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Abstract

In this study, the mediating role of early maladaptive schemas in the relationship between happiness and
life satisfaction of university students was examined. In line with this purpose, data were collected from 490
students (373 female, 177 male) with simple random sampling method by online and face to face. In the research,
‘Satisfaction with Life Scale', "Young Schema Scale Short Form' and 'Happiness Scale' were applied to collect
data.First of all, it was tested whether the statistical analysis and model assumptions to be carried out on the
collected data were met. The proposed model was tested with structural equation modeling using LISREL
software. In line with the findings, it can be said that the suggested mediator model fits well with the data. Positive
and significant relationship was found between life satisfaction and happiness in university students. It has been
observed that two sub-dimensions (emotional deprivation and pessimism) of early maladaptive schemas play a
partial mediating role between life satisfaction and happiness. According to the results obtained, it was observed
that early maladaptive schemas had partial effects on both life satisfaction and happiness. Findings of the study
were discussed in the light of the literature.
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1. INTRODUCTION

As bio-psycho-social beings, people try to meet the needs of developmental periods throughout
their lives. Meeting these needs is very important for the individual to develop in a healthy way, to be
happy, to gain meaning in life and to get satisfaction from life. Getting satisfaction from life can be
shown as one of the main purposes of people. The concept of life satisfaction was used for the first time
in the literature by Neugarten, Havinghurst, and Tobin (1961) and was defined as the result of an
individual's evaluation between his wishes and his experiences. In other words, it can be said that the
difference between the expactations and experiences of individuals who are satisfied with life is small,
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and this difference is processed and noticed cognitively. According to Diener, Emmons, Larsen, and
Griffin (1985), life satisfaction is a dimension of subjective well-being. The concept of subjective well-
being is frequently used in the positive psychology literature and deals with the positive-negative affect
and life satisfaction of individuals. In addition, Shin and Johnson (1978) defined life satisfaction as
being satisfied with the quality of life obtained as a result of the choices made by one's own will. Among
the determinants of life satisfaction are variables such as emotional, physical, social and mental health,
effective and functional communication skills, psychological well-being, having social skills and
initiating and maintaining social relationships (Cruice, Worrall, Hickson ve Morrison, 2010).Life
satisfaction of individuals is shaped according to the standards they set for themselves (Diener et al.,
1985). All kinds of standards and evaluation criteria that a person creates for her / his own life are shaped
by her environment and internal processes, with which she / he interacts since birth. Also the
determination of the standards in question and the effect of these standards on the life satisfaction of
individuals are directly affected by cognitive processes. Pavot and Diener (2007) once again emphasized
that life satisfaction is a cognitive dimension of subjective well-being and stated that the individual's
cognitive evaluations are quite effective in this regard. So much so that in order for the person to be
satisfied with life, the difference should not be too big as a result of these evaluations and the
expectations of the person and they should be met at a certain level. In addition, life satisfaction is seen
to be related to the happiness levels of individuals in daily life.

Throughout the history of humanity, happiness has been a subject that has been wondered and
discussed. This issue has emerged and discussed in the field of philosophy before the science of
psychology was born. Socrates' "What kind of life will make me happy?" question paved the way for
the philosophical discussion of happiness. Aristotle (350 B.C.E./1920) stated that all people seek
happiness, and in the following ages, what happiness is and how it can be achieved has been talked
about frequently. Although the thoughts and discussions on happiness are quite old, it took the 1980s to
deal with the subject scientifically. When we consider the concept of happiness from a psychological
point of view, we come across different perspectives. Haybron (2000) discusses these perspectives in
four categories. The first of these is happiness based on common sense. The state of being good in
happiness based on common sense is seen as the main source of happiness. The second is pleasure-based
happiness, and the third is perceived desire satisfaction-based happiness. In pleasure-based happiness,
the individual's getting away from painful events and then joining to events that will enable him / her to
experience positive emotions and situations is considered as the basis of happiness. Perceived
satisfaction-based happiness, on the other hand, argues that the individual's wishes are met and
happiness emerges as a result. The last category is happiness based on life satisfaction. Happiness based
on life satisfaction, on the other hand, is the type of happiness that emerges as a result of the individual's
satisfaction from life and positive evaluation. Life satisfaction, by definition, is close to happiness based
on perceived desire satisfaction. When these categories put forward by Haybron are examined, it can be
said that the happiness of the individual is basically affected by cognitive processes and especially based
on life satisfaction. Happiness has begun to be investigated in detail with positive psychology studies
and different situations such as experiencing some positive emotions frequently, low frequency of
negative emotions and getting satisfaction from their lives have begun to be defined as happiness
(Lyubomirsky, 2007). In addition, Seligman (2022) emphasized that it is not enough to reduce the
negative experiences of the individual, and that it is necessary for happiness to increase positive
characteristics and experiences (love, tolerance, authenticity, relevance, etc.). Although the concepts of
life satisfaction and happiness are used together with subjective well-being, they have dimensions that
differ from each other. While life satisfaction is a cognitive dimension of subjective well-being,
happiness can be defined as the average satisfaction in a certain period, positive experiences or the
absence of negative situations (Argyle, Martin, & Crossland, 1989). In addition, San Martin, Perles, and
Canto (2010) emphasized in their study that although life satisfaction and happiness are close concepts,
they are fed from different sources. Individuals perform many behaviors throughout their lives in order
to achieve happiness and maintain it (Ng, 2015).

Cognitive evaluations of the individual are affected by the cognitive structures that he has shaped
since birth. Beck (1967) named these structures as schemas and defined them as structures that help
people process and evaluate the stimuli they receive. Young, on the other hand, introduced the concept
of "Early Maladaptive Schemas" by making changes in Beck's definition of schema. According to



Young (1995), early maladaptive schemas are quite stable and durable structures that develop from
childhood. Contrary to the concept of schema put forward by Beck, Young's schemas explain the
behaviors of the individual as rational reactions to the schemas, not because of the schemas. Young,
Klosko and Weishaar (2003) mention 5 different schema domains and 18 different schemas in total.
These schema domains are “Disconnection and Rejection”, “Impaired Autonomy and Performance”,
“Impaired Boundaries”, “Other Directedness” and “Over-vigilance and Inhibition”. The schemas in the
area of disconnection and rejection are abandonment/instability, insecurity/abuse, emotional
disconnection, fault/shame, social isolation/astray. Individuals with schemas in this area cannot establish
a secure and healthy attachment to those around them. As a result, they are unable to form healthy
relationships in adulthood and often have short-term relationships. In the field of impaired autonomy
and performance, there are dependency/inadequacy, inability to disease and harm, cohesiveness, and
failure schemas. Individuals with schemas in this area generally have problems with being able to act
independently. Individuals in this area have had childhood periods where their parents' every wish was
fulfilled or on the contrary, they did not receive any care. In the area of impaired boundaries, there are
the entitlement and insufficient self-control schemas. Individuals with schemas in this area do not have
sufficient self-control and healthy boundaries. As a result, they have difficulties in respecting the rights
and freedoms of others, in reaching their goals and in keeping their promises. There is submissiveness,
self-sacrifice, and approval-seeking schemas in the field of other-directedness. Individuals in this field,
on the other hand, care more about the needs of others than their own needs and desires. In their
childhood, they were not free to follow their tendencies. Individuals in this schema area restrict their
own characteristics to meet their need for approval and love. In the last schema area, over vigilance and
inhibition, there are negativity/pessimism, emotional inhibiton, high standards/hyper criticalness, and
punitiveness. Individuals with schemas in this area cannot live haphazardly and try to suppress
momentary emotions and impulses. Rather than being happy, they prefer to follow the strict rules they
set themselves. Individuals of this type are taught to be alert to life as children, so if they are not careful,
they fear that their life will be very bad and things will go wrong. The schemas within the schema
domain in question can cause individuals to exhibit some erroneous behaviors, and this leads to the
increase of negative experiences for the individual, as well as the damage to happiness (Yal¢in, Ak,
Kavakli, & Kesici, 2017). The first schemas formed by the child's relationship with the family, form the
basis of early maladaptive schemas (Muris, 2006). Activation of schemas in the future of an individual's
life means that a situation similar to an early experience with their parents has been experienced. It is
seen that individuals who perceive their parents or caregivers positively are mentally healthier (Harris
& Curtin, 2002; Cheng & Furnham, 2003). When the literature is examined, it is thought that the
individual's satisfaction with life and his ability to be happy with his experiences are affected by his/her
past experiences, the relationship he/she has established with his/her parents in the past, and the
maladaptive schemas they have. It is thought that individuals with maladaptive schemas experience less
positive situations such as enjoying life, being happy and providing satisfaction.

1.1. Aim of the Study

In this study, the mediating role of early maladaptive schemas in the relationship between
happiness and life satisfaction of university students was examined. The research model and hypotheses
created based on theory and empirical research are presented as follows.
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Hypothesis 1: There is a negative significant relationship between happiness and early maladaptive
schemas (sub-dimensions).

Hypothesis 2: There is a negative significant relationship between early maladaptive schemas (sub-
dimensions) and life satisfaction.

Hypothesis 3: There is a positive and significant relationship between happiness and life satisfaction.

2. METHOD

In this section, information about the design of the research, data collection tools and data
analysis process is given.

2.1.Research Design

The research is in relational screening model. Studies conducted to determine the relationships
between two or more variables are defined as relational research (Biiyiikoztiirk, Kilig Cakmak, Akgiin,
Karadeniz, & Demirel, 2016). Relational screening model is divided into two as exploratory and
predictive correlational research. Predictive correlational studies can focus on indirect-mediation effects
as well as direct effects (Blylkoztiirk et al., 2016). In this study, the mediating role of early maladaptive
schemas in the relationship between happiness and life satisfaction in university students was examined.
Whether the model tested in the research is statistically significant or not was examined through the
software developed by Hayes and with the Bootstrap Method and SEM (Structural Equation Modeling).
Bootstrapping is an intensive computational method that involves repeatedly extracting samples from
datasets and estimating the indirect effect on each resampled dataset (Preacher & Hayes, 2008). Data
analysis was done with SPSS 20.0 package program and Lisrel 8.7 package program.

2.2.Research Sample

The study group of the research consists of 490 students attending a state university in the 2021-
2022 academic year. The study group was determined by simple random sampling method. 373 (76.1%)
of the students participating in the research are female and 117 (23.9%) are male students. Of the
students, 154 (31.4%) were in their 1st grade, 89 (18.2%) were in their 2nd grade, 119 (24.3%) were in
the 3rd grade, and 128 (26.1%) were in the 4th grade. Participation in the study was based on
volunteerism.

2.3. Data Collection Tools

Young Schema Scale Short Form: Young et al. (1990; 2003) developed the Young Schema Scale and
Short Form for the evaluation of early maladaptive schema domains. The short form of the measurement
tool consists of 90 items. This measurement tool evaluates 5 theoretically defined schema domains and
18 schemas under these schema domains. These schema domains are; “Disconnection and Rejection”,
“Impaired Autonomy and Performance”, “Impaired Boundaries”, “Other Directedness” and “Over-
vigilance and Inhibition” and the schemas are abandonment/instability, insecurity/abuse, emotional
disconnection, fault/shame, social isolation/astray, dependency/inadequacy, inability to disease, harm,
cohesiveness, failure entitlement, insufficient self-control, submissiveness, self-sacrifice, approval-
seeking, negativity/pessimism, emotional inhibition, high standards/hyper criticalness, and
punitiveness. The measurement tool is a 6-point Likert-type rating scale with the following statements:
“1= totally wrong for me, 2= mostly wrong for me, 3= the part that suits me a little more than the part
that doesn't fit me, 4= moderately true for me, 5= mostly true for me. correct, 6= describes me perfectly”.
High scores from the measurement tool indicate the presence and intensity of the schema. The Turkish
adaptation of the scale was carried out by Soygiit, Karaosmanoglu, and Cakir (2009) on university
students. Principal Component Analysis was performed to determine construct validity. According to
the results of the analysis, a structure with 14 factors and 5 schema domains were reached as in the
original form.In the Turkish validity and reliability study of the scale, it was observed that the test-retest
reliability Pearson correlation coefficients ranged between r=.66 to .82 for schema dimensions and r=.66
to .83 for schema domains. The Cronbach's alpha internal consistency coefficient of the scale was found
to vary between .63 to .80 for schema dimensions and between .53 to .81 for schema domains (Soygut,
Karaosmanoglu & Cakir, 2009). In this study, the Cronbach alpha internal consistency coefficients of



the sub-dimensions of the scale were .78 for emotional deprivation, .84 for failure to achieve, .85 for
pessimism, .77 for social isolation, .67 for emotional inhibition, .75 for approval-seeking, .81 for
insufficient self-control, .70 for self-sacrifice, .73 for abandonment, .73 for punitiveness, .76 for
imperfection, .72 for vulnerability to harm or illness, and .67 for high standards.

Happiness Scale: The Happiness Scale, developed by Demirci and Eksi (2018), is a measurement tool
with a one-dimensional structure consisting of 6 items. This measurement tool was developed to
determine the happiness levels of individuals. The factor loads of the items in the measurement tool
ranged from .59 to .78. The total explained variance of the happiness scale is 54.129, and its eigenvalue
is 3.248. The fit index values obtained as a result of the confirmatory factor analysis applied to evaluate
the one-dimensional structure of the Happiness Scale; ¥2(9, N =450) = 23.83, p < .001; CFI =.99; NFI
= .98; NNFI = .98; SRMR = .029; It was found that RMSEA = .061. The Cronbach alpha internal
consistency coefficient of the measurement tool was calculated as .83. The test-retest reliability
coefficient of the scale was found to be .73 (Demirci & Eksi, 2018). In this study, the Cronbach alpha
internal consistency coefficient of the scale was calculated as .86.

Satisfaction with Life Scale: “Satisfaction with Life Scale” (SLS) was developed by Diener, Emmons,
Larsen, and Griffin (1985) and the Turkish adaptation of the scale was studied by Dagli and Baysal
(2016). The original scale is in English and consists of a total of 5 items under a single factor structure.
The results of the factor analysis revealed that the Satisfaction with Life Scale, as in the original scale,
showed a single factor structure and consisted of 5 items. According to the results of the exploratory
factor analysis, the KMO value was calculated as 0.86. The total variance explained was 68.389%. The
factor loads of the items ranged from .72 to .89. The fit index value obtained as a result of the
confirmatory factor analysis performed to reveal the single-factor structure of the Satisfaction with Life
Scale ¥2/sd = 1.17, p < .001; CFI = 1.00; NFI = .99; NNFI = 1.00; SRMR = .019; It was found that
RMSEA = .030. The Cronbach Alpha Coefficient, which gives the internal consistency of the items
forming the scale, was calculated as 0.88. In this study, the Cronbach alpha internal consistency
coefficient of the scale was calculated as .82.

2.4.Data Analysis

Before the analysis of the data, assumptions such as sample size, missing values, normality,
linearity, multicollinearity and singularity and finally extreme values should be tested within the scope
of the structural equation model (Cokluk, Sekercioglu, & Biiyiikoztiirk, 2014). For extreme value
analysis, one-way boxplots were examined and 34 extreme values were excluded from the analysis. The
Mahalanobis distance was calculated for multidirectional extreme values. The chi-square value for each
subject was X2 = 135.807, and no subjects were found above this value. To test univariate normality,
kurtosis skewness coefficients, histograms and various tests such as Kolmogrov-Smirnov can be used
(Cokluk, Sekercioglu, & Blyukoztirk, 2014). The fact that the kurtosis and skewness values are
between +1.0 can be said to be evidence that the distribution does not deviate excessively from normal
(Tabachnick & Fidell, 2015). Descriptive statistics regarding univariate normality are shown in Table-
1.

Table 1. Descriptive Statistics on Univariate Normality

Variables N X S Skewness Kurtosis
Happiness 490 21,13 4,52 -,184 ,024
Life Satisfaction 490 14 3,94 ,090 -,307
Emotional Deprivation 490 9,36 4,41 ,956 ,080
Pessimism 490 13,97 6,29 ,528 -,592

As seen in Table-1, it was determined that the coefficients obtained by dividing the kurtosis and
skewness coefficients by the kurtosis and skewness standard errors were not between £ 1. In this case,
it can be said that the distribution is not normal.

In order to examine multicollinearity, another assumption of multivariate statistical analysis,
variance increase factor (VIF) and tolerance values were examined. If the VIF value is less than 10 and



the tolerance value is greater than .20, it means that there is no multicollinearity problem between the
variables (Cokluk, Sekercioglu, & Biiylikoztiirk, 2014). When the variables of the study were examined,
it was seen that the tolerance values varied between .34 and .70 and the VIF values varied between 1.41
and 2.92. In this case, it can be said that there is no multicollinearity problem between the variables.

After providing the assumptions required for multivariate statistics, the Pearson Moments
Correlation Coefficient was calculated between the variables to test the mediation model. After testing
the relationship between the variables, the mediation model was calculated with the Lisrel program and
the path coefficients were examined. Finally, Bootstrap analysis was performed to analyze the
generalizability of the research to the universe and to test whether the theoretically established mediation
model is statistically significant.

3. FINDINGS

The aim of the study is to examine the mediating role (direct and indirect effects) of early
maladaptive schemas in the relationship between life satisfaction and happiness levels of university
students. Before testing the direct and indirect effects of early maladaptive schemas on the relationship
between happiness and life satisfaction, correlation analysis was performed to examine the relationship
between variables. Table-2 shows the findings related to the correlation analysis.

Table 2. Pearson Correlation Coefficient Values Between Variables

Variables 1. 2. 3. 4.

1.Happiness -

2. Life Satisfaction 627** -

3.Emotional Deprivation -.379** - 412** -

4. Pessimism -.324** -.335** 332** -
**=p<0.01

When Table-2 is examined, it is seen that there is a positive and significant relationship between
happiness and life satisfaction (r=.627, p<0.01). It is seen that there is a negative significant relationship
between happiness and emotional deprivation (r-.379, p<0.01), and between happiness and pessimism
(r=-.324, p<0.01). There is a significant negative correlation between life satisfaction and emotional
deprivation (r=-.412, p<0.01). There is a significant negative correlation between life satisfaction and
pessimism (r=-.335, p<0.01). There is a significant positive correlation between emotional deprivation
and pessimism (r=.332, p<0.01).

It is seen that there is a significant relationship between the two sub-dimensions of early
maladaptive schemas, which are thought to have a mediating role, and happiness and life satisfaction.
Other sub-dimensions were not included in the study because of their low relationship levels. In this
study, which examined the mediation of early maladaptive schemas (emotional deprivation and
pessimism) in the relationship between happiness and life satisfaction, the findings regarding the
predictor of life satisfaction and unstandardized beta coefficients through early maladaptive schemas
(emotional deprivation and pessimism schemas) are given in figure-1.
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Figure 1. Findings Regarding The Predictor Of Life Satisfaction And Unstandardized Beta Coefficients Through
Early Maladaptive Schemas

When Figure-1 is examined, it is seen that emotional deprivation and pessimism schemas play
a partial mediating role in the relationship between happiness and life satisfaction. When the fit indices
of the model created in Figure 1 are examined, it is seen that the model was confirmed by showing a
perfect fit (x2=28.1, df=1, p=1>.001; RMSEA=.0023, x2/df=0, TLI(NFI=0.94, CFI=0.94, GFI=0.97,
SRMR=.068) In addition to the fit indices for the validation of the structural model, t values were also
examined as criteria The t values and standardized 3 and standard error values for Figure 1 are given in
Table 3.

Table 3. Path coefficients for Figure 1

Path Standardize p Standart Error t

Path coefficients for Figure 1 (Direct Effect)

Happiness—*Life Satisfaction 63 1,00 17,79**
Path coefficients for Figure 1 (Indirect Effect)

Happiness—Emotional Deprivation -.38 1,00 -9,06**
Happiness— Pessimism -.32 1,00 -7,57**



Happiness —* Life Satisfaction 93 0.57 13,67**
Emotional Deprivation —* Life Satisfaction -.18 0.86 -4,83**
Pessimism — Life Satisfaction -11 0.89 -2,95**

*p<.05, **p<.01

As seen in Table-3 and Figure-1, the total effect of happiness on life satisfaction (f=.63,t=17.79;
p<.01) is at a positive and significant level (Stage 1). Emotional deprivation schema (f=-.38, t=-9.06;
p<.01) and pessimism schema (B=-.32, t=-7.57; p<. .01) is significant (Stage 2). The direct effect of
mediator variables, emotional deprivation (f=-.18, t=-4.83; p<.01) and pessimism (f=-.11, t=-2.95;
p<.01) on life satisfaction is significant (Stage 3). When happiness and emotional deprivation and
pessimism schemas, which are mediator variables, were taken simultaneously to the model (Stage 4),
the relationship between happiness and life satisfaction (p=.53, t=13.67; p<.01) decreased and its
significance value decreased. However, it is still significant. It is seen that there is a decrease of .10
points after emotional deprivation and pessimism, which are mediator variables, are taken into the
analysis. Emotional deprivation and pessimism schemas seem to mediate partially. In addition, the
whole model was found to be at a significant level (F(3-486) =126.429, p<.01). The whole model
explains 66% of the total variance in life satisfaction.

Bootstrapping analysis was performed because the data were not normally distributed in the
study. Values for direct and indirect effects between the variables of the model tested; The bias-free and
corrected results are presented in Table-4.

Table 4. Findings Related to the Effects of Happiness, Emotional Deprivation, Pessimism, and Life Satisfaction
among the Variables in the Model

Product of coefficients Bootsrapping %95
BCa
Effects Point SE T p Low High
Estimation
Indirect 0,0586 0,0147 -4,6845 0,0000 0,0304 0,0878
=5 Effect
c -
% g Total Effect 0,5466 0,307 0,4862 0,6069
(o
UEJ a Direct Effect 0,488 0,0338 -0,2247 -0,0919
Indirect 0,0299 0,0124 -2,8624 0,0044 0,0070 0,0557
= Effect
2
E Total Effect 0,5466 0,307 0,4862 0,6069
[72]
§ Direct Effect  0,5167 0,0232 -0,1119 -0,0208

N= 490, k= 5000 *p<.05, **p<.01, ***p<.001 BCa: Bias corrected and accelerated 5000 bootstrap sample

Whether the indirect effect in the model tested in the study was statistically significant was
examined on 5000 bootstrap samples. Estimates were evaluated at 95% confidence intervals. The bias-
free and corrected results are presented in Table-4. As seen in Table-4, the indirect effect of happiness
on life satisfaction through emotional deprivation (the difference between total and direct effect/c-c’)
was found to be statistically significant (point estimate=0.0586 and 95% BCa CI [0, 0304, 0.0878] The
indirect effect of happiness on life satisfaction through pessimism (difference between total and direct
effect/c-c') was statistically significant (point estimate= 0.0299 and 95% BCa CI [0.0070). , 0.0557]
Preacher and Hayes (2008) stated that the mediating effect was not significant for confidence intervals
containing zero. Accordingly, since the confidence intervals did not contain zero, it was seen that the
mediating role of emotional deprivation and pessimism schemas in the relationship between happiness
and life satisfaction was significant.



4. DISCUSSION, CONCLUION AND SUGGESTIONS

In this study, the mediating role of early maladaptive schemas in the relationship between
university students' happiness levels and life satisfaction was investigated. Since there are more than
one factor affecting the relationship between the concepts discussed in the field of psychology, it is
thought that considering these factors as a mediator rather than ignoring them will yield more realistic
and accurate results (Baron & Kelly, 1986). Considering the said opinion, it is important to examine the
mediating role of early maladaptive schemas between happiness and life satisfaction.

When the findings of the study are examined, it is seen that there is a strong and positive
relationship between happiness and life satisfaction. It was concluded that the emotional deprivation and
pessimism schemes of university students played a mediating role in the said relationship. The findings
are in parallel with some studies in the literature. Tomlinson, Keyfitz, Rawana, and Lumbey (2017)
revealed in their study that there are negative significant relationships between maladaptive schemas
and life satisfaction, and again between maladaptive schemas and happiness. The negative and
significant relationships obtained in the aforementioned study are similar to the relationships of the
schemas that play the mediator role in this study. In addition, in the study of Shirvani and Peyvastegar
(2011) it was revealed that there are negative significant relationships between early maladaptive
schemas and life satisfaction. Mohammadnia and Mohammadnia (2019) concluded in their study that
university students' early maladaptive schemas and psychological resilience statistically predicted life
satisfaction. The results of both the current study and previous studies in the literature show that
university students’ early maladaptive schemas have a negative effect on life satisfaction. As it is known,
life satisfaction emphasizes the cognitive aspect of the concept of “subjective well-being” (Diener,
Emmons, Larsen, & Griffin, 1985). It can be said that the reason why schemas that are destructive,
cognitive and emotional patterns that continue throughout the life of individuals (Rafaeli, Bernstein, &
Young, 2011), starting from early childhood, are effective on life satisfaction is the cognitive dimension
in question. The fact that early maladaptive schemas are their own repetitive patterns starting from
childhood (Young & Klosklo, 1993) and that these patterns are quite stable and strong can be discussed
as another factor that prevents the individual's happiness from reaching life satisfaction. The results
obtained in this study support this idea. Considering that early maladaptive schemas are thought patterns
that individuals develop against negative experiences and situations, and that these patterns have strong
roots such as experiential experiences, the effect of individuals' cognitive processes can be seen more
easily. The conclusion that university students need to get rid of the rigidity of schemas in order to
achieve life satisfaction can also be discussed in the light of the findings of this research.

Singh and Jha (2008) examined the relationship between happiness, life satisfaction, resilience
and negative affect in their study. The data obtained from the study reveal that there is a negative and
significant relationship between negative affect, happiness and life satisfaction. In a study conducted by
Yale¢m, Ak, Kavakli, and Kesici (2018), a negative significant relationship was found between happiness
and vulnerability to harm and illness, pessimism, failure, social isolation, emotional deprivation,
approval seeking, and inadequate self-control schemes. In addition, Lu and Gilmour (2004) found in the
study they conducted with university students that happiness is a result of the individual's transferring
what he wants to achieve to life. In this case, it is closely related to the individual's satisfaction with life.
In addition, Paschali and Tsitsas (2010) revealed in their research that university students with low levels
of anxiety have higher life satisfaction. Based on this result, it can be argued that the level of life
satisfaction of university students, who have low anxiety and therefore more opportunities to increase
their happiness level, may be affected. The results obtained in these studies show parallelism with the
findings obtained in this study. Happiness levels of university students are affected by negative affect
and early maladaptive schemas. Among these factors, early maladaptive schemas prevent life
satisfaction. According to these results, both happiness levels and life satisfaction of university students
are affected by early maladaptive schemas. Early maladaptive schemas, which contribute negatively to
both variables, also play a mediating role in the relationship between happiness and life satisfaction,
which are discussed very closely in the literature.

When the literature is examined, it is seen that many different studies (Aydogdu, 2021;
Brailovskaia, Schonfeld, Kochetkov, & Margraf, 2019; Deb, Thomas, Bose, & Aswathi, 2020; Kaya &
Organ, 2019) have been conducted recently, examining happiness and life satisfaction from different
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perspectives. It is noteworthy that in these studies, happiness is considered as one of the factors that
provide life satisfaction. As stated in the definition of happiness made by Argyle et al. (1989), happiness
is the average satisfaction obtained over a period of time and the absence of negative emotions. In
addition, as Seligman (2022) emphasizes, happiness includes not only the scarcity of negative emotions
and thoughts, but also the good evaluation of positive situations. In the report they published, Ortiz-
Ospina and Roser (2013) reported that life satisfaction also increased in countries where the level of
happiness was high. Based on the studies, it can be said that happiness has a serious effect on life
satisfaction. Life satisfaction and happiness are used as close concepts. Although this closeness
contributes positively to the relationship between the variables, since the concepts of life satisfaction
and happiness do not define exactly the same structure, there is no harm in dealing with this relationship
scientifically. The findings obtained in this study also support this closeness and relationship mentioned
in the literature. In addition, Peterson, Park, and Seligman (2005) tested whether happiness obtained in
different ways predicts life satisfaction in their study. In the study, in which happiness with satisfaction,
happiness with attachment and happiness with meaning were examined, it was concluded that all types
of happiness predicted life satisfaction significantly. In this study carried out by Peterson et al., it can
be concluded that regardless of the way happiness is achieved, it affects individuals' life satisfaction
positively. Although this supports the results obtained from the current study, it can be argued that it
would be beneficial for university students to increase their happiness in their personal and academic
lives, in increasing their life satisfaction. In addition, based on the mediator role that early maladaptive
schemas play in this relationship, it can be concluded that while university students increase their sources
of happiness, it is necessary to provide conditions that will enable them to realize the schema areas and
work with them so that the happiness in question is reflected in their life satisfaction.

