢ikarlarini korumak icin ellerinden geleni
yapan makyavelistlerdir (Belschak, Muhammad ve Den Hartog, 2018). Yiiksek
diizeydeki 6z-izleme yetenekleri sayesinde okuldaki giig iliskilerine gore gerekli
oldugunu disiindiiklerinde ahlaki yargilarini sekillendirebilirler ve islerine gel-
digi zaman etik kurallar1 uygulamaktan kacimabilirler (Hogue vd., 2013). Etik
disiligin ortaya ¢ikmasina etki eden bireysel 6zellikler ve davraniglar herhangi bir
engelle karsilasmadiklarinda veya Orgiitsel ¢evre tarafindan desteklendiklerinde
kurumsallagsma egilimindedir. Zira etik disiligin kurumsallagsmasi, etik disi davra-
niglarin zaman icinde tekrarlanarak rutin eylemlere doniismesiyle gerceklesmek-
tedir (Gino ve Bazerman, 2009). Katilimcilarin da belirttigi iizere bu tiir bireysel
ozelliklere sahip okul yoneticileri etik dist iklim ve okul i¢i informal iligkilerin
etkili oldugu okul baglami ve etik disiligin olagan karsilandig bir toplumsal cev-
reyle etkilestiklerinde etik disi liderlere dontismektedirler. Elde edilen bulgular
alanyazindaki arastirma sonuglariyla paralellik gostermektedir (Eisenbeif3 ve Gi-
essner, 2012; Trevino, 1986).

Kurama ve Uygulamaya Yonelik Etkiler

Bu caligma etik liderlik ve etik dis1 liderlikle ilgili mevcut kavramlastirmalari
ortaya koymasi nedeniyle egitim yonetimi alanyazinina katkilar saglamaktadir.
Ilk olarak, katilimeilarin etik liderligin ahlaki kisilik bilesenine ahlaki yonetici bi-
lesenine gore daha fazla vurgu yaptiklari ortaya konmustur. Bunun yaninda, ka-
tilimcilarin etik dis1 okul liderligini nasil tanimladiklari belirlenmis ve 6gretimsel
konular diginda alanyazindaki diger kavramlastirmalarla ortistiigii goralmiistir.
Ayrica etik ve etik dig1 liderlige yol agan etkenlerle ilgili alanyazindaki siniflandir-
malarin egitim Orgiitlerinde kullanilabilecegi ortaya konmustur.

Alanyazina yapilan diger katki ise, etik ve etik digt liderlerin ortaya c¢ikma-
sinda etkili olan faktorler arasinda etikle ilgili yasal diizenlemelerden ve Orgiit
kiiltiriinden ¢ok okul paydaslarinin énemli bir etkiye sahip oldugunun ortaya
konmasidir. Bu husus etik liderlik ¢caligmalarinda siklikla kullanilan sosyal 6gren-
me kuraminin (Brown vd.,, 2005) yaninda, okullardaki farkli paydas gruplarinin
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farkl etik ve etik dis1 liderlik prototiplerine sahip olup olmadiklarini, sahip ol-
duklar: takdirde hangi liderlik 6zelliklerine iligkin farkliliklar oldugunu belirle-
mek amaciyla gelecekteki calismalarda paydag kuraminin kullanilmaya devam
edilmesi gerektigini gdstermektedir. Zira etikle ilgili kurumsal ¢evre 0gelerinin
yeterince hissedilmedigi (Gino ve Bazerman, 2009) veya asir1 kat1 kurumsal gev-
renin bireylerin davraniglarini belirli kaliplara sokarak etik korliige yol actig1 du-
rumlarda (Palazzo, Krings ve Hoffrage, 2012) paydaslar arasindaki uzlasma etik
konusunda temel oOlgiite doniismektedir (Hill, 2017). Ayrica bu tiir durumlarda
paydas gruplari, kendi prototiplerine uygun olan liderlerin etik sorunlar hakkin-
daki kararlarini daha giivenilir bulmaktadir (Kalshoven ve Hartog, 2009).

Diger taraftan etik dis1 lider davranislar1 arasinda 6gretmenleri en ¢ok okul
mudiriinin calisanlarla olan iletisiminde yaptig etik dis1 davranislarin rahatsiz
ettigi goriilmektedir. Bu nedenle etik ve etik disi liderlik calismalarinda orgiitsel
iletisim kuramlarindan da faydalanilmas: gerekmektedir. Orgiit icinde etigin insa
edilmesi, siirdiiriilmesi ve degistirilmesi oOrgiitsel iletisimin alanina girmektedir
(Seeger, 2001). Zira orgiitsel igslemler uygulanirken calisanlar genellikle kisile-
rarasl iletisim ve karar verme siirecleri konusunda hassasiyet gostermektedir.
Ayrica insanlar iletisim konusunda dogruluk ve saygi gibi normatif beklentilere
sahiptir (Dogan, 2002). Bagka bir ifadeyle, insanlar karar vericilerin islemlerin
uygulanmasina iligkin kurallar1 diizgiin bir sekilde uygulamalarini ve bu hususta
dogru ve yeterli sekilde bilgilendirme yapmalarint beklemektedir (Li, Cropan-
zano ve Molina, 2015). Benzer sekilde, Jensen (2003) bireylerin diger bireylere
tepkilerinin, diger bireylerin eylem veya sozciiklerinin ne anlama geldiginin or-
giitsel iletisim sayesinde anlasilmasi iizerine temellendirildigini belirtmektedir.
Dolayisiyla etik liderlik ve etik dist liderlikle ilgili kuram gelistirme ¢alismalarinin
iletisimin etkisini gz 6niinde bulundurmasi gerekmektedir.

Okul yoneticilerinin ahlaki kisiligin yaninda ahlaki yonetici 6zelliklerine ka-
vusmalari icin uygulanabilecek bireysel ve orgiitsel stratejiler mevcuttur. Once-
likle okul yoneticilerine etik ve etik dist liderligi olusturan davranislar hakkinda
egitimler verilmesi onerilebilir. Bunun yaninda, okul paydaslarinin okulun etik
iklimi tizerindeki belirleyici rollerinden dolayr bu egitimlerin informal gruplarin
yonetimi, etkili iletisim ve nezaket konularini kapsayacak sekilde tasarlanmasi
egitimlerin etkililigini artirabilir.

Etik liderligi kisiler arast informal iliskilerden dogan tesadiifi bir 6zellik ol-
maktan kurtarmak icin orgiitsel diizeyde stratejilere ihtiya¢ duyulmaktadir. Etik
degerlerin ve ilgili yasal diizenlemelerin okullarda goriiniir kilinmasi ve okul kiil-
tlrlerinin bir parcasina doniismesi icin misyon ve vizyon ifadeleri, okul diize-
yindeki etik sdzlesmeler, 6dil ve ceza sistemi, okul ici yonerge ve kurullar gibi
formal yapilarin kullanilmasi 6nerilebilir. Bu yapilarin etik dis1 davraniglar en-
gelleyecek ve etik davraniglar1 pekistirecek sekilde tasarlanmasi etigin kurumsal-
lasmasini saglayarak etik liderlerin ortaya ¢ikabilecegi uygun bir ortam olustura-
bilir. Buna ek olarak etik rol modellerin 6ne ¢ikarilmasi ve etik degerlerin giinliik
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sOylemin parcasi olacak sekilde vurgulanmasi etigin icsellestirilmesini saglayarak
kurumsallagma siirecini giiclendirebilir.

Smirhibiklar ve Arastirma Onerileri

Aragtirma Istanbul Cekmekdy ilcesindeki kamu okullarinda gérev yapan
kiigiik bir 6gretmen grubuyla yapilmistir. Bu nedenle arastirmadan ¢ikan sonug-
larin daha biiyiik 6rneklemlere genellenemeyebileceginin bilinmesi gerekmekte-
dir. Clinki farkli yerlesim yerlerinde ikamet eden 6gretmen gruplariyla yapilan
veya bliylik 6rneklemlerle yapilan ¢alismalarin sonuclari farkl olabilir. Gelecek-
te okul mudiirlerinin etik liderlik veya etik dig1 liderlik 6zelliklerini aragtiran bu
tlir ¢calismalarin daha biiyiik 6rneklemlere sahip nicel arastirma yontemleriyle
yapilmasi Onerilebilir.

Bundan sonra yapilacak calismalarda okul miidirini etik digt liderlige
yonelmesine sebep olan bireysel ve durumsal faktorler daha da derinlemesine
arastirilabilir. YOneticilerin ahlaki kisilik ve ahlaki yonetici 6zelliklerinin birbiri-
ni nasil etkiledigi konusu tizerinde durulabilir. Bu calismada, okul miidirlerinin
etik dis1 liderlige yonelmesinde bireysel etkenlerin yaninda durumsal etkenlerin
de etkili olabilecegi bulgusuna ulasilmistir. Buradan hareketle, okullarda etigin
kurumsallagsma diizeyi ile okul miidiirlerinin etik veya etik dis1 liderlik 6zellikleri
arasindaki iligkiyi arastiran caligmalarin yapilmasi Onerilebilir. Ayrica bu calis-
mada okul mudiirlerinin etik veya etik dist liderlik davranislar1 sergilemesinde
okulun i¢ ve dis toplumsal cevresinin rolii olabilecegi tespit edilmistir. Bu neden-
le, gelecekte paydas kuramina dayali etik ve etik disi liderlik ¢alismalarina daha
fazla yogunlasilmasi 6nerilebilir.
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Abstract

The aim of this study is to determine teachers’ change fatigue level and compare it based on some demographics.
To this end, current study employed single screening model which is one of quantitative designs. The study was
conducted on two different study groups and population. The data obtained from the first and second study groups
were used to run exploratory and confirmatory factor analyses of the scale developed in scope of current study,
respectively. On the other hand, the data from population was used for descriptive statistics and comparing the
mean scores of groups based on demographics. The findings indicated that teachers had a “I agree” level change
fatigue. Additionally, demographics such as gender, educational level, type of school (primary, secondary or high
school), district that the school is located, and marital status did not create a statistically significant difference in
teachers change fatigue level while experience and the faculty graduated did. The teachers with 10 years and below
experience had a higher level of change fatigue than the teachers with 16 years and above experience. The teachers
graduating from education faculties had a higher level of change fatigue than the teachers from other faculties. Ba-
sed on the findings, it can be suggested that there should be fewer change initiatives in Turkish educational system.
Also, teachers with less experience and graduates of education faculties should be given special guidance during
multiple change initiatives.

Keywords: teacher, change, fatigue.

Oz

Bu arastirmanin amaci 6gretmenlerin degisim yorgunlugu diizeyini belirleyerek; degisim yorgunlugu diizeyinin
bir takim demografik degiskenler temelinde kargilastirilmasidir. Belirtilen amac dogrultusunda aragtirmada nicel
arastirma desenlerinden tekil tarama modeli esas alinmugtir. Arastirma iki farkli caligma grubu ve evren lizerinde
yuritilmistiir. Birinci ve ikinci calisma gruplarindan elde edilen veri setleri sirasiyla arastirma kapsaminda
gelistirilen degisim yorgunlugu 6lgeginin acimlayict ve dogrulayic faktor analizleri; evrenden elde edilen veri
seti ise betimsel analiz ve demografik degiskenler temelinde kargilastirma amacl kullanilmigstir. Elde edilen bul-
gular 6gretmenlerin “Katiliyorum” diizeyinde degisim yorgunlugu deneyimlediklerine; cinsiyet, 6grenim diizeyi,
gorev yapilan okul diizeyi, okulun bulundugu yerlesim merkezi ve medeni durum gibi demografik degiskenlerin
ogretmenlerin degisim yorgunlugu diizeylerini istatistiksel olarak anlaml bir bicimde farklilagtirmadigini; kidem
ve mezun olunan fakiilte degiskenlerinin ise degisim yorgunlugu diizeyinde istatistiksel olarak anlamli bir fark
yarattigini ortaya koymustur. Buna gére, kidemi 10 yila kadar olan 6gretmenlerin 16 yil ve iizeri kideme sahip
ogretmenlere gore; egitim fakiiltesi mezunu dgretmenlerin ise fen edebiyat ve diger fakiiltelerden mezun 6gret-
menlere gore daha yiiksek diizeyde bir degisim yorgunlugu deneyimledikleri goriilmistiir. Elde edilen bulgulara
dayanarak, egitim sisteminde daha az degisiklige gidilmesi; nispeten kidemi diisiik ve egitim fakiiltesi mezunu
ogretmenlere ¢oklu degisim girisimlerinin yasandigi siireclerde ayrica rehberlik sunulmasi 6nerilebilir.
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English Version

Introduction

Today is considered as the era of change and nearly in almost all social areas
a rapid change is experienced. Organizations are also affected by this change
process and involved in it. According to Abrahamson (2000), the motto of con-
temporary organizations is “Change or perish”. However, change can reach
such a devastating extent that the organizations may disappear while trying to
change. Falkenberg, Stensaker, Christine & Haueng (2005) focus on two differ-
ent aspects of change initiatives taking place today. Firstly, organizations may
launch simultaneous change initiatives that are inconsistent or overlapping with
each other. Secondly, they launch new initiatives without finalizing prior ones
or evaluating their consequences. The researchers associate this situation with
releasing lots of balloons into air at the same time. Such a change atmosphere
may bring about some problems both for organizations and employees (Bamett
& Freeman, 2001; Bernerth, Walker & Harris, 2011). In terms of organizations,
it impairs competitive edge of the organization (Scott-Morgan, Hoving, Smit &
Slot, 2001), increases the cost of change and reduces the returns (Abrahamson,
2000; Abrahamson, 2004). As for employees, they perceive the change as exces-
sive and develop negative reactions against change (Cullen-Lester, Webster, Ed-
wards & Braddy, 2019; Drasin, 2004; Falkenberg et al., 2005; Hargreaves, 2004;
Kiefer, 2005). Aggression, anxiety, fear, cynicism, decrease in commitment and
loyalty, disorientation, insecurity, indifference, helplessness, absenteeism, loss of
concentration, idea of betrayal, rejection of change, worry and uncertainty are
among the individual reactions to constant / frequent change initiatives (Allen,
Freeman, Russell, Reizenstein & Rentz, 2001; Baruch & Hind, 2000 cited in Sa-
sol, 2007; Ibrahim, Al-Kaabi & El-Zaatari, 2013). In this context, another con-
cept associated with such a change atmosphere is “change fatigue” (Abraham-
son, 2000; Ace & Parker, 2010; Bernerth et al., 2011; Camilleri, Cope & Murray,
2018; Ead, 2015; Maclntosh, Beech, McQueen & Reid, 2007; Rafferty & Griffin,
2006; Torppa & Smith, 2011; Vestal, 2013; Winter, 2013).

In literature, “repetitive change syndrome” (Abrahamson, 2003), “reform
fatigue” (Lingard, Mills & Hayes, 2000; Smith, 2018), “initiative fatigue” (Fre-
edman, 1992; Kuh & Hutchings, 2015), “innovation fatigue” (Lindsay, Perkins &
Karanjikar, 2009), “being tired of change”, “adaptive failure” and “future shock”
are interchangeably used with change fatigue (Lyle, 2013; Lyle, Cunningham &
Gray, 2014). In this study, change fatigue is used to refer to the perception that
too much change is taking place. It is possible to come up with different definiti-
ons of the concept in literature. Change fatigue is the perception that change ini-
tiatives are “excessive” or “more than needed” (Falkenberg et al., 2005; Bernerth

et al., 2011); it refers to the confusion originating from too many stimulants and
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employees” working style being negatively affected (Stensaker, Meyer, Falken-
berg & Haueng, 2002). According to Winter (2013), those experiencing change
fatigue have a perception that change will never end, it will not improve organi-
zation and thus being a part of change is meaningless. Brown (2016) states that
change fatigue refers to a high level of stress, tiredness and burnout associated
with constant and rapid change. On the other hand, Zink, Steimle & Schroder
(2008) focus on the consistency of change initiatives and suggest that too many
unrelated change initiatives cause change fatigue. Bernerth et al. (2011) state
that change fatigue is an experience related with the quantity of change initiati-
ves and occurs when employees have a perception that too much change is taking
place in the organization. As can be understood from the definitions given above,
change fatigue is an individual reaction to change and is not a feature that can
be associated with the whole organization (Elving, Hansma & Boer, 2011). In
this sense, employees experiencing change fatigue may have a perception that
too many change initiatives are launched in the organization, the frequency of
change is overwhelming, being tired of change and change is constant (Bernerth
et al, 2011); the pace of change is too fast to keep up with, new initiatives are
launched without finalizing the current ones or evaluating the results of previous
ones, instability climate in the organization and unhappiness originating from
this (Elving et al., 2011) and difficulty in perceiving when the change begins and
ends (Rafferty & Griffin, 2006).

Those experiencing change fatigue will be reluctant to participate in the up-
coming change initiatives and change fatigue bears with the cognitive evaluations
of previous change initiatives (Chung, Choi & Du, 2017). The researchers state
that such an evaluation handles change in terms of quantity and quality. The
former refers to the perceived intensity while the latter to the failure of change
initiatives. When they have to implement top-down changes which leads to the
perception that they do not have the control and these changes result in failure,
employees develop learned helplessness. In turn, learned helplessness causes a
passive reaction against change even after successful change initiatives following
a number of unsuccessful ones.

According to Garside (2004), efforts of boosting performance and quality in
organizations require change. However, as a result of this requirement organi-
zations go round in circles (Scott-Morgan et al., 2001). With global competition
pressure, organizations accelerate their change initiatives to boost their perfor-
mance which in turn causes substantial impediments. These impediments, on the
other hand, obstruct change and increase performance pressure. Organizations
seek the solution in more change. Finally, the administrators fall into aninextri-
cable dilemma. While organizations feel obliged to change further, employees
run out of change energy. Employees suffer from change fatigue but organizati-
ons seek more change. The process can be illustrated as in Figure 1 below:
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Performance Change more
pressure and faster

difficulty in Chaos
change b

Figure 1. Spiral of change fatigue (Scott-Morgan et.al., 2001)

To conclude, contemporary organizations need to change their technologi-
es, practices, structures, policies and processes in order to survive in and keep up
with the dynamic environment. When change initiatives are perceived as excessi-
ve and far-reaching by employees, they bring about some problems. In this sense,
the concept of “change fatigue” come into prominence and stands as a research
area for organizational researchers.

Change Fatigue in Educational Organizations

Change seems to be a much more significant need for organizations than
ever before and changes in various fields of life force organizations to change
(Giicli & Sehitoglu, 2006). In this environment, just like others educational
organizations must show a continuous adaptation to changes by updating their
structures, technologies and intellectual capital in order to survive (Saribas ve
Babadag, 2015; Toéremen, 2002). However, particularly in centralized systems
schools do not have an opportunity to take part in decision processes but their
role is to practice changes originating from new regulations. Thus, the main
task of schools can be said to respond to changes. On the other hand, Speck
(1996) defends the necessity of change on behalf of improvement of school and
learning environment. The process of change include individuals’, school’s and
school environment’s accepting, adapting and institutionalisating change. Howe-
ver, it can be said that change is challenging for educational organizations as it is
for others. The more frequent the change initiatives are, the more difficult it can
be to implement them (OECD, 2017). Frequent and constant change affect not
only organizations as a whole but also the employees.

Brounstein (1992) state that teachers’ reactions to frequent and constant
change can be addressed in two dimensions: behavioral and attitudinal. Beha-
vioral reactions can be explained as pretending to implement the change which
is “unchanging” and avoiding from stimulants related to change and interacting
with shareholders which is “divergence”. As for attitudinal reactions, they are

”

“lack of time”, “teachers know best”, “flexibility” and “You reap what you sow”.
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“Lack of time” reaction means continuous and constant change cannot be imp-
lemented because there is not enough time. “Teachers know best” refers to the
belief that no one but teachers know the best practices improving student lear-
ning in the classroom. The next one, flexibility, refers to the implementation
of change initiatives with minor updates. The last reaction, “You sow what you
reap”, refers to the perception that previous change initiatives, which ended up
in failure, are re-practiced. On the other hand, Tribuzzi (2017) suggests that
frequent change initiatives damages teachers’ occupational resiliency, willing-
ness to actively participate in the change process and trust in sustainability of
reforms. As a matter of fact, the findings in literature show that frequent chan-
ges in structure, curriculum and cultural context of educational systems induce
a minimal improvement in teaching practices (Cuban, 2013 cited in Beycioglu
& Kondakgl, 2014). Additionally, multiple and constant change initiatives impa-
ir change capacity of educational organizations. To eliminate these drawbacks,
educational organizations should determine priorities in line with institutional
vision, local needs and common needs of internal shareholders. Thus, a coope-
ration and synergy will be created within the framework of these priorities and
human and financial resources will be used more efficiently (Kezar, 2009). Just
like in other organizations, frequent and constant change initiatives in educati-
onal organizations bring about extra responsilities and tasks for teachers which
results in change fatigue (Spann, 2018). Findings in literature show that change
fatigue is a prevailing phenomenon globally (Cheng & Walker, 2008; Education
Week Research Center, 2017; Hargreaves, 2004; Ibrahim et.al., 2013; Jeffrey,
2015; Kennedy, 2010; Leuschke, 2017; Lingard et.al., 2000; Lyle, 2013; Lyle et.al.,
2014; Nunnelly, 2016; OECD, 2017; O’Quinn, 2018; Orlando, 2014; Overton,
2004; Spann, 2018; Tribuzzi, 2017).

According to Kennedy (2010), educational systems put into practice one or
more innovations every year, which can be considered as the main reason of
change fatigue. The administrators, appointed at local or national level, feel ob-
liged to change something. Every change initiative, in turn, forces teachers to up-
date its routine and teaching practices. On the other hand, even if the initiatives
are not related with the content of teaching, they may affect the teaching envi-
ronment. In this context, any change in the system requires teachers to adapt his/
her plans accordingly, to attend more meetings and professional development
activities, to fill in new forms, to carry out more exams etc. To sum up, when
scope of new ideas on education expands and they become time consuming, teac-
hers experinece change fatigue. According to Cheng and Walker (2008) change
fatigue in educational organizations can be characterized as following:

e Educational systems desire to implement reforms in a very short time
and practice multiple change initiatives simultaneously.

e Educational reforms undervalue cultural and contextual conditions in
which they are implemented.

¢ Educational reforms result in chaos and increase the risk of failure.
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Reeves (2010) focuses on a similar point and refers to change fatigue as
law of initiative fatigue. The researcher states that educational administrators
have three types of resources which are time, money and emotional energy. Time
and financial resources are constant. Also, financial resources of schools can be
said to be decreasing. On the other hand, emotional energy is unsteady and it
has limits which can run out when it has to be spent on for different initiatives.
In this context, it can be said that the number of change initiatives educators
have to implement with limited resources is progressively increasing which me-
ans with every initiative no matter how well they are perceived or prepared the
time, financial resource and emotional energy spent will lessen compared to the
previous ones. This can be identified as change fatigue.

Teachers experience change fatiuge due to new approaches in professional
development, innovations in educational technologies and changes in curriculum
(Education Week Research Center, 2017; Jeffrey, 2015; Lyle, 2013; Lyle et.al.,
2014; Tribuzzi, 2017). On the other hand, it is associated with variables such as
organizational culture, authentic leadership, teacher efficiancy, technology use
in educational organizations. (Leuschke, 2017; Nunnelly, 2016; Perel, 2015; Or-
lando, 2014; O’Quinn, 2018). Based on this, it can be said that there has been an
increasing interest in change fatigue among researchers in the field of educatio-
nal organizations.

It can be stated that it is impossible both for organizations and individuals to
survive ignoring the change in an environment characterized by constant change
and development (Omiir ve Sezgin-Nartgiin, 2014). However, it should be kept
in mind that it is of great importance to be aware of potential risks and adopt po-
licies that will minimize those risks. In this sense, Caruana (2005) lists some tips
to fight against change fatigue. According to these, teachers should;

e give up trying to implement every innovation about teaching.

* put into practice only the innovations from which the majority of stu-
dents will benefit.

¢ allow time for innovations to obtain the desired benefits.

e calculate the cost of innovations considering that students will be more
active in an environment in which they feel safe.

* anticipate forfeits and obstacles during the implementation of an inno-
vation.

e provide students with support for innovations affecting the learning
process.

e evaluate the outcomes of the innovations at the end of academic year.

The tips mentioned above requires teachers’ analyzing the change process
very well, developing both reactive and proactive responses and evaluating the
outcomes of change / innovations thoroughly. Handling change initiatives criti-
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cally and questioning them and taking initiative while putting them into practice
can be of use in minimizing change fatigue.

Educational organizations must follow the developments in every field of
life and educate manpower society needs. However, when these efforts are
perceived as excessive by teachers they can result in some individual reactions.
Change fatigue is a concept which can be considered as one of those. Therefore,
school administrators’ providing teachers with support during change process,
allowing them some flexibility and not imposing time pressure on them come
into prominence.

Turkish Educational System has undergone many changes in exams and coef-
ficients for exam scores (Sarica, 2019), organizational structure and appointment
procedures of administrators (Sagir, 2015); school types (Cankar & Tas, 2017) su-
pervision system (Durnali & Limon, 2018); curriculum (Orake1, Durnali & Ozkan,
2018), knowledge management systems and educational technologies (Duman,
Baykan, Koroglu, Yilmaz & Erdogan, 2014), coursebooks (Dagli, 2007), optional
subjects and weekly schedule (Sagir, 2015), measurement and evaluation (Akytiz,
2010) and grade levels (Sagir, 2015). These frequent changes have posed some
problems in terms of quality of the system (Can, 2014; Yasar & Sozbilir, 2017).
Additionally, these frequent and short-termed change initiatives have caused dis-
comfort and maladapation among its components (Argon & Ates, 2007; Goksoy &
Argon, 2014; Yesil & Sahan, 2015). As a matter of fact, the findings in the litera-
ture indicate that shareholders perceive the changes as too frequent and the edu-
cational system turned into a jigsaw puzzle (Can, 2014; Cam-Tosun, 2017; Demir
& Ari, 2013; Dogutas, 2016; Duman et.al., 2014; Ibret, Aver & Recepoglu, 2016;
Kasapoglu, 2016; Oriici, 2014; Sagir, 2015; Yesil & Sahan, 2015). Based on these
findings it can be said that there is a potential risk of change fatigue in Turkish
education system. In this sense, to determine whether change fatigue is a prevailing
phenomenon among teachers or not can offer valuable insights in terms of solving
this problem and sustaining efficiency. Considering change management practices,
change efforts are handled in terms of their failure or success. However, secondary
outcomes such as change fatigue and loss of trust are of minor importance (Winter,
2013). A fair literature review at least in scope of this study yielded no research on
change fatigue nationally and a few of them internationally (Dool, 2006; Education
Week Research Center, 2017; Jeffrey, 2015; Grigg, 2016; Hargreaves, 2004; Harg-
reaves, 2005; Leuschke, 2017; Orlando, 2014) which means that the topic stands as
a field to be discovered. The current study will introduce change fatigue to national
literature and form a theoretical basis. It will also depict the level of change fatigue
in Turkish educational system. On the other hand, change fatigue scale developed
and validated in this study can fill the gap in literature. The findings are anticipated
to have a tremendous value to explain the unsuccessful change initiatives and guide
change management efforts (Brown, 2016). The study aims to compare change fa-
tigue level of teachers based on some demographics. In this way, relatively sensitive
teachers to change fatigue will be detected and they can be provided special guidan-
ce and leadership during multiple and simultaneous change initiatives.
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Aim of the Study

This study aims to determine change fatigue level of teachers and compare
it by various demographics. In this sense, the study sought answers for the follo-
wing questions:

1.  What is the change fatigue level of teachers?

2. Does the change fatigue level show a statistically significant difference
by gender, faculty graduated, educational level, marital status, experi-
ence, location of the school and grade level?

Method

Research Design

This study employs single screening model. In this model, the researchers
focus on a single variable and they investigate the level of this variable at a cer-
tain time or its change over a certain period (Simsek, 2012). This study handles
change fatigue level of teachers.

Study Groups and Population

The study was carried out on three different groups. The data obtained from
the first and second study groups were used in development and initial validation
of change fatigue scale. The data from the population was exploited to conduct
descriptive statistics and comparisons based on demographics. The characteris-
tics of these groups are given in detail below.

Study groups

Table 1 below shows the demographics of the study groups.

Table 1.
Demographics of Study Groups

EFA Group CFA Group
Variable Group f % f %
Female 129 51,3 280 55
Gender
Male 136 48,7 229 45
Grade level Primary school 71 26,8 138 27,1
Secondary school 84 31,7 152 29,9
High school 110 41,5 219 43,0
Experience 0-5 years 58 21,9 161 31,6
6-10 years 48 18,1 112 22,0
11-15 years 64 24,2 75 14,7
16-20 years 45 17,0 71 13,9
21 years and above 50 18,9 90 17,7
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Location of school Province 108 40,8 213 41,8
County 128 48,3 202 39,7
Town or village 29 10,9 94 18,5
. Graduate 167 63 407 80
Educational level
Undergraduate 98 37 102 20
. Married 188 70,9 357 70,1
Marital status .
Single 77 29,1 152 29,9
Total 265 100 509 100

As shown in the Table, there are 265 participants in exploratory factor
analysis group. Of these participants, 129 (48.7%) were women and 136 male
(51.3%); 71 (26.8%) were primary school teachers, 84 (31.7%) were secondary
school teachers and 110 (41.5%) were high school teachers. 58 of them (21.9%)
had 0-5 years, 48 (18.1%) had 6-10 years, 64 (24.2%) had 11-15 years, 45 (17%)
had 16-20 years and lastly 50 (18.9%) had =21 years of experience as teachers.
Of the teachers 108 (40.8%) were working in province center, 128 (48.3%) in
county center and 29 (10.9%) in towns or villages. 167 of them (63%) had an
undergraduate and 98 (37%) had a graduate degree. 188 of them (70.9%), were
married and 77 single 29.1%).

In confirmatory factor analysis group, there are 509 participants. Of these
participants, 280 (55%) were women and 229 male (45%); 138 (27.1%) were
primary school teachers, 152 (29.9%) were secondary school teachers and 219
(43%) were high school teachers. 161 of them (31.6%) had 0-5 years, 112 (22%)
had 6-10 years, 75 (14.7%) had 11-15 years, 71 (13.9%) had 16-20 years and lastly
90 (17.7%) had =21 years of experience as teachers. Of the teachers 213 (41.8%)
were working in province center, 202 (39.7%) in county center and 94 (18.5%) in
towns or villages. 407 of them (80%) had an undergraduate and 102 (20%) had
a graduate degree. 357 of them (70.1%), were married and 152 singles (29.9%).

Population and Sample

The population of the study consists of 10.290 teachers working in Sakarya
province in 2018-2019 academic year. The researchers aimed to reach the whole
population and did not take sample. The scale was sent online to all teachers in
the province with the cooperation of Sakarya Provincial National Education Di-
rectorate R&D unit. 1935 teachers voluntarily participated the study by respon-
ding the scale. In this sense, the response rate was 18.8%. When the response
rate is relatively low, the limitations of “non-response bias (the assumption that
the participants of the study may behave differently than those who did not par-
ticipate)” (Carley-Baxte et al., 2009) and “sampling bias (the assumption that the
demographic characteristics of the participants differ from the general) (Payne
& Barnfather, 2012) may come to the agenda. In order to check whether the
current research was affected by the non-response bias or not, the mean scores
of those who answered the scale early (between 24.10.2018-30.10.2018) and tho-
se who answered late (between 31.10.2018-19.11.2018) were compared with the
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t-test method (Radics, Dasmohapatra & Kelley, 2016 ). The finding shows that
there is no statistically significant difference between the mean scores of the two
groups (t (1933) = 1405; p = .16). Based on this finding, it can be stated that
the research findings are not affected by the non-response bias. As a matter of
fact, this method is based on the assumption that those who do not participate in
the research will act as participants. Another issue is sampling bias. In the cur-
rent research, the demographic characteristics of the participants and the known
features of the population were compared to determine whether there is such a
problem. It was seen that the characteristics of the participants such as district,
gender, school level and education level overlapped with the general populati-
on. In short, it can be said that the data obtained from 1935 participants can be
generalized to the research population. The demographic characteristics of the
participants are presented in Table 2.