In this study, it is seen that emotional deprivation and pessimism, which are among the early
maladaptive schemas, play a partial mediating role in the relationship between happiness and life
satisfaction. When the previous studies are examined, there are no studies that deal with early
maladaptive schemas in the relationship between happiness and life satisfaction, but as many different
studies reveal, early maladaptive schemas with very strong cognitive roots are highly effective on
individuals' life satisfaction. Likewise, it is known that early maladaptive schemas cause university
students to be more affected by stressful situations (Camara & Calvete, 2012). In the study conducted
by Yoo, Park, and Jun (2014), the effect of early maladaptive schemas of university students on
interpersonal orientation and peer attachment was investigated. The findings of this study show that
early maladaptive schemas negatively affect interpersonal orientation and peer attachment. It is known
that one of the determinants of life satisfaction is to be able to establish and maintain social
communication. In the study conducted by Yoo et al., there is evidence that the early maladaptive
schemas of university students negatively affect this skill. This study, on the other hand, shows that the
life satisfaction levels of university students with early maladaptive schemas decrease, in parallel with
the study of Yoo et al. The results show that university students with early maladaptive schemas will
have difficulty in increasing their life satisfaction to the level they want, even if their happiness levels
are high. University life, which mostly coincides with the post-adolescence period -in Freud's words,
come out of the storm period- and pass into a calmer period emotionally and cognitively. It coincides
with a period in which change is also difficult. In this case, maladaptive schemas brought since early
childhood experiences can be quite effective in the decision and reaction processes of university
students. Both the studies in the literature and the aforementioned study show that the early maladaptive
schemas of university-aged individuals prevent them from getting life satisfaction in the new
developmental period they enter. From this point of view, it can be said that it will be important for the
experts in the Psychological Counseling and Guidance Centers in universities and the experts providing
psychological support services within the medical centers to work with the early period maladaptive
schemas that university students have.

In this research, the role of early maladaptive schemas in the relationship between the concepts
of happiness and life satisfaction, which are closely discussed in the psychology literature, was
examined. As stated earlier, although life satisfaction and happiness seem to be very close to each other,
the subtle difference between the meanings and structures they correspond to makes it important to
examine variables such as early maladaptive schemas that are thought to have an effect on the
relationship in question. It can be argued that examining concepts that are close to each other will make
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important contributions in terms of revealing the difference between concepts. San Martin, Perles, and
Canto (2010) tried to reveal this difference in their study with university students. According to the
results obtained from the study, while pleasure is seen as the closest source to happiness, it has been
seen that happiness based on commitment is closer to life satisfaction. Thanks to this study, it can be
said that the role and importance of early maladaptive schemas have been revealed in studies to be
carried out on the achievement of life satisfaction of individuals at university age. As in every
developmental period, young adults at university age also face different life events and developmental
crises. When these crises are not overcome, it can be said that the individual's life satisfaction affects
negatively. For this reason, it can be expected that individuals will gain the ability to cope with these
crises and that these skills will increase the level of happiness and life satisfaction of individuals. In
addition, the results of the study conducted by Giindogar, Sallan Giil, Uskun, Demirci, and Kececi
(2007) should also be taken into account, and the factors affecting life satisfaction should not be
considered unidirectionally. In other words, according to the findings obtained from this study,
happiness predicts life satisfaction, but increasing life satisfaction will also reflect happiness, so the
relationship between variables should be emphasized in this direction as well, and the role of early
maladaptive schemas, which are considered as mediating variables, in this relationship should be
interpreted accordingly. Considering the perspective put forward by this study on life satisfaction, it
reveals that the realization of these coping skills and thus the goal of increasing life satisfaction can be
achieved by working with university students' early maladaptive schemas. From this point of view, it is
thought that Psychological Counseling and Guidance Centers that work closely with university students
can benefit from the results of this study. It is thought that considering the mediating role of early
maladaptive schemas in the relationship between different variables and happiness and life satisfaction
in future studies will contribute to the literature. Also other variables, beside early maladaptive schemas,
should be taken into account as mediator between happiness and life satisfaction to explain the
relationship more deeply between these two variables. Likewise, by examining the effects of early
maladaptive schemas on the psychological resilience and well-being of university students, general well-
being of university students can be investigated from different perspectives.
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Ozet

Bu arastirmada iiniversite 6grencilerinin mutluluk ve yasam doyumlar: arasindaki iliskide erken dénem
uyumsuz semalarin araci rolil incelenmistir. Bu ama¢ dogrultusunda basit se¢kisiz drnekleme yontemiyle 490
ogrenciden (373’1 kadin, 177’si erkek) cevrimigi ve yiiz ylze veri toplanmistir. Arastirma kapsaminda ‘Yasam
Doyumu Olgegi’ “Young Sema Olgegi Kisa Formu’ ve ‘Mutluluk Olgegi’ kullanilarak veri toplanmigtir. Oncelikle
toplanan veriler lizerinde yiiriitiilecek olan istatistiksel analiz ve model varsayimlarinin karsilanip karsilanmadigi
test edilmistir. Onerilen model LISREL yazilmi kullanilarak yapisal esitlik modellemesi ile test edilmistir.
Bulgular dogrultusunda énerilen aract modelin veri ile iyi uyum gésterdigi sdylenebilir. Universite 6grencilerinin
yasam doyumu ile mutluluk diizeyleri arasinda pozitif yonde anlamli bir iliski bulunmustur. Erken donem uyumsuz
semalardan iki alt boyutun (duygusal yoksunluk ve karamsarlik) yasam doyumu ve mutluluk arasinda kismi
aracilik rolii tstlendigi gorillmistiir. Elde edilen sonuclara gore erken dénem uyumsuz semalarin gerek yasam
doyumu gerekse mutluluk iizerinde kismi etkileri oldugu goriilmiistiir. Calismaya iliskin bulgular alanyazin
1s1¢1nda detayli bir sekilde tartigilmistir.

Anahtar Kelimeler: tniversite 6grencileri; mutluluk; yasam doyumu; erken déonem uyumsuz semalar

1. GIRIS

Insanlar bio-psiko-sosyal varliklar olarak yasamlar1 boyunca gelisimsel dénemlerin getirdigi
ihtiyaclarmi gidermeye c¢alismaktadir. Bu ihtiyaglarin kargilanmasi bireyin saglikli bir gelisim
gostermesi, mutlu olmasi, hayatin anlam kazanmasi ve bunlarla birlikte yasamdan doyumunun
saglanmasi acisindan olduk¢a 6nemlidir. Yagamdan doyum almak insanlarin temel amaglarindan birisi
olarak gosterilebilir. Yasam doyumu kavrami alanyazinda ilk kez Neugarten, Havinghurst ve Tobin
(1961) tarafindan kullanilmis ve bireyin istekleri ile yasadiklar1 arasindaki yaptigi degerlendirmeye
iligkin sonu¢ olarak tanimlanmistir. Bagka bir degisle yasamdan doyum alan bireylerin istek ve
yasantilar1 arasindaki farkin az oldugu ve s6z konusu bu farkin biligsel anlamda islendigi ve fark edildigi
sOylenebilir. Diener, Emmons, Larsen ve Griffin’e (1985) gére yasam doyumu O6znel iyi olusun
(subjective well-being) bir boyutudur. Oznel iyi olus kavrami pozitif psikoloji literatiiriinde siklikla
kullanilmakta ve bireylerin olumlu — olumsuz duygulanimi ile yasam doyumunu ele almaktadir. Bunun
yant sira Shin ve Johnson (1978) yasam doyumu kisinin kendi iradesi ile yaptig1 se¢imler sonucunda
elde ettigi hayat kalitesinden memnun olmas1 seklinde tanimlamistir. Yasam doyumunun belirleyicileri
arasinda duygusal, fiziksel, sosyal ve mental saglik, etkili ve fonksiyonel iletisim becerileri, psikolojik
iyi olus, sosyal becerilere sahip olma ve sosyal iliskileri baslatip siirdiirebilmek gibi degiskenler yer
almaktadir (Cruice, Worrall, Hickson ve Morrison, 2010). Bireylerin yasam doyumu Kkendileri igin
belirledikleri standartlara gore sekillenmektedir (Diener ve ark., 1985). Kisinin kendi yasami igin
olusturdugu her tiirlii standart ve degerlendirme kriterleri ise dogumdan itibaren etkilesim i¢inde oldugu
cevresi ve igsel siiregleri tarafindan sekillenmektedir. Ayrica s6z konusu standartlarin belirlenmesi ve
bu standartlarin bireylerin yasam doyumu iizerine etkisi bilissel siireglerden de direkt olarak
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etkilenebilmektedir. Pavot ve Diener (2007) yasam doyumunun 6znel iyi olus kavraminin bilissel bir
boyutu oldugunu vurgulamis ve bireyin biligsel degerlendirmelerinin bu konuda oldukga etkili oldugu
belirtmistir. Oyle ki kisinin yasamdan doyum alabilmesi icin bu degerlendirmeler sonucunda farkin ¢ok
fazla olmamas1 ve kisinin beklentilerinin belirli bir diizeyde karsilanmis olmas1 gerekmektedir. Bunun
yani sira yasam doyumu bireylerin giinliik yasamdaki mutluluk diizeyleri ile de iliskili goriilmektedir.

Insanlik tarihi boyunca mutluluk, merak edilen ve tartisilan bir konu olmustur. Bu konu
psikoloji bilimi heniiz dogmadan felsefe alaninda ortaya ¢ikmis ve tartisilmigtir. Sokrates’in “Nasil bir
yasam beni mutlu eder?”’sorusu mutlulugun felsefi agidan tartisilmasinin oniinii agmigtir. Aristoteles
(350 B.C.E./Z1920) biitiin insanlarin mutlulugu aradigini dile getirmis, onu takip eden ¢aglarda da
mutlulugun ne oldugu ve nasil elde edilebilecegi sik¢a konusulmustur. Her ne kadar mutluluk {izerine
diisiinceler ve tartismalar oldukca eskiye dayansa da konunun bilimsel olarak ele alinmas1 1980°1i yillar1
bulmustur. Psikolojik acidan mutluluk kavramini ele aldigimizda karsimiza farkli bakis agilar
cikmaktadir. Haybron (2000) s6z konusu bakis agilarini dort kategoride ele almaktadir. Bunlarin ilki
sagduyuya dayali mutluluktur. Sagduyuya dayali mutlulukta iyi olma hali mutlulugun temel kaynagi
olarak gorilmektedir. ikincisi haz temelli mutluluk, iiciinciisii algilanan istek doyumu temelli
mutluluktur. Haz temelli mutlulukta bireyin aci veren olaylardan uzaklagmasi ve ardindan pozitif duygu
ve durum yasamasini saglayacak olay ve bireyleri hayatina katmasi mutlulugun temeli olarak ele
almmaktadir. Algilanan istek doyumu temelli mutluluk ise bireyin isteklerinin karsilanmasini ve bunun
sonucunda mutlulugun ortaya ¢iktigini savunmaktadir. Son kategori iseyasam doyumuna dayali
mutluluktur. Yasam doyumuna dayali mutluluk ise daha 6nce belirtildigi ilizere bireyin yasamdan
sagladig1 doyum ve pozitif degerlendirme sonucu ortaya ¢ikan mutluluk tiiriidiir. Yasam doyumu, tanimi
dolayisiyla algilanan istek doyumu temelli mutluluga yakinlik gostermetekdir. Haybron’un ortaya
koydugu bu kategoriler incelendiginde, bireyin mutlulugunun temelde biligsel siire¢lerden etkilendigi
ve Ozellikle yasam doyumu temelli oldugu soylenebilir. Pozitif psikoloji calismalari ile mutluluk detayli
bir sekilde arastirilmaya baslanmig ve kimi pozitif/olumlu duygularin sik¢a yasanmasi, olumsuz
duygularin sikliginin az olmasi ve bireylerin yasantilarindan doyum almasi gibi farkli durumlar
mutluluk olarak tanimlanmaya baslanmistir (Lyubomirsky, 2007). Bunun yani sira Seligman (2022)
bireyin olumsuz yasantilarini azaltmanin tek basina yeterli olmadigini, bunun yani sira olumlu 6zellik
ve yasantilarin (sevgi, hosgorii, otantiklik, ilgililik, vb.) artirllmasinin da mutluluk i¢in gerekli oldugunu
vurgulamigtir. Yasam doyumu ve mutluluk kavramlari, 6znel iyi olus ile bir arada kullanilmakla birlikte
birbirlerinden ayrilan boyutlar1 bulunmaktadir. Yasam doyumu, 6znel iyi olusun biligsel bir boyutu
olarak karsimiza g¢ikarken, mutluluk ise daha once belirtildigi tizere belirli bir periyottaki ortalama
doyum, olumlu yasantilar ya da negatif durumlarin yoklugu seklinde tanimlanabilmektedir (Argyle,
Martin ve Crossland, 1989). Bunun yani sira San Martin, Perles ve Canto (2010) yiirttiikleri ¢calismada
yasam doyumu ve mutlulugun yakin kavram olmasma ragmen farkli kaynaklardan beslendigini
vurgulamistir. Bireyler yasamlar1 boyunca ortaya koydugu birgok davranisi mutlulugu elde etmek ve bu
durumu siirdiirebilmek igin gergeklestirmektedir (Ng, 2015).

Bireyin bilissel degerlendirmeleri ise dogumundan itibaren sekillendirdigi bilissel yapilardan
etkilenmektedir. Beck (1967) bu yapilar1 sema olarak adlandirmis ve kisilerin aldigi uyaranlar
islemelerine ve degerlendirmelerine yardimei yapilar olarak tanimlamistir. Young ise Beck’in sema
taniminda degisiklikler yaparak “Erken Dénem Uyumsuz Semalar” kavramini ortaya atmistir. Young’a
(1995) gore erken donem uyumsuz semalar bireyin ¢ocuklugundan itibaren gelisen oldukca stabil ve
dayanikli yapilardir. Beck’in ortaya atti§1 sema kavramimin aksine Young’in semalar1, bireyin ortaya
koydugu davraniglarin séz konusu semalardan degil semalara karsi verilen rasyonel tepkiler olarak
aciklamaktadir. Young, Klosko ve Weishaar (2003) 5 farkli sema alanindan ve toplamda 18 farkli
semadan bahsetmektedir. Bu sema alanlar1 “Kopukluk ve Reddedilme”, “Zedelenmis Ozerklik ve
Performans”, “Zedelenmis Sinirlar”, “Bagkasina Yonemlilik” ve “Asir1 Uyarilma ve Baskilama”dir.
Kopukluk ve reddedilme alanindaki semalar Terk Edilme/istikrarsizlik, Giivensizlik/Ké&tiiye Kullanma,
Duygusal Kopukluk, Kusurluluk/Utang, Sosyal izolasyon/Yabancilasma’dir. Bu alandaki semalara
sahip bireyler etrafindakilerle giivenli ve saglikli bir baglanma kuramazlar. Bunun sonucu olarak
yetiskinlikte saglikli iliskiler kuramaz ve genellikle kisa siireli iliskiler yasarlar. Zedelenmis Ozerklik
ve Performans alaninda ise Bagimlilik/Yetersizlik, Hastaliklar ve Zarar Goérme Karsisinda
Dayaniksizlik, ¢ igelik, Basarisizlik semalar1 bulunmaktadir. Bu alandaki semalara sahip bireyler
genellikle bagimsiz hareket edebilme ile ilgili sorunlar yasamaktadir. Bu alanda bulunan bireyler,
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ebeveynleri tarafindan her istekleri yerine getirilmis ya da tam terse higbir bakim gérmemis ¢ocukluk
donemleri gecirmislerdir. Zedelenmis sinirlar alaninda ise Haklilik/Ustiinliik ve Yetersiz Oz Denetim
semalar1 bulunmaktadir. Bu alanda semaya sahip bireyler yeterli 6z denetime ve saglikli sinirlara sahip
degildir. Bunun sonucunda da bagkalarinin hak ve oOzgiirliklerine saygi gostermekte, hedeflere
ulasmakta, verilen sozlere uymakta sikintilar yasamaktadirlar. Bagkasina Y6nemlilik alaninda ise Boyun
egicilik, kendini feda ve onay arayicilik semalart bulunmaktadir. Bu alanda bulunan bireyler ise kendi
ihtiyag ve isteklerinden ¢ok bagkalarinin ihtiyaglarin1 6nemserler. Cocukluk yasantilarinda egilimlerini
takip etme konusunda ¢ok 6zgiir olamamislardir. Bu sema alanindaki bireyler onaylanma ve sevgi
ihtiyacim1 karsilamak icin kendi o6zelliklerini kisitlarlar. Son sema alani olan Asir1 Uyarilma ve
Baskilama alaninda, Olumsuluk/Karamsarlik, Duygular1 Baskilama, Yiiksek Standartlar/Asir
Elestiricilik ve Cezalandiricilik semalar1 bulunmaktadir. Bu alandaki semalara sahip bireyler gelisigiizel
yasayamaz ve anlik duygu ve diirtiileri baskilamaya ¢alisirlar. Mutlu olmaktansa kendi koyduklar1 kati
kurallara uymay1 tercih ederler. Bu tipteki bireylere ¢cocukken hayata karsi tetikte olmak 6gretilir bu
sebeple dikkatli olmazlarsa hayatlarinin ¢ok koétii olacagi ve islerin ters gidecegi korkusunu yasarlar.S6z
konusu sema alani icerisinde bulunan semalar, bireylerin bazi hatali davranislar sergilemesine sebep
olabilmektedir ve bu durum birey i¢in negatif yasantilarin ¢ogalmasina bununla birlikte mutlulugun
zedelenmesine yol agmaktadir (Yalgin, Ak, Kavakli ve Kesici, 2017). Cocugun aile ile iligkisiyle olusan
ilk semalar1, erken donem uyumsuz semalarin temelini olugturmaktadir (Muris, 2006). Bireyin hayatinin
ileriki zamanlarinda semalarinin aktive olmasi ebeveynleriyle erken donemde yasanan bir durumun
benzerinin yaganmis olmasi demektir. Ebeveynlerini ya da kendisine bakim veren kisileri olumlu
algilayan bireylerin ruhsal olarak daha saglikli oldugu goriilmektedir (Harris ve Curtin, 2002; Cheng ve
Furnham, 2003). Alanyazin incelendiginde bireyin hayata iliskin yasadigi doyum ve yasadiklarindan
mutluluk duyabilmesi gegmis yasantilari, ebeveynleriyle gegmiste kurduklari iligki ve sahip olduklari
uyumsuz semalardan etkilendigi diisiiniilmektedir. Uyumsuz semalara sahip bireylerin hayattan zevk
alma, mutlu olma ve doyum saglama gibi olumlu durumlari1 daha az yasadiklari diisliniilmektedir.

1.1.Calismanin Amaci

Bu ¢aligmada ise liniversite 6grencilerinin mutluluklari ile yasam doyumlar1 arasindaki iligkide erken
dénem uyumsuz semalarin araci rolii incelenmistir. Kuram ve gorgiil arastirmalardan yola ¢ikilarak
olusturulan arastirma modeli ve hipotezler asagidaki sekilde sunulmustur.

Erken
Ddnem

Uyumsuz
Semalar

H1 H2

Yasam
—> Doyumu

H3

Hipotez 1: Mutluluk ile erken donem uyumsuz semalar (alt boyutlar1) arasinda negatif yonde anlamli
bir iligki vardir.

Hipotez 2: Erken donem uyumsuz semalar (alt boyutlar) ile yasam doyumu arasinda negatif yonde
anlamli bir iligki vardir.

Hipotez 3: Mutluluk ile yasam doyumu arasinda pozitif yonde anlamli bir iligki vardir.
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2. YONTEM
Bu boliimde arastirmanin deseni, veri toplama araglari ve veri analiz siireci hakkinda bilgi verilmistir.
2.1. Arastirma Deseni

Aragtirma iligkisel tarama modelindedir. Iki ya da daha fazla degisken arasindaki iliskileri
belirlemek amaciyla yapilan arastirmalar iliskisel aragtirma olarak tanimlanmaktadir (Biiytikoztiirk,
Kilic Cakmak, Akgiin, Karadeniz ve Demirel, 2016). iliskisel arastirmalar kesfedici ve yordayici
korelasyonel aragtirma olmak tizere ikiye ayrilir. Yordayici korelasyonel aragtirmalar dogrudan etkilerin
yant sira dolayli-araci etkiler iizerine de odaklanabilmektedir (Biiyiikoztiirk ve ark., 2016). Bu
arastirmada tiniversite dgrencilerinde mutluluk ile yasam doyumu arasindaki iliskide erken donem
uyumsuz semalarin araci rolii test edilmistir. Arastirmada test edilen modelin istatistiksel agidan anlamli
olup olmadig1 Hayes tarafindan gelistirilen yazilim araciligiyla ve Bootstrap Yontemi ve YEM (Yapisal
Esitlik Modellemesi) ile incelenmistir. Bootstrapping tekrar veri setlerinden orneklemler ¢ikarma ve
yeniden Orneklenen her veri setindeki dolayli etkiyi tahmin etmeyi igeren yogun bir hesaplama
yontemidir (Preacher ve Hayes, 2008). Verilerin analizi SPSS 20.0 paket programi ve Lisrel 8.7 paket
programi ile yapilmustir.

2.2.Calisma Grubu

Arastirmanin galisma grubu 2021-2022 akademik yilinda bir devlet {iniversitesine devam eden
490 ogrenci olugturmaktadir. Calisma grubu Ornekleme yontemlerinden basit seckisiz 6rnekleme
yontemi ile belirlenmistir. Arastirmaya katilan 6grencilerin 373’1 (%76,1) kadin, 117’si (%23,9) erkek
ogrenciden olusmaktadir. Ogrencilerin 154 “ii (%31,4) 1. simf, 89°u (%18,2) 2. simf, 119°u (24,3) 3.
sinif ve 128’1 (%26,1) 4. smifa devam etmektedir. Calismaya katilimda goniilliiliik esasi temel
almmustir.

2.3.Veri Toplama Araclari

Young Sema Ol¢egi Kisa Formu: Young ve ark. (1990; 2003) tarafindan, erken dsnem uyumsuz sema
alanlarmin degerlendirilmesi amaciyla Young Sema Olgegi ve Kisa Formu gelistirilmistir. Olgme
aracinin kisa formu 90 maddeden olugmaktadir. Bu 6lgme araci kuramsal olarak tanimlanan 5 sema
alan1 (Kopukluk ve Reddedilmislik, Zedelenmis Ozerklik ve Performans, Zedelenmis Sirlar,
Bagkalarina Yonemlimlilik, Asirt Uyarilma ve Baskilama) ve bu sema alani altindaki 18 semay1 (Terk
Edilme / Istikrarsizlik, Giivensizlik, Duygusal Yoksunluk, Kusurluluk / Utang, Sosyal 1zolasyon,
Bagimhilik, Hastaliklar ve Zarar Gérme Karsisinda Dayaniksizlik, I¢ ice Gegme, Basarisizlik, Haklilik,
Yetersiz Oz Denetim, Boyun Egicilik, Kendini Feda, Onay Arayicilik, Olumsuzluk, Duygulart
Baskilama, Yiiksek Standartlar, Cezalandiricilik) degerlendirmektedir. Bu sema alanlari; “kopukluk ve
reddedilme, zedelenmis 6zerklik (otonomi) ve performans (kendini ortaya koyma), zedelenmis sinirlar,
baskalarma yonelimlilik ve asirn tetikte olma/baskilama” dir. Olgme aract 6’li likert tipi bir
derecelendirme Slgegi olup “1= benim i¢in tamamiyla yanlig, 2= benim i¢in biiyiik 6l¢lide yanlis, 3=
bana uyan tarafi uymayan tarafindan biraz fazla, 4= benim icin orta derecede dogru, 5= benim igin
cogunlukla dogru, 6= beni mikemmel bir sekilde tanimhiyor” seklinde wverilen tepkiler
degerlendirilmektedir. Olgme aracindan alinan yiiksek puanlar semanin varligini ve yogunlugunu
gostermektedir. Olgegin Tiirkce’ye uyarlamasi Soygiit, Karaosmanoglu ve Cakir (2009) tarafindan
tiniversite 6grencileri ilizerinde gergeklestirilmistir. Yap1 gegerliligini belirlemek i¢in Temel Bilesenler
Analizi yapilmistir. Analiz sonucuna gore 14 faktorlii bir yap1 ve orijinal formda oldugu gibi 5 sema
alanma ulasilmistir.Olgegin Tiirkce gecerlik ve giivenilirlik calismasinda test-tekrar test giivenirligi
Pearson korelasyon katsayilarinin sema boyutlari i¢in r=.66-.82 arasinda degistigi ve sema alanlari i¢in
r=.66-.83 arasinda degistigi goriilmiistiir. Olgegin Cronbach alfa i¢ tutarlilik katsayisimin ise sema
boyutlar i¢in .63-.80 arasinda, sema alanlari icin ise .53-.81 aralifinda degistigi gortilmistiir (Soygiit,
Karaosmanoglu ve Cakir, 2009). Bu caligmada ise olgege iliskin alt boyutlarin cronbachalpha i¢
tutarlilik katsayilar1 duygusal yoksunluk i¢in .78, basarisizlik i¢in .84, karamsarlik icin .85, sosyal
izolasyon i¢in .77, duygular1 bastirma i¢in .67, onay arayicilik i¢in .75, i¢ ige gegme/bagimlilik igin .81,
yetersiz 0zdenetim icin .66, kendini feda icin .70, terk edilme igin .73, cezalandirilma igin .73,
kusurluluk i¢in .76, tehditler karsisinda dayaniksizlik i¢in .72 ve yiiksek standartlar i¢in ise .67 olarak
hesaplanmustir.
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Mutluluk Olgegi: Demirci ve Eksi (2018) tarafindan gelistirilen Mutluluk Olgegi 6 maddeden olusan
tek boyutlu bir yapiya sahip bir 6l¢me aracidir. Bu 6lgme araci bireylerin mutluluk diizeylerini
belirlemek amaciyla gelistirilmistir. Olgme aracindaki maddelerin faktdr yiikleri .59 ile .78 arasinda
degismektedir. Mutluluk 6lgeginin agiklanan toplam varyansit %54.129 olup 6z degeri 3.248dir.
Mutluluk Olgegi’nin tek boyutlu yapisini degerlendirmek iizere uygulanan dogrulayici faktor analizi
sonucunda elde edilen uyum indeksi degerleri; ¥2(9, N = 450) = 23,83, p <.001; CF1 = .99; NFI = .98;
NNFI = .98; SRMR = .029; RMSEA = .061 seklinde bulunmustur. Olgme aracinin Cronbach alpha i¢
tutarlilik katsayisi .83 olarak hesaplanmustir. Olgegin test-tekrar test giivenirlik katsayis1 .73 olarak
bulunmustur (Demirci ve Eksi, 2018). Bu ¢alismada ise dlgegin Cronbach alpha i¢ tutarlilik katsayisi
.86 olarak hesaplanmustir.

Yasam Doyumu Olcegi: Diener, Emmons, Larsen ve Griffin (1985) tarafindan gelistirilen “Yasam
Doyumu Olgegi”nin (YDO) Tiirk¢e’ye uyarlamasi Dagli ve Baysal (2016) tarafindan yapilmistir. Ozgiin
olcek Ingilizce olup, tek faktorlii bir yapr altinda toplam 5 maddeden olusmaktadir. Yapilan faktor
analizi sonuglar;, Yasam Doyumu Olgegi’nin orijinal 6lgekte oldugu gibi, tek faktorlii bir yapi
gosterdigini ve yine 6zgiin Olgekte oldugu gibi 5 maddeden olustugunu ortaya koymustur. A¢imlayici
faktor analizi sonucuna gére KMO degeri 0.86 olarak hesaplanmistir. Agiklanan toplam varyans ise
%68.389 olarak bulunmustur. Maddelerin faktor yiikleri .72 ile .89 arasinda degigsmektedir. Yasam
Doyumu Olgeginin tek faktorlii yapisim ortaya koymak icin yapilan dogrulayict faktor analizi
sonucunda elde edilen uyum indeks degerli }2/sd = 1,17, p <.001; CFI = 1.00; NFI = .99; NNFI = 1.00;
SRMR = .019; RMSEA = .030 seklinde bulunmustur. Olgegi olusturan maddelerin i¢ tutarligini veren
Cronbach Alpha Katsayis1 0,88 olarak hesaplanmistir.Bu g¢alismada ise 0lgegin Cronbach alpha ig
tutarlilik katsayisi .82 olarak hesaplanmugtir.

2.4.Verilerin Analizi

Verilerin analizine gecilmeden once yapisal esitlik modeli kapsaminda drneklem biiyiikligii,
kayip degerler, normallik, dogrusallik, ¢oklu dogrusallik ve tekillik ve son olarak da ug¢ degerler gibi
varsayimlarin test edilmesi gerekir (Cokluk, Sekercioglu ve Biiyiikoztiirk, 2014). U¢ deger analizi igin
tek yonlii u¢ degerler kutu grafigi (boxplots) incelenmis olup 34 u¢ deger analizden ¢ikarilmigtir. Cok
yonlii ug degerler i¢in Mahalanobis uzaklig1 hesaplanmistir. Her denek igin ki-kare degeri X?=135.807
bulunmus olup bu degerin {izerinde herhangi bir denek bulunmamistir. Tek degiskenli normalligi test
etmek igin basiklik ¢arpiklik katsayilarindan, histogramlardan ve Kolmogrov-Smirnov gibi gesitli
testlerden yararlanilabilir (Cokluk, Sekercioglu ve Biiyiikoztirk, 2014). Basiklik ve carpiklik
degerlerinin £1.0 arasinda kalmasi, dagilimin normalden asir1 sapma gostermediginin bir kanit1 oldugu
sOylenebilir(Tabachnick ve Fidell, 2015).Tek degiskenli normallige iliskin betimsel istatistikler Tablo-
1’de gosterilmistir.

Tablo-1. Tek Degiskenli Normallige iliskin Betimsel Istatistikler

Degiskenler N X S Carpikhk Basikhik
Mutluluk 490 21,13 4,52 -,184 ,024
Yagam Doyumu 490 14 3,94 ,090 -,307
Duygusal Yoksunluk 490 9,36 441 ,956 ,080
Karamsarlik 490 13,97 6,29 ,528 -,592

Tablo-1den goriildiigii gibi basiklik ve carpiklik katsayilarinin basiklik ve carpiklik standart
hatalarina boliinmesiyle elde edilen katsayilarin + 1 arasinda olmadigi saptanmistir. Bu durumda
dagilimm normal olmadig1 sdylenebilir.