Table 2.
Demographics of Study Population

Variable Group n %
Female 896 46.3
Gender
Male 1039 53.7
Primary school 669 34.6
Grade level Secondary school 661 34.1
High school 605 31.3
. Undergraduate 1677 86.7
Educational level
Graduate 258 13.3
0-5 years 462 23.9
6-10 years 440 22.7
Experience 11-15 years 330 17.1
16-20 years 337 17.4
21 years and above 366 18.9
Province 640 33.1
Location of school County 939 48.5
Town or village 356 18.4
. Married 1524 78.8
Marital status .
Single 411 21.2
Education 1335 69.0
Faculty graduated Arts and Sciences 327 16.9
Other 273 14.1
Total 1935 100

As can be seen Table 2, of the participants 896 (46.3%) were female and
1039 (53.7%) were male. 669 (34.6%) were primary school teachers, 661 (34.1%)
were secondary school teachers and 605 (31.3%) were high school teachers. The
number of participants with an undergraduate degree was 1677 (86.7%) while it
was 258 (13.3%) with a graduate degree. As for experience, 462 (% 23.9%) of
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the participants had an experience of 0-5 years, 440 (22.7%) had an experience
of 6-10 years, 330 (17.1%) had an experience of 11-15 years, 337 ( 17.4%) had
an experience of 16-20 years and 366 (18.9%) had an experience of 21 years and
above. 640 (33.1%) of the participants work in a school located in city centre,
939 (48.5%) of them work in schools located in counties and 356 (%18.4%) of
them work in schools located in towns or villages. Of the participants 1524 (%
78.8 %) were married and 411 (21.1%) were single. Lastly, 1335 (69%) of the
participants graduated from educational faculties, 327 (16.9%) graduated from
arts and sciences faculties and 273 (14.1%) from other faculties.

Data Collection Tool

“Change Fatigue Scale” was exploited to collect data and it was developed
and validated in this study. The procedures followed in the development and
validation process of the scale can be explained as follows.

The steps suggested by DeVellis (2017) were followed for scale development
and validation. These steps are as follows, (1) to determine the behavior to be
measured, (2) to generate an item pool, (3) to decide measurement format, (4) to
apply to expert opinion, (5) to add items to the pool, (6) to implement the scale,
(7) to evaluate the items and (8) to optimize the length of the scale. In this sense,
first of all it was aimed to measure “change fatigue” based on the definitions and
approaches put forward in literature (Bernerth et.al, 2011; Elving et.al., 2011;
Nunnelly, 2016). These definitions and approaches were also benefited while ge-
nerating the item pool. Additionally, 24 teachers were interviewed to support
the item pool. A rigorous literature review and interviews yielded an item pool
of 24 items. In the next step, format of the scale was decided which is a 5 po-
int Likert type because of its advantages in implementation. (Clark & Watson,
1995). Response options range from 1 (Strongly Disagree) to 5 (Strongly Agree).
Following this step, content validity ratios of the items were calculated (Lawshe,
1975). 12 experts evaluated the items and 7 items were discarded since they did
not satisfy the criteria. 17 items remained in the item pool. To test whether the
items could be answered easily and they were clear or not, a pilot implementati-
on was conducted on target group. This implementation showed that the items
were clear and they could be answered without confusion. Lastly, the items were
sent to a measurement expert to evaluate their face validity. Based on the fe-
edback, minor revisions were made on the items and they were ready for main
implementation.

In the next stage, it was aimed to determine factor structure of change fatigue
scale and to this end, the steps and criteria suggested by Pallant (2007) were followed.
The first run of factor analysis yielded a three-dimensional factor structure with ei-
genvalues greater than 1 explaining about 67 % of total variance. However, this three-
dimensional structure was not compatible with theoretical framework and a rupture
after the first dimension in screeplot was observed which gave cause for rerunning the
analysis fixing the number of factors to 1. The findings obtained from this analysis
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showed that unidimensional structure explained 51% of the total variance. However,
item 2 had low correlations (r <.30) with other items in the scale (Field, 2009) and its
factor loading was < .45 (Biiyiikoztiirk, 2011) so it was discarded. The analysis was
repeated with 16 items and it was observed that 54% of total variance was explained
and correlation coefficients were relatively higher. Kaiser—Meyer—Olkin (KMO) me-
asure of sampling adequacy coefficient was .940 and Bartlett’s test for sphericity was
statistically significant (p <.000) which indicated that data set was suitable for factor
analysis (Pallant, 2007; Tabachnick & Fidell, 2013). Factor loadings which ranged
from .472 to .854 were satisfactory (Biiyiikoztiirk, 2011; Tabachnick & Fidell, 2013).
To test the reliability of the scale Cronbach’s Alpha coefficient was calculated which
was (0=.940) satisfactory (Singh, 2007; Biiyiikoztiirk, 2011). The differences betwe-
en upper-lower 27% groups’ mean scores were statistically significant for all items in
the scale at p=,0001 level. On the other hand, corrected item total correlations ranged
from .420 to .826. These findings showed that internal consistency was high, and the
items were distinguishing individuals well (Biiyiikoztiirk, 2011; Field, 2009).

To confirm unidimensional factor structure of the scale confirmatory factor
analysis was run. (Brown, 2015; Worthington & Whittaker, 2006). The sample
size was 509 for CFA and it was satisfactory (Comrey & Lee, 1992; Pallant, 2007).
Factor loadings in CFA ranged from .36 to .78 which were satisfactory (Harring-
ton, 2009). On the other hand, all the t-values of items were statistically signifi-
cant atp <.0I level and they were higher than 2.56 which shows that correlations
between the latent variable and the items were significant (Ullman, 2013). Fit
indices of the scale were as follows (x?/df=4.85; p=.00; RMSEA=.08; CFI=.90;
SRMR =.05). These findings indicated that unidimensional structure of the scale
satisfied the cut off values in literature (Brown, 2015).

Data Analysis

Data analysis was run through SPSS and AMOS. In descriptive analysis,
arithmetic means and standard deviations were calculated. To interpret arith-
metic means, score intervals below in Table 3 were used.

Table 3.
Interpretation of Arithmetic Means

Interval Interpretation
1.00-1.80 Strongly disagree
1.81-2.60 Disagree
2.61-3.40 Undecided
3.41-4.20 Agree

4.21-5.00 Strongly agree
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To decide whether to use parametric statistics or non-parametric statistics
in comparison of arithmetic means criteria suggested by Field (2009) and Pallant
(2007) were followed. They are as follows;

e anormal distribution,

* homogeneity of variance

* interval data,

* independent measurement.

In this study, data were collected through a five-point Likert type scale and
the measurements were independent which shows that third and fourth criteria
were met. On the other hand, to test the normality of the data histogram graphics
(Buiytkoztirk, 2011; Field, 2009; Kilmen, 2015) and for homogeneity Levene test
(Field, 2009; Huck, 2012; Kilmen, 2015) were used. In Table 5 below the interp-
retation of these tests are presented.

Table 4.
Assumptions of Parametric Test

Variable Histogram Graph Homogeneity of variance Evaluation
Gender Normal distribution Non-homogeneous Non-parametric
School Normal distribution Homogeneous Parametric
Experience Normal distribution Homogeneous Parametric
Location of school Normal distribution Homogeneous Parametric
Education Normal distribution Homogeneous Parametric
Marital status Normal distribution Homogeneous Parametric
Faculty graduated Normal distribution Homogeneous Parametric

As can be understood from Table 4, to compare the variables both para-
metric and non-parametric tests were used. Except for gender all the variab-
les satisfied both of the assumptions for all sub-groups, so they were compared
using parametric tests (t-test, ANOVA), but gender was compared through non-
parametric test (Mann Whitney U) (Biiyiikoztiirk, 2011; Pallant, 2007). When
there was a statistically significant difference in ANOVA test, Scheffe test was
employed to find the source of difference. Additionally, effect sizes were calcula-
ted (Field, 2009; Pallant, 2007).
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Findings and Comments
In this section, the findings on change fatigue level of teachers and compari-
sons of arithmetic means based on demographics are presented.

Table 5.
Change Fatigue Level of Teachers

Items X Ss
1 I would be happier if there were fewer changes in educational system. 3,84 1,02
2 I am tired of all these changes in educational system. 3,94 1,02
3 I say “Here we go again” in every change. 3,90 1,00
4 I think that change would be smoother if earlier changes were evaluated ad- 420 83
equately. ? ?
5 I feel that education system is always changing. 4,00 .85
6 I cannot overcome the workload that change initiatives bring about. 2,77 1,07
7 I don’t feel excited about the change initiatives because I think that they will 362 1.06
not last long. ’ ’
8 I consider every change initiative as something that will change very soon. 3,71 1,01
9 Ehe changes taking place have an adverse effect on my occupational motiva- 368 111
ion.
10 Tl}e changes taking place have an adverse effect on my occupational com- 285 114
mitment.
11 The changes taking place tire me. 328 1,09
12 Because of changes I move away from my objectives. 2,72 1,09
13 The changes taking place give harm to my trust in the system. 345 1,11
14 I am confused because of the changes taking place. 3,14 1,11
15 I think that the change initiatives are aimless. 2,86 1,10
16 I }.1a.ve. difficulty in change management because of the frequency of change 312 110
nitiatives. ’ i
ol 342 72

Table 5 presents arithmetic means of items in change fatigue scale and their
standard deviations. The arithmetic mean of total scale is (X=3.42; ss=.72). Based on
this finding it can be said that teachers experience change fatigue at “I Agree” level.
In other words, participating teachers perceive the change initiatives in Turkish edu-
cational system excessive.

Table 6.
Mann-Whitney U Test by Gender

Significant Effect

Variable Group n Mean Rank  Sum of Ranks U P difference  size
Gengey  Fomale 896 95606 856634 s 3

nder . - -
T Male 1039 978.29 1016446

414



Change Fatigue

According to Table 6 gender does not create a statistically significant diffe-
rence on mean scores of participants (U=454778; p>.05). Based on this finding
it can be said that male and female teachers experience change fatigue at a si-
milar level. On the other hand, mean rank of male teachers (M.R.=978.29) is
higher than that of female teachers (M.R.=956.06). These findings show that
even if there is not a statistically significant difference male teachers experience
a slightly higher level of change fatigue than female ones.

Table 7.
T-Test by Educational Level and Marital Status

Significant Effect

Variable Group N X ss. Sd sd p difference  size

Educational Undergraduate 1677 3.42 .72 1933 073 942 - )

level Graduate 258 342 .68
R Married 1524 342 71
Marital status Single 411 344 75 1933 -.444 657 - -

Table 7 presents findings of t-test based on educational level and marital
status. The findings show that neither educational level nor marital status create
a statistically significant difference on teachers’ change fatigue level (t (1933) =
.073; p> .05; t (1933) =-.444; p> .05). Considering mean scores which are 3.42
for both groups, teachers with both a graduate and undergraduate degree ex-
perience change fatigue at “I agree” level. As for marital status, both married
and single teachers experience change fatigue at “I agree” level and their mean
scores being ( X =3.42; X =3.44) respectively. Based on these findings, it can be
said that neither educational level nor marital status has an effect on teachers’
change fatigue level.

Table 8.
Anova results by faculty, grade level, experience and location of school

Significant  Effect

Variable Group n s.s F difference size
(1) Education faculty 1335 347 .72
Faculty (2) Arts and science faculty 327 332 .72 8.154 .000 (1-2)(1-3) .091
(3) Other 273 332 .72
Primary 669 341 .71
Grade level Secondary 661 345 .73 809 445 - -
High school 605 340 .71
0-5 years 462 353 .70
6-10 years 440 349 .70 (1-4) (1-5)
Experience 11-15 years 330 340 .71 7.150 .000
16-20 years 337 333 .76 (24 (25)
21 years and above 366 331 .70
. Province 640 338 72
Locationof = (| 939 342 71 2135 099 - -
school
Town or village 356 349 .72
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Table 8 presents ANOVA results by demographics such as faculty gradua-
ted, grade level, experience and location of school. The first variable presented
in Table is faculty graduated. The findings reveal that it creates a statistically
significant difference on teachers’ change fatigue level (F (2.1932) = 8.154; p <.05).
According to Scheffe test result run to find out the source of difference, teachers
graduating from education faculty had a higher mean score ( X =3.47; I agree)
than teachers graduating from arts and science faculties ( X =3.32; Undecided)
and other faculties ( X =3.32; Undecided). In this sense, it can be said that teac-
hers graduating from education faculties are more change-fatigued than teachers
from arts and science and other faculties at a statistically significant level. To
determine the magnitude of observed effect of faculty graduated on the change
fatigue level, effect size was calculated. The finding showed that the effect of
faculty on variance of change fatigue scores was “very small”. In other words, it
can be said that the difference observed is not very important.

The second variable presented in Table 8 is grade level. Findings reveal that
it does not create a statistically significant difference in teachers’ change fatigue
level (F (2,1932) =.809; p>.05). On the other hand, mean score of teachers wor-
king in primary schools was ( X =3.41; I agree), it was ( X =3.45; T agree) for
secondary school teachers and ( X =3.40; Undecided) for high school teachers.
Though there is not a statistically significant difference among the groups, high
school teachers had a relatively higher level of change fatigue.

The findings in Table 8 indicated that experience created a statistically sig-
nificant difference (F , 1459, = 7.150; p < .05; r=.120). According to Scheffe test
result, teachers with a 0-5 years of experience ( X =3.53; I agree) and 6-10 years
of experience (X =3.49; I agree) had a higher level of change fatigue than the
teachers with a 16-20 years of experience ( X =3.33; Undecided) and teachers
with 21 years and above experience ( X =3.31; Undecided). In other words, the
higher their experience was the lower level of change fatigue teachers had. Ef-
fect size showed that experience had a “small” effect on the variance of change
fatigue scores.

Lastly, in Table 8 the location of school is handled. The findings show that
it does not create a statistically significant difference (F (, 45, = 2.315; p>.05).
Based on this finding, it can be said that teachers working at different settlements
experience a similar level of change fatigue. Considering mean scores, it was ( X
=3.38; Undecided) for teachers working in province center, ( X =3.42; I agree)
for teachers working in county and ( X =3.49; I agree) for teachers working in
towns or villages. Based on these findings, it can be said that the smaller the sett-
lement was, the higher level of change fatigue teachers experienced.

Discussion

This study reveals that teachers are change fatigued. It can be said that
considering the quantity of changes initiatives occurring in Turkish Education
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System, the phenomenon of change fatigue is almost inevitable. The studies show
that the change initiatives in the system and policies are perceived as too frequ-
ent by shareholders (Can, 2014; Cam-Tosun, 2017; Dogutas, 2016; Duman et.
al., 2014; Ibret, Aver & Recepoglu, 2016; Kasapoglu, 2016; Oriicii, 2014; Sagir,
2015; Sezgin-Nartgiin & Gokger, 2014; Yesil & Sahan, 2015; Yilmaz & Altinkurt,
2011). These studies suggested that constant and unplanned change was one of
the most important problems and it led to incoherence and disturbance among
shareholders. In this sense, it can be said that the finding about the level of chan-
ge fatigue is consistent with previous literature. This finding is also consistent
with international studies on educational organizations (Dool, 2006; Educati-
on Week Research Center, 2017; Jeffrey, 2015; Grigg, 2016; Hargreaves, 2004;
Hargreaves, 2005; Leuschke, 2017; Orlando, 2014). Additionally, studies carried
out on different samples put forward similar findings which indicate a fatigue re-
sulting from frequent and constant change (Bernerth et. al., 2011; Brown, 2016;
Camilleri et. al., 2018; Dilkes, Cunningham & Gray, 2014; Elving et. al., 2011;
Neill, 2012; Perel, 2015). In this sense, it can be said that findings of the current
study are mostly consistent with literature. However, there are some studies sug-
gesting that employees can deal with constant change (Johnson, Bareil, Giraud
& Autissier, 2016; Cullen-Lester et. al., 2019) which shows that further studies
are needed to have a better understanding of the phenomenon. In short it can
be argued that change fatigue is a problem not only for Turkish education system
but also for educational systems globally.

Another finding of the study is that gender does not create a statistically
significant difference in change fatigue level. In literature, individual reactions
to change in terms of gender is a widely discussed issue (Linstead, Brewis &
Linstead, 2005; Paton & Dempster, 2002). Paton & Dempster (2002) state that
males and females respond to change differently; when change bring about mul-
tiple tasks, males perceive it more challenging than females do. In the same study,
the necessity of completing a task before beginning a new one is mentioned more
by males than females. In other words, females state that they have less problem
in a complex and multi-task change context. The finding that even it is not sta-
tistically significant males have a higher level of change fatigue than females can
be explained through this perspective. Multi-task change environments are more
challenging for males than females. On the other hand, the findings in current
study are consistent with previous literature both on educational organizations
(Jeffrey, 2015) and others (Babalola, Stouten & Euwema, 2014; Brown, 2016;
Brown, Wey & Foland, 2018; Chung et. al., 2017; Elving et. al., 2011; Johnson,
2016; Johnson et. al., 2016).

Another striking finding of the study is that educational level of teachers
does not create a statistically significant difference in change fatigue scores. It
was anticipated that the higher educational level of an employee was, the hig-
her his intellectual and cognitive capacity would be and this in turn would boost
change management ability of employees. However, the findings did not sup-
port this hypothesis. In literature there are inconsistent findings on the relations-
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hip between change fatigue and educational level. For example, Babalola et.al.
(2014) had similar findings while Brown (2016) found that as the educational
level of nurses increased their change fatigue level decreased. Considering diffe-
rent jobs, a higher level of education can mean a higher level of position. On the
other hand, having a higher level of position in the organization may change the
perception of employees towards consecutive change initiatives. Employees with
higher positions perceive these change initiatives integral and continuation of
each other (Stansaker et. al., 2002). In this sense, it can be said that since having
a graduate degree does not mean a higher position for teachers, teachers with
both graduate and undergradute degrees have a similar level of change fatigue.

The study also reveals that marital status does not create a statistically sig-
nificant difference in teachers’ change fatigue level. Considering their private
lives, it can be stated that married participants experienced more changes than
single ones did. This can bring about a familiarity to change in married teachers
and perceiving change as a usual phenomenon. Thus, it was thought that marital
status could create a significant difference on change fatigue level. On the other
hand, the finding is consistent with the previous literature (Brown, 2016) which
was carried out with nurses.

Another finding of the study is that faculty graduated creates a statistically
significant difference in change fatigue level of teachers. Teachers graduating
from education faculties had a higher level of change fatigue than teachers gra-
duating from arts / science and other faculties. Teachers graduating from educa-
tion faculties can be said to have richer pedagogic training than others. In this
sense, any change in educational system may require those teachers from educa-
tion faculties to update their knowledge and practices learnt in the faculty. This
can be the reason of their higher level of fatigue compared to others.

According to findings, school level does not create a statistically significant
difference in change fatigue mean scores. In other words, teachers working in
primary, secondary or high schools had a similar level of fatigue. Recently, there
have been radical changes in educational system and changes initiated for any
level may affect others, as well. On the other hand, this finding is consistent with
the previous literature (Orlando, 2014).

One of the most striking finding of the current study is the relationship bet-
ween change fatigue and experience. According to this, more experienced teac-
hers had a statistically lower level of change fatigue. Teachers with an experience
less than 10 years had a higher level of change fatigue than those with 16 years
and above experience. In the literature, there are two conflicting views on the
relationship between change fatigue and experience. The former suggests that as
the tenure of employee with the organization increases, the more organizational
changes s/he will be exposed to (Elving et. al., 2011). Considering the same pers-
pective for teaching profession, Hargreaves (2005) states that teachers in early
career can adapt to change better thanks to energy and enthusiasm they have
in a constantly changing environment. However, in their late career because of
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getting older they feel fatigued. The researcher claims that teachers in late career
may desire to spend their energy to activities in the classroom. Thus, focusing
on a similar point Orlando (2014) states that experienced teachers who spend
most of their career changing teaching-practices feel change fatigued. On the
other hand, the latter view suggests that experienced employees can be charac-
terized as “change experienced” or “familiar to change” which enables them to
be less negatively affected from frequency of change (Stensaker & Meyer, 2012).
In other words, when employees are familiar to change they can develop change
management skills which will work even in frequently changing environments.
Additionally, novice employees are under the pressure of showing a satisfactory
performance while they are still learning basic skills of their jobs and the obliga-
tion to adapt to changes simultaneously in this process can be considered as an
important factor contributing to change fatigue (Camilleri et. al., 2018; Vestal,
2013). In this sense, the findings of the current study are consistent with the se-
cond view mentioned above. Frequent change initiatives concurrent with novice
teachers efforts to attain basic skills of the profession may be considered as the
reason of change fatigue. On the other hand, the findings in literature on the
relationship between change fatigue and experience are inconsistent (Babalola
et. al., 2014; Brown, 2016; Brown et.al., 2018; Elving et.al., 2011; Johnson, 2016;
Leuschke, 2017; Perel, 2015; Rafferty & Griffin, 2006; Camilleri et.al., 2018).
These studies were carried out on different jobs and cultural contexts which can
be regarded as the reason of this inconsistency.

The last finding of the study is on the relationship between the location of
school and change fatigue level of teachers. The findings show that the location
of school does not have a statistically significant effect on change fatigue level
of teachers. However, it can be said that teachers working in smaller settle-
ments experience a higher level of change fatigue. According to Kraatz and Za-
jac (2001), organizations with richer resources have a capacity to perform better
in changing environments. Considering educational organizations, the ones in
smaller settlements can be said to have more limited resources. Change initiati-
ves in educational system bring about some new practices which require to find
further resources. In this sense, having limited resources may put an extra bur-
den on schools which are in smaller settlements during change processes. This in
turn can be considered as a factor contributing to change fatigue. For example,
changes in school entrance exams may require updating materials used for pre-
paration. This can be more unfavorable for students and schools whose resources
are relatively limited. On the other hand, it is highly probable that academic
expectations from schools are higher in bigger places. In line with these expecta-
tions, teachers working in such places may feel obliged to adapt to changes more
quickly. Additionally, in bigger settlements there is a dynamic working environ-
ment which can be considered as a factor contributing to change management
skills positively.
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Conclusion and Suggestions

This study investigates change fatigue level of teachers. To this end, it firstly
aimed to develop a valid and reliable measure. Following the steps suggested by
DeVellis (2017) a uni-dimensional scale with 16 items was obtained. The psycho-
metric properties of the scale satisfied the cut off values in the literature. In the
next step, it was responded by 1935 teachers working in Sakarya province. The
findings showed that teachers had a “I agree” level of change fatigue. In other
words, teachers perceive changes in Turkish educational system as too frequent
and excessive.

The study also aimed to determine whether demographics such as gender,
grade level, experience, the location of school, education level, marital status and
faculty graduated created a statistically significant difference in change fatigue
level or not. It was concluded that while gender, grade level, educational level,
and marital status did not create a statistically significant difference, experience
and faculty graduated did. Teachers with an experience of 0-5 years and 6-10
years were more change fatigued than teachers with an experience of 16-20 years
and 21 years and above. Additionally, teachers graduating from education facul-
ties had a higher level of change fatigue than those graduating from arts/ science
and other faculties.

Based on the findings, some suggestions have been put forward. Since the
frequency and rate of change initiatives is the main reason of change fatigue, it
can be suggested that the number of change initiatives should be reduced, and
long-term educational policies should be implemented. The findings showed that
experience and faculty graduated created a statistically significant difference in
change fatigue level. In this sense, the groups that are more prone to change
fatigue level should be supported and given special guidance especially during
fast-paced and multiple change processes. This study employed single screening
model. Further studies employing relational method can be carried out to reveal
the relationship between change fatigue and various organizational behaviors.
On the other hand, to have a deeper understanding of the phenomenon qualita-
tive studies can be conducted.
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Giris

Giintimiiz degisim cag olarak nitelendirilmekte ve neredeyse biitiin toplum-
sal alanlarda ¢ok hizli bir degisim yasanmaktadir. S6z konusu degisim siirecinden
orgiitler de etkilenmekte ve degisim siirecine dahil olmaktadir. Abrahamson’a
(2000) gore giiniimiiz orgiitlerinin slogani “Degis veya yok ol” (Change or perish)
seklindedir. Ancak giiniimiizde degisim o kadar yikici boyutlara ulagsabilmekte ki
orglitler gercekten degisip yok olabilmektedir. Falkenberg, Stensaker, Christine
ve Haueng (2005) giiniimiizde yasanan degisim girisimlerinin iki yoniine vurgu
yapmaktadir. Birincisi, 6rgitler bir biri ile ilgisiz ve bazen bir biri ile ¢akigsan de-
gisim girisimlerini eszamanh olarak baslatabilmektedir. Ikincisi onceki degisim
girisimleri neticenledirilmeden ve sonuglar1 yeterince degerlendirilmeden yeni
girisimler s0z konusu olabilmektedir. Arastirmacilar s6z konusu bu durumu bir-
¢ok balonun ayni anda havaya birakilmasina ve siiregelen degisim siirecinin bir
anda sonlandirilmasina benzetmektedir. Boylesi bir degisim ortami ise hem Or-
giitsel hem de bireysel olarak calisan acisindan birtakim sorunlar1 beraberinde
getirmektedir (Bamett ve Freeman, 2001; Bernerth, Walker ve Harris, 2011). Or-
giitler acisindan ele alindiginda Orgiitiin rekabet yetenegine zarar verdigi (Scott-
Morgan, Hoving, Smit ve Slot, 2001), degisimin maliyetini artirirken getirisini
azalttig1 ve Orgiit acisindan hedeflenen sonuclarin alinamamasina neden oldugu
soylenebilir (Abrahamson, 2000;2004). Calisanlar agisindan ele alindiginda ise
orglitlerin es zamanl olarak birbiri ile iligkisiz veya ¢akisan degisim girisimini ha-
yata gecirmesi herhangi bir degisikligin sonuglar1 beklenmeden bir digerinin uy-
gulanmaya calisilmasi ¢alisanlarin degisimi asir1 olarak algilamasina ve degisime
yonelik farkli olumsuz tepkiler gelistirmesine neden olabilmektedir (Cullen-Les-
ter, Webster, Edwards ve Braddy, 2019; Drasin, 2004; Falkenberg ve digerlersi,
2005; Hargreaves, 2004; Kiefer, 2005). Saldirganlik, endise, korku, sinizm, bag-
lilik ve sadakatte azalma, yonelim kaybi, giivensizlik, duygusuzluk, caresizlik, ise
gelmeme, ise odaklanamama, ihanete ugradigini diisiinme, degisimi reddetme,
iizlintli ve belirsizlik gibi hisler sozii edilen orgiitsel degisim ortamu ile iliskilen-
dirilebilmektedir (Allen, Freeman, Russell, Reizenstein ve Rentz, 2001; Baruch
ve Hind, 2000; Akt. Sasol, 2007; Ibrahim, Al-Kaabi ve El-Zaatari, 2013). Bu
baglamda alanyazinda bahsi gecen bir diger kavram ise “degisim yorgunlugu”dur
(Abrahamson, 2000; Ace ve Parker, 2010; Bernerth ve digerleri, 2011; Camilleri,
Cope ve Murray, 2018; Ead, 2015; Maclntosh, Beech, McQueen ve Reid, 2007;
Rafferty ve Griffin, 2006; Torppa ve Smith, 2011; Vestal, 2013; Winter, 2013).

Alanyazinda degisim yorgunlugunun “tekrarlayan degisim sendromu (re-
petitive change syndrome)” (Abrahamson, 2000), “reform yorgunlugu (reform
fatigue)” (Lingard, Mills ve Hayes, 2000; Smith, 2018), “girisim yorgunlugu (ini-
tative fatigue)” (Freedman, 1992; Kuh ve Hutchings, 2015), “yenilik yorgunlugu
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(innovation fatigue)” (Lindsay, Perkins ve Karanjikar, 2009), “degisim bikkinligt
(being tired of change)”, “uyumsal basarisizlik (adaptive failure)” ve “gelecek
soku (future shock)” (Lyle, 2013; Lyle, Cunningham ve Gray, 2014) gibi terimler
ile eg anlaml olarak kullanildig1 goriilmektedir. Mevcut arastirmada ise degisim
yorgunlugu kavrami tercih edilmistir. Alan yazinda degisim yorgunluguna yone-
lik farkli tanimlar yer almaktadir. Bu tanimlardan bazilar1 su sekildedir. Degisim
yorgunlugu c¢alisanin degisim girisimlerini ‘gereginden fazla’ veya ‘asir’ olarak
algilamasi (Falkenberg ve digerleri, 2005; Bernerth ve digerleri, 2011); ¢ok faz-
la uyaran neticesinde bireyin kafasinin karigmasi ve calisma tarzinin olumsuz
etkilenmesi (Stansaker, Meyer, Falkenberg ve Haueng, 2002); degisime dahil
olanlarin degisikliklerin hi¢ son bulmayacagi, orgiitte farkedilir bir gelisimi veya
iyilesmeyi beraberinde getirmeyecegi ve bu nedenle de degisimin bir pargasi ol-
manin anlamsiz olacagi yoniindeki algisidir (Winter, 2013). Lyle ve digerleri'ne
(2014) gore degisim yorgunlugu cok fazla sayida degisim girisiminden kaynakli
olumsuz is deneyimlerinin bir sonucu olarak degisime doniik bir isteksizlik ve
bikkinlik hissedilmesidir. Bir diger tanimda ise degisim yorgunlugu siirekli ve
hizl 6rgiitsel degisim ile ilintili yogun bir stres, yorgunluk ve titkenmislik olarak
ifade edilmektedir (Brown, 2016). Zink, Steimle ve Schroder (2008) degisim yor-
gunlugunu tanimlarken degisim siirecinin biitlinliigiine vurgu yaparak bir biri ile
ilintisiz ¢ok fazla degisim girisiminin degisim yorgunluguna neden oldugunu ifa-
de etmektedir. Ote yandan Bernerth ve digerleri (2011) degisim yorgunlugunun
deneyimlenen degisikliklerin niceligi ile iligkili oldugunu ve ¢alisanin gereginden
fazla degisiklik yasandigina yonelik bir alg1 gelistirdiginde ortaya ¢iktigini ifade
etmektedir. Yukarida verilen tanimlardan da anlasilacag tizere degisim yorgun-
lugu degisime yonelik bireysel bir tepki olup Orgiitiin biitiiniine atfedilebilecek
bir ozellik degildir (Elving, Hansma ve Boer, 2011). Bu baglamda degisim yor-
gunlugu deneyimleyen calisanlarin drgiitte cok fazla degisim girsimi baslatildigy,
degisim girisimlerinin bunaltici bir siklikta gergeklestigi, degisime yonelik bikkin-
lik, stirekli bir degisim igerisinde olduklari (Bernerth ve digerleri, 2011), degisime
ayak uydurma cabalarinin yersiz oldugu ¢iinkii degisimin ¢ok hizli oldugu, 6nceki
degisim girisimleri neticelendirilmeden veya yeterince degerlendirilmeden yeni
girisimlerin baglatildigi, orgiitte istikrarsizigin hakim oldugu ve bu durumdan
kaynaklt mutsuzluk (Elving ve digerleri, 2011) ve degisim girisiminin ne zaman
baslayip ne zaman sonlandiginin anlasilamamasi (Rafferty ve Griffin, 2006) gibi
algiya sahip olduklari sdylenebilir.