Cok degiskenli istatistiksel analizlerin bir diger varsayimi olan ¢oklu baglantilig1 incelemek
amaciyla varyans artig faktorii (VIF) ve tolerans degerlerine bakilmistir. VIF degerinin 10’dankiigiik
olmasi ve tolerans degerinin .20’den biiylik olmasi durumunda degiskenler arasi ¢oklu baglanti
probleminin olmadigi anlamina gelmektedir (Cokluk, Sekercioglu ve Biiyiikoztiirk, 2014). Arastirmanin
degiskenleri incelendiginde tolerans degerlerinin .34 ile .70 arasinda degistigi ve VIF degerlerinin 1,41

ile 2,92 arasinda degistigi goriilmiistiir. Bu durumda da degiskenler arasinda ¢oklu baglanti probleminin
olmadigi sdylenebilir.
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Cok degiskenli istatistik igin gerekli olan varsayimlar saglandiktan sonra aracilik modelinin test
edilmesi icin degiskenler arasinda Pearson Momentler Korelasyon Katsayisi hesaplanmustir.
Degiskenler arasindaki iliski test edildikten sonra aracilik modeli Lisrel programi ile hesaplanip yol
katsayilar1 incelenmistir. Son olarak da yapilan arastirmanin evrene genellenebilirligini analiz etmek ve
kuramsal olarak kurulan aracilik modelin istatistiksel agidan anlamli olup olmadigini test etmek igin
Bootstrap analizi yapilmistir.

3. BULGULAR

Arastirmanin amaci iiniversite O6grencilerinin yasam doyumlart ile mutluluk diizeyleri
arasindaki iliskide erken donem uyumsuz semalarin araci roliinii (dogrudan ve dolayli etkilerini)
incelemektir. Mutluluk ile yasam doyumu arasindaki iliskide erken donem uyumsuz semalarin dogrudan
ve dolayli etkilerini test etmeden once degiskenler arasindaki iliskiyi incelemek i¢in korelasyon analizi
yapilmistir. Tablo-2’de korelasyon analizine iliskin bulgular goriilmektedir.

Tablo-2. Degiskenler Arasinda Pearson Korelasyon Katsayist Degerleri

Degiskenler 1. 2. 3. 4,
1.Mutluluk -

2. Yagam Doyumu 627** -

3.Duygusal Yoksunluk -.379** - 412%* -

4. Karamsarlik -.324** -.335** 332** -

**=p<0.01anlamlilik diizeyi

Tablo-2 incelendiginde, mutluluk ile yasam doyumu arasinda (r=.627, p<0.01)pozitif yonde
anlamli bir iligski oldugu goriilmektedir. Mutluluk ile duygusal yoksunluk arasinda (r-.379, p<0.01)
diizeyinde, mutluluk ile karamsarlik arasinda (r=-.324, p<0.01)diizeyinde negatif yonde anlamli bir iliski
oldugu goriilmektedir. Yasam doyumunun duygusal yoksunluk ile arasinda (r=-.412, p<0.01) negatif
yonde anlamli bir iligki vardir. Yagam doyumu ile karamsarlik arasinda (r=-.335, p<0.01) diizeyinde
negatif yonde anlamli bir iligski vardir. Duygusal yoksunluk ile karamsarlik arasinda (r=.332, p<0.01)
diizeyinde pozitif yonde anlaml1 bir iligki vardir.

Araci rolii oldugu diisiiniilen erken donem uyumsuz semalarin iki alt boyutunun mutluluk ve
yasam doyumu ile arasinda anlamli bir iliski oldugu goriilmektedir. Diger alt boyutlarin iliski diizeyleri
diisiik oldugu i¢in arastirmaya dahil edilmemistir. Mutluluk ile yasam doyumu arasindaki iliskide erken
donem uyumsuz semalarin (duygusal yoksunluk ve karamsarlik) araciliginin incelendigi bu arastirmada
mutlulugun yagam doyumunu yordayiciligina ve erken donem uyumsuz semalarin (duygusal yoksunluk
ve karamsarlik semalar) aracilig1 standardize edilmemis beta katsayilarina iliskin bulgular sekil-1’de
verilmigtir
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Duygusal
Yoksunluk

Sekil 1. Erken Uyumsuz Semalar Araciligiyla Yasam Doyumu ve Standart Olmayan Beta
Katsayilarinin Yordamasina Iliskin Bulgular

Sekil-1 incelendiginde duygusal yoksunluk ve karamsarlik semalarinin mutluluk ve yasam
doyumu arasindaki iligkide kismi aracilik rolil istlendigi goriilmiistiir. Sekil 1’de olusturulan modelin
uyum indeksleri incelendiginde modelin miikkemmel uyum gostererek dogrulandigi goriilmektedir
(x*=28,1, df=1, p=1>.001; RMSEA=.0023, x*/df=0, TLI(NFI=0.94,CF1=0.94, GFI=0.97, SRMR=.068).
Yapisal modelin dogrulanmasina iliskin uyumindekslerinin yam sira t degerleri de Olgiit olarak
incelenmistir. Sekil 2’ye iliskin t degerleriile standardize B ve standart hata degerleri Tablo 3’te
verilmistir.

Tablo 3. Sekil 1°e iliskin iligkin yol katsayilart

Yol Standardize Standart hata t

Sekil 1’e iliskin yol katsayilar1 (Dogrudan Etki)

Mutluluk—Yasam Doyumu 63 1,00 17,79**

Sekil 1’e iliskin yol katsayilar1 (Dolayh Etki)

Mutluluk—*Duygusal Yoksunluk -.38 1,00 -9,06**

Mutluluk— Karamsarlik -.32 1,00 -71,57**
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Mutluluk = Yasam Doyumu X 0.57 13,67**
Duygusal Yoksunluk = Yasam Doyumu -.18 0.86 -4,83**
Karamsarlik —* Yagam Doyumu -11 0.89 -2,95%*

*p<.05, **p<.01

Tablo-3’te ve Sekil-1’degoriildiigi gibi mutlulugun yasam doyumun {izerindeki toplam etkisi
(B=.63, t=17.79; p<.01) pozitif yonde anlamli diizeydedir (Asama 1). Yasam doyumunun arac1 degisken
olan erken dénem uyumsuz semalardan duygusal yoksunluk semasi (p=-.38, t=-9,06; p<.01) ve
karamsarlik semas1 (f=-.32, t=-7,57; p<.01) {izerindeki dogrudan etkisi anlamli diizeydedir (Asama 2).
Araci degisken olan duygusal yoksunluk (f=-.18, t=-4,83; p<.01) ve karamsarligin(f=-.11, t=-2,95;
p<.01) yasam doyumu iizerindeki dogrudan etkisi anlamli diizeydedir (Asama 3). Mutluluk ile araci
degisken olan duygusal yoksunluk ve karamsarlik semalar1 modele es zamanl alindiginda (Asama 4)
mutluluk ile yasam doyumu (B=.53, t=13,67; p<.01) arasindaki iliski azalmis ve anlamlilik degeri
diismiistiir. Ancak yine de anlamli diizeydedir. Araci degisken olan duygusal yoksunluk ve karamsarlik
analize alindiktan sonra .10 puanlik bir diisiis oldugu goriilmektedir. Duygusal yoksunluk ve
karamsarlik semalarinin kismi aracilik yaptigi goriilmektedir. Ayrica tiim modelin anlaml diizeyde
oldugu saptanmistir (Fz486) =126,429, p<.01). Tiim model, yasam doyumundaki toplam varyansin
%66’s1n1 agiklamaktadir.

Aragtirmada veriler normal dagilmadigi i¢in Bootsrapping analizi yapilmistir. Test edilen
modelin degiskenleri arasindaki dogrudan ve dolayl etkilere iliskin degerler; yanlilik hatasindan
arindirilmis ve diizeltilmis sonuglar Tablo-4’te sunulmustur.

Tablo-4. Mutluluk, Duygusal Yoksunluk, Karamsarlik ve Yasam Doyumu Modelindeki Degiskenler Arasindaki
Etkilere Iliskin Bulgular

Katsayilar Carpimi Bootsrapping %95
(Product of coefficients) BCa Giiven Aralig
Etkiler Nokta SH T p Diisiik Yiuksek
Tahmini
Dolayl Etki 0,0586 0,0147 -4,6845 0,0000 0,0304 0,0878
X
E 2 Toplam Etki 0,5466 0,307 0,4862 0,6069
35 >
o n
>3 Dogrudan 0,488 0,0338 -0,2247  -0,0919
Q> Etki
M Dolayl Etki 0,0299 0,0124 -2,8624 0,0044 0,0070 0,0557
Té/e} Toplam Etki 0,5466 0,307 0,4862 0,6069
% Dogrudan 0,5167 0,0232 -0,1119 -0,0208
I~ «
v Etki

N=490, k= 5000 *p<.05, **p<.01, ***p<.001 BCa: Yanlilik hatasindan arindirilmis ve diizeltilmis
(biascorrectedandaccelerated) 5000 bootstrap érneklemi

Arastirmada test edilen modeldeki dolayli etkinin istatistiksel agidan nemli olup olmadigi,
5000 bootstrap drneklemi tizerinde incelenmistir. Tahminler %95 giliven araliginda degerlendirilmistir.
Yanlilik hatasindan arindirilmis ve diizeltilmis sonuglar Tablo-4’te sunulmustur. Tablo-4’te goriildiigii
gibi mutlulugun, duygusal yoksunluk araciligryla yasam doyumu iizerindeki dolayl: etkisi (yani toplam
ve dogrudan etki arasindaki fark/ c-¢”) istatistiksel agidan 6nemli bulunmustur (nokta tahmin=0,0586 ve
%95 BCa GA [0,0304, 0,0878]. Mutlulugun, karamsarlik araciligiyla yagsam doyumu {izerindeki dolayl
etkisi (yani toplam ve dogrudan etki arasindaki fark/ c-c’) istatistiksel agidan 6nemli bulunmustur (nokta
tahmin= 0,0299 ve %95 BCa GA [0,0070, 0,0557]. Preacher ve Hayes (2008), sifir1 igeren giiven
araliklar i¢in aracilik etkisinin anlamli olmadigini ifade etmislerdir. Bu dogrultuda giiven araliklar sifir
icermedigi icin duygusal yoksunluk ve karamsarlik semalarinin mutluluk ve yasam doyumu arasindaki
iligkide araci roliiniin anlamli oldugu goriilmiistiir.
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4. TARTISMA, SONUC VE ONERILER

Bu arastirmada tiniversite 6grencilerinin mutluluk diizeyleri ve yasam doyumlar1 arasindaki
iligkide erken donem uyumsuz semalarin aract rolii incelenmistir. Psikoloji alaninda ele alinan
kavramlar arasindaki iligkiyi etkileyen birden fazla faktor oldugu i¢in bu faktorleri yok saymak yerine
araci olarak ele almanin daha gercekgi ve dogru sonuglar verecegi diistiniilmektedir (Baron ve Kelly,
1986). S6z konusu goriis dikkate alinarak erken donem uyumsuz semalarin, mutluluk ve yasam doyumu
arasindaki araci roliiniin incelenmesi 6nemli goriilmektedir.

Caligsmaya iligskin bulgular incelendiginde mutluluk ve yasam doyumu arasinda gii¢lii ve pozitif
yonde bir iliski oldugu goriilmektedir. S6z konusu iliskide tiniversite 6grencilerin sahip oldugu duygusal
yoksunluk ve karamsarlik semalarinin ise araci rolii istlendigi sonucuna ulagilmistir. Elde edilen
bulgular alanyazindaki kimi calismalarla paralellik gostermektedir. Tomlinson, Keyfitz, Rawana ve
Lumbey (2017) yiirtttiikleri ¢alismada uyumsuz semalar ile yasam doyumu arasinda ve yine uyumsuz
semalarla mutluluk arasinda negatif yonde anlaml iliskiler bulundugunu ortaya koymuslardir. S0z
konusu c¢alismada elde edilen negatif ve anlaml iligkiler, bu ¢aligmadaki araci rolii iistlenen semalarin
iligkileri ile benzerlik gostermektedir. Bunun yan sira Shirvani ve Peyvastegar’in (2011) calismasinda
da erken donem uyumsuz semalar ile yasam doyumu arasinda negatif yonde anlamli iliskilerin
bulundugu ortaya konmustur. Mohammadnia ve Mohammadnia (2019) yiriittiikleri c¢alismada
iiniversite 6grencilerinin sahip oldugu erken donem uyumsuz semalarin ve psikolojik saglamligin yasam
doyumunu istatistiksel olarak anlamli sekilde yordadigi sonucuna ulagmislardir. Hem mevcut
calismadaki hem de literatiirdeki gegmis c¢alismalarda sonuglar gdéstermektedir ki, Universite
Ogrencilerinin sahip oldugu erken déonem uyumsuz semalar yasam doyumu iizerinde negatif bir etkiye
sahiptir. Bilindigi {izere yasam doyumu, “6znel iyi olug” kavraminin biligsel yOniini
vurgulamaktadir(Diener, Emmons, Larsen ve Griffin, 1985). Bireylerin erken ¢ocukluk doneminden
baglayarak yasami boyunca devamliligin siirdiiren, yikici, bilissel ve duygular kaliplar olan semalarin
(Rafaeli, Bernstein ve Young, 2011) yasam doyumu iizerinde etkili olmasinin sebebinin s6z konusu
bilissel boyut oldugu sdylenebilir. Erken donem uyumsuz semalarin g¢ocukluktan baslayarak kendi
tekrar eden kaliplar (Young ve Klosklo, 1993) olmasi ve bu kaliplarin oldukgea istikrarli ve gii¢lii olmasi,
bireyin mutlulugunun yagam doyumuna ulagsmasini engelleyen bir diger faktdr olarak tartisilabilir. Bu
calismada elde edilen sonuglarda bu durumu desteklemektedir. Erken donem uyumsuz semalarin,
bireylerin olumsuz yasantilar ve durumlara kars1 gelistirdikleri diisiince kaliplar1 oldugu ve bu kaliplarin
yasantisal deneyimler gibi giiglii kokleri oldugu diisiniildiigiinde, bireylerin biligsel siiregleri etkisi daha
rahat bir sekilde goriilmektedir. Universite grencilerinin yasam doyumu elde edebilmeleri igin
semalarin katiligindan kurtulmalar1 gerektigi sonucu da bu aragtirmanin bulgular1 1s181nda tartigilabilir.

Singh ve Jha (2008) yiiriittiikleri ¢alismada mutluluk, yasam doyumu, dayaniklilik ve olumsuz
duygulanim arasindaki iliskiyi incelemistir. Calismadan elde edilen veriler olumsuz duygulanimin,
mutluluk ve yasam doyumu ile arasinda negatif yonde ve anlamli bir iliski bulundugunu ortaya
koymaktadir. Yal¢in, Ak, Kavakli ve Kesici (2018) tarafindan yiriitiilmiis olan bir ¢aligmada ise
mutluluk ile “zarar gérme ve hastalanmaya kars1 dayaniksizlik”, ‘karamsarlik/kétimserlik”,
“bagarisizlik”, “sosyal izolasyon”, “duygusal yoksunluk”, “onay arayicilik” ve “yetersiz 6zdenetim”
semalar1 arasinda negatif yonlii anlamli bir iliski bulunmustur. Bunun yani sira Lu ve Gilmour (2004)
tniversite Ogrencileri ile yiirittikleri ¢alismada mutlulugun bireyin gergeklestirmek istediklerini
yasama aktarmasinin bir sonucu oldugunu bulgusuna ulagmistir. Bu durumda yine bireyin yasamdan
doyum almast ile yakindan iliskilidir. Ayrica Paschali ve Tsitsas (2010) aragtirmalarinda diisiik diizeyde
anksiyeteye sahip Universite Ogrencilerinin daha yiiksek yasam doyumuna sahip oldugunu ortaya
koymustur. Bu sonugtan yola c¢ikarak diisiik diizey anksiyetesi, dolayisiyla mutluluk diizeyini
yukseltmeye daha ¢ok firsati olan, tiniversite dgrencilerinin yasam doyum diizeylerinin etkilenebilecegi
tartisilabilir. S6z konusu calismalarda elde edilen sonuglar, bu calismada elde edilen bulgular ile
paralellik gostermektedir. Universite dgrencilerinin mutluluk diizeyleri olumsuz duygulanimlardan ve
erken donem uyumsuz semalardan etkilenmektedir. S6z konusu etkenlerden erken donem uyumsuz
semalar ise yasam doyumunun saglanmasina engel teskil etmektedir.Bu sonuglara gbre Universite
Ogrencilerinin gerek mutluluk diizeyleri gerekse yasam doyumlar1 erken donem uyumsuz semalardan
etkilenmektedir. Her iki degiskene de olumsuz yonde katki sunan erken donem uyumsuz semalar,
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literatiirde birbirine olduk¢a yakin olarak ele alinan mutluluk ve yasam doyumu arasindaki iliskide de
aracilik rold Gstlenmektedir.

Alanyazin incelendiginde son donemdemutluluk ve yasam doyumunu farkli perspektiflerden
elen alan birgok farkli ¢calismanin (Aydogdu, 2021; Brailovskaia, Schonfeld, Kochetkov ve Margraf,
2019; Deb, Thomas, Bose ve Aswathi, 2020; Kaya ve Or¢an, 2019) yiiriitiildiigii goriillmektedir. S6z
konusu calismalarda mutlulugun, yasam doyumunu saglayan faktorlerden birisi olarak ele alindigi
dikkat cekmektedir. Argyle ve digerleri (1989) tarafindan yapilan mutluluk taniminda da belirtildigi
iizere mutluluk belirli bir slire boyunca elde edilen ortalama doyum ve negatif duygularin
yoksunlugudur. Ayrica Seligman’in (2022) da vurguladig: iizere mutluluk yalnizca olumsuz duygu ve
diisiincelerin azlig1 degil, olumlu durumlarin da iyi sekilde degerlendirilmesini kapsar.Ortiz-Ospina ve
Roser (2013) yayinladiklar1 raporda mutluluk diizeyinin yiiksek oldugu iilkelerde yasam doyumunun da
yiikselige gectigini rapor etmiglerdir. Yapilan ¢caligsmalardan da yola ¢ikarak mutlulugun yasam doyumu
lizerinde ciddi bir etkiye sahip oldugu soylenebilir. Oyle ki yasam doyumu ve mutluluk birbirlerine
yakin kavramlar olarak kullanilmaktadir. S6z konusu bu yakinlik, degiskenler arasindaki iliskiye olumlu
yonde katki sunmakla birlikte, yasam doyumu ve mutluluk kavramlari birebir ayni yapiy1
tanimlamadiklar1 igin bu iligkinin bilimsel yonden ele alinmasinda bir sakinca goriilmemistir. Bu
calismada elde edilen bulgular da alanyazinda deginilen bu yakinlhigi ve iliskiyi desteklemektedir. Bunun
yani sira Peterson, Park ve Seligman (2005) yirittiikleri ¢alismada farkli yollardan elde edilen
mutluluklarin yasam doyumunu yordayip yordamadigini test etmislerdir. Tatminle gelen mutluluk,
baglanma ile gelen mutluluk ve anlam ile gelen mutluluk tiirlerinin incelendigi ¢alismada, tiim mutluluk
tiirlerinin yagam doyumunu anlamli sekilde yordadigi sonucuna ulagilmistir. Peterson ve arkadaslarinin
yuriittiigi bu ¢alisma mutlulugun hangi yoldan elde edildigine bakilmaksizin bireylerin yasam
doyumunu olumlu yonde etkiledigi sonucuna ulasilabilir. Bu durum, su an ki ¢alismadan elde edilen
sonuglar desteklemekle birlikte {iniversite 6grencilerinin gerek kisisel gerekse akademik yagamlarinda
mutluluk kaynaklarini ¢ogaltmalarinin, yasam doyumlarint artirmakta yararli olacag: tartisilabilir.
Bunun yani sira erken dénem uyumsuz semalarin bu iliskide iistlendigi araci rolden hareketle, iiniversite
ogrencilerinin mutluluk kaynaklarini ¢ogaltmakla birlikte, s6z konusu mutlulugun yasam doyumuna
yansimasi i¢in sema alanlarini fark etmelerini ve bununla ¢alismalarini saglayacak kosullarin saglanmast
gerektigi sonucuna ulagilabilir.

Yiriitilen bu calismada erken donem uyumsuz semalardan duygusal yoksunluk ve
karamsarligin, mutluluk ve yasam doyumu arasindaki iligkide kismi aracilik roli tstlendigi
gorilmektedir. Gegmis ¢alismalar incelendiginde mutluluk ve yasam doyumu arasindaki iliskide erken
donem uyumsuz semalarin ele alindigi ¢aligmalara rastlanmamaktadir fakat bircok farkli ¢alismanin
ortaya koydugu tizere, bilissel kokleri cok saglam olan erken donem uyumsuz semalar bireylerin yagam
doyumlar1 iizerinde oldukca etkilidir. Aym sekilde erken donem uyumsuz semalar {iniversite
ogrencilerinin stresli durumlardan daha ¢ok etkilenmesine sebep oldugu bilinmektedir (Camara ve
Calvete, 2012). Yoo, Park ve Jun’un (2014) yiiriittikleri ¢alismada ise liniversite 6grencilerinin sahip
oldugu erken dénem uyumsuz semalarin kisilerarasi oryantasyona ve akran baglanmalarina olan etkisi
arastirllmigtir. S6z konusu c¢alismanin bulgulart erken donem uyumsuz semalarin kisilerarasi
oryantasyonu ve akran baglanmasini olumsuz yonde etkiledigini gostermektedir. Yasam doyumunun
belirleyicilerinden birinin sosyal iletisim kurabilmek ve siirdiirebilmek oldugu bilinmektedir. Yoo ve
arkadaslari tarafindan yiiriitiilen ¢aligma iiniversite 6grencilerinin sahip oldugu erken dénem uyumsuz
semalarin bu beceriyi olumsuz yonde etkiledigini gosterir kanitlar mevcuttur. Yiiriitiilen bu ¢alisma ise,
Yoo ve arkadaslarinin ¢alismasina paralellik gostererek, erken donem uyumsuz semaya sahip tiniversite
ogrencilerinin yasam doyumu diizeylerinin diistigiinii gostermektedir. Elde edilen sonuglar, erken
donem uyumsuz semalara sahip tiniversite dgrencilerinin mutluluk dizeyleri yiiksek olsa dahi yasam
doyumunu istedikleri diizeye ¢ikartmakta zorluk yasayacagini gostermektedir. Cogunlukla ergenlik
donemi sonrasina denk gelen iiniversite yasami bireylerin, Freud’un deyimi ile firtina déneminden
ciktig1 ve duygusal ve biligsel olarak daha sakin bir doneme gegtikleri araliga denk gelmektedir, fakat
s0z konusu yas araligi artik bireylerin biligsel kaliplarinin olustugu ve ergenlik donemi ile birlikte bu
kaliplarin daha da saglamlastigi dolayisiyla degisimin de zor oldugu bir doneme denk gelmektedir. Bu
durumda erken ¢ocukluktaki yasantilardan bu yana getirilen uyumsuz semalar {iniversite dgrencilerinin
karar ve tepki verme siireclerinde oldukea etkili olabilmektedir. Gerek literatiirdeki ¢aligmalar, gerekse
s0z konusu caligsma {niversite ¢agindaki bireylerin erken dénem uyumsuz semalar sahip olmasinin,
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girdikleri yeni gelisimsel donemde yasam doyumu almalarina bir engel teskil ettigini géstermektedir.
Buradan hareketle iniversitelerde hizmet veren Psikolojik Danigma ve Rehberlik Merkezlerinde
uzmanlar ile Medikolar biinyesinde psikolojik destek hizmeti veren uzmanlarin iiniversite grencilerinin
sahip oldugu erken dénem uyumsuz semalar ile ¢alismasinin 6nemli olacagi sylenebilir.

Yiriitilen bu calismada psikoloji literatiiriinde birbirine yakin olarak ele alinan mutluluk ve
yasam doyumu kavramlari arasindaki iligkide erken dénem uyumsuz semalarin rolii incelenmistir. Daha
once belirtildigi iizere her ne kadar yagsam doyumu ve mutluluk birbirine olduk¢a yakin gibi goriinse de
karsiladiklar1 anlamlar ve yapilar arasindaki ince fark, s6z konusu iliskide etkisi oldugu diisiiniilen,
erken dénem uyumsuz semalar gibi, degiskenlerin incelenmesini nemli kilmaktadir. Ozellikle birbirine
yakin kavramlarin incelenmesinin, kavramlar arasindaki farki ortaya koyabilmek yoniiyle onemli
katkilar sunacagi tartigilabilir. San Martin, Perles ve Canto (2010) tiniversite 6grencileri ile yiirittiikleri
calismada bu fark: ortaya koymaya c¢alismitir. Calismadan elde edilen sonuglara gére haz, mutluluga en
yakin kaynak olarak goriliirken, baglilik temelli mutlulugun yasan doyumuna daha yakin oldugu
gorilmistir. Yirltilen bu calisma sayesinde tiniversite ¢caginda bulunan bireylerinyasam doyumuna
ulasmalar1 konusunda yapilacak calismalarda erken donem uyumsuz semalarin rolii ve 6nemi ortaya
kondugu soylenebilir. Her gelisim doneminde oldugu gibi {iniversite ¢aginda bulunan geng yetiskinler
de farkli yagsam olaylar1 ve gelisimsel krizlerle karsi karsiya kalmaktadir. Bu krizler agilamadiginda
bireyin yasam doyumunu olumsuz yonde etkiledigi soylenebilir. Bu sebeple soz konusu krizlerle bas
edebilme becerisinin kazandirilmasi ve bu beceriler sayesinde bireylerin mutluluk diizeyleri ile birlikte
yasam doyumu diizeylerinde artis gériilmesi beklenebilir. Bunun yani sira Giindogar, Sallan Giil, Uskun,
Demirci ve Kegeci’nin (2007) yiiriittiigii ¢alisma sonuglart da dikkate alinmali ve yasam doyumunu
etkileyen faktorler tek yonll olarak ele alinmamalidir. Bir diger degisle bu ¢alismadan elde edilen
bulgulara gore mutluluk yasam doyumunu yordamaktadir, fakat yasam doyumunun artirilmasi
mutluluga da yansiyacaktir, bu sebeple degiskenler arasindaki iligki bu yonde de vurgulanmali ve aract
degisken olarak ele almman erken donem uyumsuz semalarin bu iligkideki rolii buna gore de
yorumlanmalidir. Bu g¢alismanin yasam doyumuna iligkin ortaya koydugu perspektif géz Oniine
alindiginda ise s6z konusu bas etme becerilerinin ve dolayisiyla yasam doyumunu artirma hedefinin
gerceklesmesi  iiniversite Ogrencilerinin  erken donem uyumsuz semalarnt ile c¢alisarak
gergeklestirilebilecegini gbz oniine sermektedir. Buradan hareketle iiniversite 6grencileri ile yakindan
caligan Psikolojik Danisma ve Rehberlik Merkezlerinin bu c¢alismadan ¢ikan sonuglardan
faydalanabilecegi diisiiniilmektedir. ilerleyen calismalarda farkli degiskenlerin mutluluk ve yasam
doyumu ile arasindaki iliskide erken donem uyumsuz semalarin araci roliiniin ele alinmasinin literatiire
katki sunacagi disliniilmektedir. Yine ayni sekilde erken doénem uyumsuz semalarin iiniversite
Ogrencilerinin psikolojik saglamlik ve iyi oluslarn {izerindeki etkisi de incelenerek, farkli
perspektiflerden tiniversite 6grencilerinin genel iyi olus halleri arastirilabilir.
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Abstract

This study aimed to determine whether the management style of administrators directly affected the culture of
fear in schools or through organisational DNA. The study employed the correlational model. Structural equation
modelling (SEM) was used to test the relationship between school administrators’ management styles,
organisational DNA, and the culture of fear in schools. The research was conducted in public schools in the Usak
Province of Turkey. Data were collected through the “Demographic Information Form”, “Manager Behaviour
Scale”, “Organisational DNA Scale”, and the “Fear Culture in Schools Scale”. The structural equation model tests
concluded that management styles directly and indirectly affected the culture of fear. While autocratic and laissez-
faire management styles caused fear culture in schools, the democratic management style decreased fear culture.
This effect occurred directly and indirectly through organisational DNA.

Keywords: culture of fear, management style, organisational DNA.

1. INTRODUCTION

People, who are social entities, are in an ongoing relationship with their job, school, and family lives.
As aresult of these relationships, people will inevitably experience love, affection, hate, etc. People also
experience emotions such as surprise or fear when they encounter situations they do not anticipate.

* This study was derived from the PhD thesis supported by Pamukkale University Scientific Research Projects
Coordination Unit with project number 2017EGBE002. This study was derived from the oral presentation
presented at the 1st International Educational Research Congress (IDU-ICER) held on 04-06 October 2019.
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Scientists believe that fear is the result of people encountering unexpected and unforeseen situations;
they define it as a mechanism that enables one to concentrate their mind and as an emotional response
that results in a fight or flight response that occurs when a stimulus is perceived as threatening (Eren,
2005; Furedi, 2014). The culture of fear is a lifestyle, a philosophy of life. In the culture of fear, the
human essence is not given importance; Social masks, class, and materiality are important in this culture
(Ciiceloglu, 2016).