Degisim yorgunlugu deneyimleyen c¢alisanlarin bir sonraki degisim girisi-
minde aktif katilim gostermek istemeyecegini ifade eden Chung, Choi ve Du’a
(2017) gore degisim yorgunlugu siireci ¢alisanin daha dnceki degisikliklere yo-
nelik bilissel degerlendirmelerine dayanmaktadir. Tlgili degerlendirme ise degi-
siklikleri nitelik ve nicelik yoniinden ele almaktadir. Nicelik, onceki degisiklikle-
rin algilanan yogunlugunu; nitelik ise algilanan basarisizligini ifade etmektedir.
Caliganlar kontroliin kendilerinde olmadig1 algisina neden olan siirekli tepeden
inme degisiklikleri uygulamak zorunda kaldiklarinda ve s6z konusu girisimler
basarisizlikla sonuclandiginda degisime yonelik 6grenilmis ¢aresizlik gelistirmek-
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tedir. Ogrenilmis caresizlik ise bir dizi basarisizliktan sonra basarili kabul edilen
girisimlerden sonra dahi ¢aliganin degisime yonelik pasif bir tepki sergilemesine
yol agmaktadir.

Garside (2004) orgiitler acisindan performans ve kaliteyi artirma cabalari-
nin degisimi gerektirdigini ifade etmektedir. Ancak Scott-Morgan ve digerleri’ne
(2001) gore ilgili gereklilik orgiitleri bir kisir dongiiye itmektedir. Orgiitler kiire-
sel rekabet baskisi ile performanslarini artirma adina degisim girisimlerini hizlan-
dirmakta ancak bu daha biiyiik aksakliklara yol agmaktadir. Ortaya cikan aksak-
liklar ise degisimi zorlagtirmakta ve performans baskisini artirmaktadir. Sorunun
¢Oziimil ise yine daha fazla degisim girisiminde aranmaktadir. Sonug olarak or-
giit yoneticileri kendilerini icinden cikilamaz bir ikilem igerisinde bulmaktadir.
Orgiitler git gide daha hizl bir degisim ihtiyaci hissetmekte ancak ¢alisanlarinin
degisim enerjisi tiikenmektedir. Orgiit calisanlar1 degisim yorgunlugundan miiz-
darip olurken yoneticiler ise daha biiyiik bir degisim arayigina girmektedir. Tlgili
siire¢ asagida Sekil 1’de gosterilmektedir.

=

Performans Daha Hizli / Fazla

Baskist Degisim

I |

Degisimde
Zorlanma b

Sekil 1. Degisim yorgunlugu sarmali (Scott-Morgan ve digerleri, 2001)

Karmaga

Kisaca 0zetlemek gerekirse giiniimiiz orgiitleri olduk¢a dinamik bir cevre-
de faaliyetlerini siirdiiriirken s6z konusu dinamizme ayak uydurmak ve hayatta
kalabilmek adina siireclerde, politikarda, orgiitsel yapilarda, uygulamalarda ve
kullandiklar1 teknolojide siirekli bir degisime gitme ihtiyaci hissetmektedir. Bu-
nunla birlikte girisilen degisim cabalar1 nicel ve etki alani agisindan calisanlarca
asir1 olarak algilandiginda bir takim sorunlar1 beraberinde getirebilmektedir. Bu
baglamda degisim yorgunlugu kavraminin 6n plana ciktigi ve orgiitler agisindan
Onemle lizerinde durulmasi gereken bir husus oldugu anlagilmaktadir.

Egitim Orgiitlerinde Degisim Yorgunlugu

Degisim, giiniimiiz Orgiitleri agisindan her zamankinden daha 6nemli bir
ihtiyag olarak goziikmekte; toplumsal hayatin farkli alanlarinda meydana gelen
degisiklikler orgiitleri de degisime zorlamaktadir (Giiglii ve Sehitoglu, 2006). Bu
baglamda egitim orgiitleri de varliklarini siirdiirebilmek adina cevrelerinde mey-
dana gelen siirekli degisime ayak uydurarak; insan 6gesinde, Orgiit yapisinda ve
kullandiklar1 teknolojilerde degisime gitmek durumundadir (Saribag ve Baba-
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dag, 2015; Toremen, 2002). Ancak Ozellikle merkeziyetci yapinin hakim oldugu
durumlarda kanun ve yonetmeliklerde gerceklesen degisiklikler egitim Orgiitle-
rinde “tepeden inme” uygulamalari beraberinde getirmekte; orgiit olarak okulun
degisimle ilgili karar siirecine dahil olmasini neredeyse imkansizlagtirmaktadir.
Bu baglamda orgiit olarak okula diisen en temel vazife ise degisime cevap ver-
mek olarak degerlendirilebilir. Ote yandan, Speck (1996) okulun gelismesi ve
O0grenme ortaminin iyilestirilmesi adina degisimin gerekliligini savunmaktadir.
Degisim siireci bireylerin, okulun ve okul c¢evresinin degisimi kabul etmesini,
degisime ayak uydurmasini ve degisimi kurumsallastirmasini icermektedir. An-
cak diger biitiin orgiitler acisindan oldugu gibi egitim Orgiitleri icin de degisimin
kolay olmadig1 séylenebilir. Ozellikle girisimlerin nicel olarak fazlahig uygulan-
malarini zorlagtirmaktadir (OECD, 2017). Sik ve siirekli degisim girigsimleri bir
biitiin olarak orgiitii etkiledigi gibi; Orgiitii meydana getiren unsurlardan biri olan
calisanlar1 da etkilemektedir.

Brounstein (1992) ayni anda birden fazla ve siireklilik arz eden degisim
¢abalarina yonelik 0gretmenlerin davranigsal ve tutumsal olmak tizere iki fark-
It boyutta ele alinabilecek tepkiler gelistirdiklerini belirtmektedir. Davranigsal
tepkiler degisikligi uyguluyormus gibi davranma olarak ifade edilebilecek “de-
gismeme” ve degisimle ilgili uyaranlardan ve 6zellikle paydaglarla etkilesimden
kacinma olarak tanimlanabilecek “uzaklasma” olarak ifade edilmistir. Tutumsal
tepkiler ise “zaman yetersizligi”, “0gretmen en iyisini bilir”, “esneklik” ve “ne
ekersen onu bigersin” olarak tanimlanmistir. Zaman yetersizligi coklu ve siirekli
degisim girisimlerinin zaman yetersizliginden dolayr uygulanamayacagina; “0g-
retmen en iyisini bilir tutumu” 6grenci 6grenmesine olumlu yansiyabilecek uygu-
lamalar1 sinif digindan birinin 6gretmenler kadar iyi analiz edemeyecegine; “ne
ekersen onu bicersin” degisim girisimlerinin daha 6nceki basarisiz olmus girisim-
lerin ufak tefek diizeltmelerle tekrar uygulamaya konulduguna yonelik tutumlari
ifade etmektedir. “Esneklik” ise degisim girisimlerinin nispeten esnetilerek uy-
gulanmasina yonelik tutuma atifta bulunmaktadir. Tribuzzi (2017) ¢ok sik degi-
sikliklerin 6gretmenlerin mesleki anlamda dayanikliliklarini, reformlar1 uygula-
ma isteklerini ve reformlarin stirdiriilebilirligine iliskin giivenlerini zedeledigini
ifade etmektedir. Ote yandan alanyazinda egitim sistemlerinin yapi, miifredat ve
kiiltiirel baglamda sik degisiklige gitmesinin 6gretim uygulamalarinda meydana
getirdigi iyilestirmenin asgari diizeyde kaldigina yonelik bulgular mevcuttur (Cu-
ban, 2013; Akt. Beycioglu ve Kondakgi, 2014). Kezar’a (2009) gore ise egitim
orglitlerinin stirekli ve ¢oklu degisim girisimleri ile mesgul olmalar1 degisimi uy-
gulama kapasitelerini tahrip etmektedir. Bu baglamda egitim orgiitleri eszamanl
olarak varliklarini siirdiiren degisim girisimlerinin topyekiin basarisizliginin 6nii-
ne ge¢mek icin kurumsal vizyon, bolgesel ihtiyaclar ve i¢ paydaslarin ortak ihti-
yaclar1 dogrultusunda Oncelikler belirlemelidir. Boylece belirlenen dncelikler et-
rafinda bir isbirligi ve sinerji yaratilacak; beseri ve finansal kaynaklar daha etkin
kullanilmis olacaktir. Ote yandan diger biitiin 6rgiitlerde oldugu gibi egitim 6r-
giitleri acisindan da sik ve siirekli degisim cabalar1 6gretmenlere bir takim ekstra
sorumluluk ve gorevleri beraberinde getirmekte; ilgili sorumluluk ve gorevlerin
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ogretmenin sirtina yiikledigi zorluk ise degisim yorgunlugu olarak ifade edilmek-
tedir (Spann, 2018). Nitekim kiiresel baglamda ele alindiginda 6gretmenlerin
degisim yorgunlugu deneyimledikleri anlagiimaktadir (Cheng ve Walker, 2008;
Education Week Research Center, 2017; Hargreaves, 2004; Ibrahim ve digerleri,
2013; Jeffrey, 2015; Kennedy, 2010; Leuschke, 2017; Lingard ve digerleri, 2000;
Lyle, 2013; Lyle ve digerleri, 2014; Nunnelly, 2016; OECD, 2017; O’Quinn, 2018;
Orlando, 2014; Overton, 2004; Spann, 2018; Tribuzzi, 2017).

Ogretmenlerin degisim yorgunlugu deneyimlemelerinin altinda yatan en te-
mel neden her 6gretim yilinda bir veya daha fazla yeniligin hayata gecirilmesidir.
Ulusal veya yerel diizeyde yeni atanan her egitim yoneticisi kendini bir seyleri
degistirmeye zorunlu hissetmektedir. Ancak her girisim Ogretmeni rutinini ve
Ogretim stratejilerini gdzden gecirmeye mecbur birakmakta ve dikkatini bu yone
cevirmesine neden olmaktadir. Ote yandan hayata gecirilen girisimler 6gretimin
icerigi ile ilintili olmasa dahi 0gretim yapilan ortami etkileyebilmektedir. Bu
baglamda sistemde meydana gelen herhangi bir degisiklik 6gretmenin planlari-
n1 bu dogrultuda uyarlamasini, hizmet i¢i egitim etkinliklerine veya daha fazla
toplantiya katilimini, yeni formlar doldurmasini, 6grencileri daha fazla simava
almasini, daha uzun ve karmagik ders planlar1 yazmasini vb. ek sorumluluklari
gerektirebilmektedir. Ozetle, egitim ile ilgili yeni fikirlerin etki alan1 genisledi-
ginde ve zaman alici bir hal aldiginda 6gretmenler degisim yorgunlugu deneyim-
leyebilmektedir (Kennedy, 2010). Cheng ve Walker (2008) ise egitim orgiitle-
rinde degisim yorgunlugunu ii¢ temel unsur ile karakterize edilebilecegini ifade
etmektedir:

e Egitim sistemlerinin reform amaclarini ¢cok kisa bir siire igerisinde ger-
ceklestirmek istemesi ve bir ¢ok girisimi es zamanli olarak uygulama-
lar1.

e Egitim reformlarinin uygulandiklari kiiltiirel ve baglamsal kosullar1 goz
ardr etmesi.

e Eszamanh yiriitiilen egitim reformlarinin kaosa neden olmasi ve basa-
risizlik riskini artirmast.

Reeves (2010) ise degisim yorgunlugunu “girisim yorgunlugu yasasi(law of
initiative fatigue)” olarak adlandirmaktadir. Reeves’e gore egitim yoneticilerinin
zaman, para ve duygusal enerji olmak tlizere ti¢ temel kaynagi bulunmaktadir.
Zaman ve finansal kaynaklarin sabit oldugu; hatta giiniimtizde okullarin finansal
kaynaklarinin azaldigy ifade edilebilir. Duygusal enerji ise degiskendir ve stirekli
farkli girisimler icin harcanmak zorunda kalindiginda hizli bir bicimde tiikenebi-
lecek sinirlar1 vardir. Bu baglamda kisitli olarak nitelendirileblecek kaynaklar ile
egitimcilerin uygulamak zorunda kaldig1 degisim girisimlerinin sayisi giin gectik-
ce artmaktadir. S6z konusu artis ise ne kadar iyi niyetli ve ne kadar iyi algilanmis
olursa olsun hayata gecirilen her yeni girisime bir Onceki ile karsilastirildiginda
daha az zaman, finansal kaynak ve duygusal enerji harcanmasi anlamina gelecek-
tir. Tlgili durum ise degisim yorgunlugu olarak adlandirilabilir.
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Alanyazinda 6gretmenlerin mesleki gelisimde yeni yaklagimlar, 6gretmen
performans degerlendirme, miifredat ve egitim teknolojilerinde meydana gelen
gelismeler gibi unsurlar baglaminda degisim yorgunlugu deneyimledikleri anla-
stlmaktadir (Education Week Research Center, 2017; Jeffrey, 2015; Lyle, 2013;
Lyle ve digerleri, 2014; Tribuzzi, 2017). Ote yandan kavram egitim 6rgiitlerinde
orgiitsel kiiltiir, otantik liderlik, 6gretmenin etkinligi, teknoloji kullanimi gibi
degiskenler ile iliskilendirilmistir (Leuschke, 2017; Nunnelly, 2016; Perel, 2015;
Orlando, 2014; O’Quinn, 2018). Bu baglamda, egitim Orgiitlerinde degisim yor-
gunlugu olgusunun son donemde git gide artan bir ilgi gormeye basladig: ve farkls
orgiitsel davraniglarla iligkilendirildigi ifade edilebilir.

Stirekli bir gelisim ve degisim icerisinde olan giiniimiiz diinyasinda, hem or-
giitlerin hem de bireylerin degisime kayitsiz kalarak varliklarini siirdiiremeyecek-
leri ifade edilebilir (Omiir ve Sezgin-Nartgiin, 2014). Bununla birlikte, degisimin
barindirdigi potansiyel risklerin de farkina varilmasi ve s6z konusu riskleri en aza
indirgeyecek hareket tarzinin benimsenmesinin énemli oldugu degerlendirilebi-
lir. Bu baglamda, Caruana’a (2005) gore degisim yorgunlugu ile miicadele nokta-
sinda 6gretmenlerin dikkat etmesi gereken hususlar asagidaki gibi siralanabilir:

e Ogretim ile ilgili her yeniligi uygulama cabasindan vazge¢mek,

e Ogrencilerin cogunlugunun faydasina olabilecek uygulamalari hayata
gecirmek,

e Ongoriilen faydayi elde etmek i¢in yeniliklere zaman tanimak,

e Ogrencilerin kendilerini giivende hissettikleri bir ortamda daha aktif ol-
duklarini goz 6ntinde bulundurarak yeniliklerin maliyetini hesaplamak,

e uygulamada karsilagilabilecek olasi kayip ve engelleri 6ngormek,

e (Ogrenme siirecine yanstyan yeniliklerde 6grencilere gerekli destegi sun-
mak,

e Ogretim yili sonunda uygulanan yeniliklerin amaclanan fayday1 saglayip
saglamadigini degerlendirmek.

Yukarida siralanan stratejiler 6gretmenin degisim siirecini cok iyi analiz et-
mesini, hem proaktif hem de reaktif tepkiler gelistirmesini ve degisimin / yenilik-
lerin sonuglarmi detayh bir bicimde degerlendirmesini gerektirmektedir. Ogret-
menin degisim girisimlerini elestirel bir bakis acisi ile ele alarak sorgulamasi ve
uygulamaya gecirme noktasinda inisiyatif almasi degisim yorgunlugunun minimi-
ze edilmesinde yararli olabilir.

Egitim Orgiitleri de giiniimiiz kosullarinda her tiirlii gelismeyi takip ederek
toplumun ihtiyac duydugu insangiiciini yetistirmek durumundadir. Ancak bu
dogrultudaki cabalar nicel olarak egitim Orgiitii ¢alisanlarinca agir1 olarak algi-
landiginda bireysel tepkilere neden olabilir. Degisim yorgunlugu da bu kapsam-
da ele almabilecek bir kavramdir. Bu nedenle egitim yoneticilerinin 6zellikle de-
gisim siirecinde 0gretmenlere gerekli destegi sunmast, onlara esneklik tanimalari
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ve hayata gecirilen yeniliklere zaman taniyarak sonuclarini degerlendirmeleri
Oonem kazanmaktadir.

Tirk Egitim Sisteminde son donemde kademeler arasi gegis sinavlari ve
katsay1 uygulamalari (Sarica, 2019); egitim sisteminin yapisi, okul yoneticisi ata-
ma usulleri, 6gretmenlik meslegi ile ilgili diizenlemeler (Sagir, 2015); okul tiir-
leri (Cankar ve Tas, 2017) denetim sistemi (Durnali ve Limon, 2018); miifredat
(Orakg1, Durnah ve Ozkan, 2018), bilgi yonetim sistemleri ve egitim teknolojile-
ri (Duman, Baykan, Koroglu, Yilmaz ve Erdogan, 2014), ders kitaplar1 (Dagl,
2007), secmeli dersler ve haftalik ders saatleri (Sagir, 2015), 6grenci basar1 ve
6lgme degerlendirme sistemi (Akyiiz, 2010) ve egitimin kademelendirilmesi (Sa-
gir, 2015) gibi bir cok alanda ¢ok sik degisiklikler yasanmig ve bu durum egitim
sisteminin niteligi agisindan dnemli bir sorun tegkil etmistir (Can, 2014; Yagar ve
Sozbilir, 2017). Sistemin bir biitiin olarak niteligini olumsuz yonde etkilemesinin
yaninda kisa vadeli ve cok sik yasanan degisim girisimleri sistemin bilesenleri ara-
sinda da bazi olumsuzluklara ve uyumsuzluklara neden olabilmektedir (Argon ve
Ates, 2007; Goksoy ve Argon, 2014; Yesil ve Sahan, 2015). Nitekim alanyazinda
mevcut bulgular paydaslarin sistemde “cok sik” degisiklige gidildigine ve siste-
min yapboz tahtasina dondigiine yonelik algilarinin oldugunu ortaya koymakta-
dir (Can, 2014; Cam-Tosun, 2017; Demir ve Ari, 2013; Dogutas, 2016; Duman ve
digerleri, 2014; Ibret, Avel ve Recepoglu, 2016; Kasapoglu, 2016; Oriici, 2014;
Sagir, 2015; Yesil ve Sahan, 2015). S6z konusu degisim ortaminda egitim ¢aligsan-
larmin degisim yorgunluguna duyarli hale geldikleri diistiniilebilir. Bu baglam-
da, 6gretmenlerin deneyimledikleri degisim yorgunlugu diizeyinin belirlenmesi
ve miimkiin oldugunca hizli ¢oztilmesi etkililigin devam ettirilmesi adina hayati
onem tagimaktadir. Degisim yonetimi agisindan ele alindiginda ise degisim caba-
lar1 genellikle basarili olup olmadiklar1 yonilyle degerlendirilmekte ancak giiven
kayb1 ve degisim yorgunlugu gibi ikincil sonuglari ¢cok fazla ele alinmamaktadir
(Winter, 2013). Bu yoniiyle degisime farkli bir bakis acisi getiriyor olmasi aras-
tirmanin alanyazina 6énemli bir katkisi olarak degerlendirilebilir. Uluslararas:
alanyazinda degisim yorgunlugu ile ilgili arastirmalarin 6zellikle de egitim Or-
giitleri baglaminda nerede ise yok denecek kadar az oldugu; ulusal alanyazinda
ise kavramin heniiz ele alinmadigi gériilmektedir (Dool, 2006; Education Week
Research Center, 2017; Jeffrey, 2015; Grigg, 2016; Hargreaves, 2004; Hargrea-
ves, 2005; Leuschke, 2017; Orlando, 2014). Mevcut ¢alisma ile ulusal alanyazina
degisim yorgunlugu kavrami kazandirilmis olacak; kavram ile ilgili kuramsal te-
mel olusturulacak ve kavram, egitim oOrgiitleri baglaminda ele alinarak mevcut
durumun resmi ortaya konmus olacaktir. Ayrica arastirma kapsaminda gelistiri-
len “Degisim Yorgunlugu Olcegi (DYO)” gelecekte yiiriitiilecek arastirmalarda
kullanilabilecek gegerli ve giivenilir bir 6lgme araci boslugunu doldurabilir. Ote
yandan Ogretmenlerin olast degisim yorgunlugu deneyimlerinin ortaya konmasi
egitim sisteminde bagarisiz degisim girisimlerini aciklamada yeni bir bakis agisi
sunarak; egitim yOneticilerine degisim yonetimi stratejileri noktasinda bir rehber
niteligi tastyabilir (Brown, 2016). Degisim yorgunluguna iliskin bulgularin farkli
kisisel degiskenler temelinde karsilastirilarak bu baglamda daha duyarli 6gret-
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menlerin belirlenmesi ve eszamanli ve siiregelen degisim stirecinde bu 6gretmen
gruplarina 6zel rehberlik veya liderlik sunulabilmesi yoniiyle de biiyiik 6nem ta-
sidig1 degerlendirilmektedir.

Arastirmanin Amaci

Mevcut arastirmanin amaci 6gretmenlerin degisim yorgunlugu diizeylerini
belirlemek ve cesitli demografik degiskenler agisindan karsilastirmaktir. Bu bag-
lamda, arastirmada asagidaki sorulara cevap aranmistir:

1. Ogretmenler ne diizeyde degisim yorgunlugu deneyimlemektedir?

2. Ogretmenlerin degisim yorgunlugu diizeyleri cinsiyet, mezun olunan
fakiilte, 6grenim diizeyi, medeni durum, kidem, gorev yapilan yerlesim
merkezi ve gorev yapilan okul diizeyi degiskenleri acisindan istatistiksel
olarak anlaml bir farklilik gostermekte midir?

Yontem

Arastirma modeli

Mevcut arastirmada tekil tarama modeli esas alinmistir. Tekil tarama mo-
delinde tek bir degiskene odaklanilarak s6z konusu degiskenin belirli bir andaki
durumunu veya belirli bir donemdeki degisimini incelemek amaclanmaktadir
(Simsek, 2012). Mevcut arastirmada ise dgretmenlerin degisim yorgunlugu di-
zeylerine odaklanilmistir.

Arastirmanin Calisma Gruplari ve Evreni

Mevcut arastirma t¢ farkl katilimer grubu tizerinde yiirtitilmiistiir. Birinci
ve ikinci ¢alisma gruplarindan arastirmada kullanilan 6lgme aracinin gelistiril-
mesi i¢in veri toplanmig; arastirma evreninden toplanan veri ise 0gretmenlerin
degisim yorgunlugu diizeylerini belirlemek ve cesitli kisisel degiskenler acisindan
karsilastirmak amaciyla kullaniimustir. Tlgili calisma gruplarinin 6zellikleri asagi-
da aciklanmaktadir.

Arastirmanin ¢calisma gruplart

Asagida Tablo 1’de calisma gruplarinda yer alan katilimcilara iligkin demog-
rafik bilgiler sunulmaktadir.
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Tablo 1.
Cahsma Gruplannda Yer Alan Katthmcilara Iliskin Demografik Bilgiler
AFA DFA
Degisken Grup f % f %
Cinsiyet Kadin 129 51,3 280 55
Erkek 136 48,7 229 45
Tlkokul 71 26,8 138 27,1
Okul Tiirii Ortaokul 84 31,7 152 29,9
Lise 110 41,5 219 43,0
0-5 yil 58 21,9 161 31,6
6-10 y1l 48 18,1 112 22,0
Deneyim 11-15y1l 64 242 75 14,7
16-20 y1l 45 17,0 71 13,9
21 yil ve iizeri 50 18,9 90 17,7
1l merkezi 108 40,8 213 41,8
Gorev Yeri ng 128 48,3 202 39,7
Koy veya kasaba 29 10,9 94 18,5
Egitim durumu Lisans tamamlama 167 63 407 80
Lisans 98 37 102 20
Medeni durum Lisansustii 188 70,9 357 70,1
Evli 77 29,1 152 29,9
Total 265 100 509 100

Tablo 1’de goriildiigii tizere acimlayici faktor analizinin gerceklestirildigi ca-
lisma grubunda 265 katilimci yer almaktadir. Katilimeilarin 136°s1 kadin (%48,7)
129’u erkek (%51,3); 71’1 ilkokul (%26,8), 84’ ortaokul (%31,7) 1107u lisede
gorevli (%41,5); 581 0-5 y1l (%21,9), 48’1 6-10 y1l (%18,1), 64’1 11-15 y1l (%24,2),
45°116-20y1l (%17), 50’si 21 y1l ve iizeri kidem araligina sahip; 108’1 il merkezinde
(%40,8), 128’1 ilce merkezinde (%48,3), 29’u kdy ve kasabalarda gorevli (7%10,9);
8’1 lisans tamamlama (%3), 159’u lisans (%60), 98’1 lisanstistii mezunu (%37) ve
son olarak 188’1 evli (%70,9), 77’si bekar (%29,1) 6gretmenlerden olusmaktadir.

Dogrulayic faktor analizinin yiriitiildigi grupta ise 509 katilimei bulun-
maktadir. Tablo ’da goriildigii tizere ikinci calisma grubunda yer alan katilimei-
larin 280’1 kadin (%55) 229’u erkek (%45); 138’1 ilkokul (%27,1), 152°si ortaokul
(%29,9) 219u lisede gorevli (%43); 161’1 0-5 y1l (%31,6), 112’si 6-10 yil (%22),
75’1 11-15 y1l (%14,7), 71’1 16-20 y1l (%13,9), 901 21 yil ve tzeri (%17,7) kidem
araligina sahip; 213t il merkezinde (%41,8), 202’si ilge merkezinde (%39,7),
94’11 kdy ve kasabalarda gorevli (%18,5); 12’si lisans tamamlama (%2,4), 395’
lisans (%77,6), 102’si lisansiistii mezunu (%20) ve son olarak 357’si evli (%70,1),
152’si bekar (%29,9) 6gretmenlerden olusmaktadir.

Arastirma Evreni ve Orneklemi

Arastirma evrenini 2018-2019 6gretim yilinda Sakarya ilinde gorevli 10,290
Ogretmen olusturmaktadir. Aragtirmada 6rneklem alinmamis; Sakarya il milli
egitim ARGE birimi ile isbirligi ile 6l¢ek formu il genelinde biitiin 6gretmenlere
¢evrimici olarak ulastirilmig; ancak 1935 6gretmen 6lcek formunu cevaplayarak
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arastirmaya goniillii olarak katilim saglamigtir. Bu baglamda, geri doniis orant
%18,8 olarak gerceklesmistir. Geri doniis orani nispeten diisiik oldugunda “ce-
vaplamayan Onyargisi (arastirmaya katilanlarin katilmayanlardan farkli davra-
nabilecegi varsayimi)” (Carley-Baxte ve digerleri, 2009) ve “Orneklem Onyargisi
(katilimcilarin demografik ozelliklerinin evrenin genelinden farkliik gosterdigi
varsayimi)” (Payne ve Barnfather, 2012) simirhiliklar1 giindeme gelebilmektedir.
Mevcut aragtirmanin cevaplamayan onyargisindan etkilenip etkilenmedigini be-
lirlemek amaciyla 6lcegi erken cevaplayanlarin (24.10.2018-30.10.2018) ortalama
puanlart ile gec cevaplayanlarin (31.10.2018-19.11.2018) ortalama puanlari t-testi
yontemi ile karsilastirilmistir (Radics, Dasmohapatra ve Kelley, 2016). Elde edi-
len bulgu iki grubun ortalama puanlari arasinda istatistiksel olarak anlaml bir
fark olmadigini gostermektedir (t (1933) = 1405; p=.16). Bu bulgudan yola ¢ika-
rak arastirma bulgularinin cevaplamayan Onyargisindan etkilenmedigi ifade edi-
lebilir. Nitekim bu yontem arastirmaya katilmayanlarin da katilanlar gibi hareket
edecegi varsayimina dayanmaktadir. Diger bir husus ise 6rneklem dnyargisidir.
Mevcut arastirmada bdyle bir sorun olup olmadigini belirlemek amaciyla kati-
Iimcilarin demografik 6zellikleri ile evrenin bilinen 6zellikleri karsilagtirilmistir.
Katilimcilarin gorev yaptiklar ilce, cinsiyet, okul diizeyi ve 6grenim diizeyi gibi
Ozelliklerinin evrenin geneli ile ortiistiig gorilmiistiir. Kisacasi, 1935 katilimcei-
dan elde edilen verinin arastirma evrenine genellenebilecegi soylenebilir. Kati-
Iimcilara iligkin demografik 6zellikler Tablo 2’de sunulmaktadir.

Tablo 2. i
Katilimcilann Demografik Ozellikleri

Degisken n %o
Cinsiyet Kadin 896 46.3
Erkek 1039 53.7
ilkokul 669 34.6
Okul Ortaokul 661 34.1
Lise 605 313
.. Lisans 1677 86.7
Ogrenim
Lisansiisti 258 13.3
0-5y1l 462 23.9
6-10 yil 440 22.7
Deneyim 11-15 yul 330 17.1
16-20 y1l 337 17.4
21 yil ve iizeri 366 18.9
il Merkezi 640 33.1
Gorev yeri Tice 939 48.5
Koy veya kasaba 356 18.4
Medeni durum Evli 1524 78.8
Bekar 411 21.2
Egitim fak. 1335 69.0
Fakiilte Fen edebiyat fak. 327 16.9
Diger fak. 273 14.1
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Tablo 2’de’te goriildiigii iizere, katilimeilari 896’s1 kadin (%46,3) 1039’u ise
erkektir (%53,7). 669’u ilkokul (%34,6) 661’1 ortaokul (% 34,1) 605’1 lise (%31,3)
diizeyinde gorev yapmaktadir. 1677’si lisans ve lisans tamamlama (% 86,7); 258’i
lisansiistii mezunudur (%13,3). 462’si 0-5 y1l (%23,9) 440’1 6-10 y1l (%22,7) 330’u
11-15 y1l (%17,1) 337’si 16-20 y1l (%17,4) ve 366’s1 21 yil ve lizeri kideme sahiptir.
640 katilimcer (%33,1) il merkezinde, 939 katilimer (%48,5) ilge merkezinde ve
356 katilimel (%18,4) koy ve kasabalardaki okullarda gorev yapmaktadir. 1524
katilimer evli (%78,8) 411 katilimer ise (%21,2) bekardir. 1335 katilimer (%69)
egitim fakiiltesi 327 katilimer fen edebiyat fakiiltesi (%16,9) ve 273 katilimer di-
ger fakiiltelerden (%14,1) mezundur.

Veri Toplama Araci

Arasgtirmada veri toplamak amaciyla “Degisim Yorgunlugu Q!gegi (DYO)”
kullanilmis ve 6l¢cek mevcut arastirma kapsaminda gelistirilmistir. Olcegin geger-
lik ve giivenirlik analizlerine iligkin bulgular asagida ayrintili olarak sunulmak-
tadur.

DYO gelistirilirken DeVellis (2017) tarafindan énerilen adimlar izlenmis-
tir. Tlgili adimlar ise (1) dlciilecek davranigin belirlenmesi, (2) madde havuzunun
olusturulmast, (3) 6lgme formatinin belirlenmesi, (4) uzman goriistiniin alinmas,
(5) madde ekleme, (6) 6lgegin uygulanmasi, (7) maddelerin degerlendirilmesi
ve (8) olgek uzunlugunun optimizasyonu seklindedir. Bu baglamda, dncelikle
degisim yorgunlugunun alanyazinda ortaya konan tanimlari ve yaklasimlar esas
alinarak ol¢iilmesi amaclanmistir (Bernerth ve digerleri, 2011; Elving ve diger-
leri, 2011; Nunnelly, 2016). Madde havuzu olusturulurken de ilgili kaynaklardan
yararlanilmus; ayrica 24 6gretmen ile birebir goriisme yapilarak nicel yonden asir1
degisime yonelik algilar belirlenmeye calisilarak madde havuzu desteklenmistir.
Alanyazin taramasi ve goriismeler sonucunda 24 maddeden olusan aday madde
havuzu olusturulmustur. Bir sonraki adimda ise 6lgme aracinin formati belirlen-
mis ve uygulamada sagladigi avantajlardan otiirii 5°li Likert tarzi tercih edilmistir
(Clark ve Watson, 1995). Cevap secenekleri ise “Kesinlikle Katilmiyorum (1)”
ile “Kesinlikle Katiliyorum (5)” arahigindadir. Olgme formatinin belirlenmesi-
nin ardindan, uzman goriisii alinarak maddelerin kapsam gecerlik oranlar1 he-
saplanmugtir (Lawshe, 1975). 12 uzmaninin aday maddeleri kapsam gecerliligi
acisindan degerlendirmesi sonucunda aday madde havuzundaki 7 madde gerekli
Olciitt karsilayamadigi icin aday madde havuzundan cikarilmistir. Sonug olarak,
aday madde havuzunda 17 madde kalmistir. Tlgili maddeler hedef grup ile benzer
ozellikleri tasiyan bir 6gretmen grubuna uygulanmis ve maddelerin anlasilirhig
ve cevaplanabilirligi test edilmistir. Son olarak, aday maddelerin goriintis ge-
cerliliginin degerlendirilmesi amaciyla bir 6lgme degerlendirme uzmanina sunul-
mustur. Uzmandan gelen doniitler dogrultusunda maddeler gdzden gecirilmis ve
gerekli diizeltmeler yapilarak uygulamaya hazir hale getirilmistir.

Oncelikle DYO’niin faktor yapisiin belirlenmesi hedeflenmistir. Bu amag dog-
rultusunda, Pallant (2007) tarafindan onerilen adimlar ve olgiitler géz 6niinde bu-
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lundurularak aday maddeler agimlayici faktor analizine tabi tutulmustur. Yiiriitilen
ilk analizde, 6z degeri 1’den biiyiikk ve toplam varyansin yaklasik olarak %67’sini
aciklayan 3 faktorlii bir yap1 ortaya ¢ikmugtir. Ancak ortaya ¢ikan yapimin kavram-
sal gergeve ile Ortiismemesi ve ¢izgi yamag grafiginde birinci faktorden sonra 6nem-
li bir kirllmanimn oldugunun gézlenmesi nedeniyle analiz tek boyut ile smirlanarak
tekrarlanmistir. Elde edilen bulgular tek boyutun toplam varyansin yaklasik %51 ini
acikladigini ortaya koymustur. Ancak korelasyon matrisi incelendiginde 2 nolu aday
maddenin diger maddeler ile olan korelasyonun < ,30 (Field, 2009) ve faktor yiik
degerinin < ,45 (Biyiikoztiirk, 2011) oldugu goriilmiis ve ilgili maddenin ¢ikarilarak
analizlerin tekrarina karar verilmistir. Ugiincii kez tekrarlanan analiz neticesinde, tek
boyutun toplam varyansin yaklasik olarak %54’linli agikladigi; korelasyon matrisi
tablosundaki degerlerde gozle goriiliir bir iyilesme oldugu icin analize tek boyut ve
16 madde ile devam edilmesi uygun bulunmustur. KMO degerinin ,940; Bartlett kii-
resellik testinin ise anlamli (p=.0000) olmasi verinin faktor analizine uygunluguna
isaret etmistir (Pallant, 2007; Tabachnick ve Fidell, 2013). Maddelerin faktor yiik
degerlerinin ,472-,854 arasinda degismesi yeterli diizeyde faktor yiik degeri tasidik-
lart seklinde yorumlanmistir (Biiylikoztiirk, 2011; Tabachnick ve Fidell, 2013). Daha
sonra Olgegin giivenirlik analizlerine gecilmis ve bu kapsamda oncelikle Cronbach’s
Alpha degeri hesaplanmistir. ilgili degerin 0=.940 olmasi (Singh, 2007; Biiyiikoz-
tiirk, 2011); alt-iist %27°lik gruplar arasindaki farkin biitiin aday 6l¢ek maddeleri i¢in
p=,0001 diizeyinde anlamli olmasi ve diizeltilmis madde toplam korelasyonlarinin
,420-,826 arasinda degismesi i¢ tutarliliginin yiiksek ve maddelerin bireyleri ayirt
edici nitelikte olduklari seklinde yorumlanmistir (Biiyiikoztiirk, 2011; Field, 2009).

AFA sonucunda elde edilen tek faktorlii yapinin gecerligi bir kez de farkl
bir katilimci grubundan elde edilen veri setinden yararlanilarak DFA ile test edil-
mistir (Brown, 2015; Worthington ve Whittaker, 2006). DFA'nin 509 6gretmen-
den olusan bir ¢alisma grubuna uygulanmas: hem 6rneklem biiyiikliigii dikkate
alindiginda (Comrey ve Lee, 1992) hem de madde sayisi ile oranliginda (Pallant,
2007) yeterli goriilmistiir. DFA'da faktor yiik degerleri ,36 ile ,78 arasinda degis-
mekte ve ilgili degerlerin yeterli diizeyde oldugu degerlendirilmistir (Harrington,
2009). Diger taraftan ortiik degisken ile maddeler arasindaki iligkinin anlamlili-
gina atifta bulunan t degerlerinin tamami p<.0! diizeyinde anlaml ve 2.56’dan
biiyiiktiir (Ullman, 2013). Olgegin uyum iyiligi degerleri ise x%/df=4.85; p=.00;
RMSEA=.08; CFI=.90; SRMR=.05 seklindedir. Bu bulgular dlcegin uyum iyili-
ginin yeterli diizeyde oldugu seklinde yorumlanmuistir (Brown, 2015).

Veri Analizi

Aragtirma kapsaminda toplanan veri SPSS ve AMOS programlari kullanila-
rak analiz edilmistir. Betimsel analiz kapsaminda aritmetik ortalama ve standart
sapma degerleri hesaplanmistir. Olgek ifadelerine katiim diizeylerinin yorum-
lanmasinda asagida Tablo 3’te sunulan araliklar kullanilmistir.
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Tablo 3.
Olgek Ifadelerinin Yorumlanmasinda Kullamlan Araliklar

Puan araligi Degerlendirme
1.00-1.80 Kesinlikle katilmiyorum
1.81-2.60 Katilmiyorum

2.61-3.40 Kararsizim

3.41-4.20 Katiltyorum

4.21-5.00 Kesinlikle katiliyorum

Ote yandan, degiskenlere iligkin aritmetik ortalama puanlarmin karsilagti-
rilmasinda parametrik veya parametrik olmayan analiz yontemlerinin hangisinin
kullanilacagina karar verilirken Field (2009) ve Pallant (2007) tarafindan ortaya
konan olgciitler dikkate alinmustir. Buna gore; (1) verinin normal dagilim goster-
mesi, (2) varyans homojenligi, (3) esit aralikli 6l¢gek kullanilmis olmasi, (4) ba-
gimsiz Ol¢lim gibi Olgiitlerin degerlendirilmesi gerekmektedir. Verinin 5°li Likert
tipi 6lgek araciligi ile toplanmig olmasi ve 6l¢limlerin birbirinden bagimsiz olmasi
tciincll ve dordiincii olgiitlerin kargilandigimi gdstermektedir. Veri dagiliminin
normalliginin sinanmasi amaciyla histogram grafikleri (Biyiikoztiirk, 2011; Fi-
eld, 2009; Kilmen, 2015) incelenmistir. Ikinci dlgiit olan varyans homojenligi ise
Levene testi kullanilarak (Field, 2009; Huck, 2012; Kilmen, 2015) kontrol edil-
mistir.

Tablo 4.
Degisim Yorgunlugu Olgegi Parametrik Test Varsayimlar Kontrol Tablosu

Degisken Histogram Grafigi Varyans Homojenligi Degerlendirme
Cinsiyet Normal dagilim Homojen degil Non-parametrik
Okul Normal dagilim Homojen Parametrik
Kidem Normal dagilim Homojen Parametrik
Gorev Yeri Normal dagilim Homojen Parametrik
Ogrenim Normal dagilim Homojen Parametrik
Medeni durum Normal dagilim Homojen Parametrik
Fakiilte Normal dagilim Homojen Parametrik

Tablo 4’ten de anlasilacagi iizere her iki Ol¢iit baglaminda normalligi sagla-
yan degiskenlerin karsilastirilmasinda parametrik testlerden (t-testi, ANOVA);
tersi soz konusu oldugunda ise non-parametrik (Mann Whitney U) testlerden ya-
rarlanimigtir. ANOVA testi sonucunda anlamli farkin ¢cikmasi durumunda farkin
hangi gruplardan kaynaklandigin belirlemek icin Scheffe testine bagvurulmustur
(Buytkoztirk, 2011; Pallant, 2007). Ayrica, istatistiksel olarak anlamli farklilik
olmasi durumunda etki biiytikliigii hesaplanmistir (Field, 2009; Pallant, 2007).
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Bulgular
Bu bélimde Ogretmenlerin degisim yorgunlugu diizeyine ve degisim yor-
gunlugu diizeyinin cesitli demografik degiskenler temelinde karsilastirilmasina
yonelik bulgular sunulmaktadir.

Tablo 5.
DYO Betimsel Istatistikleri

Olcek maddeleri

X Ss

1 Egitim sistemimizde daha az degisiklige gidilse, mesleki agidan daha mutlu 384 1.02
olurum. ’ ’

2 Egitim sistemimizde yasanan degisikliklerden usandim. 3,94 1,02

Egitim sistemimizde yasanan her degisiklikte “Yine mi!” hissine kapthirim. 3,90 1,00

4 Egitim sistemimizde onceki degisikliklerin sonuclar yeterince degerlendi-
. . DL AR 420 83
rilse, daha sorunsuz bir degisim stireci yasanabilecegini dlsiiniriim.
5 Egitim sistemimiz siirekli bir degisim icindeymis gibi hissederim. 4,00 ,85
6 Egitim sistemimizde yasanan degisikliklerin beraberinde getirdigi is yiikii-
by 2,77 1,07
niin altindan kalkamam.
7 Egitim sistemimizde yagsanan degisikliklerin uzun soluklu olmayacagin dii-
e L L 3,62 1,06
stindiigiim icin s6z konusu degisiklikler bende heyecan uyandirmaz.
8 Egitim sistemimizde yasanan her degisiklige nasil olsa bu da degisir goziiyle 371 1.01
bakarim. ’ ’
9 Egitim sistemimizde yasanan degisiklikler mesleki motivasyonumu olumsuz 368 111
etkiler. ’ ’
10 Egitim sistemimizde yagsanan degisiklikler meslegime olan baghligimi olum- 285 1.14
suz etkiler. ’ ’
11 Egitim sistemimizde yasanan degisiklikler beni yorar. 3,28 1,09
12 Egitim sistemimizde yagsanan degisiklikler nedeniyle mesleki hedeflerimden 272 1.09
uzaklagirim. ’ ’
13 Egitim sistemimizde yasanan degisiklikler sisteme olan giivenimi zedeler. 3,45 1,11
14 Egitim sistemimizde yasanan degisiklikler nedeniyle mesleki agidan kafam 314 111
karigir. ’ ’
15 Egitim sistemimizde yasanan degisikliklerin amacsiz oldugunu disiinirim. 2,86 1,10
16 Egitim sistemimizde yasanan degisikliklerin siklig1 nedeniyle degisim siire- 312 1.10
cini yonetmekte zorlanirim. ’ ’
DYO
Geneli 342 .72

Tablo 5’te katilimeilarin degisim yorgunlugu 6lceginde yer alan ifadelerden
aldiklar1 puanlarin aritmetik ortalamalar1 ve soz konusu ortalamalara iligkin
standart sapma degerleri sunulmaktadir. Elde edilen bulgulara gore olcek ge-
nelinde katilimcilarin aritmetik ortalamasi ( X =3,42) diizeyindedir. S6z konusu
bulgu degerlendirildiginde katilimcilarin DYO genelinde “Katiliyorum” diize-
yinde goriis belirttikleri anlasiimaktadir. Diger bir ifade ile, katilimcilarin egitim
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sisteminde meydana gelen degisiklikleri nicel yonden asir1 ve gereginden fazla
olarak algiladiklar: sdylenebilir.

Tablo 6.
Cinsiyet Degiskenine Yonelik Mann-Whitney U Testi Bulgular

Cinsiyet n Sira ortamalasi Sira toplam U p Anlamh fark
Kadin 896 956,06 856634

454778 ,383
Erkek 1039 978,29 1016446

Tablo 6’da 0gretmenlerin degisim yorgunlugu 6lgegi puanlarinin cinsiyet de-
giskenine gore istatiksel olarak anlaml bir sekilde farklilagip farkhilagsmadigina
yonelik Mann-Whitney U testi bulgular1 sunulmaktadir. Buna gore; cinsiyetin 6g-
retmenlerin degisim yorgunlugu puanlarinda istatistiksel olarak anlaml bir fark
olusturmadigr anlagiimaktadir (U=454778; p=,383). Bu bulgudan yola ¢ikarak, er-
kek ve kadin 6gretmenlerin benzer diizeyde degisim yorgunlugu deneyimledikleri
ifade edilebilir. Ote yandan, sira ortalamalari incelendiginde erkek 6gretmenlerin
(S.0=978,29); kadin 6gretmenlerin (S.0=956,06) oldugu goriilmektedir. Bu bag-
lamda istatistiksel olarak anlamli bir sekilde farklilasmamakla birlikte erkek ogret-
menlerin degisim yorgunlugu diizeylerinin kadin 6gretmenlere gore daha yiiksek
oldugu anlasilmaktadir. Diger bir ifade ile erkek 6gretmenlerin kadin meslektasla-
11 ile kargilagtirildiginda degisimden daha fazla yorulduklari dile getirilebilir.

Tablo 7.
Ogrenim Diizeyi ve Medeni Durum Degiskenlerine Gore T-Testi Bulgular

Degisken Grup N X ss Sd sd p

. Lisans 1677 3,42 72

Ogrenim 1933 ,073 ,942
Lisansiistii 258 3,42 ,68
Evli 1524 3,42 71

Medeni durum 1933 -,444 ,657
Bekar 411 3,44 75

Tablo 7’de 6gretmenlerin degisim yorgunlugu olgeginden aldiklar1 puanla-
rin 6grenim diizeyi ve medeni durum degiskenleri acisindan istatistiksel olarak
anlaml bir bicimde farklilagip farklilasmadigina yonelik t-testi bulgular1 sunul-
maktadir. Elde edilen bulgulardan 6grenim diizeyinin 6gretmenlerin degisim
yorgunlugu puanlarmda istatistiksel olarak anlamli bir farklilik olusturmadigi an-
lasilmaktadir (t (1933) = ,073; p=,942). Aritmetik ortalamalar dikkate alindiginda
lisans ve hsansustu mezunu 6gretmenlerin ( X =3,42; Katiliyorum) ayni diizeyde
degisim yorgunlugu deneyimledikleri; diger bir ifade ile 6grenim diizeyinin degi-
sim yorgunlugu diizeyini etkilemedigi soylenebilir.

Tabloda ele alinan diger bir degisken ise medeni durumdur. Elde edilen bul-
gulara gore medeni durum 6gretmenlerin degisim yorgunlugu dijzeylerinde ista-
tistiksel olarak anlaml bir farklilik olusturmamaktadir (t (1933) =444 p= ,657).
Ote yandan, aritmetik ortalamalar dikkate alindiginda evh ogretmenlerm (X
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=3,42; Katiliyorum); bekar 6gretmenlerin ( X =3,44; Katiliyorum) diizeyinde
ortalamaya sahip olduklari; aritmetik ortalamalarin birbirine oldukga yakin ol-
dugu gortilmektedir. Bu bulgudan hareketle, 6gretmenlerin degisim yorgunlugu
dizeylerinin medeni durum degiskeninden etkilenmedigi ifade edilebilir.

Tablo 8.
Fakiilte, Gorev Yapilan Okul Diizeyi, Kidem ve Gorev Yeri Degiskenlerine Gore
ANOVA ‘esti Bulgulan

— Anlamh Etki

Degisken Grup n X ss F p Fark Bityiikliigii
Egitim Fakiiltesi 1335 347 )72
Fakiilte Fen-Edebiyat Fakiiltesi 327 3,32 ,72 8,154 ,000 (1-2) (1-3) ,091
Diger 273 332 712
Tlkokul 669 341 71
Okul diizeyi Ortaokul 661 345 73,809 445
Lise 605 3,40 71
0-5y1l 462 3,53 )10
6-10 y1l 440 349 70
(1-4) (1-5)
Kidem 11-15y1l 330 340 71 7,150 ,000 ,120
(2-4) (2-5)
16-20 y1l 337 333 )76
21 y1l ve tizeri 366 3,31 ,70
il merkezi 640 338 72
Gorev yeri ilge merkezi 939 342 71 2,135 ,099
Koy veya kasaba 356 349 )72

Tablo 8’de 6gretmenlerin degisim yorgunlugu 6l¢eginden aldiklar1 puanlarin
mezun olduklar fakiilte tiirii, gérev yaptiklari okul diizeyi, kidem ve calistiklari
okulun bulundugu yerlesim yeri degiskenlerine gore istatistiksel olarak anlaml
bir farklilik gosterip gostermedigini belirlemek amaciyla yiiriitillen ANOVA tes-
ti bulgular1 sunulmaktadir. Tabloda ele alinan ilk demografik degisken mezun
olunan fakiilte tiiriidir. Elde edilen bulgulara gore mezun olunan fakiilte degi-
sim yorgunlugu puanlarinda istatistiksel olarak anlamli bir fark olusturmaktadir
(F @193 = 8:154; p=, 000). S6z konusu farkin hangi gruplardan kaynaklandigi-
n1 belirlemek amaciyla yiiriitilen Scheffe testi sonucuna gore egitim fakdltesi
mezunu 6gretmenlerin (X =3,47; Katiliyorum) degisim yorgunlugu diizeyleri
fen-edebiyat fakiiltesi (X =3,32; Kararsizim) ve diger fakiiltelerden (X =3,32;
Kararsizim) mezun olan 6gretmenlere gore istatistiksel olarak anlamli bir sekil-
de daha yiiksektir. Bu baglamda, fen-edebiyat fakiilteleri ve diger fakiiltelerden
mezun olan 6gretmenlerin degisim yorgunlugu diizeylerinin benzerlik gosterdi-
gi; egitim fakiiltesi mezunu 6gretmenlerin ise degisimden daha fazla yorulduk-
lar1 soylenebilir. Mezun olunan fakiilte degiskeni acisindan degisim yorgunlu-
gu puanlarindaki varyansin ne olgtide farkli fakiltelerden mezun olma durumu
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ile agiklanabilecegini belirlemek amaciyla etki bityiikliigli hesaplanmistir. Buna
gore mezun olunan fakiiltenin degisim yorgunlugu puanlarindaki varyansa etkisi
“cok kiiciik” etki diizeyindedir. Diger bir ifade ile, istatistiksel olarak anlamli
bulunan bu farkin pratikte cok dnemli olmadig sdylenebilir.

Tablo 8de ele alinan ikinci demografik degisken Ogretmenlerin gorev
yaptiklar1 okul diizeyidir. Elde edilen bulgular gdrev yapilan okul seviyesi-
nin 6gretmenlerin degisim yogunlugu olgeginden aldiklar1 puanlarda istatiksel
olarak anlamli bir fark olusturmadigini gostermektedir (F 21932) = =,809; p=,445).
Bu bulgu farkl okul seviyelerinde gorev yapan 6gretmenlerin benzer diizeylerde
degisim yorgunlugu deneyimledikleri seklinde yorumlanabilir. Ote yandan arit-
metik ortalamalar degerlendirildiginde ilkokulda calisan 6gretmenlerin degisim
yorgunlugu 6lgeginden aldiklari puanlarin aritmetik ortalamalari ( X =3.41; Ka-
tiliyorum); ortaokulda calisan 6gretmenlerin ( X =3.45; Katiliyorum) ve lisede
calisan 6gretmenlerin (X =3.40; Kararsizim) diizeyindedir. Ayrica istatistiksel
olarak anlamli olmamakla birlikte ortaokulda gorev yapan 0gretmenlerin lise ve
ilkokullarda gorev yapan 6gretmenleri ile karsilagtirildiginda nispeten daha ytik-
sek diizeyde bir degisim yorgunlugu deneyimledikleri ifade edilebilir.

Tablo 8’de ele alinan tcilincii demografik degisken kidemdir. Elde edilen
bulgular 6gretmenlerin degisim yorgunlugu 6lcegi puanlarinin kidem degiskeni
temelinde istatistiksel olarak anlamli bir bicimde farklilastigini gdstermektedir
(F @1930) = 7-150; p=,000; r=, 120). S6z konusu farkin hangi gruplardan kaynak-
1and1g1n1 belirlemek amaciyla Scheffe testi yiiriitiilmistiir. Buna gore 0-5 yil (X
=3,53; Katiliyorum) ve 6-10 yil ( X =3,49; Katiliyorum) kideme sahip 6gretmen-
lerin aritmetik ortalamalar1 16-20 yil ( X =3,33; Kararsizim) ve 21 yil ve tizeri (
X =3,31; Kararsizim) kideme sahip 6gretmenlerin aritmetik ortalamalarindan
istatistiksel olarak anlamli bir bicimde daha yiiksektir. Bu bulgu degerlendiril-
diginde; 6gretmenlerin kidem diizeyi arttikca degisim yorgunlugu diizeylerinin
azaldig1 sOylenebilir. Degisim yorgunlugu puanlarindaki varyansin ne olgiide
farkli kidem gruplar ile agiklanabilecegini belirlemek amaciyla etki biyiikligi
hesaplanmistir. Buna gore kidemin degisim yorgunlugu puanlarindaki varyansa
etkisi “kiigtik etki” diizeyindedir.

Tablo &de ele aliman son demografik degisken 6@retmenin gorev yaptig
okulun bulundugu yerlesim yeridir. Elde edilen bulgulara gore gorev yapilan
yerlesim yeri degisim yorgunlugu puanlarinda istatistiksel olarak anlamli bir fark
olusturmamaktadir (F 43, = 2,315; p=,099). Bu baglamda ilk, orta ve lise
duzeyindeki okullarda gorev yapmakta olan 6gretmenlerin benzer diizeylerde
degisim yorgunlugu deneyimledikleri ifade edilebilir. Ote yandan aritmetik or-
talamalar incelendiginde il merkezinde gorev yapmakta olan 6gretmenlerin ( X
=3,38; Kararsizim); ilge merkezinde gorevli 6gretmenlerin ( X =3,42; Katiliyo-
rum) ve koy / kasabada gorevli gretmenlerin ( X =3,49; Katiliyorum) diizeyinde
degisim yorgunlugu deneyimledikleri anlagilmaktadir. Bu bulgulardan hareketle
istatistiksel olarak anlamli olmamakla birlikte gérev yapilan yerlesim yeri kiiciil-
diik¢e degisim yorgunlugu diizeyinin yiikseldigi ifade edilebilir.
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Tartisma

Mevcut arastirma bulgular1 6gretmenlerin “degisim yorgunlugu” deneyim-
lediklerine isaret etmektedir. Tiirk Egitim Sisteminde meydana gelen degisiklik-
lerin niceligi géz ontinde bulunduruldugunda degisim yorgunlugu olgusu nere-
deyse kaginilmaz bir hal almaktadir. Nitekim sistemin farkl paydaslari tizerinde
ylriitillen aragtirma bulgular1 da egitim sisteminde ve politikalarinda “cok sik”
degisiklige gidildigine isaret etmektedir (Can, 2014; Cam-Tosun, 2017; Dogutas,
2016; Duman ve digerleri, 2014; Ibret, Avcive Recepoglu, 2016; Kasapoglu, 2016;
Oriicii, 2014; Sagir, 2015; Sezgin-Nartgiin ve Gokeer, 2014; Yesil ve Sahan, 2015;
Yilmaz ve Altinkurt, 2011). Tlgili aragtirmalarda siirekli ve plansiz degisimin egi-
tim sisteminin en 6nemli sorunlarindan biri oldugu ve sistemin unsurlar: arasin-
da rahatsizliga ve uyumsuzluga neden oldugu ifade edilmektedir. Bu baglamda
mevcut aragtirmada degisim yorgunlugunun “Katiliyorum” diizeyinde oldugu
yoniindeki bulgunun alanyazin ile ortiistiigii ifade edilebilir. Uluslararas: alan
yazin incelendiginde de egitim Orgiitlerinde yiiriitiillen nitel ve nicel caligmalarda
ogretmenlerin ve egitim calisanlarinin degisim yorgunlugu deneyimledikleri go-
rillmektedir (Dool, 2006; Education Week Research Center, 2017; Jeffrey, 2015;
Grigg, 2016; Hargreaves, 2004; Hargreaves, 2005; Leuschke, 2017; Orlando,
2014). Ote yandan, hemsireler, ofis calisanlar1 ve yoneticiler gibi farkl katilim-
c1 gruplart tizerinde yiiriitiilen aragtirmalarda da benzer bulgular elde edilmistir
(Bernerth ve digerleri, 2011; Brown, 2016; Camilleri ve digerleri, 2018; Dilkes,
Cunningham ve Gray, 2014; Elving ve digerleri, 2011; Neill, 2012; Perel, 2015).
Bununla birlikte, alanyazinda calisanlarin siirekli degisim ortaminda degisimle
basa ¢ikabildikleri, diger bir ifade ile degisimden yorulmadiklar: ydoniinde bulgu-
lar da mevcuttur (Johnson, Bareil, Giraud ve Autissier, 2016; Cullen-Lester ve
digerleri, 2019). Bu baglamda mevcut arastirma bulgularinin alan yazin ile biiyiik
Ol¢lide Ortiistiigl ifade edilebilir. Sonug olarak degisim yorgunlugu olgusunun
sadece Tirk egitim sistemi agisindan degil egitim sistemleri acisindan kiiresel bir
sorun teskil ettigi sdylenebilir.

Arastirmada elde edilen diger bir bulgu kadin ve erkek 6gretmenlerin degi-
sim yorgunlugu diizeylerinin istatistiksel olarak anlaml bir bicimde farklilagma-
dig1 yoniindedir. Alanyazin incelendiginde, calisanlarin degisim olgusuna yonelik
tepkilerinin cinsiyet degiskeni acisindan farklilagip farklilagmadiginin yayginca
tartisilan bir husus oldugu goriilmektedir (Linstead, Brewis ve Linstead, 2005;
Paton ve Dempster, 2002). Paton ve Dempster (2002) degisim durumunda kadin
ve erkeklerin tepkilerinin farklhlagtigini; degisimin beraberinde getirdigi coklu
gorev durumlarini erkeklerin kadinlara nispeten daha zor olarak nitelendirdikle-
ri bulgusunu ortaya koymuslardir. Erkek katilimcilar bagka bir goreve baglama-
dan 6nce mevcut gorevi bitirme gerekliligini daha fazla dile getirmislerdir. Diger
bir ifade ile degisimin karmasik oldugu ve coklu gorev gerektirdigi durumlarda
kadinlar daha az sorun yasadiklarini ifade etmislerdir. Mevcut aragtirmada er-
kek O0gretmenlerin istatistiksel olarak anlamli olmamakla birlikte daha ytiksek
diizeyli bir degisim yorgunlugu deneyimlemeleri yukarida bahsedilen ozellik ile
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aciklanabilir. Ote yandan hem egitim 6rgiitleri baglaminda (Jeffrey, 2015) hem
de farkli meslek gruplart lizerinde yiiriitiilen ¢alismalarda (Babalola, Stouten ve
Euwema, 2014; Brown, 2016; Brown, Wey ve Foland, 2018; Chung ve digerleri,
2017; Elving ve digerleri, 2011; Johnson, 2016; Johnson ve digerleri, 2016) benzer
bulgulara rastlamak miimkiindiir.

Arastirmada elde edilen bir diger bulgu 6gretmenlerin degisim yorgunlugu
diizeyinin 6grenim diizeyi temelinde farklilasmadigi yoniindedir. Ogrenim diize-
yi arttikca ¢alisanin entelektiiel ve biligsel kapasitesinin artabilecegi; bunun ise
degisimi yonetme kapasitesine olumlu katki sunabilecegi ongoriilerek 0grenim
diizeyinin degisim yorgunlugu ile iliskisi irdelenmistir. Ancak 6ngoriilenin aksine
O0grenim diizeyi calisanin degisim yorgunlugu diizeyinde istatistiksel olarak an-
lamli bir farklilik olusturmamustir. Alanyazinda 6grenim diizeyi ile degisim yor-
gunlugu arasindaki iliskiye yonelik farkli bulgular mevcuttur. Ornegin, Babalola
ve digerleri (2014) tarafindan ortaya konan bulgular mevcut arastirma bulgu-
lar1 ile ortiisiirken; Brown (2016) egitim seviyesi arttikga, hemsirelerin degisim
yorgunlugu diizeyinin azaldigini ortaya koymustur. Farkli meslekler acisindan
degerlendirildiginde, 6grenim diizeyi calisanin statiisiini ytkseltebilmektedir.
Calisanin statiisiinlin artmasi ise birbirini takip eden asir1 degisikliklere yonelik
algisini degistirmekte; stattileri arttikca ¢alisanlar birbirini takip eden degisik-
likleri bir biitiiniin parcasi olarak algilamakta ve farkli degisim girisimlerini bir
biitiinliik icerisinde bir birinin devami olarak algilayabilmektedir (Stansaker ve
digerleri, 2002). Alan yazin ile mevcut aragtirma bulgulari arasindaki uyusmazlik
bahsi gecen durum ile izah edilebilir. Nitekim lisansiistii 6grenim 6gretmenlere
statii acisindan bir kazanim getirmemektedir.

Arastirmada ele alinan bir diger demografik degisken katilimcilarin me-
deni durumudur. Ancak elde edilen bulgular medeni durumun 6gretmenlerin
degisim yorgunlugu diizeyinde istatistiksel olarak anlamli bir farklilik olustur-
madigini gostermektedir. Evli ve bekar 6gretmenlerin 6zel hayatlar1 goz 6niinde
bulunduruldugunda; evlilerin 6zel hayatlarinda nispeten daha fazla degisiklik
deneyimlemis olduklar: diistintilebilir. Boylesi bir durum ise evli 6gretmenlerin
degisime asinalik gelistirmelerine veya degisimi bekar meslektaslari ile karsilas-
tirilldiginda daha normal bir olgu olarak algilamalarina sebebiyet verebilir. Bu
noktadan hareketle evli ve bekar 6gretmenlerin degisim yorgunlugu diizeyleri
karsilastirlmistir.  Ote yandan alan yazinin mevcut arastirma bulgular ile or-
tiistiigli anlagilmaktadir. Nitekim, Brown (2016) hemsirelerin medeni durumu
ile degisim yorgunlugu diizeyleri arasinda istatistiksel olarak anlaml bir iligki
bulunmadigini belirlemistir.

Arastirma bulgular1 mezun olunan fakiilte tiiriiniin 6gretmenlerin degisim
yorgunlugu diizeylerini istatistiksel olarak anlamli bir bicimde farklilagtirdigini
ortaya koymustur. Egitim fakiiltesi mezunu 6gretmenlerin degisim yorgunlugu
diizeyleri fen-edebiyat fakiiltesi ve diger fakiiltelerden mezun meslektaslarina
nispeten daha yiiksektir. Egitim fakiiltesi mezunu 6gretmenlerin diger fakiilte-
lerden mezun 6gretmenler ile kargilagtirildiginda daha yogun bir mesleki egitim-
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den gectikleri ifade edilebilir. Bu baglamda, egitim sisteminde meydana gelen
herhangi bir degisiklik egitim fakiiltesi mezunu 6gretmenler i¢in fakiiltede edini-
len mesleki bilginin veya uygulamanin giincellenmesi anlamina gelebilir. Egitim
fakiiltesi mezunu 6gretmenlerin degisim yorgunlugu algisinin daha yiiksek olma-
st ise ilgili durum ile aciklanabilir.