In schools, a culture of fear can emerge when the administrator uses discipline and obedience towards
teachers and teachers towards the students. Teachers who constantly seek mistakes, put pressure under
the name of discipline, and try to mould students into an idea cannot provide a democratic education
environment. Likewise, it is impossible to talk about a democratic school climate in environments where
administrators use fear and their power as an element of fear to gain authority over teachers. Based on
the definitions and characteristics of the culture of fear, how school administrators “manage” the school
can be directly related to the culture of fear. As a result of the literature review and interviews with
teachers, the elements that create a culture of fear in schools were examined in three dimensions. These
have been named “fear of the manager”, “fear of colleagues”, and “fear of legal processes”. Fear of
administrators is the fear of teachers arising from administrators behaviours. On the other hand, fear of
colleagues is teachers fears arising from the teachers they work with at school. Bad relationships within
the school and teachers’ negative behaviours towards each other are reasons for this fear. Teachers’ fear
of laws and regulations can also be described as the fear of legal processes; it is the fear of punishment
and disciplinary investigation resulting from their behaviours in school (Celik & Kahraman, 2019).

Management style is often used to explain the “how” of management. Management style is important
because it affects employees’ attitudes and behaviours towards work. A manager’s management style is
a function of their behaviours and is linked to their personality. It is formed by the combination of
individuals’ personalities, attitudes, and experiences. The management style of managers is important
to cope with business life problems (Barutgugil, 2004; Giiney, 2015; McGuire, 2005). There are various
management style classifications. In this study, democratic, autocratic, and laissez-faire management
styles are discussed.

Democratic management style: In democratic management, there is a high level of importance given
to people and work; employees participate in decisions, team spirit, and teamwork (Aytiirk, 1999). Plato
supported the participation of employees in decision-making processes in his book ‘Republic’ and
suggested that there should be a participatory democratic management style with bottom-up
communication instead of a top-down oppressive management styles (Clemens & Mayer, 2001). In the
democratic management style, maximum effort is made and balanced to achieve the organisation’s goals
and meet the needs and desires of the people. When evaluated in the context of schools, it can be said
that democratic school principals ensure teachers’ participation in decisions, their communication
channels are open, and they care about the needs of teachers.

Autocratic management style: The autocratic management style is a classical management approach
that emphasises the work rather than the employee and treats human beings as machines. It is a
management style where the decisions are made by the top manager and implemented by the
subordinates, and the subordinates do not have a say in the decisions. Robbins, Decenzo, and Coulter
(2013) stated that authority is centralised, and administrators dictate methods in the autocratic
management style. Organisations where the manager is a part of all decision-making processes and the
duties and responsibilities of employees are fully defined are classified as traditional organisations by
Konan and Celik (2018). Accordingly, an authoritarian principal makes school management decisions
independently and is strict in their relations with teachers. They expect teachers to obey them, and they
tend to be the dominant character in the school. Additionally, they are not understanding towards
employees (Ustiiner, 2016).

Laissez-Faire Management Style: The laissez-faire management style can be perceived as the answer
to “how not to be managed?”. The existence and absence of such managers are not clear. They do not
distribute tasks in the organisation. In addition, they avoid resolving conflicts in the organisation
(Diebig, Bormann, & Rowold, 2016). Ozgiir (2011) emphasised that in cases where managers are not
interested in the management process, unrest will prevail in the organisation, and subordinates will feel
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irregularity, insecurity, and indifference. If conflict and chaos cannot be resolved in uncertainty,
employees may develop fear, and with the continuation of the situation, fear may dominate the
organisation.

Management and management perspectives have been shaped by the effects of the dominant
paradigm in the current period. At the beginning of the 19th century, with the influence of the Newtonian
positivist view, which was the dominant paradigm, classical management approaches that saw humans
as machines and dealt with productivity came to the fore. In the periods following the Second World
War, the neoclassical understanding of administration that cares about human and human relations has
become the dominant management thought with the reduced effect of the positivist paradigm. With the
human relations approach in management, employees’ attitudes, beliefs, feelings, and values shared
within the organisation have become important in achieving organisational goals. These attitudes,
beliefs, feelings, and values are also determinants of the culture that dominates the organisation.
Depending on these basic elements that make up the organisation’s culture, organisations can have
collaborative, competitive, and individual cultures. In this context, especially depending on the
behaviour of managers, it can be said that the culture of fear comes to the fore in organisations where
values such as power, pressure, punishment, and authoritarianism are dominant.

Organisations are a coalition that emerges from people’s need for cooperation (Bursalioglu, 2012).
Each organisation has a profile with its own characteristics. A metaphorical method was followed in
explaining these profiles, and the concept of DNA was used to explain organisational profiles; this
metaphor suggests that organisations have DNA as do living beings. This concept, known as the
organisational DNA, is thought to transfer all kinds of information and understandings in the
organisation to future generations. In this sense, the concept of DNA, with its various dimensions, takes
place in the organisational field and is the subject of studies (Cetin, 2014). Organisational DNA has
been studied in organisational research in recent years. Educational science researchers (Cetin, 2014;
Bozkurt Bostanci, Ak¢adag, Kahraman, ve Tosun, 2016; Bozkurt Bostanci, Celik ve Kahraman, 2017;
Tosun ve Bozkurt Bostanci, 2019) have also carried out studies that reveal the profiles of schools by
adopting the concept of organisational DNA to educational organisations. Organisations can fall into
one of the four different profiles of unhealthy organisations: passive-aggressive, overmanaged,
outgrown, and fits-and-starts. They can also fall into the three different healthy organisation profiles:
just-in-time, military, and resilient (Neilson, Pasternack & Mendes, 2004)

In schools, considering administrators’ behaviours, it is expected that school administrators’ creating
an environment based on trust rather than fear will decrease the culture of fear in schools. Ensuring an
atmosphere of trust in schools can also be achieved by demonstrating democratic behaviour. As a result,
when deciding which type to choose, their characteristics, value judgments, and expectations; The
characteristics of subordinates, their self-confidence and expectations, and the current situation, and the
nature of the existing problem should be taken into account. Managers do not have to display one type;
they can have an eclectic approach using various management styles for various situations (Ilgar, 1996).

Organisational DNA gives an idea about the organisation’s profile, the organisation’s internal
structure, and the attitudes of managers and subordinates within the organisation. Healthy organisations
are flexible, adaptive, and care about change, support teacher motivation, and are institutions where
people want to work. Team spirit is dominant in healthy organisations (Bozkurt Bostanci et al., 2016).
In healthy organisations, all stakeholders are delighted by each other. When considered in terms of
school, trust is established between students, and teachers and students. The school administrator is also
seen as a supporter of education development (Korkmaz, 2007). According to Gok (2009), creating a
healthy organisational structure and organisational climate creates motivation. This positive climate in
healthy organisations can also reduce the fear teachers experience in schools. Unhealthy organisations
result from overly bureaucratic and political organisational structures and the inability of employees to
gather around a purpose (Neilson, Pasternack, & Mendes, 2004). Having too many hierarchical layers
results in an organisation where energy is wasted, and frustrations are experienced. Uncertainty, inability
to make decisions, and the lack of coordination in such organisations will also create fear in employees.

It can be thought that school administrators’ behaviours can create fear; relationships with other
colleagues and legal processes can also create fear. Although there are studies about the culture of fear
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(Yildiz, 2015; Yurdigiil, 2014; Harputlu, 2012; Kasmer, 2009), these studies have been conducted in
different fields (such as sociology and business administration) than educational sciences. There are two
theses (Sincer, 2016; Cakiroglu, 2013) on the culture of fear in educational organisations in Turkey.
However, in these studies, the culture and the effects of the culture of fear were examined; factors that
make up the culture of fear were not mentioned. No study has been found on the effects of managers
management styles and the DNA of organisations that make up their structure or type on the culture of
fear. For this reason, the problem question of this research is “Is there a relationship between the
management styles of administrators working in public schools and the organisational DNA on the
culture of fear in schools?”. In this study, the fear existing in educational organisations was investigated,
the management style of school administrators and organisational DNA, which are the factors that can
cause the formation of a culture of fear, are emphasised.

2. METHOD
2.1.Research Model

This study uses a relational screening model to determine the relationships between school
administrators’ management styles, organisational DNA, and fear culture. The study aimed to determine
the mediator roles of organisational DNA and organisational change in the effect of school
administrators’ management styles on the culture of fear in schools. “Structural Equation Modeling
(SEM)” has been used to carry out these analyses. The model for the variables of the research is given
in Figure 1 below.

rganisationa
DMA

Management
Style

Culture of
Fear

Figure 1. Model of the research

2.2. Participants and Data Collection

The participants consist of 463 teachers who the researcher visited to participate in the research
voluntarily and were selected by simple random sampling. First of all, to implement the data collection
tools, the necessary permissions were obtained from the Usak Provincial Directorate of National
Education. The questionnaire form, which was created using the scales, was applied voluntarily in the
province of Usak and its districts in the March 2017-2018 academic year without interrupting education.
The questionnaires were distributed and collected by the researcher and were put in envelopes that the
teachers could see to reduce teacher nervousness when answering the questions.

Table 1. Personal information about participants

Variable N %
Female 222 47,9
Gender Male 241 52,1
Kindergarten-Primary School 172 37,1
School Level Secondary School 124 26,8
High School 167 36,1
1-10 132 28,5
Seniority (Year) 11-20 212 45,8
21 years and above 119 25,7

1-5 290 62,6
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Working time at school 6-10 70 15,2
(Years) 11 years and above 103 22,2

1-15 45 9,7
Number of teachers 16-30 194 41,9

king in the school
working i fhe schioo 31 teachers and above 24 484

2.3.Data Collection Tools

In the study, “Culture of Fear in Schools Scale” developed by Celik and Kahraman (2019); "Manager
Behavior Scale" developed by Kurt and Terzi (2005) and "Organisational DNA Scale" developed by
Dos and Cetin (2014) were used. For all three scales, the results of the reliability coefficients obtained
during the development of the scale and in this study are given in Table 2.

The Culture of Fear Scale in Schools: “Culture of Fear in Schools Scale” consists of 3 dimensions
and 18 items: “Fear of managers (9 items)”, “Fear of colleagues (4 items)”, and “Fear of legal processes
(5 items)”. The three dimensions are grouped under “Fear Culture in Schools”. The scale is graded as
“Never”, “Rarely”, “Sometimes”, “Mostly”, and “Always”. Confirmatory Factor Analysis (CFA) was
performed to determine the suitability of the current factor structure of the scale for the sampling in this
study. The fit values obtained (x2 / df = 3.94; CFI=0.93; RMSEA = 0.079; NFI = 0.91; NNFI (TLI) =
0.92; IFI = 0.93) show that the factor structure of the scale is suitable for the study.

Manager Behaviour Scale: The “Manager Behaviour Scale” consists of 3 dimensions and 29 items:
“Democrat Manager (9 items)”, “Autocrat Manager (9 items)”, and “Laissez-Faire Manager (11 items)”.
The scale is graded as “Never”, “Rarely”, “Sometimes”, “Mostly”, and “Always”. CFA was carried out
to determine the suitability of the current factor structure of the scale for the sampling in this study. The
fit values obtained (x2 / df = 3.10; CFI = 0.95; RMSEA = 0.067; NFI = 0.92; NNFI (TLI) = 0.94; IF1 =
0.95) show that the factor structure of the scale is suitable for the study.

Organisational DNA Scale: “Organisational DNA Scale” consists of 6 dimensions and 28 items.
Three of the six dimensions are healthy (“Resilient Organisation (4 items)”, “Military Organisation (4
items)” and “Just-in-Time Organisation (4 items)”) and the other three are unhealthy (“The Fits-and-
Starts Organisation (6 items)”, “Overmanaged Organisation (6 items)” and ‘“Passive-Aggressive
Organisation (4 items)”). The scale is graded as “Strongly Disagree”, “Disagree”, “Moderately Agree”,
“Highly Agree”, and “Strongly Agree”. CFA was carried out to determine the suitability of the current
factor structure of the scale for the sampling in this study. The fit values obtained (x2 / df =2.56; CF1 =
0.94; RMSEA = 0.058; NFI =0.90; NNFI (TLI) = 0.93; IFI = 0.94) show that the factor structure of the
scale is suitable for the study.

Table 2. Reliability results

Reliability Results (Cronbach’s Alpha)

Scale Dimensions Kahraman& Celik (2019) This Study
Culture of Fear of managers 0,92 0,93
Fear in Fear of colleagues 0,80 0,84
Schools Scale  Fear of legal processes 0,86 0,87
Kurt & Terzi (2005) This Study
Manager Democrat manager 0,85 0,92
Behaviour Autocrat manager 0,87 0,91
Scale Laissez-Faire manager 0,83 0,92
Dos & Cetin (2014) This Study
Resilient organisation 0,71 0,90
Military organisation 0,86 0,78
Organisational _Just-in-Time organisation 0,71 0,84
DNA Scale The Fits-and-Starts organisation 0,80 0,86
Overmanaged organisation 0,86 0,89

Passive-Aggressive organisation 0,75 0,85
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2.4.Data Analysis

Analyses were carried out using relevant package programs to find answers to the models constructed
in the research (Table 3). The normality of the data was examined to decide which data analysis
techniques will be used in the study. Additionally, Bayram (2016) stated that the multivariate normal
distribution of observed and latent variables is one of the assumptions of SEM analysis. The skewness
kurtosis coefficients were examined to determine the normal distribution of the data. Since the extreme
values of the data may distort the significance of the model, the Mardia coefficient was examined.
According to Bayram (2016), when the skewness and kurtosis values are between =1 or +1.5, it can be
interpreted that the data show a multivariate normal distribution. Since the skewness and kurtosis
coefficients in all scales and sub-dimensions are among the accepted values in the literature, it can be
said that the data show a normal distribution. The scores obtained from the scales were evaluated as
5.00-4.20 “high”, 4.19-3.40 “above medium”, 3.39-2.60 “medium”, 2.59-1.80 “below medium”, and
1.79-1.00 “low”. Path coefficients are significant at 0.05 level when the t value exceeds 1.96, and it is
significant at the level of 0.01 when the t value exceeds 2.56 (Cokluk, Sekercioglu, Biiyiikoztiirk, 2012;
Tabachnick & Fidel, 2013). It is possible to talk about different approaches in evaluating model fit.
Jackson, Gillaspy, and Stephenson (2009) stated that the most frequently reported fit indices in SEM
studies were chi-square and degrees of freedom, CFI, RMSEA, and TLI. Kline (2016) believes that
reporting the chi-square, RMSEA, CFI, and SRMR is sufficient. Based on these views, chi-square,
degrees of freedom, CFI, RMSEA, TLI, and SRMR fit index values were considered in this study.

Six different models have been developed to examine the mediating role of organisational DNA in
the management styles influence on the culture of fear. These models are listed in Table 3 below.
Organisational DNA sub-dimensions were included in the model as healthy (flexible, military, just-in-
time) and unhealthy (indiscriminate, management-weighted, passive-aggressive) organisational
profiles.

Table 3. Edited models

The Mediating Role of the Healthy Organisational Profile in the Effect of Democratic

Model 1 Management Styles on the Culture of Fear (See Figure 2)

Model 2 The Mediating Role of the Unhealthy Organisational Profile in the Effect of
Democratic Management Styles on the Culture of Fear (See Figure 3)

Model 3 The Mediating Role of the Healthy Organisational Profile in the Effect of Autocrat
Management Styles on the Culture of Fear (See Figure 4)

Model 4 The Mediating Role of the Unhealthy Organisational Profile in the Effect of Autocrat
Management Styles on the Culture of Fear (See Figure 5)

Model 5 The Mediating Role of the Healthy Organisational Profile in the Effect of Laissez-Faire
Management Styles on the Culture of Fear (See Figure 6)

Model 6 The Mediating Role of the Unhealthy Organisational Profile in the Effect of Laissez-

Faire Management Styles on the Culture of Fear (See Figure 7)

In each model, all variables were included in the analysis following the research model. The
suitability of the factor structures of the models created depending on the research question were
separately tested with the measurement model. The fit index values and acceptable values of the models
are shown in Table 4 below.

Table 4. Fit indices of measurement models

The goodness  Model 1 Model 2 Model 3 Model 4 Model 5 Model 6 Expected

of Fit Index Value
(Karagoz,
2016)

X2 /sd 2,86 2,82 2,76 2,73 2,78 2,77 <5

CFI 0,91 0,90 0,91 0,90 0,91 0,90 >0,90

NNFI (TLI) 0,91 0,90 0,90 0,90 0,90 0,90 >0,90
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SRMR 0,056 0,056 0,053 0,053 0,055 0,055 <0,08
RMSEA 0,063 0,063 0,062 0,061 0,062 0,062 <0,08

According to Table 4 above, the fit values of all measurement models are within the expected value
ranges. After this stage, the analysis phase of the study was started, and the findings were presented.

3. FINDINGS

SEM tests whether a structure thought to exist is supported by existing data. In this regard, in SEM,
the model should be designed first, and then it should be tested to identify if the model is verified with
data. The results regarding the regression coefficients of the models are given in Table 5 below.

Table 5. Model path coefficients

Relationships between Variables B B S.E. C.R.(t) P
— Healthy Org. <---  Democratic Mng. ,707 777,048 14,684 *k
:: Culture of Fear ~ <---  Democratic Mng. -,393 -,600 ,050 -7,868 **
= Culture of Fear ~ <---  Healthy Org. -,128 -,178 ,047 -2,736 ,006**
« Unhealthy Org. <---  Democratic Mng. -,618 - 732,049 -12,530 **
:g Culture of Fear ~ <---  Democratic Mng. -,293 -,461 0,40 -7,387 **
= Culture of Fear ~ <---  Unhealthy Org. ,304 405,046 6,618 **
n Healthy Org. <---  Autocratic Mng. -,615 -,641 049 -12,590 **
:g Culture of Fear ~ <---  Autocratic Mng. ,434 ,696 042 10,391 *k
= Culture of Fear ~ <---  Healthy Org. -,148 -,229 ,029 -5,120 **
< Unhealthy Org.  <---  Autocratic Mng. ,669 ,765 051 13,085 *k
:: Culture of Fear ~ <---  Autocratic Mng. ,400 ,636 044 9,082 *k
= Culture of Fear ~ <---  Unhealthy Org. ,194 270 0,40 4,879 **
«» Healthy Org. <---  Laissez-Faire Mng. -,604 -,610 ,049 -12,332 **
::; Culture of Fear ~ <---  Laissez-Faire Mng. ,403 ,580 1,042 9,646 **
= Culture of Fear ~ <---  Healthy Org. -,200 -,285 1,035 -5,698 **
© Unhealthy Org.  <---  Laissez-Faire Mng. ,628 721 0,47 13,333 *k
3 Culture of Fear ~ <--- Laissez-Faire Mng. ,327 486 0,41 7,922 **
§ Culture of Fear ~ <---  Unhealthy Org. ,290 377 0,46 6,320 *k

(**p<0,01) (*p<0,05)

When the values in Table 5 above are examined, it is seen that all of the constructed models are
significant. After the significance of the path coefficients in SEM analyses, fit index values are analysed
to decide whether the model will be accepted. Fit index values are criteria that should be examined for
the acceptance of the model (Byrne, 2010; Kline, 2011). Fit index values for the models are given in
Table 6 below.

Table 6. Fit indices of the models
The goodness Model I  Model2  Model3  Model4 Model5 Model 6  Expected Value

of Fit Index (Karagdz, 2016)
X2 /sd 2,86 2,82 2,76 2,73 2,78 2,77 <5

CFI 0,91 0,90 0,91 0,90 0,91 0,90 >0,90

NNFI (TLI) 0,91 0,90 0,90 0,90 0,90 0,90 >0,90

SRMR 0,056 0,056 0,053 0,053 0,055 0,055 <0,08

RMSEA 0,063 0,063 0,062 0,061 0,062 0,062 <0,08
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When the fit index values in Table 6 above were examined, it was concluded that all models were
acceptable. After examining the model fit, the direct effects of the independent variable (management
style) on the dependent variable (fear culture); the indirect effects on the mediator variable
(organisational DNA); and the explanation level of the variance in the dependent variable through the
independent and mediator variables were examined. The results of these analyses are included in Table
7 below.

Table 7. Standardised effects

Total
Relationships Between Variables gg:z: gf(gﬁa E(f)ft:(l; t Variagce

Explained
— Culture of Fear <---  Democratic Mng. -,600 -,139 -, 739
% Healthy Org. <---  Democratic Mng. 777 - 777 56%
= Culture of Fear <---  Healthy Org. -,178 - -,178
o Culture of Fear <---  Democratic Mng. -,461 -,296 -,757
E Unhealthy Org. <---  Democratic Mng. -,732 - -,732 65%
Eo Culture of Fear <---  Unhealthy Org. ,405 - ,405
- Culture of Fear <---  Autocratic Mng. ,696 ,146 ,842
E Healthy Org. <--- Autocratic Mng. -,641 - -,641 74%
§ Culture of Fear <---  Healthy Org. -,229 - -,229
< Culture of Fear <---  Autocratic Mng. ,636 ,206 ,842
-2 Unhealthy Org. <---  Autocratic Mng. ,765 - ,765 74%
§ Culture of Fear <---  Unhealthy Org. ,270 - ,270
- Culture of Fear <---  Laissez-Faire Mng. ,580 ,174 , 754
S Healthy Org. < Laissez-Faire Mng. -,610 - -,610 62%
20 Culture of Fear <---  Healthy Org. -,285 - -,285
© Culture of Fear <---  Laissez-Faire Mng. ,486 272 ,758
E Unhealthy Org. <---  Laissez-Faire Mng. ,721 - 721 64%
§ Culture of Fear <---  Unhealthy Org. 377 - 377

When the standardised models and their effects in Table 7 above were examined, the following
results have been reached: In the first and second model of the study, the effects of democratic
management style on the culture of fear were examined. In the first model, the healthy organisational
profile influenced by the democratic management style on the culture of fear; in the second model, the
mediating role of unhealthy organisation profiles in the effect of democratic management styles on the
culture of fear were examined.

Model 1: According to the first model of the study, a mediating effect of the healthy organisational
profile influenced by the democratic management style on the culture of fear was identified. Considering
the values for direct effects, a one-unit increase in the democratic management style resulted in a 0.600
unit decrease in the culture of fear. The indirect effect of the democratic management style on the culture
of fear through the healthy organisational profile was found to be 0.139, and the total effect was found
to be 0.739.
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Figure 2. The mediating role of the healthy organisational profile in the effect of democratic management
styles on the culture of fear

It can be said that a healthy organisational profile has a mediating role in the influence of democratic
management styles in a culture of fear. School administrators’ democratic management styles have
decreased the level of fear culture in schools directly and indirectly. Democratic management style and
healthy organisation explain 74% of the variance in the culture of fear.

Model 2: When Table 7 above is examined, it is seen that the democratic management style affects
the culture of fear directly and indirectly through the unhealthy organisation profile. It can be said that
a one-unit increase in the democratic management style causes a 0.461 unit decrease in the culture of
fear, considering the values of direct effect. The indirect effect of the democratic management style on
the culture of fear through an unhealthy organisational profile was -0.296, and its total effect was -0.757.

Unhealthy
Organisation

Democratic
Management

Figure 3. The mediating role of the unhealthy organisational profile in the effect of democratic management
styles on the culture of fear

It can be said that the unhealthy organisation profile plays a mediating role in the effect of democratic
management on the culture of fear. School administrators’ democratic management styles decrease the
level of fear culture in schools directly and indirectly. Democratic management styles and unhealthy
organisational profiles explain 65% of the variance in the culture of fear.

In the third and fourth models of the study, the effects of autocratic management styles on the culture
of fear were examined. In the first model, the healthy organisational profile in the effect of autocratic
management style on the culture of fear; in the second model, the mediating role of the unhealthy
organisational profile in the effect of autocratic management style on the culture of fear was examined.

Model 3: According to the third model of the study, a mediating effect of the healthy organisational
profile was observed in the effect of autocratic management styles on the culture of fear. When the
values related to direct effects are taken into account, a one-unit increase in the autocratic management
style increased the culture of fear by 0.696 units. The indirect effect of autocratic management styles on
the culture of fear through a healthy organisational profile was calculated as 0.146, and its total effect
was found to be 0.842.
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Figure 4. The mediating role of the healthy organisational profile in the effect of autocratic management styles
on the culture of fear

It can be said that a healthy organisational profile has a mediating role in the effect of autocratic
management style on the culture of fear. The autocratic management style of school administrators
increases the level of fear culture in schools directly and indirectly. Autocratic management styles and
a healthy organisational profile explains 74% of the variance in the culture of fear.

Model 4: When Table 7 above is examined, it is seen that autocratic management has an indirect
effect on the culture of fear directly and through the unhealthy organisation profile. It can be said that a
one-unit increase in autocratic management styles causes an increase of 0.636 units in the culture of
fear, considering the values of direct effects. The indirect effect of autocratic management styles on the
culture of fear over the unhealthy organisational profile was calculated as 0.206, and the total effect was
found to be 0.842.
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Figure 5. The mediating role of the healthy organisational profile in the effect of autocratic management styles
on the culture of fear

It can be said that the unhealthy organisation profile has a mediating role in the effect of autocratic
management on the culture of fear. The autocratic management style of school administrators increases
the level of fear culture in schools directly and indirectly. Autocratic management styles and unhealthy
organisational profiles explain 74% of the variance in the culture of fear.

In the fifth and sixth models of the study, the effects of the laissez-faire management style on fear
culture were examined. In the first model, the effect of laissez-faire management style on the culture of
fear through the healthy organisation profile; in the second model, the mediating role of the unhealthy
organisation profile in the effect of laissez-faire management style on the culture of fear was examined.

Model 5: When Table 7 above is examined, it is seen that the laissez-faire management style has
direct and indirect effects on the culture of fear through healthy organisational profiles. It can be said
that a one-unit increase in the laissez-faire management style causes an increase of 0.580 units in the
culture of fear, looking at the direct effects. The indirect effect of the laissez-faire management style on
the culture of fear through the healthy organisational profile was calculated as 0.174, and the total effect
was found to be 0.754.
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Figure 6. The Mediating Role of the Healthy Organisational Profile in the Effect of Laissez-Faire
Management Styles on the Culture of Fear

It can be said that a healthy organisational profile has a mediating role in the effect of laissez-faire
management on the culture of fear. School administrators’ laissez-faire management style increases the
level of fear culture in schools directly and indirectly. The laissez-faire management style and the
healthy organisational profile explains 62% of the variance in the culture of fear.

Model 6: When Table 7 above is examined, it is seen that the laissez-faire management style has an
indirect effect on the culture of fear, and it has a direct effect through the unhealthy organisational
profile. It can be said that a one-unit increase in the laissez-faire management style causes an increase
0f 0.486 units in the culture of fear, considering the values of direct effects. The indirect effect of laissez-
faire management style on the culture of fear through the unhealthy organisational profile was found to
be 0.272, and the total effect was found to be 0.758.

0,272
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Laissez-Faire
Managemen

Figure 7. The mediating role of the unhealthy organisational profile in the effect of laissez-faire management
styles on the culture of fear

It can be said that an unhealthy organisational profile has a mediating role in the effect of laissez-
faire management on the culture of fear. School administrators’ laissez-faire management style increases
the level of fear culture in schools directly and indirectly. The laissez-faire management style and the
unhealthy organisational profile explain 64% of the variance in the culture of fear.

4. CONCLUSION, DISCUSSION AND SUGGESTIONS

The study concluded that management styles have direct and indirect effects on the culture of fear.
The democratic management style negatively affects the culture of fear in schools directly and indirectly.
Autocratic and laissez-faire management styles cause the formation of a culture of fear in schools. This
effect occurs directly and indirectly through the organisation’s DNA. When the variables literature is
examined, it can be said that there is a close relationship between the concepts. Lewin, Lippitt, and
White (1939) conducted a study examining the roles of autocratic, democratic, and laissez-faire
governments in group activities. At the end of the study, while the amount of work done in the group of
the autocratic manager was high, the quality of the work was low. Additionally, when the manager is
not in the environment, there is a great decrease in the amount of work completed. Employees in this
group were not satisfied with the environment. In democratic groups, the quality is high, although the
amount of work is somewhat low. The absence of the manager does not change the quality or quantity
of the work completed. Group members do not have any problems with each other, and they help each
other. In the group with laissez-faire managers, the amount and the quality of work are low. Group
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members have problems among themselves and are not satisfied with the work (Kagit¢ibasi, 1999). The
study is important in revealing the three management styles and their effects. Arguments,
incompatibilities, and problems that occur in autocratic and laissez-faire managers groups cause unrest
among employees. In these environments, the development of fear is inevitable over time.