Arastirmada elde edilen bir diger bulgu 6gretmenlerin degisim yorgunlugu
diizeylerinin gérev yaptiklari okul diizeyinden (ilk, orta, lise) etkilenmedigi yo-
niindedir. Diger bir ifade ile, ilk, orta ve lise diizeyinde calisan 6gretmenler ben-
zer diizeylerde degisim yorgunlugu deneyimlemektedir. Nitekim son donemde
egitim sisteminde kokli degisikliklere gidilmekte ve herhangi bir diizeye yonelik
degisiklik biitiin kurumlar etkilemektedir. Bu baglamda, yapilan degisikliklerin
biitiin 6gretmenleri etkiledigi dolayisiyla da benzer diizeyde yorgunluga neden
oldugu ifade edilebilir. Alanyazin incelendiginde benzer bir bulguya rastlanmak-
tadir. Orlando (2014) ilk ve orta diizeyli okullarda caligan 6gretmenlerin degisim
yorgunlugu diizeylerinin liselerde calisan dgretmenler ile benzerlik gosterdigini
belirlemistir. Bu baglamda aragtirma bulgularinin alanyazin ile ortiistiigii ifade
edilebilir.

Mevcut arastirmada degisim yorgunlugu ve kidem iliskisine yonelik carpi-
c1 bulgular elde edilmistir. Buna gore, kidemli 6gretmenlerin istatistiksel olarak
anlamli bir bicimde daha dusiik diizeyde degisim yorgunlugu deneyimledikleri
anlasilmaktadir. Kidemi 10 yilin altindaki 6gretmenlerin degisim yorgunlugu
duzeyleri kidemi 16 yil ve tizeri 6gretmenlere gore daha yuksektir. Alanyazin
incelendiginde kidem ve degisim yorgunlugu iliskisine birbiri ile ¢elisen iki farkl
bakis agis1 sunuldugu gorilmektedir. Birinci bakis acisina gore kidem arttikga
calisanin orgiitsel degisime maruz kalma siklig1 da artacagindan degisim yorgun-
lugu diizeyi de artacaktir (Elving ve digerleri, 2011). Ayni1 bakis agis1 6gretmenlik
meslegi 6zelinde degerlendirildiginde; Hargreaves (2005) 6gretmenlerin stirekli
tekrar eden degisim ortamina erken kariyer doneminde sahip olduklar1 enerji
ve hevesle daha iyi uyum saglayabildiklerini; bununla birlikte ge¢ kariyer done-
minde git gide yaslanmanin da etkisi ile yorgunluk hissettiklerini belirtmektedir.
Hargreaves’e (2005) gore meslegin ilerleyen yillarinda 6gretmenler sahip olduk-
lar1 enerjiyi sinif iginde yiiriitecekleri etkinliklere harcamak isteyebilir. Nitekim
Orlando (2014) da benzer bir hususu vurgulayarak caligma siirelerinin énemli bir
bolimiini egitim dgretim ile ilgili uygulamalarini degistirerek geciren kidemli
ogretmenlerin degisim yorgunlugu deneyimlediklerini belirtmektedir. Ikinci ba-
kis acisina gore ise kidemli calisanlar “degisim deneyimli” veya “degisime asina”
olarak nitelendirilebilecekleri icin degisimin sikligindan nispeten daha az etki-
leneceklerdir (Stensaker ve Meyer, 2012). Diger bir ifade ile, degisime asina
kidemli calisanlar degisim yonetimi becerilerini gelistireceklerinden sik tekrar
eden degisim durumlarinda dahi siireci daha iyi yonetebileceklerdir. Ayrica
herhangi bir meslege yeni baslamis calisanlarin mesleki baglamda hala birsey-
ler 6grenme asamasinda iken belirli diizeyde performans sergileme baskisinin
yaninda hayata gecirilen degisikliklere uyum saglama zorunlulugu da degisim
yorgunluguna katki sunan diger bir unsur olarak belirtilmektedir (Camilleri ve
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digerleri, 2018; Vestal, 2013). Bu baglamda, mevcut arastirma bulgulari ikinci
bakis agist ile agiklanabilir. Ogretmenler meslegin ilk yillarinda mesleki anlamda
yeni birgeyler 6grenme gayretindeyken bir taraftan da egitim sisteminde meyda-
na gelen sik degisim girisimleri yorgunlugun nedeni olarak ifade edilebilir. Ote
yandan yine nispeten daha deneyimli 6gretmenlerin degisime asinalik gelistirdik-
leri ve degisim yOnetimi becerileri gelistirdikleri diigiiniilebilir. Alanyazin ince-
lendiginde arastirma bulgularinin tutarsizlik sergiledigi goriilmektedir. Johnson
(2016) tarafindan ortaya konan bulgular mevcut arastirma bulgulari ile Ortiisiir-
ken; alan yazinda degisim yorgunlugu diizeyinin kideme paralel arttigini ortaya
koyan arastirma bulgularina da rastlamak miimkiindiir (Camilleri ve digerleri,
2018; Elving ve digerleri, 2011). Ote yandan kidem ile degisim yorgunlugu ara-
sinda istatistiksel olarak anlamli bir iligki bulunmadigina isaret eden bulgular da
mevcuttur (Babalola ve digerleri, 2014; Brown, 2016; Brown ve digerleri, 2018;
Leuschke, 2017; Perel, 2015; Rafferty ve Griffin, 2006). Alanyazinda mevcut soz
konusu tutarsizlik yiiriitillen ¢alismalarin farkli mesleki ve kiiltiirel baglamlarda
yuriitillmiis olmalari ile aciklanabilir.

Arastirmada ele alinan son demografik degisken ise gorev yapilan yerlesim
merkezidir. Elde edilen bulgular istatistiksel olarak anlamli olmamakla birlikte,
okulun bulundugu yerlesim yeri kiigtildiikce 0gretmenlerin degisim yorgunlugu
diizeylerinin arttigini ortaya koymaktadir. Kraatz ve Zajac’a (2001) gore kaynak
yoniinden zengin oOrgiitler cevresel degisim siireclerinden daha etkili bir perfor-
mans sergileyerek ¢ikma kapasitesine sahiptir. Egitim Orgiitleri acgisindan bir
degerlendirme yapildiginda, okulun bulundugu yerlesim yeri kii¢iildiikkge oku-
lun kaynaklar1 da daha kisith hale gelebilmektedir. Egitim sisteminde siirege-
len degisim girisimleri uygulamaya yonelik birtakim gereklilikleri beraberinde
getirmekte; s6z konusu uygulamalar ise yeni kaynak olusturulmasi zorunlulugu
anlamina gelebilmektedir. Bu baglamda istatistiksel olarak anlamli olmamakla
birlikte okulun bulundugu yerlesim yeri kiiciildiikce degisim yorgunlugu diize-
yinin artmasi okulun olanaklarmin kisith olmast ile aciklanabilir. Ornegin temel
egitimden ortadgretime gecis sinav sisteminin degismesi sinava hazirlik amaciyla
kullanilan materyallerin (basili veya gorsel) de giincellenmesi anlamina gelmek-
tedir. Boylesi bir durum imkanlarin nispeten kisith oldugu koy / kasaba okulla-
rinda hem okul Orgiitii acisindan hem de sinava hazirlanan 6grenciler agisindan
daha olumsuz bir etki yaratabilir. Ote yandan koy / kasabalardan il merkezine
gidildikce akademik basar1 beklentisinin artma ihtimalinde séz edilebilir. Tlgili
beklenti dogrultusunda ise 0gretmenlerin egitim sisteminde meydana gelen de-
gisime miimkiin oldugunca hizli bir bicimde uyum saglama gayretinde olduklar1
dusiintilebilir. Ayrica yerlesim yeri bilyiidiikce daha dinamik bir calisma orta-
minin gilndeme gelmesi 6gretmenlerin degisimi daha etkili ydonetme becerisine
katki sunan bir unsur olarak degerlendirilebilir. Mevcut arastirma degisim yor-
gunlugunu gorev yapilan yerlesim merkezi agisindan ele alan ilk aragtirmadir. Bu
baglamda, arastirma bulgular1 alanyazin ile kargilastirlamamustir.
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Sonuc ve Oneriler

Mevcut arastirmada “degisim yorgunlugu” kavrami ele alinmigtir. Bu bag-
lamda, oOncelikle arastirma kapsaminda degisim yorgunlugunu dlcmede kulla-
nilabilecek gecerli ve giivenilir bir 6lgme aracinin gelistirilmesi amaglanmuistir.
DeVellis (2017) tarafindan Onerilen iglem adimlari izlenerek 16 maddenin tek
boyutta toplandigi bir 6lcme araci elde edilmis ve elde edilen bulgular 6l¢egin
psikometrik 6zelliklerinin alanyazinda aranan Olgiitleri karsiladigi goriilmiistiir.
Daha sonra 6lcek Sakarya ilinde gorevli 1935 6gretmene uygulanmstir. Elde edi-
len bulgular degerlendirildi§inde dgretmenlerin degisim yorgunluguna yonelik
goriiglerinin “Katiliyorum” diizeyinde gergeklestigi anlagilmaktadir. Diger bir
ifade ile 6gretmenlerin egitim sisteminin oldukga sik ve hizli degistigine yonelik
bir algilarinin oldugu soylenebilir.

Aragtirmada ayrica 0gretmenlerin degisim yorgunlugu diizeylerinin cinsi-
yet, gorev yapilan okul tiirii, kidem, gorev yapilan okulun bulundugu yerlesim
yeri, 6grenim diizeyi, medeni durum ve mezun olunan fakiilte gibi degiskenler
acisindan istatistiksel olarak anlaml bir bigcimde farklilagip farklilasmadig: ince-
lenmistir. Bu baglamda, cinsiyet, gorev yapilan okul diizeyi, 0grenim diizeyi ve
medeni durum gibi demografik degiskenlerin 6gretmenlerin degisim yorgunlugu
diizeyinde istatistiksel olarak anlamli bir farklilik olusturmadigi sonucuna ula-
stlmistir. Bununla birlikte, kidem ve mezun olunan fakiilte degiskenleri 6gret-
menlerin degisim yorgunlugu diizeylerini istatistiksel olarak anlamli bir bicimde
farklilastirmaktadir. 0-5 ve 6-10 yil araliginda kideme sahip 6gretmenlerin de-
gisim yorgunlugu diizeyleri 16-20 y1l ve 21 y1l ve tlizeri kideme sahip 6gretmenle-
re gore daha ytiksektir. Ayrica, egitim fakiltesi mezunu 6gretmenlerin degisim
yorgunlugu diizeyleri fen edebiyat fakiiltesi ve diger fakiiltelerden mezun olan
ogretmenler ile karsilastirildiginda daha yiiksektir.

Elde edilen bulgulara dayali olarak mevcut arastirma kapsaminda birtakim
oneriler sunulmustur. Oncelikle 6gretmenlerin degisim yorgunlugu deneyimle-
dikleri goz 6niinde bulunduruldugunda egitim sisteminde daha az degisiklige gi-
dilmesi ve daha uzun siireli egitim politikalarinin olusturulmasi Onerilebilir. Elde
edilen bulgular kidem ve mezun olunan fakiilte degiskenlerinin 6gretmenlerin
degisim yorgunlugu diizeylerinde istatistiksel olarak anlamli bir farklilik olustur-
dugunu gostermektedir. Bu baglamda, 6zellikle ¢oklu ve hizli bir degisim stireci-
nin s6z konusu oldugu donemlerde egitim yoneticilerinin bu dgretmenlere 6zel
bir ilgi ve destek sunmasi dnerilebilir. Mevcut arastirma tekil tarama modelinde
yuritilmiistiir. Arastirmacilar degisim yorgunlugu olgusunu farkl 6rgiitsel dav-
raniglarla iligkilendiren caligmalar yiiriitebilir. Sorunun daha derinlemesine ana-
liz edilebilecegi nitel aragtirmalar hem degisim yorgunlugunun nedenleri hem de
soruna ¢oziim Onerileri noktasinda 6nemli bulgular saglayabilir.
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Abstract

The purpose of this study is to investigate the predictive value of the characteristics of teaching profession for teac-
hers’ professional commitment to their job. The target population of the research consists of 812 teachers working
in public primary and secondary schools in Fatsa district of Ordu. Of the entire target population, 327 teachers are
selected by cluster sampling method. Using the correlational survey design, the set data is obtained by using Teac-
hing Job Characteristics and Teachers’ Professional Commitment scales. Results of the study suggest that teachers’
perceptions of job characteristics and their professional commitment levels are very high. Multiple linear regression
analysis results suggest that there is a moderate level of positive relation between teachers’ perceptions of job cha-
racteristics and professional commitment, commitment to job and commitment to students, and a low level of posi-
tive relation between perceptions of job characteristics and devoted work. It is also revealed that job characteristics
explain 34% of professional commitment and that the sub-dimensions of job characteristics; teacher competencies,
teacher performance feedback and teacher autonomy are significant predictors of professional commitment. It is
determined that teachers’ perceptions of job characteristics and general levels of professional commitment do not
differ in terms of gender, area and educational level; although the perceptions of job characteristics do not differ in
terms of marital status and year of service, the general level of Professional commitment is found to differ in favor
of single teachers and teachers with 1-10 years of service.

Keywords: Teacher, job characteristics, professional commitment

Oz

Bu arastirma, 6gretmenlik meslegi is 6zelliklerinin meslege adanmigligi yordama diizeyini tespit etmek amaciyla
gerceklestirilmistir. Arastirmanin hedef evreni, Ordu ilinin Fatsa ilgesinde kamuya bagli ilk ve ortaokullarda go-
rev yapan 812 6gretmenden olugsmaktadir. Hedef evrenden kiime drnekleme yontemi ile belirlenen 327 6gretmen
ornekleme déhil edilmistir. Tligkisel tarama modelinin kullanildigi arastirmada veriler, “Ogretmenlik Meslegi Is
Ozellikleri Olgegi” ve “Ogretmenlik Meslegine Adanmiglik Olgegi” kullanilarak elde edilmistir. Arastirma sonu-
cunda 6gretmenlerin is 6zellikleri algisi ve meslege adanmuslik diizeylerinin ¢ok yiiksek oldugu ortaya ¢ikmugtir.
Yapilan ¢oklu dogrusal regresyon analizi sonucunda, 6gretmenlerin is 6zellikleri algisi ile meslege adanmuslik,
meslege baglilik ve 6grencilere adanma arasinda orta diizeyde; 6zverili galisma arasinda ise diisiik diizeyde pozi-
tif yonlii bir iligki oldugu tespit edilmistir. Arastirmada ayrica, is 6zelliklerinin meslege adanmighgi %34 oraninda
acikladigr ve ig 6zelliklerinin alt boyutlarindan 6gretmen yeterlikleri, 6gretmen performansi geribildirimi ve 6g-
retmen 6zerkliginin meslege adanmiglhigin anlamh yordayicilari oldugu ortaya gikmugtir. Ogretmenlerin ig 6zellik-
leri algisi ve meslege adanmuglik genel diizeylerinin cinsiyet, alan ve egitim durumu agisindan farklilasmadig; is
ozellikleri algisinin medeni durum ve hizmet yili agisindan farklilasmamasina ragmen meslege adanmuglik genel
diizeyinin bekar dgretmenler ve 1-10 yil hizmeti olan 6gretmenler lehine farkhilastigi tespit edilmistir.

Anahtar Sozciikler: Ogretmen, is 6zellikleri, meslege adanmislik.

Received: 19.11.2019 / Revision received: 23.03.2020 / Approved: 05.03.2020

Brief summary of this research was held on April 25-28, 2019 in Rize, XII. presented as an oral pre-
sentation at the International Educational Research Congress.

Lecturer, Ordu University, Ordu-Turkey, ekinerdal@gmail.com, ORCID ID: 0000-0001-8994-7708
Assoc. Prof. Dr., Kirsehir Ahi Evran University, Kirsehir-Turkey, merdem50@gmail.com, ORCID
ID: 0000-0001-8595-0504

DN =

Atif icin/Please cite as:
Meric, E., & Erdem, M. (2020). Prediction of professional commitment of teachers by the job characteristics of
teaching profession. Kuram ve Uygulamada Egitim Yonetimi, 26,(2), 449-494. doi: 10.14527/kuey.2020.010



English Version

Introduction

There are many factors that can affect the working performance of indivi-
duals in organizations. Some of these elements are; the motivation of employees,
perceptions about their job, the positive/negative situations they encounter while
performing their job, the variables that affect the occurrence of these situations,
working conditions and the characteristics of the job performed.

Hackman and Oldham (1975) developed the “Job Characteristics Theory”
in order to determine the factors that affect the motivation, job satisfaction and
job attendance of employees. In that theory, subjects like the basic job charac-
teristics that determine the degree of motivation of the job, the critical psycho-
logical levels that these features affect (the significance felt, the responsibility
felt, the knowledge about the results) and the individual and job-related outputs
formed as a result of these critical levels (job motivation, job satisfaction, quality
of work, attendance) were discussed.

Job characteristics are important in terms of expressing how the tasks per-
formed by the employees affect their attitudes towards the job (Oldham & Hack-
man, 2005, as cited in Mavi, 2015) and aims to motivate people in the organizati-
on at a high level (Asan, 1998). Job characteristics theory, which aims to explain
the effects of job enrichment and expansion programs on employees, is one of
the main organizational psychology theories that address business motivation
and job satisfaction together. According to the job characteristics theory, a job in
general has five basic characteristics (dimensions); skill variety, task identity, task
significance, autonomy and feedback (Hackman & Oldham, 1975; 1976).

Skill variety is the feature of the job regarding whether it allows the employee
to use different skills. In some jobs, only physical or mental skills are used, while
in some jobs, employees use both mental and physical skills together. Task iden-
tity deals with to what extent a job or an identifiable part of it is done by the con-
cerned person from start to finish. In some jobs, production is divided into dif-
ferent departments and employees are only concerned with the jobs performed
in the relevant department. However, in team production, all employees produce
the related product together from start to finish. 7ask significance is about wheth-
er the job done has an important effect on the lives of others. When an employee
thinks that the results of his job have important effects on the lives of others, the
significance of the job will increase. It is an undeniable fact that teachers have
very important effects on their students’ lives. This shows how important and sig-
nificant the teaching job is and teachers should be aware of this fact. Autonomy
is about the flexibility of the employees to determine the rules of their job and to
perform their duties without instructions from others. Autonomy contributes to
the development of a sense of responsibility in the employee. When the job done
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makes the employee autonomous, the tendency of the employees to hold them-
selves responsible for the success or failure in the result of the job will increase.
Teachers are among those responsible for their students’ success or failure. This
makes it inevitable that the teaching job should have autonomy. Feedback refers
to the degree of clear information that employees directly derive from the result
of their work. Teachers track the changes that occur in student behavior during/
at the end of the teaching-learning process through feedback. In case the data
obtained with the feedback shows insufficiency in reaching the targets, necessary
corrective and reinforcing measures are taken. A person who encounters basic
job characteristics while performing his job experiences a different psychologi-
cal situation according to each feature and makes a reaction accordingly. This
situation may produce different results for both employees and the organization
(Bilgic, 2008; Hackman & Oldham, 1975; 1976; Polat & Ozdemir, 2018). The
presence of the mentioned first three features (skill variety, task identity and
task significance) in the job reveals the psychological situation of finding the job
significant in the employee, while the autonomy feature allows the employee to
feel responsible for the results of the job, and the feedback feature provides in-
formation about the results (Hackman & Oldham , 1975; 1976).

While the teaching job is defined as “a specialist job which takes on the edu-
cation, training and related management duties of the state” in Article 43 of the
National Education Basic Law No. 1739, Celikten, Sanal & Yeni (2005) state that
the teaching job has some unique characteristics and divided these characteris-
tics into two groups as personal and professional. While personal characteristics
are listed as being open-minded and objective towards students, being able to
investigate the problems encountered by taking into account the expectations
and needs of students with scientific methods, considering the individual differ-
ences of students, being open to innovations and developments, being able to
understand and interpret social changes, being a researcher and having a high
expectation of success, professional characteristics are listed as field knowledge,
teaching job knowledge and general culture.

According to the job characteristics theory, teachers’ finding the job they
do significant and evaluating the teaching job as autonomous with high feedback
will motivate them and make them dedicate themselves to their jobs and ensure
that they will take more responsibility by working harder for educational institu-
tions to achieve their goals.

While the concept of commitment expresses the participation, commitment,
passion, excitement, self-giving, energy and focused effort (Schaufeli & Bakker,
2010), professional commitment is the employee’s desire to comply with profes-
sional goals and values and an expectation to perform their professional roles
efficiently (Celep, 2000; Eroglu, 2007). Professional commitment of employees
is directly related to the effort they put in doing their jobs. Therefore, professio-
nal commitment significantly affects employees’ performance at the job (Turhan,
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Demirli & Nazik, 2012). As with other employees, teachers’ professional com-
mitment level is effective in their performance.

Professional commitment in teaching can be defined as the attitudes of teac-
hers towards their jobs. Professional commitment of teachers can be determined
by criteria such as being satisfied with choosing teaching, being proud of the job,
caring about the values of teaching more than other professional values, percei-
ving teaching as an ideal job, making a reputation in the job and maintaining the
job even though it is not economically needed (Celep, 1998).

Teachers’ professional commitment significantly affects their success in their
job. In other words, the degree of professional commitment and the degree of
commitment to the job shows a parallel development (Celep, Doyuran, Saride-
de & Degirmenci, 2004). The professional commitment of teachers depends on
their dialogue with other teachers and their students, the quality of the activi-
ties carried out at school and their level of perception of their job. Therefore,
low professional commitment of teachers reduces their success in school and
consequently leads to inefficiency (Celep, 1998). Therefore, it is important that
professional commitment of teachers is high in order to achieve predetermined
educational goals.

When the literature is analyzed, It is seen that studies on the relation be-
tween the perceptions of the employees about their job characteristics and dif-
ferent concepts covers employees working in various institutions (Agan, 1998;
Coskun, 2012; Camur, 2006; Demirbas, 2008; Erben, 2008; Eyi, 2010; Kasli, 2007;
Ozpnar, 2003; Oztiirk, 2010; Sert, 2017; Suveren, 1998; Uysal, 2014, Uniivar,
2006, Yildiz, 2018, Yolcu, 2010) and though limited, employees in educational in-
stitutions (Mavi, 2015; Polat, 2017, Polat & Ozdemir, 2018). There are studies on
professional commitment and commitment to job covering employees working
in different institutions (Askin, 2014; Bostanci & Ekiyor, 2015; Caliskan, 2014;
Ince, 2016; Kahn, 1990; Keles, 2014; Nigah, Davis & Hurrel 2012; Schaufeli,
Salanova, Gonzalez-Roma & Bakker, 2001; Zhang et al., 2014) and employees
working in educational institutions (Celep, 1998; Celep et al., 2004; Giiner, 20006;
Kozikoglu, 2016; Turhan et al., 2012). In the literature, there is no study that
deals with the perception of the job characteristics of teaching and the levels of
professional commitment in teaching. From this point of view, the relationship
between teachers ‘perception of the job characteristics and their professional
commitment was found worthy to investigate, and this research was carried out
to determine the relationship between the professional commitment and com-
mitment to the job of the teachers working in public schools affiliated to the Min-
istry of National Education. Within the framework of this general aim, answers
to the following questions were sought:
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1. What s the level of perception of job characteristics regarding teaching
and teachers’ professional commitment?

2. Do perception of job characteristics and professional commitment of
teachers show a significant difference in terms of gender, marital status,
area, education level and year of service?

3. Towhat extent do job characteristics predict professional commitment?

Method

Research Model

Correlational survey design is used in this research, which tries to determine
the predictive value of the characteristics of teaching profession for teachers’
professional commitment to their job.

Universe and Sampling

The target universe of the study consists of teachers working in public pri-
mary and secondary schools in Fatsa district of Ordu. There are 19 primary and
20 secondary schools in Fatsa in the 2018-2019 academic year, and a total of 812
teachers work in these schools. Since it is not possible to reach the entire target
universe, sampling is used.

The sample of the study is determined by proportional cluster sampling met-
hod. For this, all the schools in the universe are divided into two clusters: primary
and secondary schools. Teachers working in these schools which are selected by
simple random sampling constitute the sample of the study. In this context, the
sample of the research consists of 327 teachers working in 10 primary schools
and 8 secondary schools. The number of teachers from each cluster is decided
according to their ratios in the target universe. Anderson’s (1990) “Theoretical
Sample Table for Different Sized Universes” (as cited in Balci, 2016) is used for
the sample size. According to the table in question, if the number of units in the
universe is 1000, it is seen appropriate to include 270 units as a sample in the 5%
confidence interval.

After obtaining permission from the Ordu Provincial Directorate of Na-
tional Education for research, schools are visited by researchers, meetings are
held with school principles and scales are distributed on a voluntary basis after
the teachers were informed about the research. 350 teachers are included in the
sample considering the situations such as non-returning scales, missing or incor-
rect filling. After removing 15 missing and incorrectly filled scales from teachers,
327 scales are evaluated in total. The frequency and percentage distributions of
the information regarding the demographic characteristics of the participants are
shown in Table 1.
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Table 1
Information on Participants’ Demographic Characteristics

Group Frequency (f) Percentage (%)
Female 170 52

Gender Male 157 48
Total 327 100
Married 299 91.4

Marital Status Single 28 8.6
Total 327 100
Classroom Teacher 154 47.1

Area Branch Teacher 173 529
Total 327 100
Associate Degree 32 9.8

Education Status Bachelor’s Degree 288 88.1
Master Degree 7 2.1
Total 327 100
1-10 years 75 229

. 11-20 years 141 43.1

Years of Service
21 years and more 111 33.9
Total 327 100

It is seen in Table 1 that 52% of the participants are female and 48% are
male; 91.4% married and 8.6% single. 47.1% of the participants are classroom
teachers and 52.9% are branch teachers. When analyzed in terms of educational
status, it is seen that 9.8% of the participants have Associate Degree, 88.1%
of them have Bachelor’s Degree and 2.1% of them have Master Degree. It is
noteworthy that the number of teachers with Master Degree is quite low. When
the service years of the participants are analyzed, it is seen that 22.9% have 1-10
years, 43.1% have 11-20 years and 33.9% have 21 and more years of service.

Data Collection Tools

“Teaching Job Characteristics” and “Professional Commitment” scales are
used to collect research data.

The perception of job characteristics related to teaching is measured with
the “Teaching Job Characteristics Scale” consisting of 35 items and five sub-di-
mensions developed by Polat and Ozdemir (2018). Polat and Ozdemir (2018)
name the sub-dimensions of the scale respectively; “Teacher Competencies”,
“Teacher Roles and Responsibilities”, “Significance of Teaching Job”, “Teacher
Autonomy” and “Teacher Performance Feedback”. 5-point Likert scales are be-
tween “I strongly disagree (1)” and “I strongly agree (5)”. The increase in the
scores obtained from the scale shows that the perception of job characteristics
increases. In the reliability analysis made by Polat and Ozdemir (2018), the Cron-
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bach Alpha value for the overall scale is calculated as .89. Cronbach Alpha values
related to the sub-dimensions of the scale are calculated as .90, .81, .74, .74 and
.77 respectively. The total variance explained by the scale is 54%.

In this research, the Cronbach Alpha value calculated for the overall scale is
found as .89. Cronbach Alpha values related to the sub-dimensions of the scale
are calculated as .90, .80, .66, .78 and .72 respectively.

Teachers’ professional commitment is determined using the “Teachers’ Pro-
fessional Commitment Scale” consisting of 20 items and three sub-dimensions
developed by Kozikoglu (2016). Kozikoglu (2016) names the sub-dimensions of
the scale, respectively; “Commitment to Job”, “Commitment to Students” and
“Devoted Work™. The 5-point Likert scales are between “I strongly disagree (1)”
and “I strongly agree (5)”. The increase in the scores on the scale shows that
professional commitment level increases. In the reliability analysis made by Kozi-
koglu (2016), the overall Cronbach Alpha value for the scale is calculated as .90.
Cronbach Alpha values related to the sub-dimensions of the scale are calculated
as .92, .86 and .70 respectively. The total variance explained by the scale is 58%.

In this study, the Cronbach Alpha value calculated for the overall scale is fo-
und as .92. Cronbach Alpha values related to the sub-dimensions of the scale are
calculated as .89, .88 and .83 respectively. The values obtained in the reliability
analysis show that the reliability of both scales and the internal consistency of the
data are appropriate.

Data Analysis

In the research, the data is analyzed using the SPSS program. After data
entries, extreme values are removed and then skewness and kurtosis values are
examined to test the normality of the data set. Tabachnick and Fidell (2013) state
that the distribution can be accepted as normal when the skewness and kurto-
sis values are between +1.5 and -1.5. For “Teaching Job Characteristics Scale”,
skewness value is -.32 and kurtosis value is -.40; for “Teachers’ Professional Com-
mitment Scale” the skewness value is calculated as -.69 and the kurtosis value as
-.06. According to skewness and kurtosis values, the data set is accepted to con-
form to the normal distribution and parametric tests are used for the analyzes.

“Independent Samples t-Test” is used for gender and area in perception of
job characteristics and professional commitment levels; “One Way Analysis of
Variance (ANOVA)” is used for the years of service. However, as the number
of single teachers and the number of teachers with Master Degree are less than
30, nonparametric tests are preferred in these groups (Yilmaz, 2007), “Mann-
Whitney U Test” is used for marital status and “Kruskal-Wallis H Test” is used for
educational status. The level of job characteristics predicting teachers’ professio-
nal commitment is tested by multiple linear regression analysis.

The significance level is taken as .05 for the statistical analysis in the re-
search. Scale scores are evaluated as 1-1.79 “Strongly Disagree” (very weak);
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1.80-2.59 “Disagree” (weak); 2.60-3.39 “Partially Agree” (medium); 3.40-4.19
“Agree” (high) and 4.20-5.00 “Strongly Agree” (very high). The relation result-
ing from the Pearson correlation analysis is evaluated as low between 0-0.29,
moderate between 0.30-0.69, and high for 0.70 and above (Biiyiikoztiirk, Cokluk,
& Koklii, 2013).

Findings

The findings section includes the participants’ perception of teaching job
characteristics and their level of professional commitment and descriptive statis-
tical information about these levels, and the results of multiple linear regression
analysis to determine whether the job characteristics are an important predictor
of teachers’ professional commitment.

Findings for Teaching Job Characteristics and Professional
Commitment Levels

The arithmetic mean and standard deviation values of the participants’ job
characteristics and professional commitment are shown in Table 2.

Table 2
Arithmetic Mean and Standard Deviation Values Regarding Teaching Job
Characteristics and Professional Commitment Levels

X S
Job Characteristics 4.39 .34
Teacher Competencies 4.77 31
Teacher Roles and Responsibilities 4.25 54
Significance of Teaching Job 4.59 43
Teacher Autonomy 3.99 .61
Teacher Performance Feedback 4.32 52
Professional Commitment 4.42 45
Commitment to Job 445 57
Commitment to Students 4.45 49
Devoted Work 4.29 .61

N=327

When Table 2 is examined, it is seen that the arithmetic means of the de-
pendent variables vary between 4.29 and 4.45, and the standard deviation values
vary between .45 and .61. Arithmetic means of independent (predictive) variab-
les range from 3.99 to 4.77, and standard deviation values range from .31 to .61. It
is noteworthy that the arithmetic means of dependent and independent variables
are quite high.
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The arithmetic mean and standard deviation values of the items that the
participants agreed the most in teaching job characteristics and professional
commitment are given in Table 3.

Table 3
Items with the Highest and the Lowest Arithmetic Mean for Teaching Job
Characteristics and Professional Commitment Levels

X S

The Most Agreed Items

1. My job requires seeing the students as individuals and caring for them. 486 .35
% 2. My job requires effort for the learning and development of the students. 486 36
=
E 4. My job requires getting to know the students in all aspects. 482 40
g The Least Agreed Items
g 27. My personal opinion is decisive in whether the student is successful in the 375 1.09
= course.