An authoritarian management or leadership style can create a climate of fear in which there is no
dialogue and empty grievances in organisations. This autocratic/coercive management was defined as
cruel management/leadership by Einarsen et al. (2007), and Asforth et al. (1994) named it as little
tyranny (Salin & Hoel, 2011). In the autocratic management style, there is coercion, threat, and use of
force. Managers have a tough disposition and ensure their effectiveness by using fear factors (Tasdemir,
2009). Authoritarian managers prevent an atmosphere of trust in their organisations; they intimidate
employees with repressive and hierarchical management. With the decrease in the atmosphere of trust
in organisations, the health of the organisation deteriorates and fear increases (Islamoglu, Birsel, & Borii,
2007). Bodnarczuk (2008) states that managers have two options: creating an atmosphere of trust in
their organisations or creating a fear-based culture by damaging the environment of trust. The capacity
to evoke fear is one of the qualities found in the authority management style. The fear created by the
authority relationship is the fear of what the superior party, that is, the ruler, can do with the power
(Sennett, 2014). In organisations with autocratic management, employees and their ideas do not matter.
The manager wants their orders to be fulfilled. Because of this pressure, employees work under fear.
Since it is a productivity-oriented management style, employees needs are ignored. Ignoring employee
needs will cause a decrease in employees morale; morale is a function that results from the interactions
of organisational goals, bureaucratic expectations, and employees’ needs (Akat, 1999; Tanridgen, 1995).

Izard (1977) states that fear is one of the nine emotions in the affective dimension of cynicism.
Cynical people in organisations can have some of these nine emotions. There are also some premises
for the cynical attitudes of employees in organisations. For example, cynicism can be perceived as a
result of leadership, power distribution, organisational change, and procedural justice processes (Dean,
Brandes, & Dharwadkar, 1998). Studies show a negative relationship between democratic management
and cynicism (Derin, 2016; Polatcan, 2012) and a positive relationship between exploitative
management and organisational cynicism (Alper Ay, 2015). Administrators using coercive and legal
power also create organisational cynicism in schools (Altinkurt, Yilmaz, Erol, & Salali, 2014). Again,
Demirgelik and Korkmaz (2017) found that laissez-faire management causes organisational cynicism.
Bozbayindir and Kayabasi (2014) concluded that conflict with the administration and other teachers
creates cynicism, which decreases with joint decision-making. As a result, there is no collaborative
atmosphere in the school; therefore, teachers experience depression (Bozbayindir & Kayabagi, 2014).
According to Reichers, Wanous, and Austin (1997), organisational change efforts create cynicism in
organisations. Cynicism has also been defined as a negative attitude towards factors that facilitate
change. These research support that cynicism negatively affects the climate of organisations.
Considering the effects of cynicism on individuals, it can be said that it creates fear in teachers.

While autocratic and laissez-faire management styles in schools increase the culture of fear,
democratic management style decreases it. Additionally, autocratic and laissez-faire management
negatively affects the schools DNA profiles. School administrators displaying democratic management
is important for a healthy school profile and for the culture of fear. Autocratic administrators use more
legal and coercive power in schools, whereas laissez-faire managers avoid managing; this is due to the
lack of management skills of the managers. For this reason, it is important to make a selection based on
merit in the appointment of school administrators, and a merit-based system should be developed to
make this choice.

In this study, some variables that could create a culture of fear in schools were discussed. Other
variables that can create a culture of fear can also be studied. Additionally, it will be beneficial to conduct
studies to know the effects of the culture of fear and the factors that create a culture of fear in schools.
Studies on the culture of fear can also be carried out in universities, and the fear levels of academic staff
can be examined.
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Ozet

Bu calisma, yoneticilerin yonetim tarzlarmin okullardaki korku kiiltiiriine etkisi ve orgiit DNA’sinin aracilik
roliinii belirlemek i¢in gergeklestirilmistir. Calismada korelasyonel model kullanilmistir. Okul yoneticilerinin
yonetim tarzlari, 6rgiit DNA’s1 ve okullardaki korku kiiltiirii arasindaki iliskiyi test etmek icin yapisal esitlik
modellemesi (YEM) kullanilmistir. Arastirma Usak ilinde yer alan devlet okullarinda gerceklestirilmistir. Veriler,
“Kisisel Bilgi Formu”, “Yonetici Davrams Olgegi”, “Orgiit DNA’s1 Olgegi” ve “Okullarda Korku Kiiltiirii Olgegi”
ile toplanmigtir. Yapilan analizler sonucunda yonetim tarzlarinin korku kiltiiriinii dogrudan ve dolayli olarak
etkiledigi sonucuna ulagilmistir. Otokratik ve ilgisiz yonetim tarzlart okullarda korku kiiltiiriine neden olurken,
demokratik yonetim bigimi korku kiiltiriinii azaltmistir. Bu etki, dogrudan ve dolayli olarak &rgiit DNA’s1

araciligiyla gergeklesmektedir.

Anahtar Kelimeler: korku kiiltiirii, yonetim tarzi, 6rgiit DNA’s1

1. GIRIS

Sosyal bir varlik olan insanlar islerinde, okullarinda, aile yasantilarinda siirekli bir iliski
icerisindedirler. Bu iligkiler sonucunda da insanlarin sevgi, agk, nefret vb. duygular yagamalar1 da
kagimilmazdir. Insanlar éngdérmedikleri bir durumla karsilastiklarinda da saskinlik ya da korku gibi
duygular da yagamaktadir. Nitekim bilim insanlar1 da korkuyu insanin beklenmedik ve 6ngoriillmeyen
bir durumla karsilagsmasi sonucu; zihnini yogunlagtirmasini saglayan bir mekanizma, herhangi bir
uyaranin tehdit edici olarak algilanmasiyla ortaya ¢ikan savas ya da kag tepkisiyle sonuglanan duygusal
bir tepki olarak tanimlamislardir (Eren, 2005; Furedi, 2014). Korku kiiltiirii, belirli bir tiirden yasam
tarzi, bir yagam felsefesidir. Korku kiiltiirlinde insanin 6ziine dnem verilmez; bu kiiltiirde sosyal
maskeler, mevkiler ve maddiyat 6nemlidir (Ciiceloglu, 2016).

Okullarda korku kiiltiirli, yoneticinin 6gretmene, 6gretmenin de dgrenciye karst disiplini ve itaati
korku unsurlarini kullanmast ile ortaya ¢ikabilir. Siirekli hata arayan, disiplin ad1 altinda baski olusturan
ve dgrencileri bir diisiinceye kaliplamaya ¢alisan 6gretmenlerin, demokratik egitim ortami saglamalar
diisiiniilemez. Ayni sekilde, 6gretmenler tizerindeki otoritesini korku ile saglayan, elindeki giicii korku
unsuru olarak kullanan yoneticilerin bulunduklari ortamlarda da demokratik bir okul ikliminden
bahsedilemez. Korku kiiltiiriiniin tanimlarindan ve &zelliklerinden yola ¢ikarak, okul yoneticilerinin,
okulu “nasil yonettikleri” korku kiiltiirii ile dogrudan iliskili olarak goriilebilir. Alanyazin taramasi ve
ogretmenlerle yapilan goriismeler sonucunda okullarda korku kiiltiirii olusturan unsurlar ii¢ boyutta

* Bu ¢alisma Pamukkale Universitesi Bilimsel Arastirma Projeleri Koordinasyon Birimi tarafindan 2017EGBE002
proje numarasi ile desteklenen doktora tezinden tiiretilmistir. Bu c¢alisma, 04-06 Ekim 2019 tarihlerinde
diizenlenen 1. Uluslararast Egitim Aragtirmalari Kongresi'nde (IDU-ICER) sunulan s6zIii sunumdan tiiretilmistir.
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incelenmistir. Bunlar “ydnetici korkusu”, “meslektas korkusu” ve “yasal siire¢ korkusu” olarak
adlandirilmistir.  Yonetici  korkusu, Ogretmenlerin yoneticilerin davramslarindan kaynaklanan
korkularidir. Meslektas korkusu ise, Ogretmenlerin okulda birlikte calistiklar1 Ogretmenlerden
kaynaklanan korkularidir. Okul igindeki kotii iligkiler, 0gretmenlerin birbirlerine karsi olumsuz
davranislari bu korkunun nedenlerinden bazilaridir. Ogretmenlerin kanun ve yonetmeliklerden
kaynaklanan korkular1 da yasal siire¢ korkusu olarak nitelendirilebilir. Ogretmenlerin okullardaki
davraniglar1 sonucunda ceza almaktan, disiplin sorusturmasma maruz kalmaktan korkmalaridir (Celik
ve Kahraman, 2019).

Yonetim tarzi siklikla yonetimin “nasil” oldugunu agiklamak igin kullanilir. YOnetim tarzi
¢aliganlarin ise karsi tutumlarini ve davraniglarini etkiledigi i¢in nemlidir. Bir yoneticinin yonetim tarzi
davraniglarin bir fonksiyonudur ve kisilikle baglantilidir. Aym zamanda kisilerin kisilikleri, tutumlari
ve deneyimlerinin birlesimi ile olusur. Is yasanundaki sorunlarla basa ¢ikabilmek icin y&neticilerin
kullandiklari yonetim tarzi onemlidir (Barutgugil, 2004; Giiney, 2015; McGuire, 2005). Y 6netim tarzlar
hakkinda ¢esitli siniflamalar mevcuttur. Bu ¢alismada yonetim tarzlar1 demokratik, otokratik ve ilgisiz
yOnetim tarzlar1 olarak ele alinmigtir.

Demokratik yonetim tarzi: Demokratik yonetim, insana ve ise verilen 6énemin {ist diizeyde oldugu,
caliganlarin kararlara katildigi, ekip ruhu ve ekip ¢alismasinin oldugu yonetim bigimidir (Aytiirk, 1999).
Platon, Devlet adli eserinde calisanlarin karar verme siireclerine katilmasim desteklemis, yukaridan
asagiya baskict bir yonetim tarzi yerine asagidan yukariya iletigimin oldugu katilimci demokratik
yOnetim tarzinin olmasi gerektigi degerlendirmesini yapmistir (Clemens ve Mayer, 2001). Demokratik
yonetim tarzinda hem orgiitiin amaglarinin gergeklestirilmesi hem de kisilerin ihtiyag ve arzularinin
karsilanmasi i¢in azami ¢aba sarf edilmekte ve dengede tutulmaktadir denilebilir. Okullar baglaminda
degerlendirildiginde, demokratik okul miidiirlerinin 6gretmenlerin kararlara katilimini sagladigi,
iletisim kanallarinin agik oldugu, 6gretmenlerin ihtiyaglarini 6nemsedigi sdylenebilir.

Otokratik yonetim tarzi: Otokratik yonetim tarzi, ¢alisana degil daha ¢ok yapilan ise nem verilen ve
insan1 bir makineye benzeten klasik yonetim anlayisinin getirdigi bir yonetim tarzidir denilebilir.
Kararlarin tepe yonetici tarafindan verildigi ve astlar tarafindan uygulandigi ve astlarin alinan kararlarda
$0z sahibi olmadig1 yonetim tarzidir. Robbins, Decenzo ve Coulter (2013) otokratik tarzda otoritenin
merkezilestigi ve yoneticilerin yontemleri dikte ettigini sdylemislerdir. Konan ve Celik (2018), karar
verme siirecinin her basamaginda yoneticinin oldugu, ¢alisanlarin gérev ve sorumluluklarinin tam
olarak tanimlandig orgiitleri geleneksel orgiitler olarak betimlemislerdir. Bu agiklamalara gore otoriter
bir okul miidiirii okul yonetiminde kendi bagina kararlar almaktadir ve 6gretmenlerle olan iliskilerinde
katidir. Ogretmenlerin kendisine itaat etmesini bekler, okulda baskin karakter olma egilimindedir.
Ayrica calisanlara kars1 hosgoriilii degildir (Ustiiner, 2016).

Ilgisiz Yonetim Tarzi: 1lgisiz yonetim tarzi “nasil yonetilmemeli” sorusuna verilen cevap olarak
algilanabilir. Bu tip yoneticilerin varlig1 ile yoklugu belli degildir. Orgiitte gorev dagilim1 yapmazlar.
Ayrica orgiitte meydana gelen catismalar ¢ézmekten kagarlar (Diebig, Bormann ve Rowold, 2016).
Ozgiir de (2011), yoneticilerin yonetimle ilgilenmedigi durumlarda 6rgiitte basiboslugun hakim olacag,
astlarin da kuralsizlik, gilivensizlik ve ilgisizlik duygusuna kapilacagini vurgulamistir. Belirsizlik,
¢atisma ve kaosun ¢oziilememesi durumunda da ¢alisanlarda korku olusmasi ve durumun devam etmesi
haline korkunun 6rgiite tamamen hakim olmas1 muhtemeldir.

Yonetim ve yoOnetime bakis acisi, bulunulan donemdeki hakim paradigmanin etkileri ile
sekillenmistir. 19. Yiizyil baslarinda, hakim paradigma olan Newtoncu pozitivist goriisiin etkisiyle,
insan1 bir makine gibi goren ve verimlilikle ilgilenen klasik yonetim yaklagimlari 6n plana ¢ikmustir.
Ikinci Diinya Savasi’m izleyen dénemlerde ise pozitivist paradigmanin etkisini yitirmeye baslamas ile
insan1 ve insan iligkilerini 6nemseyen neoklasik yonetim anlayisi hakim yonetim diisiincesi halini
almistir. Yonetimde insan iligkileri yaklagimi ile birlikte Orgiitsel amaglara ulasmada calisanlarin
tutumlari, inanglari, duygular1 ve orgiit igerisinde paylasilan degerler nemli hale gelmistir. Bu tutum,
inang, duygu ve degerler ayn1 zamanda drgiite hakim olan kiiltiiriin de belirleyicisi olmaktadir. Orgiitiin
kiiltiiriini olusturan bu temel unsurlara baglh olarak orgiitler isbirlik¢i, rekabetei, bireysel kiiltiir gibi
kiiltiirlere sahip olabilmektedir. Bu kapsamda 6zellikle yonetici davranislarina bagli olarak gii¢, baski,
ceza, otoriterlik gibi degerlerin baskin oldugu orgiitlerde korku kiiltiiriiniin 6ne ¢iktig1 sdylenebilir
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Orgiitler, insanlarin is birligi gereksiniminden ortaya ¢ikan ve onlar1 kurduklari bir koalisyondur
(Bursalioglu, 2012). Her orgiitiin kendine has 6zelliklerini igeren bir profili mevcuttur. Bu profilleri
aciklamada metaforik bir yontem izlenmis ve DNA kavrami da oOrgiit profillerini agiklamada
kullanilmigtir. Bu metaforda orgiitlerin canli varliklarda oldugu gibi bir DNA’ya sahip oldugu
diisiincesini dile getirilmektedir. Orgiit DNA’s1 olarak adlandirilan bu kavrammn orgiitteki her tiirlii
bilgiyi, orgiitteki anlayis1 gelecek nesillere aktardigi diisliniilmektedir. Bu anlamda DNA kavrami da
cesitli boyutlariyla drgiitsel alanda yerini almakta ve galismalara konu olmaktadir (Cetin, 2014). Orgiit
DNA’s1 son yillarda orgiit arastirmalarinda iizerinde ¢alisilan bir konu olmustur. Egitim bilimleri
arastirmacilar1 da (Cetin, 2014; Bozkurt Bostanci, Ak¢adag, Kahraman, ve Tosun, 2016; Bozkurt
Bostanci, Celik ve Kahraman, 2017; Tosun ve Bozkurt Bostanci, 2019) 6rgiit DNA’s1 kavramim egitim
orgiitlerine uyarlayarak okullarin profillerini ortaya koyan calismalar gerceklestirmislerdir. Orgiitler
pasif saldirgan, yonetim agirlikli, asir1 bityiimiis ve gelisigiizel olmak iizere dort farkli sagliksiz orgiit
profilinde olabilecekleri gibi; tam zamaninda orgiit, askeri orgiit ve esnek orgiit olmak {izere 3 farkli
saglikl orgiit profilinde olabilirler (Neilson, Pasternack & Mendes, 2004).

Okullar baglaminda yonetici davraniglar ele alindiginda, okul yoneticilerinin korku yerine glivene
dayali bir ortam olusturmalarinin okullarda korku kiiltiirinii azaltmasi beklenir. Okullarda giiven
ortaminin saglanmasi da demokratik davramslar sergileme ile saglanabilir. Sonug olarak yoneticiler
hangi tipi sececeklerine karar verirken, kendi 6zellikleri, deger yargilar1 ve beklentileri; astlarin
ozellikleri, kendilerine giiveni ve beklentileri ile mevcut durum, var olan sorunun niteligi gibi durumlari
dikkate almalidir. Y6neticiler bu tipin sadece birini gostermek zorunda da degildir. Cesitli durumlarda
cesitli yonetim tarzim gostererek eklektik bir yaklagim sergileyebilir (Ilgar, 1996).

Orgiit DNA’s1, orgiitiin profili, drgiitiin igyapisi ile yonetici ve astlarin orgiit icindeki tutumlar
hakkinda fikir vermektedir. Saglikli olarak nitelendirebilecek oOrgiitler daha esnek, degisime uyum
saglayan ve Onemseyen, Ogretmen motivasyonunun desteklendigi, herkesin caligma isteyebilecegi
kurumlardir. Saglikli profile sahip orgiitlerde takim ruhu hakimdir (Bostanci vd., 2016). Saglikli olarak
nitelenebilecek orgiitlerde tiim paydaglar birbirlerinden hoslanirlar. Okul 6zelinde diisiiniildiigiinde de
ogrenciler, Ogretmenler ve Ogrenciler arasinda giiven olusur. Okul yoneticisi de egitimin
gelistirilmesinde bir destekei olarak goriiliir (Korkmaz, 2007). Gok’e (2009) gore saglikli bir orgiit
yapisi ve orgiit iklimi olusturma, motivasyon olusturan faktorler iginde 6n plandadir. Saglikli 6rgiitlerde
olusan bu olumlu iklim de 6gretmenlerin okullarda yasadiklari korkuyu diisiirebilir. Sagliksiz profildeki
orgiitlerde ise, Orgiitlin asir1 biirokratik ve politik yapisi, ¢alisanlarin bir amag etrafinda toplanamamasi
orgiitiin igten ice kaynamasi ile sonuglanir (Neilson, Pasternack ve Mendes, 2004). Cok fazla hiyerarsik
katmanmin olmasi, enerjinin bosa harcandigi ve hayal kirikliklarinin yasandig1 bir 6rgiit ortaya ¢ikmasina
neden olur. Bu tip orgiitlerde olusan belirsizlik, karar alamama, koordinasyon eksikligi gibi durumlar
da calisanlarda korku olusturacaktir.

Okullarda yoneticilerin sergiledikleri davranislar korku olusturabilecegi gibi, diger meslektaglarla
olan iligkiler ve okulda isleyen yasal siireclerin de korku olusturabilecegi diisiiniilebilir. Korku kiiltiirii
hakkinda yapilan ¢alismalar (Yildiz, 2015; Yurdigiil, 2014; Harputlu, 2012; Kasmer, 2009) olmasina
ragmen, bu ¢aligmalar egitim bilimlerinden farkli alanlarda (sosyoloji, isletme gibi) gerceklestirilmistir.
Tiirkiye’deki egitim orgiitlerinde korku kiiltiirii ile ilgili yapilmis iki tez (Sincer, 2016; Cakiroglu, 2013)
bulunmaktadir. Ayrica, bu ¢alismalarda daha ¢ok korku kiiltliri ya da korku kiiltiiriiniin etkileri
incelenmis; korku kiiltlirinii olusturan etkenlerden bahsedilmemistir. Yoneticilerin yonetim tarzi ve
orglitiin yapis1 ya da tipi olarak nitelendirilebilecek DNA’sinin korku kiiltiiriine etkisi hakkinda
ulasilabilen kaynaklar dahilinde ¢aligmaya rastlanamamigtir. Bu nedenle aragtirmanin problem ciimlesi
“Devlet okullarinda gorev yapan yoneticilerin yonetim tarzlari ile okullardaki korku kiiltiirii arasindaki
iligkide 6rgiit DNA’sinin aracilik rolii var midir?” olarak belirlenmistir. Egitim 6rgiitlerinde var olan
korkunun arastirildigr bu ¢alismada, korku kiiltiirii olusmasina neden olabilecek faktorler olan okul
yoneticilerinin yonetim tarzi ve 6rgiit DNA’s1 lizerinde durulmustur.
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2. YONTEM
2.1. Arastirmanin Modeli

Okul yoneticilerinin yonetim tarzlari, rgiit DNA’s1 ve korku kiiltiirii arasindaki iligkileri belirlemeye
yonelik olan bu g¢alisma iliskisel tarama modelindedir. Arastirmada, okul yoneticilerinin yonetim
tarzlarmin, okullardaki korku kiiltiirline etkisinde 6rgiit DNA’s1 ve orgiitsel degisimin aracilik rollerinin
belirlenmesi amaglanmigtir. Bu analizlerin ger¢eklestirilmesi i¢in ““Yapisal Egitlik Modellemesi (YEM)”
kullanilmistir. Sekil 1°de arastirmanin degiskenlerine yonelik model verilmistir.

Y énetim
Tarzi

Sekil 1. Arasgtirmanin modeli

2.2.Calisma Grubu ve Verilerin Toplanmasi

Caligma grubu arastirmaci tarafindan ziyaret edilerek goniillii olarak arastirmaya katilan ve basit
tesadiifi 6rnekleme yolu ile secilen 463 6gretmenden olusmaktadir. Ilk olarak veri toplama araglarinin
uygulanmas1 i¢in Usak II Milli Egitim Miidiirliigii'nden gerekli izinler almmustir. Olgeklerin
kullanilmas1 ile olusturulan anket formu 2017-2018 egitim-0gretim yili mart ayinda Usak ili ve
ilgelerinde egitim Ogretim aksatilmadan ve goniilliilik esasina gore uygulanmistir. Sorulara cevap
verilirken 6gretmenlerde tedirginlik olmamasi i¢in anketler aragtirmaci tarafindan dagitilmis ve toplanan
anketler 6gretmenlerin de gorebilecegi sekilde zarflara konulmustur. Arastirmanin 6rneklemine iliskin
bilgiler Tablo 1.’de verilmistir.

Tablo 1. Ornekleme ait kisisel bilgiler

Degisken N %

o Kadin 222 479

Cinsiyet Erkek 241 52,1

Anaokulu-ilkokul 172 37,1

Okul Kademesi Ortaokul 124 26,8

Lise 167 36,1

1-10 132 28,5

Kidem (Y1l) 11-20 212 45,8

21 yil ve iizeri 119 25,7

1-5 290 62,6

Okuldaki ¢alisma stiresi 6-10 70 152

(Y1 11 yil ve iizeri 103 22

1-15 45 9,7

Okulda ¢alisan 6gretmen 16-30 194 41,9
sayisi

31 6gretmen ve iizeri 224 48,4
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2.3.Veri Toplama Araclan

Calismada Celik ve Kahraman (2019) tarafindan gelistirilen “Okullarda Korku Kiiltiirii Olgegi”; Kurt
ve Terzi (2005) tarafindan gelistirilen “Y6netici Davranmislar1 Olgegi” ve Dos ve Cetin (2014) tarafindan
gelistirilen “Orgiit DNA’s1 Olgegi” kullanilmistir. Her ii¢ dlgek icin, dlgegin gelistirilmesi asamasinda
ve bu ¢aligmada elde edilen giivenirlik katsayilarina iligkin sonuglar Tablo 2’de verilmistir.

Okullarda Korku Kiiltiirii Olcegi: “Okullarda Korku Kiiltiirii Olgegi”; “Yénetici korkusu (9
madde)”, “Meslektas korkusu (4 madde)” ve “Yasal siire¢ korkusu” (5 madde)’olarak 3 boyut ve 18
maddeden olusmaktadir. Bu ii¢ boyutun toplamina “Okullarda Korku Kiiltiirii” ad1 verilmistir. Olgek
“Higbir Zaman”, “Nadiren”, “Bazen”, “Cogunlukla” ve “Her Zaman” olarak derecelendirilmektedir.
Olgegin mevcut faktdr yapisinin bu ¢alismadaki érnekleme uygunlugunun belirlenmesi i¢in DFA
gerceklestirilmistir. Elde edilen uyum degerleri (x*/sd=3,94; CFI=0,93; RMSEA= 0,079; NFI=0,91;
NNFI (TLI)=0,92; IFI=0,93) 6lcegin faktdr yapisinin bu ¢aligmaya uygun oldugunu gostermektedir.

Yénetici Davramislar: Olcegi: Arastirmada kullanilan “Yonetici Davranislar1 Olgegi”; “Demokrat
Yénetici (9 madde)”, “Otokrat Yénetici (9 madde)” ve “Ilgisiz Yénetici (11 madde)”olarak 3 boyut ve
29 maddeden olusmaktadir. Olgek “Higbir Zaman”, “Nadiren”, “Bazen”, “Cogunlukla” ve “Her
Zaman” olarak derecelendirilmektedir. Olgegin mevcut faktdr yapismin bu ¢alismadaki 6rnekleme
uygunlugunun belirlenmesi i¢in dogrulayici faktor analizi gergeklestirilmistir. Elde edilen uyum
degerleri (x*sd=3,10; CFI=0,95; RMSEA= 0,067; NFI=0,92; NNFI (TLI)=0,94; IF1=0,95) &l¢egin
faktor yapisinin bu ¢alismaya uygun oldugunu gostermektedir.

Orgiit DNA’s1 Olgegi: “Orgiit DNA’s1 Olgegi” iigii saglikli (“Esnek Orgiit (4 madde)”, ““Askeri Orgiit
(4 madde)” ve “Tam Zamaninda Orgiit (4 madde)”) ve iicii sagliksiz (“Gelisigiizel Orgiit (6 madde)”,
“Yoénetim Agirhikli Orgiit(6 madde)” ve “Pasif Saldirgan Orgiit (4 madde)”) olmak iizere toplam 6 boyut
ve 28 maddeden olusmaktadir. Olgek, “Kesinlikle Katilmiyorum”, “Katilmiyorum”, “Orta Diizeyde
Katilryorum”, “Cok Katiliyorum” ve “Tamamen Katiliyorum” olarak derecelendirilmektedir. Olgegin
mevcut faktor yapismin bu ¢alismadaki Ornekleme uygunlugunun belirlenmesi i¢in DFA
gerceklestirilmistir. Elde edilen uyum degerleri (x*/sd=2,56; CFI=0,94; RMSEA= 0,058; NFI=0,90;
NNFI (TLI)=0,93; IFI=0,94) 6l¢egin faktdr yapisinin bu ¢aligmaya uygun oldugunu gostermektedir.

Tablo 2. Giivenirlik sonuglari

Giivenirlik Sonuclar1 (Cronbach’s Alpha)

Olgek Boyutlar Kahraman ve Celik (2019) Mevcut Calisma
Yonetici Korkusu 0,92 0,93
ggﬁg?{idgf::griku Meslektas korkusu 0,80 0,84
Yasal siire¢ korkusu 0,86 0,87
Kurt ve Terzi (2005) Mevcut Calisma
Yonetici Demokrat Yo6netici 0,85 0,92
]?avramslarl Otokrat Yonetici 0,87 0,91
Olgegi Tlgisiz Yonetici 0,83 0,92
Dos ve Cetin (2014) Mevcut Calisma
Esnek Orgiit 0,71 0,90
Askeri Orgﬁt 0,86 0,78
orgﬁt DNA’s1 Tam Zamaninda Orgﬁt 0,71 0,84
Olgegi Gelisigiizel Orgiit 0,80 0,86
Yonetim Agirlik Orgiit 0,86 0,89
Pasif Saldirgan Orgiit 0,75 0,85

2.4.Verilerin Analizi

Arastirmada kurgulanan modellere cevap aramak iizere (Tablo 3) ilgili paket programlar kullanilarak
analizler gerceklestirilmistir. Arastirmada kullanilacak veri analizi tekniklerine karar verebilmek i¢in
verilere ait normallik sayiltisi incelenmistir. Ayrica Bayram (2016) gozlenen ve gizil degiskenlerin ¢ok
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degiskenli normal dagilima sahip olmasinin, YEM analizinin varsayimlarindan oldugunu belirtmistir.
Verilerin normal dagilim durumlarina karar verebilmek i¢in carpiklik basiklik katsayilar1 incelenmistir.
Yine verilere ait u¢ degerler modelin anlamliligin1 bozabilecegi i¢in Mardia katsayisi incelenmistir.
Bayram’ a (2016) gore carpiklik basiklik degerleri +1 veya £1,5 arasinda oldugu zaman verilerin ¢ok
degiskenli normal dagilim gosterdigi seklinde yorumlanabilir. Tiim 6l¢eklerde ve alt boyutlarinda
carpiklik ve basiklik katsayilar1 alanyazinda kabul goren degerler arasinda bulundugu icin verilerin
normal dagilim gosterdigi soylenebilir. Olgeklerden elde edilen puanlar yorumlanirken 5.00-4.20
“yiiksek”, 4.19-3.40 “orta {istii”, 3.39-2.60 “orta”, 2.59-1.80 “orta alt1”, 1.79-1.00 “diigiik” olarak
degerlendirilmistir. Yol katsayilari; t degeri 1.96’y1 astiginda 0,05 diizeyinde, 2.56’y1 astiginda 0,01
diizeyinde anlamlidir (Cokluk, Sekercioglu, Biiyiikoztiirk, 2012; Tabachnick & Fidel, 2013). Model
uyumunun degerlendirilmesinde farkli yaklagimlardan bahsetmek miimkiindiir. Jackson, Gillaspy ve
Stephenson (2009) yaptiklar1 ¢calismada SEM c¢alismalarinda en sik bildirilen uyum indekslerinin ki-
kare ve serbestlik derecesi, CFI, RMSEA ve TLI oldugunu belirtmislerdir. Kline (2016) ki-kare,
RMSEA, CFI ve SRMR'yi rapor etmenin yeterli oldugu goriisiindedir. Bu ¢alismada, bu goriislere dayal
olarak ki-kare, serbestlik derecesi, CFI, RMSEA, TLI ve SRMR uyum indeksi degerleri dikkate
almmustir.