29. It is my initiative to give lectures above the weekly course load that I have 370 114

to attend.

25. I determine the number of exams I will make during the year. 337 1.29

The Most Agreed Items

1. I carry out the teaching job lovingly. 4.66 .58
g 2. As a teacher, I enjoy working with students. 4.65 .54
-‘g 15. I try to do my best for every student to succeed. 4.65 .56
g The Least Agreed Items
Té 6. IF I had a chance to choose one more time, I would choose the teaching job 415 08
g again.
“E 11. For my professional development, I waive many things in other areas of my 413 88
& life. T

14. Tt is a great pleasure for me to spend time with my students outside of the 409 85

lesson and help them.
N=327

When Table 3 is analyzed, it is seen that the item “My job requires seeing
the students as individuals and caring for them.”(4.86) has the highest mean; and
the item “I determine the number of exams I will make during the year.” (3.27)
has the lowest mean.

On the professional commitment section, the item “I carry out the teaching
job lovingly.” (4.66) has the highest arithmetic mean; and the item “It is a great
pleasure for me to spend time with my students outside of the lesson and help
them.” (4.09)” has the lowest mean.
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Findings for the Evaluation of Demographic Variables of Teaching
Job Characteristics and Professional Commitment Levels

T Test and Mann-Whitney U Test Findings

Independent Samples T Test for demographic variables gender and area and
Mann-Whitney U Test for the marital status is used and the results are shown
in tables. The t-test results of the teaching job characteristics and professional
commitment by gender are given in Table 4.

Table 4
T-Test Results of Teaching Job Characteristics and Professional Commitment
Levels by Gender

Gender
Female Male
X /S X/S tp
Job Characteristics 4.42/.33 4.37/.35 t=1.370/p=.17
Teacher Competencies 4.78/.31 4.76/.31 t=.620/p=.54
Teacher Roles and Responsibilities 4.28/.51 4.22/.57 t=1.066 / p=.29
Significance of Teaching Job 4.62/.42 4.56/.43 t=1.337/p=.18
Teacher Autonomy 4.04/.57 3.93/.65 t=1.592/p=.11
Teacher Performance Feedback 3.31/.50 4.33/.54 t=-414 / p=.68
Professional Commitment 4.42/.43 4.42/.48 t=.096 / p=.92
Commitment to Job 4.45/.55 4.45/.59 t=-.072/p=.94
Commitment to Students 4.45/.49 4.46/.50 t=-.086 / p=.93
Devoted Work 4.31/.56 4.27/.66 t=.636 /p=.53

Female N=170 Male N=157

When Table 4 is examined, it is seen that there is no statistically significant
difference between the participants’ perception of job characteristics and profes-
sional commitment in terms of gender (p> .05). In other words, the gender of
the participants does not significantly differentiate their perception of job cha-
racteristics and professional commitment. The results of Man-Withney U Test
for teaching job characteristics and professional commitment levels according to
marital status are given in Table 5.
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Man-Withney U Test Results for Teaching Job Characteristics and Professional
Commitment Levels According to Marital Status

Marital Status

Married Single
Mean Rank/ Mean Rank/ Up
Sum of Ranks Sum of Ranks
Job Characteristics 161.55/48304.50  19.13/5323.50 U=3454.5/p=.13
Teacher Competencies 161.21/4820.50 193.84/5427.50  U=335.5/p=.06
Teacher Roles and Responsibilities ~ 162.65/48631.50  178.45/4996.50  U=3781.5/p=.40
Significance of Teaching Job 162.54/4860.50 179.55/5027.50  U=375.5/p=.35
Teacher Autonomy 161.75/48364.50  187.98/5263.50 = U=3514.5/p=.16
Teacher Performance Feedback 162.77/48668.50  177.13/4959.50  U=3818.5/p=.44
Professional Commitment 16.60/4802.50 20.27/5607.50 U=317.5/p=.03*
Commitment to Job 162.23/48507.50  182.88/512.50 U=3657.5/p=.26
Commitment to Students 16.44/4797.50 202.05/5657.50  U=312.5/p=.03*
Devoted Work 16.04/4785.50 206.34/5777.50  U=300.5/p=.01*

Married N=299 Single N=28

*p<.05

According to Table 5, it is seen that the general level of perception of job charac-
teristics of the participants [U=3454.50; p>.05] and their level in all sub-dimensions
do not differ statistically in terms of marital status. In other words, the fact that the
participants are married or single does not significantly affect the perception of job
characteristics related to the teaching job.

It is seen that the general level of professional commitment [U=317.50] of the
participants and the sub-dimensions of “Commitment to Students” [U=312.50] and
“Devoted Work” [U=300.50] differ in favor of single teachers (p <.05), but their pro-
fessional commitment for the “Commitment to Job” [U=3657.50] sub-dimension
does not differ significantly in terms of marital status (p>. 05). The T-test results for
teaching job characteristics and professional commitment levels according to area are

given in Table 6.
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Table 6
T-Test Results for Teaching Job Characteristics and Professional Commitment
Levels According to Area

Area

Classroom Branch

X /s X/S tp

Job Characteristics 4.43/.34 4.36/.34 t=1.651/p=.10
Teacher Competencies 4.80/.29 4.75/.33 t=1.587/p=.11
Teacher Roles and Responsibilities 4.38/.52 4.13/.53 t=4.425 / p=.00*
Significance of Teaching Job 4.54/.45 4.63/.40 t=-1.842/p=.07
Teacher Autonomy 3.97/.61 4.00/.61 t=-.327 [p=.74
Teacher Performance Feedback 4.36/.52 4.28/.52  t=1.424/p=.16

Professional Commitment 4.47/.43 4.38/.47 t=1.765/ p=.08
Commitment to Job 4.51/.51 4.40/.62 t=1.816/p=.07
Commitment to Students 4.50/.48 4.41/.50 t=1.775/ p=.08
Devoted Work 4.30/.58 4.28/.63  t=.346/p=.73

Classroom N=154 Branch N=173

*p<.05

When Table 6 is analyzed, it is seen that the perception of the job characte-
ristics of the participants in the sub-dimension of “Teacher Roles and Responsi-
bilities” differs in favor of classroom teachers (p <.05). Therefore, it can be said
that the perception of job characteristics of the classroom teachers about roles
and responsibilities is higher than the branch teachers. It is also seen that the
general level of the perception of job characteristics and other sub-dimensions of
the participants did not differ in terms of area.

It is seen that there is no significant difference in terms of area between the
participants’ professional commitment (p> .05). In other words, it can be said
that the professional commitment levels of class teachers and branch teachers
do not differ.

One Way Analysis of Variance (ANOVA) and Kruskal-Wallis H Test
Findings

Kruskal-Wallis H Test is used for teaching job characteristics and professio-
nal commitment levels of participants according to educational status and ANO-
VA is used for years of service, and the results are shown in tables. Kruskal-Wallis
H test results of perception of teaching job characteristics and professional com-
mitment levels according to the educational status are shown in Table 7.
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Kruskal-Wallis H Test Results for Teaching Job Characteristics and Professional
Commitment Levels According to Educational Status

Educational Status (Mean Rank)

Associate  Bachelor’s  Master sd o2 b b=

Degree Degree Degree [a)
N 32 288 7
Job Characteristics 162.94 163.53 188.00 2 463 79 -
Teacher Competencies 152.75 164.97 175.36 2 664 72 -
Teacher Roles and Responsibilities 16.11 163.36 208.00 2 1598 45 -
Significance of Teaching Job 152.88 167.12 86.43 2 5830 .05 -
Teacher Autonomy 166.89 163.08 188.71 2 538 76 -
Teacher Performance Feedback 187.48 159.97 222.57 2 5322 07 -
Professional Commitment 173.19 163.02 162.50 2 336 85 -
Commitment to Job 175.11 162.52 174.07 2 .607 74 -
Commitment to Students 175.27 162.97 154.71 2 564 a5 -
Devoted Work 156.11 164.43 182.50 2 .509 78 -

According to Table 7, there is no statistically significant difference in parti-
cipants’ perceptions of job characteristics and professional commitment in terms

of educational status (p> .05).

ANOVA results for teaching job characteristics and professional commit-

ment according to years of service are shown in Table 8.

Table 8

ANOVA Results for Teaching Job Characteristics and Professional Commitment
Levels According to Years of Service

1-10 years 11-20 21 years and ANOVA  Diff.
1) years (2) more (3) Results

X S X S8 X S F p
Job Characteristics 444 31 435 33 441 36 2106 .12 --
Teacher Competencies 483 29 475 32 476 31 1.745 18  --
Teacher Roles and Responsibilities 4.32 .53 4.15 54 433 .51 4452 .01 3-2
Significance of Teaching Job 467 39 455 43 459 45 2.068 .13 -
Teacher Autonomy 400 .63 398 59 397 .63 068 93 -
Teacher Performance Feedback 435 48 423 55 440 48 3.528 .03* 3-2
Professional Commitment 450 40 435 46 445 47 3255 .04 12
Commitment to Job 456 50 436 .62 450 .53 3791 .02% 12
Commitment to Students 452 46 439 49 448 51 2120 12 --
Devoted Work 435 57 426 .63 430 .60 578 56 --
*p<.05

461



Erdal Meri¢ & Mustafa Erdem

When Table 8 is analyzed, while there is no statistically significant differen-
ce according to years of service in terms of overall level of perceptions of job
characteristics and the sub-dimensions “Teacher Competencies”, “Significance
of Teaching Job” and “Teacher Autonomy” (p> .05); A significant difference
was found in the sub-dimensions of “Teacher Roles and Responsibilities” and
“Teacher Performance Feedback” (p <.05). Tukey test results suggest that this
difference is between teachers who have 21 or more years of service and teachers
with 11-20 years of service and the mean scores show that teachers who have
21 or more years of service have a higher perception of job characteristics than
teachers with service between 11-20 years in sub-dimensions “Teacher Roles and
Responsibilities” and “Teacher Performance Feedback”.

It is seen that professional commitment and the commitment levels in the
sub-dimension “Commitment to Job” differ significantly in terms of years of ser-
vice (p <.05). Tukey test results suggest that this difference is between teachers
with 1-10 years of service and teachers with 11-20 years of service and the mean
scores show that teachers with 1-10 years of service have a higher level of pro-
fessional commitment both overall and in the sub-dimension “Commitment to
Job”.

There is no statistically significant difference between professional com-
mitment levels of teachers in terms of years of service in the sub-dimensions of
“Commitment to Students” and “Devoted Work™” (p> .05).

Findings Regarding Predictive Value of the Characteristics of
Teaching Profession for Teachers’ Professional Commitment to
Their Job

In this study to determine the extent to which teachers’ perception of job cha-
racteristics predict their professional commitment levels, the five sub-dimensions
of the Teaching Job Characteristics Scale are determined as predictive variables,
and the sub-dimensions of the Professional Commitment Scale were determined
as dependent variables. Standard enter method and multiple linear regression
analysis are used to determine the extent to which the predictive variables pre-
dict the dependent variable.

As the first step, it is checked whether the basic assumptions of the model
are met. In this context, as a result of examining the scattering diagram mat-
rix, it is seen that the data meets the multivariate normality and there is a li-
near relationship between the predictive variables and the dependent variable,
there is no multiple connection problems between the independent variables
(VIF<10;TV>.10;CI<30) and there isno auto correlation (1.5<DW=1.86<2.5).
After testing the basic assumptions, multiple linear regression analysis is conti-
nued, and the results are presented in tables.
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The results of multiple linear regression analysis for professional commit-
ment prediction level of sub-dimensions of teaching job characteristics are given
in Table 9.

Table 9

Multiple Linear Regression Analysis Results for Professional Commitment
Prediction Level of Teaching Job Characteristics.

Professional Commitment
Predictive Variables

B SHB B t p bilateral r  partial r
Constant .644 328 1.963 .05
Teacher Competencies 487 .089 335 5.442 .00% 513 291
Teacher Roles and Responsibilities 070 .048 .082 1456 .15 380 .081
Significance of Teaching Job 014 059 013 237 81 .308 .013
Teacher Autonomy 094 .039 126 2386 .02* 332 132
Teacher Performance Feedback 167 .052 190 3.225  .00% .458 177

R=.580 R2=336 F,,,=32474  p<.000*

In Table 9, when looking at the bilateral relation between sub-dimensions
of job characteristics and professional commitment, a meaningful, positive and
medium level of relation is seen (.31<binary r<.51; p<.001). When the partial
relations are examined, the highest relation is seen between professional com-
mitment and teacher competencies (partial r =.29).

When T value is examined, it is seen that teacher competencies, teacher
autonomy and teacher performance feedback are significant predictors of pro-
fessional commitment (p <.05). It is seen that the most predictive variable is
teacher competencies. One-unit increase in teacher competencies increases the
professional commitment by a ratio of .487. One unit increase in teacher perfor-
mance .167; and one unit increase in teacher autonomy increases professional
commitment by a ratio of .094.

It is seen that all of the variables in the model are significant predictors of
professional commitment (F s 5, )=32.47; p<.00). Sub-dimensions of job charac-
teristics predict 34% of professional commitment (R?=.336; p<.001). According
to the standardized regression coefficients (P), the relative importance order of
the predictive variables on professional commitment is; teacher competencies,
teacher performance feedback, teacher autonomy, teacher roles and responsibi-
lities, and significance of teaching job.

The results of multiple linear regression analysis for the sub-dimension
“commitment to job” prediction level of sub-dimensions of teaching job charac-
teristics are given in Table 10.
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Table 10

Results of Multiple Linear Regression Analysis for the Sub-Dimension “Commitment
to Job” Prediction Level of Job Characteristics

Commitment to Job

Predictive Variables

B SHB B t p bilateral r partial r
Constant 1.026 .466 2200 .03
Teacher Competencies 607 127 333 4777 .00% 375 258
Teacher Roles and Responsibilities 031 .068 .029 455 .65 235 .025
Significance of Teaching Job 015 .083 .011 .179 86 216 .010
Teacher Autonomy 090 .056 .097 1.621 .11 .189 .090
Teacher Performance Feedback -007 .073 -007 -101 .92 224 -.006

R=388 R2=151  F,,,=11407  p<.001*

In Table 10, when we look at the bilateral relationship between the sub-
dimensions of job characteristics and the sub-dimension commitment to job, a
significant, positive, low and medium level relation is seen (.19<bilateral r<.38;
p<.001). When the partial relations are examined, the highest relation is seen
between commitment to job and teacher competencies (partial r=.26). When T
value is examined, it is seen that teacher competencies are a significant predictor
of commitment to job (p <.05). One unit increase in teacher competencies inc-
reases commitment to job by a ratio of .607.

It is seen that all of the variables in the model are significant predictors of
commitment to job (F (5321~ 11.41; p<. 001). Job characteristics sub-dimensions
predict 15% of commltment to job (Rz— 151; p<.001). According to the standar-
dized regression coefficients (P), the relative importance order of the predictive
variables on commitment to job is; teacher competencies, teacher autonomy, te-
acher roles and responsibilities, significance of teaching job and teacher perfor-
mance feedback.

The results of multiple linear regression analysis for the sub-dimension
“commitment to students” prediction level of sub-dimensions of teaching job
characteristics are given in Table 11.
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Table 11
Multiple Linear Regression Analysis Results for the Sub-Dimension “Commitment
to Students” Prediction Level of Teaching Job Characteristics

Commitment to Students

Predictive Variables

B SHB B t p bilateral r  partial r
Constant 280 .339 824 41
Teacher Competencies 477 0 .092 303 5157 .00% 530 277
Teacher Roles and Responsibilities 127 0 .050 139 2573 .01% 432 142
Significance of Teaching Job -.023 .061 -020 -379 .71 .305 -.021
Teacher Autonomy .081 .041 .100 1.989 .04* 352 110
Teacher Performance Feedback 264 053 277 4948 .00% 530 .266

R=.630 R2=397  F,,,=42194  p<.000*

In Table 11, when looking at the bilateral relationship between sub-
dimensions of job characteristics and commitment to students, a meaningful,
positive and medium level relationship is seen (.31<bilateral r<.53; p<.001).
When the partial relations are examined, the highest relationship is seen betwe-
en commitment to students and teacher competencies (partial r=.28) and teac-
her performance feedback (partial r=.27).

When T value is analyzed, it is seen that teacher competencies, teacher ro-
les and responsibilities, teacher autonomy and teacher performance feedback
are significant predictors of commitment to students (p<.05). It is seen that the
most predictive variable is teacher competencies. One-unit increase in teacher
competencies increases commitment to students by a ratio of .477. One-unit inc-
rease in teacher performance feedback .264; one unit increase in teacher roles
and responsibilities .127; and one-unit increase in teacher autonomy increases
commitment to students by a ratio of .081.

It is seen that all of the variables in the model are significant predictors
of commitment to students (F s 3,,,=42.19; p<.001). Job characteristics sub-
dimensions predict 40% of commltment to students (R?=.397; p<.001). Ac-
cording to the standardized regression coefficients ([]), the relative importance
order of predictive variables on commitment to students is; teacher competen-
cies, teacher performance feedback, teacher roles and responsibilities, teacher
autonomy and significance of teaching job.

The results of multiple linear regression analysis for the sub-dimension “de-
voted work” prediction levels of teaching job characteristics sub-dimensions are
given in Table 12.
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Table 12
Multiple Linear Regression Analysis Results for the Sub-Dimension “Devoted
Work” Prediction Level of Teaching Job Characteristics

Predictive Variables Devoted Work
B SHB B t p bilateral r partial r

Constant 611 471 1.297 .20

Teacher Competencies 266 128 138 2.073 .04* 354 115
Teacher Roles and Responsibilities 032 .069 .028 .467 .64 279 .026
Significance of Teaching Job 086 .084 .061 1.017 31 .252 .057
Teacher Autonomy 126 .056 127 2.240 .03* 315 124
Teacher Performance Feedback 319 074 273 4308 .00% 434 234

R= 480 R2=230 F;,,=19214  p<.000*

In Table 12, when looking at the bilateral relationship between the sub-
dimension devoted work and sub-dimensions of job characteristics, a signifi-
cant, positive, low and medium level relationship is seen (.25<bilateral r<.43;
p<.001). When the partial relations are examined, the highest relation is seen
between devoted work and teacher performance feedback (partial r=.23).

When T value is analyzed, it is seen that teacher competencies, teacher au-
tonomy and teacher performance feedback are significant predictors of devoted
work (p<.05). It is seen that the most predictive variable is teacher performance
feedback. One-unit increase in teacher performance feedback increases devoted
work by a ratio of .319. One unit increase in teacher competence .266; and one-
unit increase in teacher autonomy increases devoted work by a ratio of .126.

It is seen that all the variables in the model are significant predictors of de-
voted work (F 5 5,,,=19.21; p<.001). Job characteristics sub-dimensions predict
23% of devoted work (R?=.230; p<.001). According to the standardized regres-
sion coefficients (f3), the relative importance order of the predictive variables on
devoted work is; teacher performance feedback, teacher competencies, teacher
autonomy, significance of teaching job, and teacher roles and responsibilities.

Discussion, Conclusion and Suggestions

In this study, which is carried out to determine the extent to which the per-
ception of teaching job characteristics predict professional commitment, it is seen
that teachers’ perception of job characteristics and their professional commit-
ment levels are very high. In the sub-dimensions of job characteristics, while te-
achers agreed the most in teacher competencies (very high), they agreed at least
in teacher autonomy (high). In the sub-dimensions of professional commitment,
teachers agreed the most in commitment to job (very high) and commitment to
students (very high) while they agreed the least in devoted work (very high).
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The teachers stated the most that their job “requires seeing the students
as individuals and caring for them” and “requires effort for the learning and
development of the students”. Teachers agreed the least in terms of their job
characteristics that “they determined the number of exams they make during the
year”. In terms of Professional commitment, while teachers agreed the most to
the item “I carry out the teaching job lovingly”, they agreed the least on the item
“Itis a great pleasure for me to spend time with my students outside of the lesson
and help them”.

In the study, no significant gender difference is detected in the percepti-
on of job characteristics and professional commitment levels of the participants.
Therefore, it can be said that the gender of the participants did not affect their
perception of job characteristics and professional commitment levels. This re-
sult, which suggests that teachers’ perceptions of job characteristics do not differ
in terms of gender, does not coincide with the research results of Polat (2017). In
the research of Polat, it is found that the perceptions of teachers’ job characteris-
tics differ in favor of females in all other sub-dimensions except for significance
of teaching job. Similar to Polat’s research, Sert (2017) explains that the percep-
tion of the job characteristics of the participants differed in favor of females in
the sub-dimensions of diversity and autonomy. In this study, the results regarding
professional commitment coincides with the research conducted by Turhan, De-
mirli and Nazik (2012) which shows that professional commitment levels do not
differ in terms of gender. In contrast, some studies have revealed that female
teachers have more professional commitment than male teachers (Alper Apak,
2009; Karagdz, 2008). Although the results differ in terms of gender, the litera-
ture indicates that teachers generally have professional commitment. In this con-
text, Celep (1998) revealed that teachers have high professional commitment.

In the research, it is determined that the general level of perception of te-
aching job characteristics and the levels in all sub-dimensions do not differ in
terms of marital status. This result significantly overlaps with the results of the
research conducted by Polat (2017). In Polat’s research, it is determined that the
perceptions of job characteristics in all sub-dimensions except for teacher perfor-
mance feedback do not differ in terms of marital status. It is determined that te-
achers’ general level of professional commitment and the levels of commitment
to students and devoted work sub-dimensions differ in favor of single teachers.
This difference may have resulted from the fact that single teachers have more
time for their professions and students since their responsibilities for family life
are relatively low compared to married teachers. It is revealed that the teachers’
commitments in the sub-dimensions of professional commitment do not differ in
terms of marital status. In other words, it can be said that the fact that the partici-
pants are married or single does not affect their professional commitment levels.

Although there is no significant difference in teachers’ professional com-
mitment and perceptions of job characteristics in terms of area except the sub-
dimension “Teacher Roles and Responsibilities”, the perception of job charac-
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teristics in “Teacher Roles and Responsibilities” sub-dimension differed in favor
of classroom teachers. This difference may be due to the fact that the classroom
teachers feel responsible for everything related to their duties as they spend the
whole training day with the same students and in the same classroom.

There is no statistically significant difference in teachers’ perceptions of
job characteristics and professional commitment levels in terms of educational
status. This result, which suggests that job characteristics do not differ in terms
of educational status variable, partially overlaps with the results of the research
conducted by Polat (2017). In the research of Polat, it is determined that percep-
tions of the job characteristics in the three sub-dimensions other than significan-
ce of teaching job and teacher autonomy did not differ in terms of educational
status. Regarding the groups with difference, it is revealed that the perception
of job characteristics of teachers with Bachelor’s Degree is higher than that of
teachers with Master Degree.

While teachers’ overall perceptions of job characteristics and perceptions
of the sub-dimensions “Teacher Competencies”, “Significance of Teaching Job”
and “Teacher Autonomy” do not differ in terms of years of service, it is found that
there is a significant difference between teachers with 11-20 years of service and
those with 21 and more years of service in the sub-dimensions of “Teacher Roles
and Responsibilities” and “Teacher Performance Feedback” in favor of teachers
with 21 and more years of service. In the research conducted by Polat (2017) with
secondary education teachers, it is determined that the perceptions of job cha-
racteristics of the participants do not differ in significance of teaching job sub-
dimension in terms of years of service which is in parallel with this research, while
the perceptions of job characteristics in the other four sub-dimensions differed in
favor of the teachers with 1-5 years of service. Results of the research conducted
by Demirbag (2008) with the participation of IDO employees to determine the
effects of job characteristics on job integration suggest that experienced emp-
loyees evaluated the significance of their jobs more positively than inexperien-
ced employees. While teachers’ professional commitment levels do not differ in
terms of years of service in the sub-dimensions of “Commitment to Students”
and “Devoted Work”, there is a difference between the teachers with 1-10 years
of service and teachers with 11-20 years of service in overall levels and the sub-
dimension “Commitment to Job” in favor of teachers with 1-10 years of service.
This result suggests that teachers have more professional commitment in the first
years of the job. There are studies supporting this result in the literature. The
results of the research carried out by Kozikoglu (2016) suggest that preservice
teachers are highly committed to the teaching job.

As aresult of the research, a moderate positive correlation is found between
teaching job characteristics and professional commitment levels. This confirms
the existence of a relation which is the main research problem. The results of
the study suggest that teachers’ professional commitment is 34% dependent on
their perception of job characteristics. It is seen that teacher competencies, teac-
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her performance feedback and teacher autonomy sub-dimensions are significant
predictors of professional commitment; however, teacher roles and responsibili-
ties and significance of teaching job sub-dimensions are not significant predictors
of professional commitment.

It is observed that all the sub-dimensions of job characteristics are in a mo-
derately positive relation with teachers’ professional commitment; however, only
the teacher competencies sub-dimension is a significant predictor of professional
commitment, and the remaining four sub-dimensions are not significant predic-
tors of professional commitment.

In the research, it is determined that all the sub-dimensions of job characte-
ristics are in a moderately positive relation with the teachers’ commitment to stu-
dents and that the teachers’ commitment to students are 40% dependent on their
perception of job characteristics. It is also observed that the four sub-dimensions
of job characteristics other than significance of teaching job are significant pre-
dictors of commitment to students.

It is seen that all the sub-dimensions of job characteristics are in a low-level
positive relation with devoted work sub-dimension; teacher competencies, teac-
her autonomy and teacher performance feedback sub-dimensions are significant
predictors of devoted work; and teacher roles and responsibilities and significan-
ce of teaching job sub-dimensions are not significant predictors of devoted work.

There are various studies in the literature which points to the fact that po-
sitive perceptions of employees about job characteristics affect their motivati-
on and performance positively. In this context, in one of the limited number
of studies examining job characteristics in educational institutions, Mavi (2015)
explains that job characteristics positively and significantly predict the workflow
of teachers. In another study conducted in the field of education, Polat (2017)
determines that there is a low relationship between job characteristics and work
life balance dimensions and intention to leave the profession as a result of the
research conducted with the participation of teachers working in secondary edu-
cation institutions.

The results of the research in a different sector conducted by Kash (2007)
with the participation of hotel employees suggest that there is a significant re-
lationship between three job characteristics (skill variety, task integrity and sig-
nificance of task) and the increase in job motivation of the hotel employees. In
another study carried out with the participation of hotel employees, Sert (2017)
determines that autonomy, job identity, feedback, cooperation and friendship
characteristics reduced alienation, and the diversity of the job increased aliena-
tion. In the research carried out by Demirbag (2008), it is found that autonomy,
feedback and felt significance of the job explained 19% of the job integration.
According to the research results of Uysal (2014), job autonomy and job comple-
xity positively affect the proactive job behavior. The results of the study conduc-
ted by Yildiz (2018) suggest that job characteristics positively affect the success
target orientation.
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Research on job characteristics shows that diversity in skills, task identity
and significance, autonomy and feedback in the job increase job satisfaction and
performance and contribute to less absenteeism in employees (Kass, Vodanovich
& Khosravi, 2011).

In this study, the extent to which the perceptions of teaching job characteris-
tics predict teachers’ professional commitment levels is examined. In subsequent
research, the subject of to what extent the teaching job characteristics predict the
dependence on job, work life balance, job satisfaction and performance can be
studied.
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Giris
Orgiitlerde bireylerin calisma performanslarmi etkileyen bircok unsurdan
s0z edilebilir. Bu unsurlardan bazilari; calisganlarin motivasyonu, mesleklerine
yonelik algilari, mesleklerini icra ederken karsilastiklart olumlu/olumsuz durum-

lar ile bu durumlarin olugsmasinda etkili olan degiskenler, calisma kosullari ve
yapilan isin 0zellikleri seklinde siralanabilir.

Hackman ve Oldham (1975) caliganlarin motivasyonu, ig tatmini ve ise de-
vamlar1 konularinda etkili olan faktorleri belirleyebilmek amaciyla “Is Ozellikle-
ri Kurami” nm1 gelistirmiglerdir. Kuramda, isin motive etme derecesini belirleyen
temel is 0zelliklerine, bu 6zelliklerin etkiledigi kritik psikolojik diizeylere (hisse-
dilen anlamlilik, hissedilen sorumluluk, sonuglara iliskin bilgi sahibi olma) ve bu
kritik diizeyler sonucu sekillenen bireysel ve ise iligkin ¢iktilara (is motivasyonu,
is doyumu, isin kalitesi, ise devam ve devamsizlik) yer verilmistir.

Is ozellikleri, calisanlarin gerceklestirdikleri gorevlerin ise yonelik tutum-
larini nasil etkiledigini ifade edebilmek agisindan dnemlidir (Oldham ve Hack-
man, 2005: akt. Mavi, 2015) ve kisileri 6rgiit icerisinde iist diizeyde motive etmeyi
amaclamaktadir (Asan, 1998). Is zenginlestirme ve genisletme programlarinin
calisanlar tizerindeki etkilerini aciklamay1 amaclayan is 6zellikleri kuramai, is mo-
tivasyonu ve ig doyumunu birlikte ele alan 6rgiit psikolojisi kuramlarinin baginda
gelmektedir. Is ozellikleri kuramina gore genel olarak bir isin; beceri cesitliligi,
gorev kimligi, gorevin onemi, ozerklik ve geribildirim olmak lizere bes temel 6zelligi
(boyutlar1) bulunmaktadir (Hackman ve Oldham, 1975; 1976).

Beceri cesitliligi (skill variety); yapilan igin, calisanin farkli becerilerini kullan-
masina imkan verip vermemesiyle ilgili olan 6zelligidir. Bazi islerde sadece fizik-
sel veya zihinsel beceriler kullanilirken, bazi islerde ¢alisanlar hem zihinsel hem
de fiziksel becerilerini birlikte kullanirlar. Gérev kimligi (task identity); bir isin ta-
maminin ya da tanimlanabilir bir boliimiiniin, bastan sona kadar ne derecede ilgili
kisi tarafindan yapilip yapilmadigyla ilgilidir. Bazi islerde tiretim degisik boliimle-
re ayrilmakta ve calisanlar sadece ilgili boliimde yapilan iglerle ilgilenmektedirler.
Buna karsin takim halinde yapilan tiretimlerde tim calisanlar ilgili Griinii bagtan
sona kadar birlikte tiretirler. Gérevin onemi (task significance); gergeklestirilen
isin bagkalarinin yasamlari iizerinde 6nemli bir etkiye sahip olup olmamasiyla il-
gilidir. Bir ¢aligan, yaptig1 iglerin sonucunun bagkalarinin hayati {izerinde énemli
etkileri oldugunu diisiindiigiinde isin kendisi icin anlami da artacaktir. Ozellikle
ogretmenlerin, 0grencilerinin hayatinda olduk¢a dnemli etkileri oldugu yadsi-
namaz bir gercektir. Bu da 6gretmenlik mesleginin ne kadar 6nemli ve anlamh
oldugunu ve o6gretmenlerin de bu gergegin farkinda olmalar1 gerektigini goster-
mektedir. Ozerklik (autonomy); calisanlarin yapmis olduklar islerin kurallarmni
belirleme esnekligine sahip olmasi ve gdrevini bagkalarindan yonerge almadan
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yapabilmesiyle ilgilidir. Ozerklik, calisanda sorumluluk duygusunun gelismesine
katki saglar. Yapilan isler calisan1 6zerklestirdiginde, ¢alisanlarda igin sonucun-
daki basar1 ya da basarisizlik durumlarindan kendilerini sorumlu tutma egilimi
artacaktir. Ogretmenler, 6grencilerinin basari ya da basarisizlik durumlarinin so-
rumlular: arasinda gosterilmektedir. Bu durum, 6gretmenlik mesleginin 6zerklik
tagimasi gerektigini kacinilmaz kilmaktadir. Geribildirim (feedback); ¢alisanlarin
yaptiklari isin sonucundan dogrudan elde ettikleri net bilgi derecesini ifade eder.
Ogretmenler, 6grenme-ogretme siireci icerisinde/sonunda 6grenci davranislarin-
da meydana gelen degisiklikleri geribildirim yoluyla takip ederler. Geribildirimler
sonunda elde edilen verilerin hedeflere ulasma noktasinda yetersiz kalmas: du-
rumunda ise gerekli diizeltici ve takviye edici dnlemler alinir. Isini icra ederken
temel ig Ozellikleri ile kargilagan bir kisi, her bir 6zellige gore farkli bir psikolojik
durum yasar ve ona gore bir tepkide bulunur. Bu durum hem calisanlar hem de
orgiit acisindan farkli sonuglar ortaya gikarabilir (Bilgic, 2008; Hackman ve Old-
ham, 1975; 1976; Polat ve Ozdemir, 2018). Isinde, belirtilen s6z konusu ilk iic
ozelligin (beceri gesitliligi, gorev kimligi ve gérevin 6nemi) bulunmasi, ¢alisanda
isini anlaml bulma psikolojik durumunu ortaya cikarirken, 6zerklik 6zelligi isin
sonuglarindan sorumlu olmayt, geribildirim 6zelligi ise isin sonuglar1 hakkinda bil-
gi sahibi olmay1 saglamaktadir (Hackman ve Oldham, 1975; 1976).