Yonetim tarzinin korku kiiltiirti iizerindeki etkisinde orgiitsel DNA'nin araci roliinii incelemek i¢in
alt1 farkli model gelistirilmistir. Bu modeller Tablo 3' te yer almaktadir. Orgiit DNA’s1 alt boyutlar:
modele saglikli (esnek, askeri, tam zamaninda) ve sagliksiz (gelisigiizel, yonetim agirlikli, pasif-agresif)
orgiit profilleri olarak dahil edilmistir.

Tablo 3. Kurgulanan modeller

Model 1 Demokratik Yénetim Tarzinin Korku Kiiltiiriine Etkisinde Saglikli Orgiit Profilinin
Aracilik Rolii (Bkz. Sekil 2)

Model 2 Demokratik Yénetim Tarzinin Korku Kiiltiiriine Etkisinde Sagliksiz Orgiit Profilinin
Aracilik Rolii (Bkz. Sekil 3)

Model 3 Otokratik Yénetim Tarzinin Korku Kiiltiiriine Etkisinde Saglikli Orgiit Profilinin
Aracilik Rolii (Bkz. Sekil 4)

Model 4 Otokratik Yénetim Tarzinin Korku Kiiltiiriine Etkisinde Sagliksiz Orgiit Profilinin
Aracilik Rolii (Bkz. Sekil 5)

Model 5 Ilgisiz Yénetim Tarzinin Korku Kiiltiiriine Etkisinde Saglikli Orgiit Profilinin Aracilik
Rolii (Bkz. Sekil 6)

Model 6 Ilgisiz Yénetim Tarzinin Korku Kiiltiiriine Etkisinde Sagliksiz Orgiit Profilinin
Aracilik Rolii (Bkz. Sekil 7)

Her modelde tiim degiskenler aragtirma modeline uygun olarak analize dahil edilmistir. Arastirma
sorusuna bagli olarak olusturulan modellerin faktor yapilarinin uygunlugu her model i¢in ayr1 ayri 6lgiim
modeli ile test edilmistir. Modellerin uyum indeksi degerleri ve kabul edilebilir degerleri Tablo 4' te yer
almaktadir.

Tablo 4. Ol¢iim modellerinin uyum indisleri

Model Uyum  Model 1 Model 2 Model 3 Model 4 Model 5 Model 6 Beklenen

Indeksleri Deger
(Karagoz,
2016)

X2 /sd 2,86 2,82 2,76 2,73 2,78 2,77 <5

CFI 0,91 0,90 0,91 0,90 0,91 0,90 >0,90

NNFI (TLI) 0,91 0,90 0,90 0,90 0,90 0,90 >0,90

SRMR 0,056 0,056 0,053 0,053 0,055 0,055 <0,08

RMSEA 0,063 0,063 0,062 0,061 0,062 0,062 <0,08
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Tablo 4’e gore tiim Ol¢lim modellerinin uyum degerleri beklenen deger araliklar1 ig¢indedir. Bu

asamadan sonra ¢alismanin analiz asamasina gegilmis ve bulgular sunulmustur.

3. BULGULAR

Yapisal esitlik modellemesi (YEM), var oldugu diigiiniilen bir yapinin mevcut verilerle desteklenip
desteklenmedigini test eder. Bu bakimdan YEM'de 6nce model tasarlanmali, ardindan modelin verilerle
dogrulanip dogrulanmadigi test edilmelidir. Modellerin regresyon katsayilarina iliskin sonuglar Tablo
5' te verilmistir.

Tablo 5. Model Yol Katsayilari

Degiskenler Arasindaki Tligkiler B B S.E. CR.(t) P
— Saghkl Orgiit <---  Demokratik Yonetim  ,707 77,048 14,684 %
‘Té Korku Kiiltiirii <---  Demokratik Yonetim -,393 -,600 ,050 -7,868 *ok
= Korku Kiiltiirii <---  Saglikh Orgiit -,128 - 178 ,047  -2,736 ,006**
«~ Sagliksiz Orgiit  <--- Demokratik Yénetim -,618 -, 732,049 -12,530 *k
% Korku Kiiltiiri <---  Demokratik Yonetim -,293 -461 0,40 -7,387 *ok
= Korku Kiiltiirii < Sagliksiz Orgiit ,304 ,405 046 6,618 *ok
e« Saglikli Orgiit <---  Otokratik Yo6netim -,615 -,641  ,049 -12,590 *ok
% Korku Kiltiiri <---  Otokratik Y0Onetim ,434 ,696  ,042 10,391 *%
= Korku Kiiltiirii < Saglikl Orgiit -,148 -,229 ,029 -5,120 *ok
<« Sagliksiz Orgiit  <---  Otokratik Yonetim ,669 ,765 051 13,085 ok
% Korku Kiiltiirii <---  Otokratik Yonetim ,400 ,636,044 9,082 *x
= Korku Kiltiiri <~ Sagliksiz Orgiit ,194 ,270 0,40 4,879 *%
w  Saglikli Orgiit <--- Tlgisiz Yonetim -604  -610 ,049  -12,332 ok
% Korku Kiiltiirii ~ <---  Ilgisiz Yonetim ,403 ,580  ,042 9,646 %
= Korku Kiltiiri <-—-  Saglikl Orgiit -,200 =285  ,035 -5,698 *%
o Sagliksiz Orgiit  <--- Tlgisiz Yonetim ,628 721 0,47 13,333 *ok
2 Korku Kiiltiiri ~ <---  Ilgisiz Yonetim ,327 486 0,41 7,922 %
§ Korku Kiiltiirii ~ <---  Sagliksiz Orgiit ,290 377 0,46 6,320 %

(**p<0,01) (*p<0,05)

Tablo 5 ’teki degerler incelendiginde kurgulanan modellerdeki tiim yollarin anlamli oldugu
goriilmektedir. YEM analizlerinde yol katsayilarmin anlamlilifindan sonra modelin kabul edilip
edilmeyecegine uyum indeksi degerleri de incelenerek karar verilmektedir. Uyum indeksi degerleri
modelin kabulii i¢in incelenmesi gereken dlgiitlerdir (Byrne, 2010; Kline, 2011). Modellere iliskin uyum
indeksi degerleri Tablo 6’ da verilmistir.

Tablo 6. Modellerin uyum indisleri

Model Uyum ~ Model 1~ Model2 Model 3 Model4  Model 5 Model 6 Beklenen Deger
Indeksleri (Karagdz, 2016)
X2 /sd 2,86 2,82 2,76 2,73 2,78 2,77 <5

CFI 0,91 0,90 0,91 0,90 0,91 0,90 >0,90

NNFI (TLI) 0,91 0,90 0,90 0,90 0,90 0,90 >0,90

SRMR 0,056 0,056 0,053 0,053 0,055 0,055 <0,08

RMSEA 0,063 0,063 0,062 0,061 0,062 0,062 <0,08
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Tablo 6’da yer alan uyum indeksi degerleri incelendiginde, tiim modellerin kabul edilebilir oldugu
sonucuna ulagilmistir. Model uyumlarinin incelenmesinden sonra, bagimsiz degiskenin (yonetim tarzi)
bagiml degisken iizerindeki (korku kiiltiiril) dogrudan ve araci degisken (6rgiit DNA’s1) iizerinden
dolayh etkileri ile bagimsiz ve araci degiskenlerin bagimli degiskendeki varyansi agiklama diizeyine
bakilmistir. Bu analizlere iligskin sonuglar Tablo 7 *de yer almaktadir.

Tablo 7. Standardize edilmis etkiler

. Aciklanan
Degiskenler Arasindaki Tliskiler gtcl)(girudan gtokliayh Egﬁlam Toplam
Varyans
— Korku Kiiltiirii <---  Demokratik Y&netim -,600 -,139 -, 739
:g Saglikli Orgiit <---  Demokratik Yonetim 777 - 777 56%
= Korku Kiiltiirii <---  Saglikh Orgiit -,178 - -,178
Korku Kiiltiiri <---  Demokratik Yonetim -,461 -,296 =757
:0 Sagliksiz Orgiit <---  Demokratik Ydnetim -,732 - -,732 65%
§ Korku Kiiltiirii <---  Saglksiz Orgiit ,405 - ,405
Korku Kiiltiiri <---  Otokratik Y06netim ,696 ,146 ,842
= Saghkhi Orgit < Otokratik Yonetim _641 - _641 74%
é Korku Kiiltiirii <---  Saglikli Orgiit -,229 - -,229
Korku Kiiltiirii <---  Otokratik Yo6netim ,636 ,206 ,842
= Saglksiz Orgiit <  Otokratik Yonetim 765 - 765 74%
;3 Korku Kiiltiirii <---  Sagliksiz Orgiit ,270 - ,270
Korku Kiiltiirii <---  llgisiz Yonetim ,580 ,174 754
= Saghkh Orgiit < llgisizYonetim -,610 - ~610 62%
é Korku Kiiltiirii <--- Saglikh Orgiit -,285 - -,285
Korku Kiiltiirii <--- llgisiz Yonetim 486 272 ,758
:; Sagliksiz Orgiit ~ <---  IlgisizYonetim ,721 - ,721 64%
§ Korku Kiiltiirii < Sagliksiz Orgiit 377 - 377

Tablo 7’de yer alan standardize edilmis yol modeller ve etkiler incelendiginde su sonuglara
ulagtlmigtir: Arastirmanmin birinci ve ikinci modelinde demokratik yonetim tarzinin korku kiiltiirii
iizerindeki etkileri incelenmigtir. Birinci modelde demokratik yonetim tarzinin korku kiiltiiriine
etkisinde saglikli orgiit profilinin; ikinci modelde ise demokratik yonetim tarzinin korku kiiltiiriine
etkisinde sagliksiz orgiit profilinin aracilik rolleri incelenmistir.

Model 1: Arastirmanin birinci modeline gore, demokratik yonetim tarzinin korku kiiltiirii iizerindeki
etkisinde saglikli orgiit profilinin aracilik etkisi gozlenmistir. Dogrudan etkilere iligkin degerler dikkate
alindiginda, demokratik yonetim tarzindaki bir birimlik artis, korku kiiltiiriinde 0.600 birimlik bir
azalmaya neden olmustur. Demokratik yonetim tarzinin saglikli 6rgiit profili tizerinden korku kiiltiirii
iizerindeki dolayl etkisi 0,139, toplam etkisi 0,739 olarak bulunmustur.
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-0,178

Demokratik
Yanetim

-0,600

Sekil 2. Demokratik yonetim tarzinin korku kiiltiiriine etkisinde saglikli 6rgiit profilinin aracilik rolii

Korku kiiltiirinde demokratik yonetim tarzinin etkisinde saglikli &rgiit profilinin araci rolii oldugu
sOylenebilir. Okul yoneticilerinin demokratik yonetim tarzi sergilemeleri hem dogrudan hem de dolayl
olarak okullarda korku kiiltiirii diizeyini diistirmiistiir. Demokratik yonetim tarzi, saglikli 6rgiitlenme,
korku kiiltiiriindeki varyansin% 74'tinii agiklamaktadir.

Model 2: Tablo 7 incelendiginde, demokratik yonetim tarzinin korku kiiltiirii iizerinde hem dogrudan,
hem de sagliksiz orgiit profili aracilifiyla dolayli bir etkiye sahip oldugu goriilmektedir. Dogrudan
etkinin degerleri dikkate alindiginda, demokratik yonetim tarzindaki bir birimlik artigin korku
kiiltiiriinde 0,461 birimlik bir azalmaya neden oldugu sdylenebilir. Demokratik yonetim tarzinin
sagliksiz orgiit profili iizerinden korku kiiltiirii izerindeki dolayli etkisi -0.296 ve toplam etkisi -0.757
olarak bulunmustur.

0,405

Demaokratik
Ydanetim

-0,461

Sekil 3. Demokratik yonetim tarzinin korku kiiltiiriine etkisinde sagliksiz orgiit profilinin aracilik rolii

Demokratik yonetimin korku kiiltiirii {izerindeki etkisinde sagliksiz orgiit profilinin aracilik rolii
oynadigi sdylenebilir. Okul yoneticilerinin demokratik yonetim tarz1 sergilemeleri hem dogrudan hem
de dolayli olarak okullarda korku kiiltiirii diizeyini diistirmektedir. Demokratik yénetim tarzi ve sagliksiz
orgiit profili, korku kiiltiiriindeki varyansin% 65'ini agiklamaktadir.

Arastirmanin ti¢iincii ve dordiincli modellerinde otokratik yonetim tarzinin korku kiiltiirii {izerindeki
etkileri incelenmistir. ilk modelde, otokratik yonetim tarzimin korku kiiltiirii {izerindeki etkisinde saglikli
orgiit profilinin; ikinci modelde ise otokratik yOnetim tarzinin korku kiiltiirli iizerindeki etkisinde
sagliksiz orgiit profilinin araci rolil incelemistir.

Model 3: Arastirmanin tigiincli modeline gore, otokratik yonetim tarzinin korku kiiltiirii izerindeki
etkisinde saglikli orgiit profilinin aracilik etkisi gozlenmistir. Dogrudan etkilere iligkin degerler dikkate
alindiginda, otokratik yonetim tarzindaki bir birimlik artis, korku kiiltiiriinde 0,696 birimlik artisa neden
olmustur. Otokratik yonetim tarzinin saglikli organizasyon profili iizerinden korku kiiltiirii tizerindeki
dolayl etkisi 0,146 olarak hesaplanmis ve toplam etkisi 0,842 olarak bulunmustur.
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-0,229

Otokratik
Yanetim

0,696

Sekil 4. Otokratik yonetim tarzinin korku kiiltiiriine etkisinde saglikli drgiit profilinin aracilik rolii

Otokratik yonetim tarzimin korku kiiltiiriine etkisinde saglikli 6rgiit profilinin araci rolii oldugu
sOylenebilir. Okul yoneticilerinin otokratik yonetim tarzi sergilemeleri hem dogrudan hem de dolaylh
olarak okullarda korku kiiltiirii diizeyini artirmaktadir. Otokratik yonetim tarzi ve saglikli 6rgiit profili,
korku kiiltiiriindeki varyansin% 74'iinii agiklamaktadir.

Model 4: Tablo 7 incelendiginde otokratik yonetimin korku kiiltiirii izerinde hem dogrudan hem de
sagliksiz Orgiit profili lizerinden dolayli bir etkisinin oldugu goriilmektedir. Dogrudan etkinin
degerlerine bakildiginda otokratik yonetim tarzindaki bir birimlik artisin korku kiiltiiriinde 0,636
birimlik bir artisa neden oldugu séylenebilir. Otokratik yonetim tarzinin sagliksiz 6rgiit profili izerinden
korku kiiltiirii iizerindeki dolayli etkisi 0,206 olarak hesaplanmis ve toplam etkisi 0,842 olarak
bulunmustur.

0,270

Otokratik
Ydanetim

0,636

Sekil 5. Otokratik yonetim tarzinin korku kiiltiiriine etkisinde sagliksiz orgiit profilinin aracilik rolii

Otokratik yonetimin korku kiiltiirii iizerindeki etkisinde sagliksiz orgiit profilinin arac1 rolii oldugu
sOylenebilir. Okul yoneticilerinin otokratik yonetim tarzi sergilemeleri hem dogrudan hem de dolayli
olarak okullarda korku kiiltiirii diizeyini artirmaktadir. Otokratik yonetim tarzi ve sagliksiz organizasyon
profili, korku kiiltiiriindeki varyansin% 74'inii agiklamaktadir.

Arastirmanin besinci ve altinct modellerinde ilgisiz yonetim tarzinin korku kiiltiirii tizerindeki etkileri
incelenmistir. Ilk modelde, ilgisiz y&netim tarzimin korku kiiltiirii {izerindeki etkisinde saglikli orgiit
profilinin; ikinci modelde ise Ilgisiz yonetim tarzinin korku kiiltiirii iizerindeki etkisinde sagliksiz 6rgiit
profilinin araci roli incelemistir.

Model 5: Tablo 7 incelendiginde, ilgisiz yonetim tarzinin korku kiiltiirii iizerinde hem dogrudan, hem
de saglikli orgiit profili aracilifiyla dolayl bir etkiye sahip oldugu goriilmektedir. Dogrudan etkiye
bakildiginda, ilgisiz yonetim tarzindaki bir birimlik artigin korku kiiltiirinde 0,580 birimlik artisa neden
oldugu soylenebilir. Ilgisiz yonetim tarzinin saglikli drgiit profili lizerinden korku kiiltiirii tizerindeki
dolayl etkisi 0.174 olarak hesaplanmis ve toplam etkisi 0.754 olarak bulunmustur.
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-0,285

llgisiz
Yanetim

0,580

Sekil 6. Tlgisiz yonetim tarzinin korku kiiltiiriine etkisinde saglikli 6rgiit profilinin aracilik rolii

Ilgisiz yonetimin korku kiiltiirli iizerindeki etkisinde saglikli orgiit profilinin araci rolii oldugu
sOylenebilir. Okul yoneticilerinin ilgisiz yonetim tarzi sergilemeleri hem dogrudan hem de dolayli olarak
okullarda korku kiiltiirii diizeyini artirmaktadir. Ilgisiz yonetim tarzi, saglikli orgiit profili korku
kiiltiiriindeki varyansin% 62'sini agiklamaktadir.

Model 6: Tablo 7 incelendiginde ilgisiz yonetim tarzinin korku kiiltiirii tizerinde hem dogrudan, hem
de sagliksiz orgiit profili araciligiyla dolayli bir etkiye sahip oldugu goriilmektedir. Dogrudan etkinin
degerlerine bakildiginda ilgisiz yonetim tarzindaki bir birimlik artisin korku kiiltiiriinde 0,486 birim
artisa neden oldugu sdylenebilir. I1gisiz yonetim tarzinin sagliksiz orgiit profili {izerinden korku kiiltiirii
iizerindeki dolayl etkisi 0.272 ve toplam etkisi 0.758 olarak bulunmustur.

0,377

Ydanetim
0,486

Sekil 7. Tlgisiz yonetim tarzinin korku kiiltiiriine etkisinde sagliksiz 6rgiit profilinin aracilik rolii

Sagliksiz orgiit profili, ilgisiz yonetimin korku kiiltiirii {izerindeki etkisinde aracilik roliine sahip
oldugu soylenebilir. Okul yoneticilerinin ilgisiz yonetim tarzi sergilemeleri hem dogrudan hem de
dolayli olarak okullarda korku kiiltiirii diizeyini artirmaktadir. I1gisiz yonetim tarzi ve sagliksiz orgiit
profili korku kiiltiirtindeki varyansin % 64'{inii agiklamaktadir.

4. SONUC, TARTISMA VE ONERILER

Arastirmada yonetim tarzinin korku kiiltiirii {izerinde dogrudan ve dolayh etkilerinin oldugu
sonucuna ulagilmistir. Demokrat yonetim tarzi, okullardaki korku kiltliriinii hem dogrudan hem de
dolayli olarak negatif yonlii etkilemektedir. Otokratik ve ilgisiz yonetim tarzlart okullarda korku kiiltiirii
olusmasina neden olmaktadir. Bu etki hem dogrudan hem de orgiit DNA’s1 araciligiyla dolayli olarak
gerceklesmektedir. Arastirmanin degiskenlerini ele alan alanyazin incelendiginde de kavramlar arasinda
yakin bir iliskinin oldugu sdylenebilir. Lewin, Lippitt ve White (1939), otokratik, demokratik ve ilgisiz
yonetimin grup etkinligindeki rollerini inceleyen bir aragtirma gergeklestirmislerdir. Calisma sonunda
otokratik yoOneticinin grubunda yapilan is miktar1 yiliksek iken, isin kalitesi diisiik olmustur. Ayrica
yonetici ortamda bulunmadiginda is miktarinda da biiylik azalma meydana gelmektedir. Bu grupta
¢aliganlar ortamdan memnun kalmamigslardir. Demokratik gruplarda ise igsin miktar1 biraz diisiik olsa da
kalite yiiksektir. Y6neticinin ortamda bulunmamasi da ne kalitede ne de miktarda bir degisiklige neden
olmamaktadir. Grup iiyeleri kendi aralarinda da sorun yasamamaktadir ve birbirlerine yardim
etmektedirler. Ilgisiz y&neticinin oldugu grupta ise hem is miktar1 hem de kalite diisiiktiir. Grup iiyeleri
kendi aralarinda problem yasamakta ve ¢alismadan memnun olmamaktadir (Kagitgibasi, 1999). Calisma
ii¢ yonetim tarzini ve bu tarzlarin etkilerini ortaya koymak agisindan 6nem tagimaktadir. Otokratik ve
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ilgisiz yoOneticilerin gruplarinda meydana gelen kavgalar, gegimsizlikler ve yasanan problemler
caliganlar arasinda huzursuzluga neden olmaktadir. Bu ortamlarda zamanla korkunun olusmasi da
kagmilmazdir.

Otoriter yonetim ya da liderlik tarzi, orgiitlerde diyalogun olmadigi ve sikayetlerin bos oldugu bir
korku iklimi ortaya ¢ikarabilir. Bu tip otokratik/zorlayict yonetim, Einarsen vd. (2007) tarafindan zalim
yonetim/liderlik, Asforth vd. (1994) tarafindan ise kiiciik tiranlik olarak adlandirilmistir (Salin ve Hoel,
2011). Otokratik yonetimde zorlama, tehdit ve gii¢ kullanma vardir. Yoneticiler sert mizaghdir ve korku
unsurlarimi kullanarak etkinligini saglar (Tasdemir, 2009). Otoriter yoneticiler orgiitlerinde giiven
ortami1 olusmasimi engeller; baskici ve hiyerarsik yonetimle calisanlari ceza ile korkuturlar. Orgiitlerde
giiven ortaminin azalmas ile de orgiit saghgi bozulur ve korku artar (Islamoglu, Birsel ve Borii, 2007).
Bodnarczuk (2008) yoneticilerin orgiitlerinde giiven ortami olusturma ya da giiven ortamina zarar
vererek korku tabanli kiiltiir olusturma olarak iki segenekleri oldugunu belirtmektedir. Korku uyandirma
kapasitesi bir otoritede bulunan niteliklerden birisidir. Otorite iligkisinin meydana getirdigi korku, tistiin
tarafin yani yoneticinin elindeki giigle yapabileceklerinden duyulan korkudur (Sennett, 2014). Otokratik
yonetimin oldugu orgiitlerde ¢alisanlarin ve fikirlerinin bir 6nemi yoktur. Yonetici sadece emirlerinin
yerine getirilmesini ister. Bu nedenle olusan baski dolayisiyla da ¢aliganlar korku altinda gorev yaparlar.
Verimlilik odakli bir yonetim bigimi oldugu i¢in, ¢alisanlar1 ihtiyaclari da gz ardi edilir. Calisan
ihtiyaclarmin goz ardi edilmesi calisanlarin moral diizeylerinin diismesine neden olacaktir. Ciinkii
moral, Orglitsel amaclar, biirokratik beklentiler ve g¢alisanlarin gereksinimlerinin etkilesimlerinden
olusan bir fonksiyonun sonucudur (Akat, 1999; Tanriégen, 1995).

Izard (1977) korkunun; sinizmin duyussal boyutunda yer alan dokuz duygudan birisi oldugunu
soylemektedir. Orgiitlerdeki sinik kisiler bu dokuz duygulara bazilarina sahip olabilirler. Orgiitlerde
calisanlarin sinik tutumlar sergilemelerinin de baz1 énciilleri mevcuttur. Ornegin, sinizm liderlik, giic
dagilimi, orgiitsel degisim ve islemsel adalet siire¢lerinin bir sonucu olarak algilanabilir (Dean, Brandes
ve Dharwadkar, 1998). Yapilan ¢aligmalar, demokratik yonetim ile sinizm arasinda negatif (Derin, 2016;
Polatcan, 2012), istismarci yonetim ile de Orgiitsel sinizm arasinda pozitif iliski (Alper Ay, 2015)
oldugunu gostermektedir. Zorlayici gii¢ ve yasal gii¢ kullanan yoneticiler de okullarda orgiitsel sinizm
olusturmaktadir (Altinkurt, Y1lmaz, Erol ve Salali, 2014). Yine Demirgelik ve Korkmaz (2017), ilgisiz
yoOnetimin orgiitsel sinizme neden oldugunu bulmustur. Bozbaymdir ve Kayabagi (2014) ¢aligmalarinda
yonetimle ve okuldaki diger 6gretmenlerle ¢atigmamn sinizm olusturdugu, bunun ortak karar alma ile
azaldig1 sonucuna ulasilmigtir. Bunun sonucunda da okulda igbirligi ortami olusmamakta; ayn1 zamanda
ogretmenler depresyon yasamaktadirlar (Bozbayindir ve Kayabasi; 2014). Reichers, Wanous ve Austin
(1997)’e gore oOrgiitsel degisim c¢abalar1 Orgiitlerde sinizm olusturmaktadir. Sinizm de degisimi
kolaylagtiran faktorlere karsit olusan olumsuz bir tutum olarak tanimlanmistir. Sinizmin Orgiitlerin
iklimini olumsuz etkiledigi bu arastirmalarla desteklenmektedir. Sinizmin birey tizerindeki etkilerine de
bakildiginda bunun 6gretmenlerde korku olusturdugu sdylenebilir.

Okullarda otokratik ve ilgisiz yonetim tarzlar1 korku kiiltiiri diizeyini artirirken, demokratik yonetim
tarz1 azaltmaktadir. Ayrica otokratik ve ilgisiz yonetim okullarin DNA profillerini olumsuz
etkilemektedir. Bu nedenle okul yoneticilerinin demokratik bir yonetim sergilemeleri okullarin saglikli
profile sahip olmalar1 ve korku kiiltiirii agisindan 6nem tasimaktadir. Otokratik yoneticiler okullarda
daha cok yasal giic ve zorlayici giic kullanmaktadirlar. Ilgisiz yoneticiler ise yOnetmekten
kagmaktadirlar. Bu da yoneticilerin yonetim becerilerinin yetersizliginden kaynaklanmaktadir. Bu
nedenle okul yoneticilerinin gorevlendirilmelerinde liyakat esasli se¢im yapilmasi énemlidir ve bu
se¢imin yapilabilmesi i¢in liyakate dayali bir sistem gelistirilmelidir.

Calismada okullarda korku kiiltiirii olusturacak bazi degiskenler ele alinmistir. Korku kiiltiirii
olusturabilecek bagka degiskenlerle de ¢alisma gergeklestirilebilir. Ayrica okullarda korku kiiltiiri
olusturan etkenlerin yan1 sira korku kiiltiiriiniin etkilerinin de bilinmesi agisindan ¢aligmalar yapilmasi
faydali olacaktir. Universitelerde de korku kiiltiirii hakkinda ¢alismalar gerceklestirilip, akademik
personelin korku kiiltiirli diizeylerine bakilabilir.
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Abstract

The study aimed to investigate the consultation services carried out by school counselors with target groups
and counselors' self-efficacy perceptions. The study employed a mixed-method research design. The study group
included 324 school counselors. Data were collected using the Consultation Self-Efficacy Scale, Personal
Information Form, and Interview Form. The results showed that teachers and parents are the groups that provide
the most consultation services. The condition and behavior of the student in the consultation with the teachers, the
attitude of the parents in consultation with the parents, and the discipline problems in the consultation with the
school administrators are the most common subject of consultation. Additionally, consultation self-efficacy
perceptions of SC are different according to the attitudes of teachers and administrators towards the guidance and
the interest of parents in guidance services. This difference are in favor of the group that affirmed teachers and
administrators hold a positive attitudes towards guidance and the group that affirmed parents have a high interest
in guidance. The findings obtained in the research were discussed in the light of the literature and recommendations
were presented in this framework.

Keywords: School consultation; school counselor; teacher consultation; parent consultation; consultation self-
efficacy

1. INTRODUCTION
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Consultation services have a crucial role in school psychological counseling practices. These
services have been identified as important tools for the professionals working in the field of mental
health, and consultation is considered as one of the main roles of counselors (ASCA, 2012; Scott, Royal,
& Kissinger, 2014). Consultation is defined as an intervention method in which a professional (i.e. a
consultant) works together with a client to maximize the functionality of a client in a particular set of
skills (Erchul & Sheridan, 2014). However, Dinkmeyer and Carlson (2006) define school consultation
as a collaborative process of providing psychological and educational services by an expert in order to
improve students’ learning and adaptation skills. The common points in these definitions are
collaboration and indirect service to support and improve counselee’s personal, social, and/or
educational development.

For an effective consultation service, the people who provide this service must be competent in
consultation. The theoretical background plays an important role in consultation self-efficacy and
contributes to the effectiveness of counseling intervention (Gladding, 2013). When the literature is
examined, it is seen that the consultation models used in school consultation are included in the literatiire
(Brigman, Mullis, Webb, & White, 2005; Caplan, 1995; Dinkmeyer, 2006; Dinkmeyer & Carlson, 2006;
Dougherty, 2005; Erchul, 2009; Erchul & Martens, 2010; Gladding, 2013; Kratochwill & Bergan, 1990;
Kratochwill & Sheridan, 1987; Kratochwill, Elliott & Stoiber, 2002; Sandoval, 2004; Sheridan,
Kratochwill & Bergan, 1996; Sheridan, Richard & Smoot, 2000). The consultation models are usually
adapted form of counseling theories to the consultation process, having the application skills and
knowledge are important components of the consultation self-efficacy. Consultation competence also
includes skills related to self-awareness, interpersonal relationship skills, communication skills,
intervention skills, and cultural competence (Guiney, Harris, Zusho, & Cancelli, 2014). It is also seen
that some of these skills are common with counseling skills or therapeutic skills (Newman, Barrett, &
Hazel, 2015).

Consultation efficacy requires the ability to consult with some groups (e.g. parents, teachers,
school administrators, various institutions, individuals working with students who need special
education, etc.) (Guiney, Harris, Zusho & Cancelli, 2014). For example consultation with the
administrators has the potential to positively influence and increase the effectiveness of all the guidance
practices at school (Berlin, 1977). Teachers are one of the groups in which school counselors (SC) most
frequently provide consultation services about the student. Generally, teachers are consulted about
problems related to special education, behavioral and adaptation problems, and academic achievement
(Dougherty, 2005). In consultation with parents, cooperation between home and school is aimed to
facilitate the learning process (Myrick, 1977).

Although the subject of consultation has a very extensive literature in general, the studies
conducted on this subject are quite limited in Turkey. The consultation is only addressed as an
introductory counseling and guidance (CAG) course within undergraduate programs, and this stands as
the students only experience with consultation until they graduate in Turkey (Erkan, 2018). Determining
the current state of consultation services, and investigating the level of consultation self-efficacy of
counselors is of great significance to take appropriate measures to make the consultation functional and
to reveal the aspects that need to be developed in this area. Hence, the purpose of the research is to
investigate the present practices and state of consultation activities that SC carry out with the target
groups at schools, and consultation self-efficacy perceptions of SCs.

2. METHOD
2.1 Research Model

The convergent parallel mixed methods research design was employed in this study. The
convergent parallel design is a type of mixed design, in which the qualitative and quantitative data are
collected concurrently, analyzed separately, and their results are interpreted and presented together
(Creswell & Plano Clark, 2014). The reason behind choosing the convergent parallel design in this study
is that both qualitative and quantitative data are considered of equivalent priority. The simultaneous
collection of both data makes it time-efficient, and the interaction between the data allows collecting
discrete data according to the research problem of the study. The quantitative part of the study aimed to
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investigate consultation self-efficacy of the SC based on several factors, whereas the qualitative part
aimed to explore the status of the consultation services that school counselors offer in the activities
conducted with the target groups.

2.2. Participants

The research group consisted of 324 people working as School counselor in the institutions
affiliated to the Ministry of Education in Mersin city in Turkey. The 60.2% of participants were females
and 39.8% were males. Of the study group, 15.1% worked in primary schools, 46% in secondary
schools, 34.3% in high schools, and 4.6% in other institutions (Kindergarten; The Counseling and
Research Center, CRC in short; school of special education). Further, 79.3% of the participants were
CAG (counseling and guidance) graduates and 20.7% were graduates of other fields. However,
considering the years of seniority, 16.4% of the participants had 0-5, 25.6% had 6-10, 19.4% had 11-16,
and 38.6% had more than 16+ years of professional experience.

For the qualitative part of the study, data were collected from 30 volunteers from the initial
sample of 324 SC. Of 30 participants in the study group, 50% were females and 50% were males. 40%
of the SCs worked in primary, 30% worked in secondary, and 30% worked in high schools. Of the
participants, 86.7% were CAG graduates while 13.3% had graduated from other fields and were certified
later to serve as SC. Considering their experience as a school counselor, 10% of the participants had 0-
5 years, 30% had 6-10 years, 33.3% had 11-16 years, and 26.7% had more than 16 years of experience
in the profession.

2.3. Data Collection Tools

Personal and Demographic Information Form: The information related to consultation along with
demographic information were collected using an “Information Collection Form” developed by the
researcher.

Interview Form: An interview form, developed by the researcher, was employed to collect the qualitative
data. When preparing the interview form, four experts, of which three were from the field of CAG and
one from the educational sciences, were consulted and necessary corrections were made in the form
taking their recommendations into account. As suggested in the literature (DiCicco-Bloom & Crabtree,
2006), the interviews lasted between 30 to 60 minutes. The interviews were audio-recorded with the
consent of interviewees and securely stored in a safe location.

Consultation Self-Efficacy Scale (CSES): To determine the SC’ consultation self-efficacy perceptions,
the CSES, developed by Guiney, Harris, Zusho, & Cancelli (2014) and adapted into Turkish by Bozkur
(2019), was utilized in the study. It is a single factor 45-item scale. The Cronbach Alpha internal
consistency coefficient of the scale was 0.978 and the test-retest reliability was 0.81 (Bozkur, 2019).

Collecting the Data: The data from the study group was collected prior to a SC’s meeting by explaining
the purpose of the study and seeking their consent. All the data were collected in 2018 during the
aforementioned meeting, but the interviewees were conducted in the schools where counselors worked.
The interviews were conducted by the researcher. All data collection processes took place with
participants’ consent.

Data Analysis: The analyses of the data were performed using the SPSS 22 and QDA Miner Lite
programs. The qualitative data were analyzed using content analysis, while the quantitative data were
analyzed using one-way analysis of variance, and Scheffe test. Additionally, the assumptions of
statistical techniques used in data analysis were examined. Parametric assumptions sought within the
study were the normality (Kolmogorov Smirnov, p > 0.050), homogeneity of variances, and the
independence of observations. The Scheffe test is used to determine the source of difference between
the groups. Scheffe test was chosen because the variances were homogeneous and it is a type of post-
hoc test that ignores the assumption of observation equality (Scheffe, 1959; as cited in Kayri, 2009). For
the reliability of qualitative data, six randomly selected interview transcripts (from 20% of participants)
were handed to another researcher to be coded based on to the themes determined. For the calculation
of the reliability, Miles and Huberman’s (2015) proposed reliability formula (Reliability = Consensus /
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Consensus + Disagreement) was applied. Miles and Huberman’s inter-coder reliability value was
calculated as 0.87. Miles and Huberman (2015) argue that inter-coder reliability should be at least 80%.
According to this criterion, the reliability value of 0.87 was deemed adequate.

3. FINDINGS
3.1. Quantitative Findings

This study investigated the consultation self-efficacy perceptions of SCs according to different
variables including the educational level they work in, attitudes of school administration and teachers
towards the guidance services in schools where they work, and the interest of families in guidance
services. The findings of this investigation are presented in this section.

The mean and standard deviation of SCs” CSES scores, computed according to the “attitudes of
school administration staff towards the guidance services in the institutions where they work”, are given
in Table 1.

Table 1. Mean and Standard Deviation of SCs” CSES Scores According to the Attitudes of School Administration
towards the Guidance Services

Administration’s Attitude N X SD

Negative 17 335.71 39.86
Neutral 40 302.38 45.26
Positive 209 314.58 44.86
Very Positive 58 329.86 44.21
Total 324 316.92 45.22

To test whether there are statistically significant differences between the mean scores of the
groups, One-way ANOVA was performed. In addition, the Scheffe test was run to find the source of
difference. The results of the analysis are presented in Table 2.

Table 2. The Results of ANOVA and Scheffe Test Comparing the SCs’ CSES Scores According to the The attitude
of school administrators towards the Guidance Services

Source of Variance Sum of Squares df g{lia;;_gsf F D (81:%; ilfefil(:t
Between Group 25317.33 3 8439.11 4.251 .006 2-4
Within Group 635338.59 320 1985.43

Total 660655.91 323

As seen in Table 2 the SC” CSES scores significantly differed according to the attitude of the
administration of institutions towards the guidance services. The results of the Scheffe test indicated
that this difference was between the group, in which the administration displayed a neutral attitude, and
the group, in which it displayed a very positive attitude. The mean scores of the group, which stated the
administration’s attitudes very positive, are significantly higher.

The mean and standard deviation of SCs’ CSES scores about attitudes of teachers towards the
guidance services in their institution are presented in Table 3.
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Table 3. Mean and Standard Deviation of SCs’ CSES Scores According to the Teachers’ Attitudes towards the
Guidance Services

Teacher Attitude N X SD

Negative 8 326.88 36.87
Neutral 45 296.33 41.63
Positive 228 317.73 45.22
Very Positive 43 332.33 43.79
Total 324 316.92 45.23

To test whether there are statistically significant differences between the mean scores of the
groups, One-way variance analysis was performed. In addition, the Scheffe test was run to find the
source of difference. The results of the analysis are presented in Table 4.

Table 4. The Results of Variance Analysis and Scheffe Test Comparing the Mean CSES Scores of SCs According
to the Attitudes of Teachers towards the Guidance Services

Source of Variance Sum of Squares Df  Mean of F D Significant
Squares Difference

Between Groups  30218.46 3 10072.82 5.113 002 23,24

Within Groups 630437.46 320 1970.12

Total 660655.91 323

As seen in Table 4 the mean CSES scores of SC significantly differed according to perceived
attitudes of teachers in their institutions towards the guidance services. Additionally, the difference is
between the group of counselors who perceived a neutral attitude and in the group who perceived a very
positive attitude. The mean scores of the groups reporting teachers’ positive and very positive attitudes
are significantly higher.

The computed mean and standard deviation values of CSES scores of SCs according to the “the
interests of student parents in guidance services” variable are presented in Table 5.

Table 5. Means and Standard Deviations of the SC’ CSES scoresAccording to the Interest of Student Parents in
Guidance Services

Parents’ Interest in

N X SD
Guidance
Low 78 304.51 46.32
Medium 137 314.72 45.65
High 109 328.56 41.34
Total 324 316.92 45.23

The findings in Table 5 indicate that when the parents’ interests scores in guidance services
increase, an increase in the mean CSES scoresof SC is observed. To test whether there are statistically
significant differences between the mean scores of the groups, One-way ANOVA was performed. In
addition, the Scheffe test was run to find the source of difference. The results of the analysis are
presented in Table 6.
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Table 6. The Results of ANOVA and Scheffe Test Comparing the Mean CSES scoresof SC According to the
Parents’ Interests in Guidance Services in the Institutions where they work

. Mean of Significant
Source of Variance Sum of Squares df Squares F Difference
Between Groups 27436.10 2 13718.05 6.954 .001 1-3
Within Groups 633219.81 321 1972.65

Total 660655.91 323

As shown in Table 6, the mean CSES scores of SCs significantly differ according to the parents’
interests in guidance services in the institutions where they work. Moreover, according to the Scheffe
test results, this difference is between the groups that describe parents’ interests as low and high. The
mean scores of the groups, which reported parents’ high interest in guidance services, are significantly
higher.

3.2. Qualitative Findings

The qualitative data of the study were analyzed in accordance with the aims of the study and findings
are presented in this section. The target audience that consultation practices performed by SCs
concentrate upon were investigated and the findings are presented in Table 7.

Table 7. Findings on the Target Audience that Consultation Practices Performed by SC Concentrate Upon

Categories Ranking
1% Rank 2" Rank 37 Rank 4" Rank Total

Target Group f % F % F % f % F %
Teachers 12 40.00 11 36.70 - - - - 23 76.70
Parents 14 4670 6 20.00 3 10.00 - - 23 76.70
Administration 1 330 4 13.30 4 13.30 1 3.30 10 33.30
Institution 1 3.30 1 3.30 3 10.00 - - 5 16.66
Other 2 6.66 - - - - - - 2 6.66

The target audience of the consultation service were teachers, parents, administrators, and other
institutions (CRC, hospitals, etc.). The rankings were done based on the interviewees’ rankings.
According to the frequency of the services provided, the parents and teachers were the most frequently
served groups.

The topics SC center upon in the consultation activities they conduct were investigated and
placed under various categories. The findings are presented in Table 8.

Table 8. Findings on the Consultation Activities that SC Conducted with the Students’ Teachers Considering
the Issues that were Focused Upon.

Number of Individuals who

Categories Mentioned the Relevant

Activities (Frequency)

(N=30) %
Student’s Condition/Behaviors 16 53.30
Academic Achivement / Educational Issues 10 33.30
Classroom Processes 8 26.70
Risk Factors 7 23.30
Special Education Issues 4 13.30
Other Issues 4 13.30
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As seen in Table 8, categories that the given answers are divided into, the relevant explanations
are given as follows:

Student’s Condition/Behaviors: Consultation activities carried out with teachers on

handling students’ problems originating from their negative behaviors, their behaviors in the classroom,

and, if any, their private conditions are elaborated under this heading. For instance, one of the
participants stated, “We try to puzzle out the situation faster by engaging in dialogue with teachers and
interpreting (student) behaviors in the classroom and their behavior towards one another by inputting
the consultation process” (P12).

Academic Achievement/ Educational Issues: Remarks on examination system, effective study, course
success, etc. are reviewed in this context. For examaple, one of the participants elaborated on
consultation practices that fall within this context as follows:

“Generally, our work with the teachers very much center on academic achievement in that
teachers are going through much of the same thing as well. They try to simplify the curricula as
much as possible. It is about students, not studying or how they should study. The biggest
problem is here” (P16).

Classroom Process: Consultation activities regarding classroom management, problems experienced
with the class, establishment of an effective classroom environment and so forth are presented under
this heading. For instance, one of the participants stated, “We do (consultation with teachers) on issues
such as establishing an effective classroom environment” (P18), while another stated that she applied
for counseling intervention “when there was a collective problem in the classroom” (P11).

Risk Factors: Activities carried out on risk factors such as general addiction, drug addiction, and
prevention of these addictions, prevention of abuse, etc are presented under this heading. For example,
one of the participants discussed his activities in this regard as in the following:

“We conduct activities with teachers on risk groups we see in children, for example. In general
terms, these include addiction, abuse, approaching the handicapped individuals...” (P18).

Special Education Issues: The activities mentioned, which were conducted with teachers concerning
the students who need special education, are presented under this heading. For example, a participant
spoke of consultation activities he conducted with teachers in this context as in the following:

“Teachers come and consult with us especially when it comes to special education issues or in
cases where they find it difficult to intervene in the classroom” (P27).

Other Issues: The consultation activities that school counselors conducted with teachers, which cannot
be presented under any heading (with a frequency of 1), are given under this category.

The consultation activities that SCs conducted with the parents considering what issues they focused
upon are given under different categories and the findings are presented in Table 9.

Table 9. Findings on the Consultation Activities that SC Conducted with the Students’ Parents Considering the
Issues that were Focused Upon.

Number of Individuals
. who Mentioned the o
Categories Relevant Activities %

(Frequency) (N=30)

Parents’ Attitudes 14 46.67
The Academic, Educational, and Professional Issues 11 36.67
Student’s Conditions and Behaviors 7 23.30
Risk Factors and the Prevention of Risks 7 23.30
Characteristics of Developmental Period 6 20.00
Other Issues 5 16.70
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A seen in Table 9 categories that the given answers are divided into, the relevant explanations
and examples are presented as in the following:

Parents’ Attitudes: The activities mentioned to have been conducted on raising children, taking proper
care of children, communication with children, parents’ attitudes, and more are compiled under this
category. For example, a participant spoke of consultation activities she conducted with the parents as
in the following:

“We provide family education, have them practice telling them how to treat their children, and
they learn how to acquire positive behaviors themselves” (G19).

The Academic, Educational, and Professional Issues: The activities mentioned to have been
conducted concerning academic achievement, effective study, study environment at home, higher
education institutions, educational guidance, professional guidance, career orientation, and so forth are
compiled under this category. For instance, a participant discussed on consultation activities he
conducted as follows:

“We work on exam-oriented issues such as what students, who come to grade 8, should do while
preparing for the exams and what we should do to support the child (P§).

Student’s Conditions and Behaviors: The consultation activities that school counselors stated they
have conducted with the parents is another issue given under the heading of “the student’s conditions
and behaviors”. For instance, a participant underlined the consultation activities she conducted by
saying, “Meetings are held in critical situations, that is, when the student is experiencing a serious
health problem or when s/he is experiencing a serious problem at school that could disrupt his/her
education, and during the crises. Or else, there is not much demand from the parents” (P1). However,
another participant focused on student behaviors by saying, “For example, there are kids who have
trouble in their relationships with their friends, kids whose discourses sometimes involves violence and
profanity and the parents consult us how to turn off such behaviors” (P25).

Risk Factors and the Prevention of Risks: the explanations concerning the activities enacted on issues
such as risks and risk factors in general, prevention of risks, addiction, the use of technology and
addiction are summarized under this heading. One of the statements in this regard is presented as
follows:

“We discuss points that need to be accentuated, the risks, and fighting against addiction. We
explain addiction under four headings: addiction to tobacco, alcohol, drug, and technology.
Then, we give information about how what we can do to prevent them from happening” (P15).

Characteristics of Developmental Period: The consultation activities conducted with the parents as
regards child development, characteristics of the developmental period, adolescence, and so forth are
compiled under this category. For example, a participant had the following elaborations in this regard:

“They don’t know much about the child development and characteristics of developmental period. We

give a lot of information about how fto talk to a child, the process of stepping into puberty, and more”
(P6).

Other Issues: In the consultation activities that school counselors conducted with the parents, the
activities, which (with the frequency of 1) cannot be classified under any heading, are given under this
category.

The consultation activities that SC perform with the school administrators considering what
issues they concentrate upon are classified under different categories and the findings are given in Table
10.
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Table 10. Findings on Consultation Activities that SC Conduct with School Administrators and the Topics of
Focus

Number of Individuals

Categories who Mentioned the

Relevant Activities

(Frequency) (N=30) %
Disciplinary Problems and Problematic Behaviors of Students 11 36.67
Administrative and Legal Issues 6 20.00
Organizing Meetings and Events 6 20.00
Socio-Economic Supoort 3 10.00
Private Conditions and the Crises 3 10.00
Risk Factors and the Prevention of Risks 2 6.70
Other Issues 4 13.33

As seen in Table 10 the categories, explanations, and examples that emerged from the analysis
of responses provided on the subject are presented as in the following.

Disciplinary Problems and Problematic Behaviors of Students: School counselors spoke of activities
they conducted with the school administrator that often fall into this category. For example, a participant
discussed on activities she conducted with school administrators that fall within this scope as in the
following:

“(With administrators) we are conducting more in a disciplinary dimension. What we want
more than punishing students is to generate and foster positive behavior in students. We conduct
more consultation activities in this regard” (P22).

Administrative and Legal Issues: Administrative issues, legal processes, procedures, conducting
counseling services in schools, establishment and operation of commissions, etc are the points compiled
under this heading. For instance, a participant pointing out the administrative issues stated, “We often
work with the administrators on the functionality of school” (P5). However, another participant
underlined the legal issues and said, “We usually talk and focus on a situation that particularly concerns
security such as abuse, neglect, or bar association” (P10).

Organizing Meetings and Events: Administrative activities conducted on organizing meetings,
parents’ meetings, school trips, conferences, seminars, and so forth are compiled under this heading.

Socio-Economic Support: The consultation activities that school counselors did with school
administrators, involved socio-economic supports to the students, as they expressed.

Private Conditions and Crises: The crisis times, private conditions with the student, and more are the
issues that are dealt with under this heading. For example, one of the participants complained of school
administrators referring to them during the crises rather than referring for preventive actions and
elaborated on consultation activities they did in this regard as follows:

“We are often addressed when there is a crisis at school. They do not usually get involved in
preventive activities. They just provide opportunities. I am talking about them allowing such
activities to be done. However, during the crises, for example, in case of an important situation
like suicide or something, either I contact them or they contact me to discuss what can be done
about it” (P1).

Risk Factors and the Prevention of Risks: Although a few, school counselors also spoke of activities
on risk factors or prevention of risks within consultation activities they conducted with school
administrators. One of the participants, whose explanations are reviewed under this category, refers to
activities she conducted as in the following:
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“We have many activities with administrators on the management of drug use or risks that arise
during the adolescence” (P24).

Other Issues: In consultation activities that school counselors conducted with school administrators,
the activities (with the frequency of 1), which cannot be classified under any heading, are listed under
this category.

4. DISCUSSION

The study found that the target population of consultation services comprises teachers, parents,
administrators, and other organizations (CRC, hospitals, etc.). Considering the responses on the
frequency of the services given, the parents and teachers were found the most frequently served group
ranking the first-degree beneficiaries. The total expression rate in the frequency of service of both
parents and teachers is 76.70%. However, school administrators were in third place. Given the SCs
provide services for a sizeable number of students, parents and teachers, they only addres 3-4
administrator staff could explain this ranking. Following the administration, the institutions made the
fourth rank. Generally, the institutions are only contacted when there is a need (e.g. physical and mental
health, identification for the special education, etc.). These findings are congruent with those in the
literature. For instance, in a study by Perera-Diltz, Moe, and Mason (2011), teachers made the first rank,
parents the second, and school principals the third. Others who served were usually school nurses,
mental health counselors speech therapists, and other specialists. Dogan et al. (2017) also concluded that
SCs often carry out consultation services with school administration, teachers, and parents.

When the consultation activities conducted for teachers are examined, the most frequently
mentioned points are the student conditions and behaviors. Teachers refer to the consultation when they
have a problem with a student or notice the student having a problem. This title often refers to situations
that require case consultation. The consultation activities carried out with teachers more on the case-
oriented basis are most probably due to the adaptation of crisis-oriented and corrective guidance
approaches. Other issues pointed out in consultations with teachers including academic
achievement\educational issues, classroom processes, risk factors, special education issues, and other
issues that cannot be classified within these topics fall in the other category. These findings are in line
with those in the literature (Seyhoglu, 2016; Karakus 2008). Considering the discussions on consultation
issues in the literature, teachers face some personal problems related totheir professional work such as
low salary, appointments, parents, and expectations of the administrators and more. Additionally, SCs
also felt that they were sometimes sconsidered responsible for the academic success of the children.
Some SCs reported that their education lacked the basic psychology training for teaching students certain
skills and they felt that there is an obvious and increasing need for consultation services. (Carlson,
Dinkmeyer, & Johnson, 2008; Erchul & Martens, 2010). It is important to be aware of the difficulties
arising from teachers' professional roles when doing consultations with teachers, to establish relationship
with teachers based on equality, and to be able to look at events from the teacher's point of view as well.

The study indicated that SCs perceived that teachers mostly have positive attitudes toward
consultation services, and their consultation self-efficacy perceptions significantly differed based on
teachers’ attitudes towards guidance services. This difference was observed between the following
groups SCs percieving teachers’ attitude as very positive, positive and as neutral. Akbas (2001)
concluded that positive attitude towards guidance is an important factor in increasing collaboration in
schools. It is thought that there is a mutual determination in this respect. Simply put, carrying out the
consultation effectively with the teachers, in turn, could affect the attitude of teachers towards the
guidance services. Besides, it is thought that positive attitude increases collaboration s increasing the
consultation self-efficacy perceptions of SCs working with more enthusiastic teachers.

However, investigation of self-efficacy perceptions that are based on the interest of students’
parents in guidance services indicated that there was a significant difference between the groups. When
SCs reported the interest of parents as high, their self-efficacy perceptions were significantly higher
compared to those who reported as low. These findings indicate that the high interest of the parents in
the guidance service positively affects the consultation self-efficacy perception of SCs. The issues stated
during the consultation activities conducted by SCs included parental attitudes, academic/educational
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and professional guidance, student’s conditions and behaviors, risk factors/ risk prevention, the features
of the developmental period and other non-categorized issues. These findings are supported by the
literature. Aslan (2017) determined that SCs offer consultation services to the families regarding the
issues that include mother/father attitudes, adolescence, effective study methods, family
communication, behavioral problems, and standardized examination systems. In another study,
Seyhoglu (2016) concluded that the consultation services offered to parents by SCs focus on informing
about the characteristics of students with special needs, effective study methods, individual meetings,
identifying the problematic students, and collaboration in solving problems.

The topics that consultation activities of SCs with school administrators concentrate on and the
frequency of consultation are different from consultation activities conducted with either teachers or
parents. For instance, the issues brought up most frequently during the consultation activities with the
school administrators were disciplinary and behavioral problems of the students. The disciplinary
problems are followed by administrative and legal issues and organizing meetings/events. In addition,
SCs stated that their consultation activities with the administrators involved socio-economic support for
families, crises, prevention of risks, and other issues that cannot be evaluated within the scope of the
topics mentioned. On the other hand, the consultation self-efficacy perceptions of SCs were also
investigated based on the school administrators’ attitudes towards the guidance services. When SCs
perceived administrator’s attitude as very positive toward the services, they scored higher .

When the qualitative and quantitative data were examined together, the consultation services
carried out with the administrators were found limited compared to the services carried out with the
teachers and parents. Although the small number of administrators may be more effective in comparison
to the number of teachers and parents, low collaboration on prevention of risks and similar issues has
caused crisis-oriented guidance approach among the administrators. The fact that disciplinary problems
emerged as the most common subject of consultation in the activities conducted with school
administrators also points to crisis-oriented activities. The presence of such arguments is also observed
in the literature. For instance, Dinkmeyer and Carlson (2006) argue that discipline holds an important
place in consultation activities with school administrators and most of the individuals who come to
consultation put the disciplinary issues forward. However, Brigman et al. (2005) maintain that the
consultants should help the administrators and other school staff to understand the “scope” of discipline.
In other words, the discipline is not just, what happens when the students misbehave, discipline is also
related to the strategies applied to let the students know what is expected of them and ensure their success
through the process. SCs can work with the administrators to help all staff to redefine the discipline
concept by developing a developmental approach (Brigman et al. 2005). Similar to teachers and parents,
the high consultation self-efficacy perception of SCs, who perceive the administration's perception of
guidance services as positive, is a finding showing the importance of collaboration with the
administration staff.

5. CONCLUSION AND RECOMMENDATIONS

The target groups that SCs offered the consultation service to and the kinds of consultation
activities carried out with these groups were investigated in this study. The study found that teachers
and parents are the groups who receive consultation services the most. However, the frequency of
consultation with school administration and other institutions representsa small number. In consultation
with teachers, the counseling activities carried out on student academic and behavioral conditions and
behaviors ranked first, whereas in parent consultations the father/mother attitudes ranked first. In other
words, in consultation with teachers, student behaviors are in focus, while in consultation with parents,
the parents’ behaviors and attitues toward their children are in focus. However, the fact that the
disciplinary problems are the most common topics for consultation activities with school administrators,
and these topics usually refer to the emergency and crisis-oriented activities only. In general,
consultation activities with teachers, parents, administrators are case-oriented. However, activities
targeting larger groups and the entire population in the school are limited and focus more on educational
and professional issues.

On the other hand, consultation self-efficacy perceptions of SCs are different according to the
attitudes of teachers and administrators towards the guidance and the interest of parents in guidance
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services. This difference are in favor of the group that affirmed teachers and administrators hold a
positive attitudes towards guidance and the group that affirmed parents have a high interest in guidance.
The presence of mutual influence can be sensed here. In other words, the consultation services offered
by SCs influence the attitudes of teachers, administrators, and parents while the attitudes of teachers,
administrators, parents influence the counselors’ perception of consultation self-efficacy. Given the
boundary and the receiver of consultation services SCs carry out with teachers, parents, administrators,
and institutions are unclear, they often come across as case-oriented or crisis-oriented problems. SCs
may imrove their skills in managing these problem by getting a training on consultation and following
a developmental approach.

The present study obtained somewhat generalizable results by investigating consultation self-
efficacy perceptions of SCs based on different variables as well as obtained in-depth information about
the content of consultation activities taken placethrough qualitative data. The existing situation was
determined by evaluating the qualitative and quantitative data together during the study. Doing so, an
important gap is thought to have been filled in regards to school consultation, a practice that has little
place in the literature and curriculum but has an important area of application. Considering the results
of the study, it would be useful to conduct activities for SCs, who are currently serving as consultants
and who have the need and desire to sharpend their skills in consultation training. . Including teachers
and administrators in in-service education and conducting training programs on the consultation for
parents could improve the services provided by SCs. These training programs could also beneficial in
clarifying the boundaries and the beneficiaries of consultation. It is important to develop and further the
overall skills of SCs working in the field. Thus, conducting small group activities or workshops
including applications would be useful from a skill development aspect.

Given that there are a limited number of studies on consultation in school counseling in Turkey,
conducting descriptive, experimental, mixed-methods studies can contribute to the literature in this field.
One of the limitations of this study is that consultation services are only investigated according to the
assertions of SCs and the sample is limited to the city of Mersin. It is expected that conducting studies
with more representative sample and involving the parents, teachers, and administrators, as the other
beneficiaries of school consultation, would be helpful. This study did not include research topics such
as consultation supervision and consultation ethics. It would be useful for future studies to examine
these issues.
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Ozet

Aragtirma, okul psikolojik danismanlarinin hedef gruplarla yiiriittiikleri konsiiltasyon hizmetlerini ve okul
psikolojik damgmanlarinin konsiiltasyon 6z-yeterlik algilarmi incelemeyi amaglamaktadir. Arastirmada karma
yontem kullanmustir. Calisma grubu 324 okul psikolojik danismanindan olusmaktadir. Veriler, Konsiiltasyon Oz
Yeterlik Olgegi, Kisisel Bilgi Formu ve Gériisme Formu kullanilarak toplanmistir. Sonuglar, dgretmenlerin ve
velilerin en cok konsiiltasyon hizmeti verilen gruplar oldugunu gostermistir. Ogretmenlerle yiiriitiilen
konsiiltasyon ¢aligmalarinda 6grencinin durumu ve davranislari, velilerle yapilan konsiiltasyon ¢alismalarinda
anne/baba tutumlari, okul yoneticileri ile yapilan konsiiltasyon calismalarinda ise disiplin sorunlari en yaygin
konsiiltasyon konusudur. Ayrica, okul psikolojik danismanlarinin konsiiltasyon 6z-yeterlik algilarinin 6gretmen,
yonetici ve velilerin rehberlik hizmetlerine iliskin tutumuna gore farklilastigi ve bu farkliligin tutumlarini olumlu
olarak ifade eden grubun lehine oldugu gozlenmistir. Arastirmada elde edilen bulgular alan yazm 1s1ginda
tartisilmis ve bu gergevede Oneriler sunulmustur.