1739 sayili Milli Egitim Temel Kanunu’nun 43. Maddesinde 6gretmenlik
meslegi, “Devletin egitim, 0gretim ve bununla ilgili yonetim gorevlerini iizerine
alan 0zel bir ihtisas meslegi” olarak tanimlanirken Celikten, Sanal ve Yeni (2005),
ogretmenlik mesleginin kendine 6zgii bazi 6zellikleri oldugunu ifade etmis ve bu
ozellikleri kigisel ve mesleki 6zellikler olarak iki gruba ayirmiglardir. Kigisel ozel-
likler 6grencilere yonelik agik goriislii ve objektif davranma, 6grencilerin beklenti
ve gereksinmelerini dikkate alarak karsilagilan problemleri bilimsel yontemlerle
arastirabilme, 6grencilerin bireysel farkliliklarini dikkate alma, yenilik ve gelis-
melere acik olma, toplumsal degisimleri anlayip yorumlayabilme, aragtirmaci bir
yapida olma ve yiiksek basar1 beklentisi olarak siralanirken, mesleki ozellikler alan
bilgisi, 6gretmenlik meslek bilgisi ve genel kiiltiir olarak ifade edilmistir.

Is ozellikleri kuramina gore 6gretmenlerin yaptiklari isi anlamli bulup, 6g-
retmenlik meslegini 6zerk ve geribildirimi ylksek olarak degerlendirmeleri, is-
lerine daha iyi motive olarak kendilerini mesleklerine adamalarini ve daha ¢ok
caligarak egitim kurumlarinin hedeflerine ulagsmasi adina daha fazla sorumluluk
almalarini saglayacaktir.

Adanmuglik kavrami; katilim, baglilik, tutku, heyecan, kendini verme, enerji
ve odaklanmig ¢abayi ifade ederken (Schaufeli ve Bakker, 2010) meslege adan-
miglik ise calisanin, mesleki amac ve degerlere uyma istegi ve mesleki rollerini
verimli bir sekilde gerceklestirme beklentisidir (Celep, 2000; Eroglu, 2007). Cali-
sanlarin meslege adanmisliklari, iglerini yaparken ortaya koyduklari ¢aba ve gay-
ret ile dogrudan iligkilidir. Dolayisiyla mesleki adanmislik calisanlarin isteki per-
formanslarint 6nemli oranda etkilemektedir (Turhan, Demirli ve Nazik, 2012).
Diger calisanlarda oldugu gibi 6gretmenlerin de meslege adanmishk diizeyleri
¢aligma performanslarinda etkili olmaktadir.
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Ogretmenlik meslegine adanma, 6gretmenlerin mesleklerine yonelik tu-
tumlari olarak tanimlanabilir. Ogretmenlerin mesleki adanmighgi; 6gretmenlik
meslegini segmekten hognut olma, meslegi ile gurur duyma, 6gretmenlik mesle-
ginin degerlerini diger mesleki degerlerden daha fazla 6nemseme, 6gretmenlik
meslegini ideal bir meslek olarak algilama, mesleginde iin yapma ve ekonomik
acidan ihtiyac hissetmese de 6gretmenlik meslegini siirdiirme gibi Olgiitlerle be-
lirlenebilir (Celep, 1998).

Ogretmenlerin mesleki adanmusliklar1 islerindeki basarilarmi 6nemli oran-
da etkilemektedir. Yani 6gretmenlerin meslege adanma dereceleri ile ise adan-
ma dereceleri paralel bir gelisme gostermektedir (Celep, Doyuran, Saridede ve
Degirmenci, 2004). Ogretmenlerin mesleki adanmishklari, diger 6gretmenler ve
ogrencileriyle olan diyaloglarina, okulda gergeklestirilen etkinliklerin niteligine
ve mesleklerini algilama diizeylerine baglidir. Bu nedenle 6gretmenlerin meslege
adanmigliklarinin diistik olmasi, okuldaki basarilarini diisiirmekte ve sonuc ola-
rak verimsizlige yol agmaktadir (Celep, 1998). Dolayisiyla dnceden belirlenmig
egitsel amaclara ulasilabilmesi agisindan 6gretmenlerin meslege adanmigliklari-
nin yliksek olmasi 6nemlidir.

Alan yazin incelendiginde, ¢alisanlarin is 6zellikleri ile ilgili algilarin farkl
kavramlarla iligkisi konusunda ¢esitli kurumlarda calisanlar1 (Asan, 1998; Cos-
kun, 2012; Camur, 2006; Demirbas, 2008; Erben, 2008; Eyi, 2010; Kash, 2007;
Ozpnar, 2003; Oztiirk, 2010; Sert, 2017; Suveren, 1998; Uysal, 2014, Uniivar,
2006, Y1ldiz, 2018, Yolcu, 2010) ve siurli da olsa egitim kurumlarinda ¢aliganlari
(Mavi, 2015; Polat, 2017, Polat ve Ozdemir, 2018) kapsayan calismalar yer almak-
tadir. Meslege adanmuslik ve ise adanmislik konusunda da farkli kurumlarda cali-
sanlar (Askin, 2014; Bostanci ve Ekiyor, 2015; Caligkan, 2014; Ince, 2016; Kahn,
1990; Keles, 2014; Nigah, Davis ve Hurrel 2012; Schaufeli, Salanova, Gonzalez-
Romaé ve Bakker, 2001; Zhang vd., 2014) ve egitim kurumlarinda calisanlar (Ce-
lep, 1998; Celep vd., 2004; Giiner, 2006; Kozikoglu, 2016; Turhan vd., 2012) ile
ilgili arastirmalar yapilmistir. Alan yazinda, 6gretmenlik mesleginin is 6zellikleri
algisi ile 6gretmenlik meslegine adanmiglik diizeylerini birlikte ele alan herhangi
bir caligmaya rastlanilmamistir. Buradan hareketle 6gretmenlerin, 6gretmenlik
mesleginin i 6zellikleri algisi ile meslege adanmisliklart arasindaki iligski aras-
tirllmaya deger bulunmus ve bu aragtirma Milli Egitim Bakanligi’'na bagh kamu
okullarinda gorev yapan 6gretmenlerin, 6gretmenlik mesleginin is 6zelliklerine
yonelik algisi ile meslege adanmisliklar arasindaki iliskiyi tespit etmek amaciyla
yapilmistir. Bu genel amac cercevesinde asagidaki sorulara yanit aranmustir:

1. Ogretmenlik meslegine yonelik is ozellikleri algis1 ve dgretmenlerin
meslege adanmigliklari ne diizeydedir?

2. 15 ozellikleri algist ve meslege adanmuslik diizeyleri 6gretmenlerin; cin-
siyet, medeni durum, alan, egitim durumu ve hizmet yili degiskenleri
acisindan anlaml bir farklilik gostermekte midir?

3. s ozellikleri meslege adanmishg ne derece yordamaktadir?
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Yontem

Arastirma Modeli

Ogretmenlik meslegi is 6zelliklerinin meslege adanmigligi yordama diizeyini
belirlemeye calisan bu arastirma iligkisel tarama modelindedir.

Evren ve Orneklem

Calismanin hedef evreni Ordu ilinin Fatsa ilgesindeki kamuya ait ilk ve orta-
okullarinda gorev yapan 0gretmenlerden olusmaktadir. 2018-2019 egitim O0gre-
tim yilinda Fatsa’da 19 ilkokul ve 20 ortaokul bulunmakta ve bu okullarda toplam
812 6gretmen gorev yapmaktadir. Hedef evrenin tamamina ulagma imkani olma-
digindan 6rneklem alma yoluna gidilmistir.

Calismanin 6rneklemi oranli kiime Ornekleme yOntemi ile belirlenmistir.
Bunun i¢in oncelikle evrendeki tiim okullar, ilkokul ve ortaokul olarak iki kii-
meye ayrilmig ve listelenmistir. Bu listelerde yer alan ve basit seckisiz yontem
ile secilen okullarda gdrev yapan 0gretmenler arastirmanin drneklemini olustur-
mustur. Bu kapsamda arastirmanin 6rneklemi, 10 ilkokul ve 8 ortaokulda gorev
yapan 327 6gretmenden olusmaktadir. Her kiimeden hedef evrendeki oranlariy-
la 6rneklemde temsil edilecek sayida 6gretmen secilmistir. Orneklem biiyiikliigii
icin Anderson’ un (1990) “Farkli Biiyiikliikteki Evrenler Icin Kuramsal Orneklem
Tablosundan” (akt. Balci, 2016) yararlanimigtir. S6z konusu tabloda evrendeki
birim sayisinin 1000 olmast durumunda %5 giiven araliginda 6rneklem olarak
270 birimin aragtirmaya dahil edilmesinin uygun olacag ifade edilmistir.

Aragtirma icin Ordu 11 Milli Egitim Miidiirliigii’nden izin alindiktan sonra
arastirmacilar tarafindan okullar ziyaret edilerek dncelikle okul miidiirii ile go-
riisiilmils ve ardindan 6gretmenlere aragtirma hakkinda bilgi verildikten sonra
goniilliiliik esasina gore olgekler dagitilmustir. Olceklerin geri donmemesi, eksik
veya hatali doldurulmasi gibi durumlar dikkate alinarak 350 6gretmen Ornek-
leme dahil edilmistir. Ogretmenlerden geri dénen 342 Slcekten eksik ve hatali
doldurulan 15 6lcek ayiklandiktan sonra toplamda 327 Olcek degerlendirmeye
almmugtir. Katiimcilarin demografik 6zelliklerine ait bilgilerin frekans ve yiizde
dagilimlar1 Tablo 1’de gosterilmistir.
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Tablo 1 )
Katilmcilanin Demografik Ozelliklerine Ait Bilgiler

Grup Frekans (f) Yiizde (%)
Kadin 170 52
Cinsiyet Erkek 157 48
Toplam 327 100
Evli 299 91.4
Medeni Durum Bekar 28 8.6
Toplam 327 100
Simf Ogretmeni 154 47.1
Alan Brang Ogretmeni 173 529
Toplam 327 100
On Lisans 32 9.8
Egitim Durumu L?sans 288 88.1
Lisansiisti 7 2.1
Toplam 327 100
1-10 y1l 75 22.9
Hizmet Yil 11-20 yil 141 43.1
21 yil ve tizeri 111 339
Toplam 327 100

Tablo 1 incelendiginde, katilimcilarin %52°si kadin, %48’ erkek; %91,4’i
evli ve %8,6’s1 ise bekar o6gretmenlerden olugmaktadir. Katihimcilarin %47,1°i
sinif, %52,9’u ise brang 6gretmenidir. Egitim durumu agisindan incelendiginde
katilimceilarin %9,8’i 6n lisans, %88,11 lisans ve %2,1’1 ise lisansiistii egitimi me-
zunudur. Lisansiistii egitim mezunu 6gretmen sayisinin oldukca diisiik oldugu
dikkat cekmektedir. Katilimcilarin hizmet yillari incelendiginde %22,9’u 1-10 y1l,
%43,1’1 11-20 y1l ve %33,9’u ise 21 yil ve lizeri hizmete sahip olduklar: goriilmek-
tedir.

Veri Toplama Araclari

_ Aragtirma verilerini toplamak igin “Ogretmenlik Meslegi Is Ozellikleri” ve
“Ogretmenlik Meslegine Adanmislik” 6lgekleri kullanilmistir.

Ogretmenlik meslegine yonelik is 6zellikleri algisi, Polat ve Ozdemir (2018)
tarafindan gelistirilen 35 madde ve bes alt boyuttan olusan “Ogretmenlik Mes-
legi Is Ozellikleri Olgegi” ile olgiilmiistiir. Polat ve Ozdemir (2018) 6lgegin alt
boyutlarin sirastyla; “Ogretmen Yeterlikleri”, “Ogretmen Rol ve Sorumluluk-
lar”, “Ogretmenlik Mesleginin Onemi”, “Ogretmen Ozerkligi” ve “Ogretmen
Performansi Geribildirimi” seklinde adlandirmustir. 5’1i Likert seklindeki 6l¢ek

puanlar1 “Kesinlikle katilmiyorum (1)” ile “Tamamen katiliyorum (5)” arasinda
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yer almaktadir. Olgekten alinan puanlarin yiikselmesi, is 6zellikleri algisinin yiik-
seldigini gostermektedir. Polat ve Ozdemir (2018) tarafindan yapilan giivenirlik
analizinde 6lgegin geneline iligkin Cronbach Alpha degeri .89 olarak hesaplan-
mustir. Olgegin alt boyutlarina iligkin Cronbach Alpha degerleri ise sirastyla .90,
81, .74, .74 ve .77 olarak hesaplanmustir. Olgegin acikladigi toplam varyans ise
Jo54tiir.

Bu arastirmada 6lgegin geneline iligkin hesaplanan Cronbach Alpha degeri
.89 olarak bulunmustur. Olgegin alt boyutlarma iliskin Cronbach Alpha degerleri
ise sirasiyla .90, .80, .66, .78 ve .72 olarak hesaplanmuistir.

Ogretmenlerin meslege adanmislik duzeyleri, Kozikoglu (2016) tarafindan
gelistirilen 20 madde ve tg alt boyuttan olusan “Ogretmenlik Meslegine Adan-
mushk Olgegi” kullanlarak belirlenmistir. Kozikoglu (2016) 6lcegin alt boyutla-
i1 sirastyla; “Meslege Baglilik”, “Ogrencilere Adanma” ve “Ozverili Calisma”
seklinde adlandirmistir. 5’1i Likert seklindeki Olgek puanlar1 “Kesinlikle katil-
miyorum (1)” ile “Tamamen katiliyorum (5)” arasinda degismektedir. Olgekte-
ki puanlarin yikselmesi meslege adanmislik diizeyinin arttigini1 gostermektedir.
Kozikoglu (2016) tarafindan yapilan giivenirlik analizinde 6lgegin geneline ilis-
kin Cronbach Alpha degeri .90 olarak hesaplanmustir. Olgegin alt boyutlarma
iliskin Cronbach Alpha degerleri ise sirasiyla .92, .86 ve .70 olarak hesaplanmis-
tir. Olgegin acikladig1 toplam varyans ise %58 dir.

Bu arastirmada 6l¢egin geneline iligkin hesaplanan Cronbach Alpha degeri
.92 olarak bulunmustur. Olgegin alt boyutlarina iliskin Cronbach Alpha deger-
leri ise sirasiyla .89, .88 ve .83 olarak hesaplanmistir. Giivenirlik analizinde elde
edilen degerler, her iki Olcegin giivenirliklerinin ve verilerin icsel tutarliklarinin
uygun oldugunu gostermektedir.

Verilerin Analizi

Aragtirmada veriler SPSS programi kullanilarak analiz edilmigtir. Veri gi-
riglerinden sonra u¢ degerler ayiklanmig ve ardindan veri setinin normalligini
test etmek icin carpiklik ve basiklik degerleri incelenmistir. Tabachnick ve Fidell
(2013) carpiklik ve basiklik degerlerinin +1.5 ve -1.5 arasinda oldugu durum-
larda dagilimin normal kabul edilebilecegini ifade etmektedirler. “Ogretmen-
lik Meslegi Is Ozellikleri Olgegi” icin carpiklik degeri -.32, basiklik degeri -.40;
“Ogretmenlik Meslegine Adanmighk Olgegi” icin carpiklik degeri -.69, basiklik
degeri -.06 olarak hesaplanmustir. Carpiklik ve basiklik degerlerine gore veri se-
tinin normal dagilima uydugu kabul edilmis ve analizler i¢in parametrik testler
kullanilmuistir.

Is ozellikleri algisi ve meslege adanmuslik diizeylerinde cinsiyet ve alanlar
icin “Bagimsiz Orneklemler t-Testi”; hizmet yili icin ise “Tek Yonlii Varyans Ana-
lizi (ANOVA)” kullanilmigtir. Ancak bekar 6gretmen sayisi ile lisansiistii egitim
almig 6gretmen sayisinin 30’un altinda olmasi nedeniyle bu gruplarda paramet-
rik olmayan testler tercih edilmis (Yilmaz, 2007) ve medeni durum igin “Mann-
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Whitney U Testi”, egitim durumu i¢in ise “Kruskal-Wallis H Testi” kullanilmustir.
Is 6zelliklerinin 6gretmenlerin meslege adanmighklarini yordama diizeyi ise ¢ok-
lu dogrusal regresyon analizi ile test edilmigtir.

Arastirmadaki istatistiki coztimlemeler i¢in anlamlilik diizeyi .05 olarak alin-
mustir. Olgek puanlari 1-1.79 arasi “kesinlikle katilmiyorum” (gok zayif); 1.80-
2.59 aras1 “katilmiyorum” (zayif); 2.60-3.39 aras1 “kismen katiltyorum” (orta);
3.40-4.19 aras1 “katiltyorum” (yiiksek) ve 4.20-5.00 arasi ise “tamamen katiliyo-
rum” (cok yiiksek) seklinde degerlendirilmistir. Pearson korelasyonu analizin-
den cikan iligki 0-0.29 aras1 diisiik, 0.30-0.69 arasi orta, 0.70 ve ustii yiikksek diizey
olarak degerlendirilmistir (Biyiikdztiirk, Cokluk ve Koklii, 2013).

Bulgular

Bulgular boliimiinde katilimcilarin 6gretmenlik meslegine yonelik is 6zellik-
leri algis1 ve 0gretmenlik meslegine adanmislik diizeyleri ile bu diizeylere iliskin
tanimlayici istatistiksel bilgilere ve is 6zelliklerinin 6gretmenlik meslegine adan-
mighgin énemli bir yordayicist olup olmadiginin belirlenmesi amaciyla yapilan
¢oklu dogrusal regresyon analizi sonuclarina yer verilmistir.

Ogretmenlik Meslegi i§ Ozellikleri ve Meslege Adanmishk
Diizeylerine Yonelik Bulgular

Katilimeilarin 6gretmenlik meslegi is Ozellikleri ve 6gretmenlik meslegine
adanmuslik diizeylerine ait aritmetik ortalama ve standart sapma degerleri Tablo
2’de gosterilmistir.

Tablo 2

Ogretmenlik Meslegi Is Ozellikleri ve Meslege Adanmuslik Diizeylerine Iligkin Arit-
metik Ortalama ve Standart Sapma Degerleri

X S
is Ozellikleri 4.39 34
Ogretmen Yeterlikleri 4.77 31
Ogretmen Rol ve Sorumluluklar 4.25 54
Ogretmenlik Mesleginin Onemi 4.59 43
Ogretmen Ozerkligi 3.99 .61
Ogretmen Performansi Geribildirimi 432 52
Meslege Adanmishk 4.42 45
Meslege Baghlik 4.45 57
Ogrencilere Adanma 4.45 49
Ozverili Calisma 4.29 .61

N=327
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Tablo 2 incelendiginde bagiml degiskenlerin aritmetik ortalamalarinin 4.29
ve 4.45 arasinda, standart sapma degerlerinin .45 ile .61 arasinda degistigi go-
rilmektedir. Bagimsiz (yordayici) degiskenlerin ise aritmetik ortalamalari 3.99
ile 4.77 arasinda, standart sapma degerleri .31 ile .61 arasinda degismektedir.
Bagimli ve bagimsiz degigkenlerin aritmetik ortalamalarinin oldukca yiiksek ¢ik-
masi dikkat cekmektedir.

Katilimcilarin 6gretmenlik meslegi is 0zellikleri ve 6gretmenlik meslegine
adanmislik 6lceklerinde en fazla ve en az katildiklart maddelerin aritmetik orta-
lama ve standart sapma degerleri Tablo 3’te verilmistir.

Tablo 3
Ogretmenlik Meslegi Is Ozellikleri ve Meslege Adannushk Diizeylerine Iliskin En
Yiiksek ve En Diisiik Aritmetik Ortalamaya Sahip Maddeler

X S
En Fazla Katildiklart Maddeler
1. Isim; 6grenciyi birey olarak gormeyi ve ona deger vermeyi gerektirir. 486 .35
2. Igim; 6grencinin 6grenme ve gelisimi igin caba harcamayi gerektirir. 486 .36
5 4 Isim; 6grenciyi tiim yonleri ile tanimay: gerektirir. 4.82 .40
% En Az Katildiklar1 Maddeler
:i 27. Ogrencinin dersten basarili sayilip sayilmayacaginda kisisel kanaatim be- 375 1.09
= lirleyicidir.
29. Girmekle yiikiimlii oldugum haftalik ders yiikiiniin istiinde ders verip 372 114
vermemek benim inisiyatifimdedir.
25. Yil igerisinde yapacagim sinav sayisini kendim belirlerim. 337 1.29
En Fazla Katildiklart Maddeler
1. Ogretmenlik meslegini severek yaptyorum. 4.66 .58
2. Ogretmen olarak 6grencilerle calismaktan zevk aliyorum. 4.65 54
f‘Z’” 15 Her 6grencimin basarili olabilmesi igin elimden gelenin en iyisini yapmaya 465 56
E caligtyorum. ' ’
é En Az Katildiklar1 Maddeler
% 6 Eger bir kez daha tercih sansim olsaydi, yine 6gretmenligi secerdim. 415 98
g 11 Mesleki gelisimim i¢in yasamimin bagka alanlarinda bir¢ok seyden feragat 413 88
ediyorum.
14 Ders dis1 zamanlarda 6grencilerimle vakit gecirerek onlara yardimci ol- 409 85

mak benim i¢in biiyiik bir zevktir.

N=327

Tablo 3 incelendiginde is 6zellikleri dlgeginde en yiiksek aritmetik ortalama-
nin “Isim; 6grenciyi birey olarak gormeyi ve ona deger vermeyi gerektirir” (4.86)
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maddesinde; en diisiik ortalamanin ise “Yil icerisinde yapacagim sinav sayisini
kendim belirlerim” (3.27) maddesinde oldugu goriilmektedir.

Ogretmenlik meslegine adanmishik élceginde ise en yiiksek aritmetik orta-
lamanin “Ogretmenlik meslegini severek yaptyorum” (4.66) maddesinde; en diigiik
ortalamanin ise “Ders disi zamanlarda dgrencilerimle vakit gecirerek onlara yardim-
ct olmak benim igin bilyiik bir zevktir’ (4.09) maddesinde oldugu goriilmektedir.

Ogretmenlik Meslegi Is Ozellikleri ve Meslege Adanmishgin
Demografik Degiskenler Acisindan Degerlendirilmesine Yonelik
Bulgular

T Testi ve Mann-Whitney U Testi Bulgulart

Demografik degiskenlerden cinsiyet ve alan igin Bagimsiz Orneklemler t
Testi; medeni durum i¢in ise Mann-Whitney U Testi yapilmig ve sonuclar tablolar
halinde gosterilmistir. Cinsiyete gore 6gretmenlik meslegi is 6zellikleri ve mesle-
ge adanmuglik diizeylerinin t-testi sonuclar1 Tablo 4’te verilmistir.

Tablo 4
Cinsiyete Gore Ogretmenlik Meslegi Is Ozellikleri ve Meslege Adanmuslik Diizeylerinin
t-testi Sonuclar

Cinsiyet
Kadin Erkek
X /S X /s tp
is Ozellikleri 4.42/.33 4.37/.35 t=1.370/p=.17
Ogretmen Yeterlikleri 4.78/.31 4.76/.31 t=.620/p=.54
Ogretmen Rol ve Sorumluluklarn 4.28/.51 4.22/.57 t=1.066 / p=.29
Ogretmenlik Mesleginin Onemi 4.62/.42 4.56/.43 t=1.337/p=.18
Ogretmen Ozerkligi 4.04/.57 3.93/.65 t=1.592/p=.11
Ogretmen Performansi Geribildirimi 3.31/.50 4.33/.54 t=-.414/p=.68
Meslege Adanmishk 4.42/.43 4.42/.48 t=.096 / p=.92
Meslege Baghhik 4.45/.55 4.45/.59 t=-.072/ p=.94
Ogrencilere Adanma 4.45/.49 4.46/.50 t=-.086 / p=.93
Ozverili Calisma 4.31/.56 4.27/.66 t=.636/p=.53

Kadin N=170 Erkek N=157

Tablo 4 incelendiginde katilimcilarin 6gretmenlik mesleginin is ozellikle-
ri algis1 ve meslege adanmugliklart arasinda cinsiyet acisindan istatistiki olarak
anlaml bir farklilik olmadigr goriilmektedir (p>.05). Yani katilimcilarin cinsi-
yetleri, onlarin is 6zellikleri algisi ile meslege adanmisliklarini anlaml diizeyde
farklilagtirmamaktadir.
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Medeni duruma gore 6gretmenlik meslegi is 6zellikleri ve meslege adanmis-
lik diizeylerinin Man-Withney U Testi sonuglar1 Tablo 5’te verilmistir.

Tablo 5

Medeni Duruma Gore Ogretmenlik Meslegi Is Ozellikleri ve Meslege Adanmuslik
Diizeylerinin Man-Withney U Testi Sonuglart

Medeni Durum

Evli Bekar
Sira Ort/Sira Top  Sira Ort/Sira Top  U/p
is Ozellikleri 161.55/48304.50  19.13/5323.50 U=3454.5/p=.13
Ogretmen Yeterlikleri 161.21/4820.50 193.84/5427.50 U=335.5/p=.06
Ogretmen Rol ve Sorumluluklar 162.65/48631.50  178.45/4996.50 U=3781.5/p=.40
Ogretmenlik Mesleginin Onemi 162.54/4860.50 179.55/5027.50 U=375.5/p=.35
Ogretmen Ozerkligi 161.75/48364.50  187.98/5263.50 U=3514.5/p=.16
Ogretmen Performanst Geribildirimi  162.77/48668.50  177.13/4959.50 U=3818.5/p=.44
Meslege Adanmishk 16.60/4802.50 20.27/5607.50 U=317.5/p=.03*
Meslege Baghlik 162.23/48507.50  182.88/512.50 U=3657.5/p=.26
Ogrencilere Adanma 16.44/4797.50 202.05/5657.50 U=312.5/p=.03*
Ozverili Calisma 16.04/4785.50 206.34/5777.50 U=300.5/p=.01*
EvliN=299  Bekar N=28
*p<.05

Tablo 5’¢ gore katihimeilarin is 6zellikleri algist genel diizeyi [U=3454.50;
p>.05] ile biitiin alt boyutlardaki diizeyinin medeni durum agisindan istatistiki olarak
farklilagsmadig1 goriilmektedir. Yani katilimcilarin evli ya da bekar olmalar1 6gretmen-
lik meslegine iliskin is 6zellikleri algisin1 anlamli bir sekilde etkilememektedir.

Katilimcilarin meslege adanmishk genel diizeyi [U=317.50] ile “Ogrencile-
re Adanma” [U=312.50] ve “Ozverili Calisma” [U=300.50] alt boyutlarindaki dii-
zeylerinin bekar ogretmenler lehine farklilagtigi (p<.05) ancak “Meslege Baglilik”
[U=3657.50] alt boyutundaki adanmisliklarinin medeni durum agisindan istatistiki
olarak anlamli bir sekilde farklilagsmadig1 goriilmektedir (p>.05).

Alana gore 6gretmenlik meslegi is 6zellikleri ve meslege adanmiglik diizeyleri-
nin t-testi sonuglart Tablo 6’da verilmistir.
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Tablo 6
Alana Gére Ogretmenlik Meslegi Is Ozellikleri ve Meslege Adannuglik Diizeylerinin
t testi Sonuclan

Alan
Sinif Brang
X/S X/S tp
is Ozellikleri 4.43/34  436/.34  t=1.651/p=.10
Ogretmen Yeterlikleri 4.80/.29 4.75/.33 t=1.587/p=.11
Ogretmen Rol ve Sorumluluklarn 4.38/.52 4.13/.53 t=4.425 / p=.00*
Ogretmenlik Mesleginin Onemi 4.54/.45 4.63/.40 t=-1.842/p=.07
Ogretmen Ozerkligi 3.97/.61 4.00/.61 t=-327 /p=.74
Ogretmen Performansi Geribildirimi 4.36/.52 4.28/.52 t=1.424/p=.16
Meslege Adanmishk 4.47/.43 4.38/.47 t=1.765/ p=.08
Meslege Baghlik 4.51/.51 4.40/.62 t=1.816 / p=.07
Ogrencilere Adanma 4.50/.48 4.41/.50 t=1.775/p=.08
Ozverili Caligma 4.30/.58 4.28/.63 t=.346 /p=.73

Sinif N=154 Brang N=173

*p<.05

Tablo 6 incelendiginde katilimcilarin “Ogretmen Rol ve Sorumluluklari” alt
boyutundaki ig 0zellikleri algisinin sinif 6gretmenleri lehine farklilastigi goriil-
mektedir (p<.05). Dolayisiyla sinif 6gretmenlerinin rol ve sorumluluklar konu-
sundaki ig Ozellikleri algisinin brang 0gretmenlerine gore daha yiiksek oldugu
sOylenebilir. Katilimcilarin is 6zellikleri algis1 genel diizeyi ve diger alt boyutlar-
daki diizeylerinin alan acisindan farklilagmadigi ortaya cikmuistir.

Katilimcilarin meslege adanmislik diizeyleri arasinda alan agisindan anlam-
It bir farklilik bulunmadig1 gorilmektedir (p>.05). Diger bir ifadeyle smnif 6g-
retmenleri ile brang 6gretmenlerinin meslege adanmisliklarinin farklilagsmadigi
sOylenebilir.

Tek Yonlii Varyans Analizi (ANOVA) ve Kruskal-Wallis H Testi
Bulgulari

Katilimcilarin 6gretmenlik meslegine yonelik is 0zellikleri algis1 ve meslege
adanmuslik diizeylerinde egitim durumu icin Kruskal-Wallis H Testi ve hizmet yili
icin ise ANOVA yapilmig olup sonuclar tablolar halinde gosterilmistir. Egitim
durumuna gore 6gretmenlik meslegi is Ozellikleri algis1 ve meslege adanmislik
diizeylerinin Kruskal-Wallis H testi sonuglar1 Tablo 7°de gosterilmistir.
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Tablo 7
Egitim Durumuna Gore Ogretmenlik Meslegi Is Ozellikleri ve Meslege Adanmuslik
Diizeylerinin Kruskal-Wallis H Testi Sonuglar

Egitim Durumu (Sira Ort)

On Lisans Lisans Lisanststi  sd 2 p E
N 32 288 7
is Ozellikleri 162.94 163.53 188.00 2 463 79 -
Ogretmen Yeterlikleri 152.75 164.97  175.36 2 664 72 -
Ogretmen Rol ve Sorumluluklar: 16.11 163.36  208.00 2 1598 45 -
Ogretmenlik Mesleginin Onemi 152.88 167.12  86.43 2 5830 .05 -
Ogretmen Ozerkligi 166.89 163.08 188.71 2 538 76 -
Ogretmen Performanst Geribildirimi 187.48 159.97 222.57 2 5322 .07 -
Meslege Adanmishk 173.19 163.02 162.50 2 336 8 -
Meslege Baghlik 175.11 162.52  174.07 2 .607 74 -
Ogrencilere Adanma 175.27 162.97 154.71 2 564 75 -
Ozverili Caligma 156.11 164.43 182.50 2 509 78 -

Tablo 7’ye gore katilimcilarin is 0zellikleri algilar1 ve meslege adanmislik
diizeylerinde egitim durumu agisindan istatistiki olarak anlaml bir fark bulun-
mamaktadir (p>.05).

Hizmet yilina gore 6gretmenlik meslegi is 6zellikleri ve meslege adanmiglik
diizeylerinin ANOVA sonuglari Tablo 8’de gosterilmistir.

Tablo 8
Hizmet Yilina Gore Ogretmenlik Meslegi Is Ozellikleri ve Meslege Adanmuslk
Diizeylerinin ANOVA Sonuglan

1-10 yil 11-20 y1l 21 y1l ve ANOVA

(1) 2) iizeri (3) Sonuglart
X S S X S F p
Is Ozellikleri 444 31 435 33 441 36 2106 .12 -
Ogretmen Yeterlikleri 483 29 475 32 476 31 1745 18 -
Ogretmen Rol ve Sorumluluklart 432 53 415 54 433 51 4452 .01*% 32
Ogretmenlik Mesleginin Onemi 467 39 455 43 459 45 2068 .13 -
Ogretmen Ozerkligi 400 .63 398 59 397 .63 .068 .93 -
Ogretmen Performansi Geribildirimi 435 .48 423 .55 440 .48 3.528 .03* 32
Meslege Adanmiglik 450 40 435 46 445 47 3255 .04% 12
Meslege Baglilik 456 .50 436 .62 450 .53 3791 .02% 1-2
Ogrencilere Adanma 452 46 439 49 448 51 2120 .12 -
Ozverili Calisma 435 57 426 .63 430 .60 578 56 -

*p<.05
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Tablo 8 incelendiginde katilimcilarin is 6zellikleri algilar1 arasinda genel dii-
zey ile “Ogretmen Yeterlikleri”, “Ogretmenlik Mesleginin Onemi” ve “Ogret-
men Ozerkligi” alt boyutlarinda hizmet yili agisindan istatistiki olarak anlamli bir
fark bulunmazken (p>.05); “Ogretmen Rol ve Sorumluluklari” ile “Ogretmen
Performansi Geribildirimi” alt boyutlarinda anlaml bir fark oldugu bulgulan-
mustir (p<.05). Tukey testi sonuglar1 bu farkliligin 21 yil ve iizeri hizmete sahip
olan 6gretmenler ile 11-20 y1l aras1 hizmete sahip 6gretmenlerden kaynaklandi-
g1 ve ortalamalar, 21 yil ve iizeri hizmete sahip 6gretmenlerin “Ogretmen Rol
ve Sorumluluklari” ile “Ogretmen Performansi Geribildirimi” boyutlarindaki is
ozellikleri algilarinin 11-20 yil aras1 hizmete sahip 6gretmenlere gore daha ytik-
sek oldugunu gostermektedir.

Ogretmenlerin meslege adanmishk genel diizey ile “Meslege Baglilik” alt
boyutundaki adanmigliklarinin hizmet yili agisindan istatistiki olarak anlamli bir
sekilde farklilagtigi goriilmektedir (p<.05). Tukey testi sonuglart bu farkliligin
1-10 y1l aras1 hizmete sahip olan 0gretmenler ile 11-20 y1l arasi hizmete sahip
ogretmenlerden kaynaklandigini ve ortalamalar incelendiginde 1-10 yil arasi hiz-
mete sahip 0gretmenlerin meslege adanmiglik genel diizey ile “Meslege Baglilik”
alt boyutundaki adanmugliklarinin daha ytiksek oldugu goriilmektedir.

C")grf.:.tmenlerin meslege adanmishk diizeyleri arasinda “Ogrencilere Adan-
ma” ve “Ozverili Caligma” alt boyutlarinda hizmet y1li agisindan istatistiki olarak
anlamli bir fark bulunmamstir (p>.05).

Ogretmenlik Meslegi Is Ozelliklerinin Meslege Adanmishg yordama
diizeyine Yonelik Bulgular

Ogretmenlerin is 6zellikleri algisinin meslege adanmiglik diizeylerini ne de-
rece yordadiginin saptanmasina yonelik bu arastirmada Ogretmenlik Meslegi Is
Ozellikleri Olcegi'nin bes alt boyutu yordayic1 degiskenler, Ogretmenlik Mesle-
gine Adanmuslik Olgegi ve alt boyutlari da bagimli degisken olarak belirlenmistir.
Yordayici degiskenlerin bagimli degiskeni ne derece yordadigini tespit etmek igin
standart enter yontemiyle coklu dogrusal regresyon analizi yapilmustir.

Oncelikle modelin temel sayiltilarinin karsilanip karsilanmadigi kontrol
edilmistir. Bu kapsamda, sacilma diyagrami matrisinin incelenmesi sonucu ve-
rilerin ¢ok degiskenli normalligi kargiladig1 ve yordayici degigkenler ile bagimh
degisken arasinda dogrusal bir iligski oldugu, bagimsiz degiskenler arasinda ¢oklu
baglanti sorunu olmadigr (VIF<10;TV>.10;CI<30) ve oto korelasyon olmadigi
(1.5<DW=1.86<2.5) goriilmiistiir. Temel sayiltilarin test edilmesinin ardindan
¢oklu dogrusal regresyon analizine devam edilmis ve sonuglar tablolar halinde
verilmistir.

Ogretmenlik meslegi is ozellikleri alt boyutlarinin égretmenlik meslegine
adanmighigl yordamasina iligkin ¢coklu dogrusal regresyon analizi sonuglar1 Tablo
9’da verilmistir.
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Tablo 9

Ogretmenlik Meslegi Is Ozelliklerinin Meslege Adanmishg Yordamasina Iliskin
Coklu Dogrusal Regresyon Analizi Sonuglar

Ogretmenlik Meslegine Adanmighk

Yordayic1 Degiskenler .

B SHB p t p Ikilir Kismir
Sabit .644 328 1.963 .05
Ogretmen Yeterlikleri 487 089 335 5442 .00% 513 291
Ogretmen Rol ve Sorumluluklari 070 048  .082 1456 .15 .380 .081
Ogretmenlik Mesleginin Onemi 014 059 .013 .237 81 .308 .013
Ogretmen Ozerkligi 094 039 126 2386 .02*% 332 132

Ogretmen Performansi Geribildirimi 167 052 190 3.225  .00% 458 177
R=.580 R? =336 F(s.30y=32.474 p<.000*

Tablo 9°da is Ozellikleri alt boyutlariyla 6gretmenlik meslegine adanmiglik
arasindaki ikili iliskiye bakildiginda anlamli, pozitif ve orta diizeyde bir iligki
goriilmektedir (.31<ikili r<.51; p<.001). Kismi iligkilere bakildiginda meslege
adanmuglik ile en yiiksek iligki 6gretmen yeterlikleri arasinda gorilmektedir (kis-
mir =.29).

T degeri incelendiginde 6gretmen yeterlikleri, 6gretmen 6zerkligi ve 6gret-
men performansi geri bildiriminin 6gretmenlik meslegine adanmighigin anlaml
yordayicilari oldugu goriilmektedir (p<.05). Yordayicilar icerisinde en fazla yor-
dayanin 6gretmen yeterlikleri oldugu goriilmektedir. Ogretmen yeterliklerindeki
bir birimlik artig 6gretmenlik meslegine adanmishigi .487 oraninda artirmaktadir.
Ogretmen performansindaki bir birimlik artis .167; 6gretmen 6zerkligindeki bir
birimlik artis .094 oraninda 6gretmenlik meslegine adanmishigr artirmaktadir.

Modeldeki degiskenlerin hepsi birlikte meslege adanmighigin anlamli yor-
dayicisi oldugu goriilmektedir (F(5_321)=32.47; p<.00). Is ozellikleri alt boyut-
lar1 hep birlikte 6gretmenlik meslegine adanmighigin %34’inii yordamaktadir
(R?=.336; p<.001). Standardize edilmis regresyon katsayilarma () gore, yor-
dayici degiskenlerin meslege adanmislik tizerindeki goreli 0nem sirasi; 6gretmen
yeterlikleri, 6gretmen performansi geribildirimi, 6gretmen 6zerkligi, 6gretmen
rol ve sorumluluklari ve 6gretmenlik mesleginin 6nemi seklindedir.

Ogretmenlik meslegi is 6zellikleri alt boyutlarinin meslege baglilik alt boyu-
tunu yordamasina iligkin ¢coklu dogrusal regresyon analizi sonuclar1 Tablo 10’da
verilmistir.
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Tablo 10
Qgretmenlik Meslegi Is Ozelliklerinin Meslege Baglilik Alt Boyutunu Yordamasina
Liskin Coklu Dogrusal Regresyon Analizi Sonuglar

Meslege Baghihik
Yordayic1 Degiskenler A -
B SHB f t p Ikilir Kismir

Sabit 1.026  .466 2200 .03

Ogretmen Yeterlikleri 607 127 333 4777 .00% 375 258
Ogretmen Rol ve Sorumluluklari 031 .068 .029 455 .65 235 .025
Ogretmenlik Mesleginin Onemi 015 083 .011 179 86 .216 .010
Ogretmen Ozerkligi .090 056 .097 1.621 .11  .189 .090

Ogretmen Performansi Geribildirimi -007 .073 -007 -101 .92 224 -.006
R=.388 R? =151 F(s.3y=11.407 p<.001*

Tablo 10’da is 6zellikleri alt boyutlartyla meslege baghlik alt boyutu arasin-
daki ikili iliskiye bakildiginda anlamli, pozitif, diisiik ve orta diizeyde bir iligki
goriilmektedir (.19<ikili r<.38; p<.001). Kismi iligkilere bakildiginda meslege
baglilik ile en yiiksek iligki 6gretmen yeterlikleri arasinda goriilmektedir (kismi
r=.26). T degeri incelendiginde dgretmen yeterliklerinin meslege bagliligin an-
lamh bir yordayicist oldugu gériilmektedir (p<.05). Ogretmen yeterliklerindeki
bir birimlik artig meslege baghgi .607 oraninda artirmaktadir.

Modeldeki degiskenlerin hepsi birlikte meslege baglhiligin anlamli yordayicist
oldugu goriilmektedir (F(5-321)=11.41; p<.001). Is ézellikleri alt boyutlar1 hep
birlikte 6gretmenlik meslegine adanmigligin %15’ini yordamaktadir (R2=.151;
p<.001). Standardize edilmis regresyon katsayilarina () gore, yordayici degis-
kenlerin meslege adanmuislik iizerindeki goreli 6nem sirasi; 6gretmen yeterlikle-
ri, 6gretmen Ozerkligi, 6gretmen rol ve sorumluluklari, 6gretmenlik mesleginin
Oonemi ve 0gretmen performansi geribildirimi seklindedir.

Ogretmenlik meslegi is ozellikleri alt boyutlarin égrencilere adanma alt
boyutunu yordamasina iligkin coklu dogrusal regresyon analizi sonuglar1 Tablo
11’de verilmistir.
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Tablo 11
Ogretmenlik Meslegi Is Ozelliklerinin Ogrencilere Adanma Alt Boyutunu Yordama-
sina Iligkin Coklu Dogrusal Regresyon Analizi Sonuclarn

Ogrencilere Adanma

Yordayici Degiskenler B SHB B . > dir Komic
Sabit 280 .339 824 41

Ogretmen Yeterlikleri 477 0 .092 303 5157 .00% 530 277
Ogretmen Rol ve Sorumluluklari 127 0 .050 139 2573 .01% 432 142
Ogretmenlik Mesleginin Onemi -023 .061 -.020 -379 .71 .305 -.021
Ogretmen Ozerkligi 081 .041 100  1.989 .04* 352 110

Ogretmen Performansi Geri bildirimi 264  .053 277 4948 .00* 530 .266
R=.630 R? =397 F(5.30y=42.194 p<.000*

Tablo 11°de is 6zellikleri alt boyutlartyla 6grencilere adanma alt boyutu ara-
sindaki ikili iliskiye bakildiginda anlamli, pozitif ve orta diizeyde bir iligki go-
riillmektedir (.31<ikili r<.53; p<.001). Kismi iligkilere bakildiginda 6grencilere
adanma ile en yiiksek iliski 6gretmen yeterlikleri (kismi r=.28) ve 6gretmen per-
formanst geri bildirimi arasinda goriilmektedir (kismi r=.27).

T degeri incelendiginde 6gretmen yeterlikleri, 6gretmen rol ve sorumluluk-
lar1, 6gretmen Ozerkligi ve 6gretmen performansi geri bildiriminin 6grencilere
adanmanin anlamh yordayicilart oldugu gorilmektedir (p<.05). Yordayicilar
icerisinde en fazla yordayanin 6gretmen yeterlikleri oldugu goriilmektedir. Og-
retmen yeterliklerindeki bir birimlik artig 6grencilere adanmay1 .477 oraninda
artirmaktadir. Ogretmen performansi geri bildirimindeki bir birimlik artig .264;
o0gretmen rol ve sorumluluklarindaki bir birimlik artis .127; 6gretmen 6zerkligin-
deki bir birimlik artis .081 oraninda 6grencilere adanmayi artirmaktadir.

Modeldeki degiskenlerin hepsi birlikte 6grencilere adanmanin anlamli yor-
dayicisi oldugu goriilmektedir (F(5 o =42.19; p<.001). Is 6zellikleri alt boyutlari
hep birlikte 6grencilere adanmanin %40’ i1 yordamaktadir (R?>=.397; p<.001).
Standardize edilmis regresyon katsayilarina () gore, yordayici degiskenlerin 6g-
rencilere adanma tlizerindeki goreli onem sirasi; 6gretmen yeterlikleri, 6gretmen
performansi geribildirimi, 6gretmen rol ve sorumluluklari, 6gretmen 6zerkligi ve
ogretmenlik mesleginin 6nemi seklindedir.

Ogretmenlik meslegi is 6zellikleri alt boyutlarmin 6zverili caligma alt boyu-
tunu yordamasina iligkin ¢coklu dogrusal regresyon analizi sonuclar1 Tablo 12’de
verilmistir.
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Tablo 12
Qgretmenlik Meslegi Is Ozelliklerinin Ozverili Calisma Alt Boyutunu Yordamasina
Liskin Coklu Dogrusal Regresyon Analizi Sonuglar

Ozverili Cahgma

Yordayict Degiskenler o -
B SHB f t p Ikilir  Kismir

Sabit 611 471 1297 .20

Ogretmen Yeterlikleri 266 128 138 2.073  .04* 354 115

Ogretmen Rol ve Sorumluluklari 032 .069 .028 467 .64 279 .026

Ogretmenlik Mesleginin Onemi 086 .084 .061 1.017 .31 252 .057

Ogretmen Ozerkligi 126 .056 127 2240 .03*% 315 124

Ogretmen Performansi Geribildirimi 319 074 273 4308 .00% 434 234
R=.480 R? =230 Fis.3,=19.214 p<.000*

Tablo 12’de is Ozellikleri alt boyutlariyla 6zverili calisma alt boyutu arasinda-
ki ikili iligkiye bakildiginda anlamli, pozitif, diisiik ve orta diizeyde bir iligki goriil-
mektedir (.25<ikili r<.43; p<.001). Kismi iligkilere bakildiginda 6zverili calisma
ile en yiiksek iliski 6gretmen performansi geri bildirimi arasinda gorilmektedir
(kismi r=.23).

T degeri incelendiginde 6gretmen yeterlikleri, 6gretmen 6zerkligi ve 6gret-
men performansi geri bildiriminin 6zverili calismanin anlamli yordayicilari oldu-
gu gortilmektedir (p<.05). Yordayicilar igerisinde en fazla yordayanin d6gretmen
performansi geri bildiriminin oldugu goriilmektedir. Ogretmen performansi geri
bildirimindeki bir birimlik artis 6zverili calismay1 .319 oraninda artirmaktadir.
Ogretmen yeterligindeki bir birimlik artis .266; 6gretmen 6zerkligindeki bir bi-
rimlik artig .126 oraninda Ozverili calismayi artirmaktadir.

Modeldeki degiskenlerin hepsi birlikte 6zverili calismanin anlamli yordayi-
cist oldugu gorilmektedir (F s 5,,)=19.21; p<.001). Is 6zellikleri alt boyutlar1 hep
birlikte 6zverili calismanin %23 unii yordamaktadir (R?>=.230; p<.001). Stan-
dardize edilmis regresyon katsayilaria () gore, yordayict degiskenlerin dzverili
caligma tizerindeki goreli 6nem sirasi; 6gretmen performansi geribildirimi, 6gret-
men yeterlikleri, 6gretmen 6zerkligi, 6gretmenlik mesleginin 6nemi ve 6gretmen
rol ve sorumluluklar seklindedir.

Tartisma, Sonug ve Oneriler

Ogretmenlik meslegi is 6zellikleri algisinin 6gretmenlik meslegine adanmis-
lig1 ne derece yordadigini belirlemeye yonelik gerceklestirilen bu arastirmada
ogretmenlerin ig Ozellikleri algis1 ve meslege adanmughik diizeyleri ¢ok yiliksek
cikmugtir. Is ozellikleri alt boyutlarinda dgretmenler en fazla 6gretmen yeter-
liklerine katilirken (¢ok yiiksek), en az dgretmenlerin 6zerkligine katilmiglardir
(viiksek). Meslege adanmuglik alt boyutlarinda ise 6gretmenler en fazla meslege
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baglilik (¢ok yiiksek) ve 0grencilere adanmaya (¢ok yiiksek) katilirken en az 6z-
verili caligmaya (cok ytiksek) katilmiglardir.

Ogretmenler is 6zelliklerine yonelik en fazla “islerinin 6grenciyi birey ola-
rak gérmeyi, ona deger vermeyi ve 6grencilerinin 6grenme ve gelisimi i¢in ¢aba
harcamay1 gerektirdigini” belirtmislerdir. Ogretmenler is 6zelliklerine yonelik
olarak en az ise “yil icerisinde yaptiklari sinav sayisini kendilerinin belirledik-
lerine” katilmislardir. Meslege adanmislikta 6gretmenler en fazla “6gretmenlik
meslegini severek yaptiklarina” katilirken, en az ise “ders dist zamanlarda 6gren-
cilerle birlikte vakit gecirerek onlara yardimer olmaktan biiytik zevk aldiklarina”
katilmislardir.

Arastirmada katilimcilarin is 6zellikleri algisi ve meslege adanmislik diizey-
lerinde cinsiyet agisindan anlamli bir farklilik tespit edilmemistir. Dolayisiyla kati-
Iimcilarin cinsiyetlerinin onlarin i 6zellikleri algisi ile meslege adanmislik diizey-
lerini etkilemedigi soylenebilir. Ogretmenlerin mesleklerine yonelik is 6zellikleri
algisinin cinsiyet agisindan farklilasmadigina yonelik bu sonuc, Polat’in (2017)
arastirma sonuglariyla ortiismemektedir. Polat’in arastirmasinda 6gretmenlerin
is Ozellikleri algilarinin, 6gretmenlik mesleginin 6nemi alt boyutu disindaki diger
tim alt boyutlarda kadin 6gretmenler lehine farklilastigi bulgulanmistir. Polat’in
arastirmasina benzer sekilde Sert (2017), yapmig oldugu aragtirmanin sonucunda
katilimcilarin is 6zellikleri algisinin cesitlilik ve 6zerklik alt boyutlarinda kadinlar
lehine farklilastigini tespit etmistir. Meslege adanmighigin cinsiyet acisindan fark-
lilagsmadigina yonelik sonug ile benzer sekilde Turhan, Demirli ve Nazik (2012)
tarafindan yapilan arastirmanin sonucunda, 6gretmenlerin meslege adanmislhik
duizeylerinin cinsiyet acisindan farklilasmadig tespit edilmistir. Buna karsin ya-
pilan bazi arastirmalar kadin 6gretmenlerin erkek dgretmenlerden daha fazla
meslege adandiklarini ortaya koymustur (Alper Apak, 2009; Karagoz, 2008).
Cinsiyet acisindan ele alindiginda sonuglar farklilik gosterse de alan yazin, 6gret-
menlerin genel olarak kendilerini mesleklerine adadiklarina isaret etmektedir.
Bu kapsamda Celep (1998) yaptig1 arastirmada, 0gretmenlerin yiiksek derecede
mesleklerine adandiklarini ortaya ¢ikarmustir.

Arastirmada 6gretmenlerin is 6zellikleri algis1 genel diizeyi ile biitiin alt bo-
yutlardaki diizeylerinin medeni durum acisindan farklilasmadigi tespit edilmistir.
Bu sonug Polat (2017) tarafindan yapilan arastirma sonuclariyla dnemli oranda
ortiigmektedir. Polat’in arastirmasinda, 6gretmen performanst geri bildirimi di-
sindaki diger tiim alt boyutlardaki is 6zellikleri algisinin medeni durum acisindan
farklilasmadig1 tespit edilmistir. Ogretmenlerin meslege adanmuslik genel diizeyi
ile 6grencilere adanma ve Ozverili calisma alt boyutlarindaki diizeylerinin bekar
ogretmenler lehine farklilagtig tespit edilmistir. Bu farklilik bekar 6gretmenlerin
aile yasam1 konusundaki sorumluluklarinin evli 6gretmenlere oranla gorece az
olmasindan dolayr mesleklerine ve 6grencilerine daha fazla zaman ayirabilme-
lerinden kaynaklanmus olabilir. Ogretmenlerin meslege baghilik alt boyutundaki
adanmusliklarinin ise medeni durum acisindan farklilasmadigl ortaya ¢ikmistir.

488



Ogretmenlerin Meslege Adanmuslik Diizeyi

Yani katilimcilarin evli veya bekér olmalariin onlarin meslege baglhilik boyutun-
daki adanmiglik diizeylerini etkilemedigi sOylenebilir.

Ogretmenlerin is 6zellikleri algisi genel diizeyi, is 6zelliklerinin “Ogretmen
Rol ve Sorumluluklar1” digindaki diger alt boyutlarindaki diizeyleri ve meslege
adanmuslik diizeylerinde alan agisindan anlaml bir fark ortaya ¢ikmamasina rag-
men “Ogretmen Rol ve Sorumluluklar1” alt boyutundaki is 6zellikleri algisinin
siuf 6gretmenleri lehine farklilastig tespit edilmistir. Bu fark, sinif 6gretmenle-
rinin tiim egitim giiniinti ayn1 6grencilerle ve ayni sinifta gecirdigi icin gorevleriy-
le ilgili her hususta kendilerini sorumlu hissetmelerinden kaynaklanabilir.

Ogretmenlerin is ozellikleri algilar1 ve meslege adanmuslik diizeylerinde
egitim durumu agisindan istatistiki olarak anlamli bir farklilik bulunmamustir. Is
ozelliklerinin egitim durumu degiskeni agisindan farklilasmadigina yonelik bu
sonug¢ Polat (2017) tarafindan yapilan arastirmanin sonuglariyla kismen Ortiis-
mektedir. Polat’in arastirmasinda is ozelliklerinin, 6gretmenlik mesleginin 6ne-
mi ve 6gretmen Ozerkligi disindaki diger tic alt boyutundaki 6gretmen algilarinin
egitim durumu agisindan farklilasmadigi tespit edilmistir. Fark olan gruplarda ise
lisans mezunu 6gretmenlerin is 6zellikleri algisinin lisansiistii mezunu 6gretmen-
lere gore daha yiiksek oldugu ortaya ¢ikmuistir.

Ogretmenlerin is ozellikleri algisi genel diizey ile “Ogretmen Yeterlikle-
1i”, “Ogretmenlik Mesleginin Onemi” ve “Ogretmen Ozerkligi” alt boyutlarin-
da hizmet yili acisindan farklilasmazken “Ogretmen Rol ve Sorumluluklar1” ile
“Ogretmen Performansi Geribildirimi” alt boyutlarinda 11-20 yil arasi hizmete
sahip 6gretmenler ile 21 ve iizeri hizmet yili olan 6gretmenler arasinda; 21 ve
tizeri hizmet yili olan 6gretmenler lehine anlaml bir sekilde farklilagtigi bulgu-
lanmigtir. Polat’in (2017) ortadgretim 6gretmenleriyle gerceklestirdigi aragtirma-
da katilimcilarin 6gretmenlik mesleginin 6nemi boyutundaki is 6zellikleri algisi,
bu arastirmaya paralel bir sekilde, hizmet yili agisindan farklilasmazken diger
dort alt boyuttaki is 6zellikleri algilarinin 1-5 y1l hizmeti olan 6gretmenler lehine
farklilagtig tespit edilmistir. Demirbag’in (2008) IDO caliganlarinin katilimiyla
gerceklestirdigi, is Ozelliklerinin ig biitiinlesmesi tizerindeki etkisini belirlemeye
yOnelik aragtirmasinin sonucunda, tecriibeli ¢alisanlarin deneyimsiz caliganlara
oranla iglerinin hissedilen anlamliligini daha olumlu olarak degerlendirdikleri
ortaya cikmistir. Ogretmenlerin meslege adanmisliklar1 “Ogrencilere Adanma”
ve “Ozverili Caligma” alt boyutlarinda hizmet yili agisindan farklilasmazken ge-
nel diizey ile “Meslege Baglilik” alt boyutunda 1-10 yil aras1 hizmeti olan 6gret-
menler ile 11-20 y1l aras1 hizmeti olan 6gretmenler arasinda; 1-10 y1l arast hizmeti
olan ¢gretmenler lehine farklilagtifi ortaya ¢ikmistir. Bu sonu¢ 6gretmenlerin
meslegin ilk yillarinda kendilerini mesleklerine daha ¢cok adadiklarini gdstermek-
tedir. Alan yazinda bu sonucu destekler nitelikte arastirmalar bulunmaktadir.
Kozikoglu'nun (2016) yapmis oldugu arastirma sonucunda aday dgretmenlerin
ogretmenlik meslegine yiiksek diizeyde adanmis olduklari tespit edilmistir.

Arastirma sonucunda 0gretmenlik meslegi is 0zellikleri ve meslege adan-
miglik arasinda orta diizeyde pozitif yonlii bir iligki tespit edilmistir. Bu durum,
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temel arastirma problemi olan iligkinin varligini dogrulamaktadir. Aragtirmada
elde edilen sonuclar, 6gretmenlerin meslege adanmigliklarinin %34 oraninda
is ozellikleri algi diizeylerine bagl oldugunu géstermektedir. I dzelliklerinin
alt boyutlarindan 6gretmen yeterlikleri, 6gretmen performans: geribildirimi ve
ogretmen Ozerkliginin meslege adanmighigin anlamh yordayicilart oldugu; 6g-
retmen rol ve sorumluluklari ve 6gretmenlik mesleginin dneminin ise meslege
adanmighgin anlamli yordayicilar: olmadigr goriilmiistiir.

Is ozelliklerinin tiim alt boyutlarinin hep birlikte &gretmenlerin meslege
bagliliklariyla orta diizeyde pozitif yonli bir iligki icinde oldugu, is 6zelliklerinin
sadece Ogretmen yeterlikleri boyutunun meslege baghligin anlamli yordayicisi
oldugu ve geriye kalan diger dort alt boyutunun ise meslege bagliligin anlaml
yordayicilar1 olmadig goriilmiistiir.

Arastirmada is ozelliklerinin tiim alt boyutlarinin hep birlikte 6gretmenle-
rin 6grencilere adanmalariyla orta diizeyde pozitif yonli iliski icinde oldugu ve
ogretmenlerin 6grencilere adanmalarinin %40 oraninda is 6zellikleri algilarina
bagl oldugu tespit edilmistir. Is 6zelliklerinin 6gretmenlik mesleginin énemi
disindaki diger dort alt boyutunun 6grencilere adanmanin anlaml yordayicilari
oldugu gorilmistiir.

Is 6zelliklerinin tiim alt boyutlarmin hep birlikte 6gretmenlerin dzverili ga-
lismalariyla diisiik diizeyde pozitif yonlii bir iligki i¢inde oldugu; 6gretmen yeter-
likleri, 6gretmen 6zerkligi ve 6gretmen performansi geribildirimi alt boyutlarinin
Ozverili calismanin anlamli yordayicilar: oldugu, 6gretmen rol ve sorumluluklari
ve 0gretmenlik mesleginin Onemi alt boyutlarinin ise dzverili calismanin anlaml
yordayicilari olmadig goriilmistiir.

Alan yazinda, calisanlarin is 6zellikleriyle ilgili olumlu algillarinin onlarin
isleriyle ilgili motivasyon ve performansini olumlu yonde etkiledigine yonelik
gesitli aragtirmalar bulunmaktadir. Bu kapsamda, egitim kurumlarinda is 6zellik-
lerini inceleyen sinirh sayidaki arastirmalardan birinde Mavi (2015) is 6zellikle-
rinin 6gretmenlerin is akigini pozitif yonde ve anlaml sekilde yordadigini tespit
etmistir. Egitim alaninda yapilan bir bagka arastirmada Polat (2017) ortadgretim
kurumlarinda gorev yapan 6gretmenlerin katilimiyla gerceklestirdigi arastirma-
nin sonucunda, is 6zellikleri ile ig yasam dengesi boyutlar1 ve meslekten ayrilma
niyeti arasinda diisiik bir iliski oldugunu saptamistir.

Farkli bir sektorde Kasli'nin (2007) otel ¢alisanlarinin katilimiyla gercekles-
tirdigi arastirmasinin sonucunda, isi anlamli hissetmeye yonelik ti¢ is 6zelligi (be-
ceri gesitliligi, gdrev biitlinligii ve gdrevin 6nemi) ile otel ¢alisanlarinin is moti-
vasyonunun artmasi arasinda anlamli bir iligki oldugu ortaya konulmustur. Yine
otel calisanlariin katilimiyla gerceklestirilen bir bagka arastirmada Sert (2017)
isin Ozerklik, gorev kimligi, geribildirim, is birligi ve arkadaslik 6zelliklerinin ise
yabancilagmay1 azalttigini, isin cesitlilik 6zelliginin ise yabancilasmayi arttirdigi-
ni1 tespit etmistir. Demirbag’in (2008) yapmis oldugu arastirmada, is 6zellikleri
boyutlarindan 6zerklik, geri bildirim ve isin hissedilen anlamliliginin is biittinles-
mesini %19 oraninda acikladigi bulgulanmigtir. Uysal’in (2014) arastirma sonug-
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larma gore is 0zerkligi ve isin karmagikligi, proaktif is davranigini pozitif yonde
etkilemektedir. Yildiz (2018) tarafindan yapilan arastirmada ise is 6zelliklerinin
basar1 hedef yonelimini pozitif yonde etkiledigi ifade edilmistir.

Is ozellikleri konusunda yapilan arastirmalar calisanlara becerilerinde cesit-
lilik, gorevin kimligi ve Onemi, islerinde 6zerklik ve geri bildirim saglamanin is
tatmini ve performansini arttirdigini ve calisanlarin islerinde daha az devamsizlik
yapmalarma katki sundugunu gostermektedir (Kass, Vodanovich ve Khosravi,
2011).

Bu arastirmada, 6gretmenlik meslegi is 6zelliklerine yonelik algilarinin 6g-
retmenlerin meslege adanmislik diizeylerini ne derece yordadigi incelenmistir.
Sonraki arastirmalarda 6gretmenlik meslegi is 0zelliklerinin meslege bagliligy, is
yasam dengesini, is tatmini ve performansini ne diizeyde yordadigi calisilabilir.
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