Anahtar Kelimeler: Okul konsiiltasyonu; okul danigsmani; 6gretmen konsiiltasyonu; veli konsiiltasyonu;
konsiiltasyon 6z-yeterligi

1. GIRIS

Okul psikolojik danisma uygulamalarinda konsiiltasyon hizmetleri 6nemli bir yere sahiptir. Bu
hizmetler ruh sagligi alaninda galisan profesyoneller icin onemli bir ara¢ olarak tanimlanmis ve
konsiiltasyon, psikolojik danismanlarin temel rollerinden biri olarak kabul edilmistir (ASCA, 2012;
Scott, Royal ve Kissinger, 2014; Tiirk PDR — DER, 2007). Konsiiltasyon, belli bir alandaki bir uzmanin
(yani bir konsiiltantin), bir danisanin islevselligini en iist diizeye ¢ikarmak i¢in konsiiltasyona gelen bir
kisiyle birlikte calistigi bir miidahale yontemi olarak tanimlanir (Erchul & Sheridan, 2014). Diger
taraftan Dinkmeyer ve Carlson (2006) okul konsiiltasyonunu, konsiiltasyona gelen kisinin bir 6grencinin
veya 0grenci grubunun §grenme ve uyum becerilerini gelistirmek i¢in bir uzmanla (konsiiltant) is birligi
icinde calistig1 psikolojik ve egitimsel hizmetler saglama siireci olarak tanimlamaktadirlar. Bu
tanimlardaki ortak noktalar, danisanin kisisel, sosyal ve/veya egitsel gelisimini desteklemek ve
gelistirmek i¢in yapilan igbirligine ve dolayl bir hizmet olusuna yonelik yapilan vurgudur. Etkili bir
konsiiltasyon hizmeti i¢in bu hizmeti veren kisilerin konsiiltasyon konusunda yetkin olmas1 gerekir.

2 Bu galisma, yazarin Prof. Dr. Alim KAYA damsmanliginda tamamladigi, “Okul psikolojik
danismanhiginda konsiiltasyon hizmetleri ve psikolojik danigmanlarin konsiiltasyon yeterlik
diizeylerinin incelenmesi” baglikli doktora tezinden iiretilmistir.
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Kuramsal altyap1 konsiiltasyon 6z yeterliliginde énemli bir rol oynar ve konsiiltasyon miidahalesinin
etkinligine katkida bulunur (Gladding, 2013). Literatiir incelendiginde okul konsiiltayonunda kullanilan
konsiiltasyon modellerinin literatiirde yer aldigi goriilmektedir (Brigman, Mullis, Webb, ve White,
2005; Caplan, 1995; Dinkmeyer, 2006; Dinkmeyer ve Carlson, 2006; Dougherty, 2005; Erchul, 2009;
Erchul ve Martens, 2010; Gladding, 2013; Kratochwill ve Bergan, 1990; Kratochwill ve Sheridan,
1987; Kratochwill, Elliott ve Stoiber, 2002; Sandoval, 2004; Sheridan, Kratochwill, & Bergan, 1996;
Sheridan, Richard ve Smoot, 2000). Konsiiltasyon modelleri genellikle danisma kuramlarinin
konsiiltasyon siirecine uyarlanmis bigimleridir. Bu modelleri uygulama becerilerine ve bilgisine sahip
olmak konsiiltasyon 6z yeterliliginin 6nemli bir bilesenidir. Konsiiltasyon 6z-yeterliligi ayrica 6z
farkindalik, kisilerarasi iliski becerileri, iletisim becerileri, miidahale becerileri ve kiiltiirel yeterlilik ile
ilgili becerileri de igerir (Guiney, Harris, Zusho ve Cancelli, 2014). Bu becerilerin bazilarinin psikolojik
danigma becerileri veya terapotik becerilerle ortak oldugu da goriilmektedir (Newman, Barrett ve Hazel,
2015).

Konsiiltasyon yeterliligi baz1 gruplarla (veliler, 6gretmenler, okul yoneticileri, ¢esitli kurumlar,
Ozel egitime ihtiyac1 olan Ogrencilerle calisan kisiler vb.) konsiiltasyon yapabilme becerisini
icermektedir (Guiney, Harris, Zusho & Cancelli, 2014). Ornegin yoneticilerle konsiiltasyon, okuldaki
tim rehberlik uygulamalarinin etkinligini olumlu ydnde etkileme ve artirma potansiyeline sahiptir
(Berlin, 1977). Ogretmenler, okul psikolojik damsmanlarin 6grenci ile ilgili konsiiltasyon hizmetini
en sik verdigi gruplardan biridir. Genellikle 6zel egitimle ilgili sorunlar, davranig ve uyum sorunlari ve
akademik basari ile ilgili konularda 6gretmenlerle konsiiltasyon c¢aligmasi yuriitiilmektedir (Dougherty,
2005). Ebeveynlerle konsiiltasyonda ise ev ve okul arasindaki isbirliginin &grenme siirecini
kolaylastirmasi amaglanmaktadir (Myrick, 1977).

Konsiiltasyon konusu, Tirkiye disindaki iilkelerde olduk¢a ¢ok arastirilan ve zengin bir
literatiirii olan bir konu olmasina ragmen Tiirkiye’de konsiiltasyon ile ilgili yapilan ¢alismalar oldukga
azdir. Psikolojik danisma ve rehberlik lisans programlarin giris derslerinde bahsedilen fakat sonrasinda
unutulmus gibi neredeyse hi¢ deginilmeyen konsiiltasyona Tirkiye’de hem arastirma hem de egitim
alaninda yeterince onem verilmemektedir (Erkan, 2018). Tiirkiye’deki Konsiiltasyon hizmetlerinin
mevcut durumunun belirlenmesi ve okul danismanlarinin konsiiltasyon 6z-yeterlik diizeylerinin
arastirilmasi, konsiiltasyonun islevsel hale getirilmesi i¢in uygun 6nlemlerin alinmasi ve bu alanda
gelistirilmesi gereken yonlerin ortaya cikarilmasi agisindan biiyiik 6nem tagimaktadir. Bu nedenle
aragtirmanin amaci okul psikolojik danismanlarinin okullarda hedef gruplara sunduklar1 konsiiltasyon
hizmetlerinin mevcut durumu ile konsiiltasyon 6z-yeterlik algilarini incelemektir.

2. YONTEM
2.1. Arastirmanin Modeli

Arastirmada karma yontemde kullanilan desenlerden biri olan yakinsayan paralel desen
kullanilmistir. Yakinsayan paralel desen, nitel ve nicel verilerin ayni anda toplandigi, ayr1 ayr1 analiz
edildigi ve sonuglarinin birlikte yorumlandigi ve sunuldugu bir karma desen tiiriidiir (Creswell ve Plano
Clark, 2014). Bu calismada yakinsayan paralel desenin se¢ilmesinin nedeni, hem nitel hem de nicel
verilerin esdeger Oncelige sahip kabul edilmesidir. Her iki verinin ayni anda toplanmasi zamandan
tasarruf saglamaktadir. Veriler arasindaki etkilesim ise aragtirmanin problemine uygun bir bigimde ayrik
verilerin toplanmasina izin vermektedir. Arastirmanin nicel kismui, ¢esitli faktdrlere dayali olarak okul
danigmanlarinin konsiiltasyon 06z-yeterligini arastirmayir amaglarken, nitel kismi, okul psikolojik
danigmanlarinin hedef gruplarla yiiriitiilen etkinliklerde sundugu konsiiltasyon hizmetlerinin durumunu
ortaya koymay1 amaglamaktadir.

2.2. Calisma Grubu

Aragtirmanin nicel verileri bir grup okul psikolojik danigmanindan toplanmistir. Arastirmanin
caligma grubunu Mersin ili Milli Egitim Bakanlig1 biinyesinde yer alan kurumlarda Rehber Ogretmen
kadrosunda c¢alisan 324 kisi olusturmaktadir. Katilmeilarin % 60.2°si kadin % 39.8" erkektir.
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Katilimcilardan % 15.1'1 ilkokul, % 46's1 ortaokul, % 34.3" lise % 4.6's1 ise diger kurumlarda (okul
oncesi, Rehberlik Arastirma Merkezi, 0zel egitim okulu) caligmaktadir. Katilimeilarin % 79.3"
Psikolojik Danisma ve Rehberlik alanindan mezun iken % 20.7'si diger alanlardan mezundur. Ayrica
katilimcilarin % 16.4 'iiniin 0-5, % 25.6'sinin 6-10, % 19.4"iniin 11-16 ve % 38.6'inin ise 16 y1l ve usti
mesleki kideme sahip olduklar gézlenmistir.

Nitel veriler ise ¢alisma grubunda yer alan ve goniillii olan 30 okul psikolojik danismanindan
toplanmugtir. Nitel veri toplanan katilimeilarin % 50'sinin kadin % 50'sinin erkektir. Katilimcilarin %
401 ilkokul; % 30w ortaokul, % 30'u ise liselerde gorev yapmaktadir. Katilimcilarin % 86.7'si PDR
Mezunu iken % 13.3"i diger alanlardan mezundur. Ayrica katilimeilarin % 10 'u 0-5, % 30'u 6-10, %
33.3' 11-16 ve % 26.7'si ise 16 yil ve iistii mesleki kideme sahiptir.

2.3. Veri Toplama Araclar

Kisisel Bilgi Formu: Katilimeilarin demografik bilgileri ve ¢aligmada ele alinan hedef kitleler olan
ogretmen, veli ve okul idarecilerinin rehberlik hizmetlerine yonelik tutumlan degiskenlere yonelik bilgi
toplamak igin arastirmaci tarafindan hazirlanan “Kisisel Bilgi Formu”ndan yararlanilmistir.

Gorisme Formu: Nitel verilerin toplanmasinda arastirmacinin gelistirdigi gériisme formu kullanilmistir.
Goriisme formu hazirlanirken {igii psikolojik danismanlik ve rehberlik alanindan ve biri egitim
bilimlerinden olmak iizere dort uzmanin goriisiine bagvurulmustur ve onlarin 6nerileri dikkate alinarak
formda gerekli diizeltmeler yapilmistir. Literatiirde onerildigi gibi (DiCicco-Bloom & Crabtree, 2006),
goriismeler 30 ila 60 dakika arasinda siirmiistiir. Goriigmelerde, gorisiilen kigilerin onay1 alinarak ses
kaydi alinmis ve kayitlar giivenli bir yerde saklanmustir.

Konsiiltasyon Oz-Yeterlik Olgegi: Bu calismada, okul psikolojik danismanlarmin konsiiltasyon 6z-
yeterlik algilarimin dl¢iilmesi i¢in Guiney, Harris, Zusho ve Cancelli (2014) tarafindan gelistirilen ve
Bozkur (2019) tarafindan Tiirkge'ye uyarlanan Konsiiltasyon Oz-Yeterlik Olgegi kullanilmistir. Tek
boyuttan ve 45 maddeen olusan 6l¢egin test-tekrar test giivenirlik katsayisi ise .81; Cronbach Alpha i¢
tutarlilik katsayis1 .97.8’dir (Bozkur, 2019).

2.4. Verilerin Toplanmasi: Calisma grubundan elde edilen veriler, Mersin ilinde (Tiirkiye) yapilan bir
okul psikolojik danigmanlar1 toplantisinda katilimcilara arastirmanin amaglar1 anlatilarak ve onaylari
aliarak toplanmistir. Tiim nicel veriler, s6z konusu toplantt sirasinda 2018 yilinda toplanmistir. Bu
toplantida nitel verilerin toplanmast i¢in goniillii kisilerin ¢alistiklar: okullar hakkinda bilgi alinmis nitel
gorlismeler psikolojik danismanlarin c¢alistigi okullarda gerceklestirilmistir. Goriismeler arastirmaci
tarafindan yapilmigtir. Tiim veri toplama siiregleri goniilliiliik esasina gore gerceklestirilmistir.

2.5. Veri Analizi: Verilerin analizleri SPSS 22 ve QDA Miner Lite programlari kullanilarak yapilmistir.
Nitel veriler igerik analizi kullanilarak, nicel veriler tek yonlii varyans analizi ve Scheffe testi
kullanilarak analiz edilmistir. Ayrica, veri analizinde kullanilan istatistiksel tekniklerin varsayimlari
incelenmistir. Calismada aranan parametrik varsayimlar normallik (Kolmogorov Smirnov, p > 0.050),
varyanslarin homojenligi ve katilimcilarin birbirinden bagimsiz oldugu varsayimidir. Gruplar arasindaki
farkliligin kaynagini belirlemek ANOVA (Tek yonlii Varyans Analizi) Scheffe testi uygulanmistir.
Scheffe testi, varyanslarin homojen olmasi ve gdzlem esitligi varsayimini g6z ardi eden bir post-hoc test
tiirii olmas1 nedeniyle secilmistir (Scheffe, 1959; aktaran Kayri, 2009). Nitel verilerin giivenirlik analizi
icin ise rastgele secilen alti goriisme transkripti (katilimcilarin %20'sinden) belirlenen temalara gore
yeniden kodlamak {izere baska bir aragtirmaciya verilmistir. Glivenirligin hesaplanmasi i¢in Miles ve
Huberman'in (2015) énerdigi glivenirlik formiilii (Giivenilirlik = Goriis Birligi / Goriis Birligi + Goris
Ayriligl) uygulanmistir. Miles ve Huberman kodlayicilar arasi giivenirlik degeri 0.87 olarak
hesaplanmistir. Miles ve Huberman (2015), kodlayicilar aras1 giivenilirlik alt stnirmin %80 oldugunu
belirtmislerdir. Bu kritere gore 0.87 oldugu tespit edilen giivenirlik degeri kabul sinirlar igerisindedir.
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3. BULGULAR
3.1. Nicel Verilere Ait Bulgular

Bu arastirmada okul psikolojik danigmanlarinin konsiiltasyon 6z-yeterlik algilar1 gorev yaptiklar
okullardaki yonetimin ve 6gretmenlerin rehberlik hizmetlerine yonelik tutumu ve ailelerin rehberlik
hizmetlerine olan ilgisine gdre incelenmistir. Asagida bu incelemeye dair bulgular sunulmustur.

Okul psikolojik danigmanlarmin  konsiiltasyon 6z-yeterlilik algilarimin  "goérev  yaptiklar
okullardaki/kurumlardaki yonetimin rehberlik hizmetlerine yonelik tutumu'na iliskin ortalama ve
standart sapma degerleri Tablo 1'de sunulmustur.

Tablo 1. Katilimcilarin Kurumlarindaki Yonetimin rehberlik hizmetlerine yonelik Tutumuna Gore
Konsiiltasyon Oz-Yeterliligi Puanlarina Ait Betimsel Analizler

Yonetim tutumu N X Ss

Olumsuz 17 335.71 39.86
Notr 40 302.38  45.26
Olumlu 209 31458  44.86
Cok Olumlu 58 329.86  44.21
Toplam 324 316.92  45.22

Tablo 1'de gruplarin puan ortalamalarinin farkli oldugu goriilmektedir. Ortalamalar arasindaki
farkliliklarin istatistiksel olarak anlamli olup olmadigmi saptamak i¢cin ANOVA, farkliligin hangi
gruplar arasinda oldugunu belirlemek igin ise Scheffe testi yapilmistir. Yapilan analize iliskin sonuglar
Tablo 2'de sunulmustur:

Tablo 2. Katilimcilarin Kurumlarindaki Yonetimin Rehberlik Hizmetlerine Yo6nelik Tutumuna Gore
Konsiiltasyon Oz-Yeterliligi Puan Ortalamalarinin Karsilastirilmasina Iliskin ANOVA ve Scheffe Testi
Sonuglari

Varyansin Kareler Kareler

Kaynagi Toplam Sd Ortalamasi F P Anlamli Fark
Gruplar Aras1 ~ 25317.33 3 8439.11 4.251  .006 2-4
Gruplar ici 635338.59 320 1985.43

Toplam 660655.91 323

Tablo 2’deki bulgular incelendiginde katilimcilarin konsiiltasyon 6z-yeterlik algilarinin gorev
yaptiklari kurumun yo6netiminin rehberlik hizmetlerine yonelik tutumuna gore anlamli olarak
farklilasmaktadir. Farkliligin hangi gruplar arasinda oldugunu saptamak icin uygulanan Scheffe testi
sonuclar1 bu farkin yonetimin nétr bir tutum sergiledigini bleirten grup ile ¢gok olumlu bir tutuma sahip
oldugunu belirten gruplar arasinda oldugunu gostermektedir. Okuldaki yoneticilerin rehberlige yonelik
tutumunu ¢ok olumlu olarak algilayan grubun puan ortalamalar1 anlamli diizeyde daha yiiksektir.

Katilimcilarin konsiiltasyon yeterlilik algist puanlarinin "galistiklart kurumdaki 6gretmenlerin
rehberlik hizmetlerine yonelik tutumu" degiskenine gdre hesaplanan betimsel istatistikler Tablo 3'te
sunulmustur.
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Tablo 3. Katihmcilarin Gorev Yaptiklart Kurumlardkai Ogretmenlerin Rehberlik Hizmetlerine iliskin
Tutumuna Gére Konsiiltasyon Oz-Yeterliligi Puanlarina Ait Betimsel Analizler

Ogretmenlerin tutumu N X Ss

Olumsuz 8 326.88 36.87
Notr 45 296.33 41.63
Olumlu 228 317.73 45.22
Cok Olumlu 43 332.33 43.79
Toplam 324 316.92 45.23

Tablo 3'te gruplarin puan ortalamalarinin farkli oldugu goriilmektedir. Ortalamalar arasindaki
farkliliklarin istatistiksel olarak anlamli olup olmadigimi saptamak i¢in ANOVA, farkliligin hangi
gruplar arasinda oldugunu belirlemek i¢in ise Scheffe testi yapilmistir. Yapilan analize iligkin sonuglar
Tablo 4'te sunulmustur:

Tablo 4. Katilimcilarin Calistiklart Kurumdaki Ogretmenlerin  Rehberlik Hizmetlerine Yonelik
Tutumuna Gére Konsiiltasyon Yeterliligi Puan Ortalamalarinin Karsilastirilmasina liskin ANOVA ve
Scheffe Testi Sonuglari

ot e sa ey T p Avmhran
Gruplar Aras1  30218.46 3 10072.82 5.113  .002 2-3.2-4
Gruplar I¢i 630437.46 320 1970.12

Toplam 660655.91 323

Tablo 4’teki bulgular incelendiginde katilimcilarin konsiiltasyon 6z-yeterlilik algilar1 gorev
yaptiklar1 kurumlarda calisan 6gretmenlerin rehberlik hizmetlerine yonelik tutumuna gére anlamli
olarak farklilagmaktadir. Farkligin hangi gruplar arasinda oldugunu belirlemek icin yapilan Scheffe testi
sonuclarina gore 6gretmenlerin tutumunu olumlu ve ¢ok olumlu olarak ifade eden grubun puan
ortalamalar1 nétr olarak ifade eden grubun puanlarindan anlamli diizeyde daha yiiksektir.

Katilimcilarin  konsiiltasyon 6z-yeterlilik algilarimin gorev yaptiklari kurumdaki “6grenci
velilerinin rehberlik hizmetlerine olan ilgisi”ne gore hesaplanan betimsel analizler Tablo 5'te verilmistir.

Tablo 5. Katilimcilarm Kurumlarindaki Ogrenci Velilerinin Rehberlik Hizmetlerine Olan ilgisine Gore
Konsiiltasyon Oz-Yeterliligi Puanlarina Ait Betimsel Analizler

Velilerin Rehberlige flgisi N X Ss

Diisiik 78 304.51 46.32
Orta 137 314.72 45.65
Yiiksek 109 328.56 41.34
Toplam 324 316.92 45.23

Tablo 5'te ebeveynlerin rehberlik hizmetlerine ilgileri arttikga katilimcilar konsiiltasyon 6z-
yeterlilik algis1 puan ortalamalarinin da arttigir goriilmektedir. Ortalamalar arasindaki farkliliklarin
istatistiksel olarak anlamli olup olmadigim saptamak icin ANOVA, farkliligin hangi gruplar arasinda
oldugunu belirlemek igin ise Scheffe testi yapilmistir. Yapilan analize iliskin sonuglar Tablo 6'da
sunulmustur:
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Tablo 6. Katilimcilarin Calistiklart Kurumdaki Ogrencilerin velilerinin Rehberlik Hizmetlerine Ilgisine
Gore Konsiiltasyon Oz-yeterliligi Puanlarinin Karsilastirilmasina iliskin Varyans Analizi ve Scheffe
Testi Sonuglari

Varyanfln Kareler Sd Kareler F p Anlamh
Kaynagi Toplam Ortalamasi Fark
Gruplar Arasi 27436.10 2 13718.05 6.954 .001 1-3
Gruplar I¢i 633219.81 321 1972.65

Toplam 660655.91 323

Tablo 6’daki bulgular incelendiginde katilimeilarin konsiiltasyon 6z-yeterlilik algilarinin gérev
yaptiklar1 kurumdaki 6grencilerin ebeveynlerinin rehberlik hizmetlerine olan ilgisine goére anlamli
olarak farklilagsmaktadir. Uygulanan Scheffe testi sonuglari, bu farkin velilerin ilgisini yiiksek ve diisiik
olarak betimleyen gruplar arasinda oldugunu gostermektedir. Ebeveynlerin rehberlik hizmetlerine
yonelik ilgisinin yiiksek oldugunu ifade eden grubun konsiiltasyon 6z-yeterlik algilar1 anlamli diizeyde
daha ytiksektir.

3.2. Nitel Verilere Ait Bulgular

Calismanin nitel verileri arastirmanin amaglarina uygun bir bi¢imde analiz edilmistir. Analiz sonucunda
elde edilen bulgular asagida yer almaktadir

Okul psikolojik danismanlarinin yiiriittiikkleri konsiiltasyon hizmetlerinin daha ¢ok kimlere
yonelik oldugu incelenmis ve bulgular Tablo 7'de sunulmustur.

Tablo 7. Katilmcilarin Yiriittiikleri Konsiiltasyon Hizmetlerinin Yogunlastigi Hedef Gruplarla Ilgili
Bulgular

Kategoriler Siralama
1. Sira 2. Sira 3.Sira 4. Sira Toplam

Hedef Grup F % F % F % f % F %
Ogretmenler 12 40.00 11 36.70 - - - - 23 76.70
Veliler 14 46.70 6 20.00 3 10.00 - - 23 76.70
Idare 1 330 4 13.30 4 13.30 1 3.30 10 33.30
Kurumlar 1 330 1 3.30 3 10.00 - - 5 16.66
Diger 2 6.66 - - - - - - 2 6.66

Tablo 7’de yer alan bulgular incelendiginde okul psikolojik danigmanlarin yaptiklar
konsiiltasyon hizmetinin &gretmenler, veliler, idareciler ve diger kurumlara (Rehberlik arastirma
merkezleri, hastane, vb.) yonelik oldugu ortaya ¢ikmustir. Siralamalarda goriisiilen kisilerin yaptig
siralama kullanilmigtir. Verilen hizmetin sikligina iliskin yanitlar incelendiginde ise veli ve
Ogretmenlerin en sik hizmet sunulan grup olduklar1 gézlenmektedir.

Katilimcilarin  6gretmenlerle yiiriittikkleri konsiiltasyon faaliyetlerinin yogunlastigi konular
incelenmis ve verilen yanitlar siniflandirilarak elde edilen bulgular Tablo 8'de sunulmustur.
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Tablo 8. Katilimcilarin Ogretmenlerle Yiiriittiikleri Konsiiltasyon Faaliyetlerinin Yogunlastig1 Konular

flgili Calismay1 Dile
Kategoriler Getiren Kisi Sayisi %
(Frekans) (N=30)
Ogrencinin durumu / davranislart 16 53.30
Akademik Basari/Egitsel Konular 10 33.30
Simif i¢i Siirecler 8 26.70
Risk Faktorleri 7 23.30
Ozel Egitim Konular 4 13.30
Diger Konular 4 13.30

Tablo 8’de katilimcilarin yiiriittiikleri konsiiltasyon ¢alismalarina yonelik verilen yanitlara gore
ayrildigi kategoriler yer almaktadir. Bu kategorilere yonelik agiklama ve drnekler asagida siralanmigtir:

Ogrencinin Durumu/Davramslar: Ogrencilerin olumsuz davranmisindan kaynaklanan problemleri

giderme, Ogrencilerin sinif i¢i davraniglan ile eger var ise 6zel durumlar ile ilgili 6gretmenlerle

yiiriitiilen konsiiltasyon faaliyetleri bu kategori yer almaktadir. Ornegin bu konuda bir katilimcinin;
"Ogretmenlerle diyalog kurarak (6rencinin) siniftaki davranislar: nasil, birbirine davraniglar:
nasil yorumlayarak konsiiltasyonu da isin igine sokarak durumu daha hizli ¢ézmeye
calistyoruz.” (G12) seklindeki ifadeleri bu kapsamdadir.

Akademik Basar1/ Egitsel Konular: Bu baslikta sinav sistemi, verimli ders ¢alisma, ders basaris1 vb.
konulardaki ifadeler yer almaktadir. Ornegin bir okul psikolojik danismani bu bashk altinda
degerlendirilen konsiiltasyon ¢alismalarini s0yle anlatmaktadir:

"Ogretmenlerle yaptigimiz ¢alismalar genelde akademik basari iizerine ¢ok fazla. Ciinkii
ogretmenler de aym seyin c¢ok fazla sikintisinit yasiyorlar. Olabildigince miifredati
sadelestirmeye calistyorlar. Ogrencilerin ders ¢alismamalar: ya da nasil ders calismalar:
gerektigi konusunda. En biiyiik sikinti burada” (G16).

Smmf ¢i Siirecler: Katilimcilarin sinif yonetimi, sinif ile yasanan sorunlar, etkili sinif ortami olusturma,
vb. konulardaki konsiiltasyon faaliyetleri bu kapsamda degerlendirilmistir. Ornegin bir katilimci
"(Ogretmenlerle konsiiltasyonu) etkili sinif ortami olusturma gibi konularda yapiyoruz” (G18) seklinde
ifade ederken baska bir katilime1 "sinifici toplu herhangi bir sikinti oldugu zaman" (G11) konsiiltasyon
miidahalesine bagvurdugunu belirtmistir.

Risk Faktorleri: Risk Faktorleri bagligi genel bagimlilik, madde bagimliligi ve bu bagimliliklarin
onlenmesi, istismarm dnlenmesi, vb. durumlara yonelik konsiiltason ¢alismalarini igermektedir. Ornegin
bir katilimci bu kapsamadaki konsiiltasyon faaliyetlerini sdyle ifade etmektedir:

"Ogretmenlerle mesela, ¢ocuklarda gordiigiimiiz risk gruplart ile ilgili ¢alismalar
yapiyoruz. Bagimlik, istismar, engelli bireylere yaklasim... Genel anlamda bunlar var" (G138).

Ozel Egitim Konulari: Psikolojik danigmanlarin dgretmenlerle kaynastirma ogrencileri konusunda
yiiriittiikleri ¢aligmalar bu isim altinda toplanmustir. Ornegin bu konuda bir okul danismani
Ogretmenlerle yiiriittiigii ve bu kapsama giren konsiiltasyon ¢alismalarini sdyle ifade etmektedir:

"Ozellikle 6gretmenlerle ézel egitim konusunda veya simifta kendilerinin miidahale etmekte
zorlandiklar: vakalarda gelip bizlere danisryorlar.” (G27).

Diger Konular: Katilimcilar tarafindan 6gretmenlerle yiiriitiilen ve herhangi bir kategoride yer almayan
(frekans1 1 olan) caligmalar bu kategoride toplanmistir.

Katilimeilarin velilerle yiriittiikleri konsiiltasyon faaliyetlerinin yogunlastig1 konular incelenmis ve
verilen yanitlar siniflandirilarak elde edilen bulgular Tablo 9'da sunulmustur.
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Tablo 9. Katilimcilarin Velilerle Yiiriittiikleri Konsiiltasyon Faaliyetlerinin Yogunlastigi Konular

Tlgili Calismay1 Dile
Kategoriler Getiren Kisi Sayisi %

(Frekans) (N=30)
Anne/ Baba Tutumlari 14 46.67
Akademik, Egitsel ve Mesleki Konular 11 36.67
Ogrencinin Durumu ve Davranislari 7 23.30
Risk Faktorleri ve Riskleri Onleme 7 23.30
Gelisim Doénemi Ozellikleri 6 20.00
Diger Konular 5 16.70

Tablo 9’da katilimcilarin yiiriittiikleri konsiiltasyon ¢alismalarina yonelik verilen yanitlara gore
ayrildig1 kategoriler yer almaktadir. Bu kategorilere bunlara iliskin agiklama ve Ornekler asagida
siralanmaistir:

Anne/Baba Tutumlari: Cocuk yetistirme, ¢ocuk ile dogru ilgilenme, ¢ocuk ile iletisim, anne baba
tutumlari, vb. ifadelerle dile getirilen ¢alismalar bu baslik altinda toplanmistir. Ornegin, bir katilimci
ebeveynlerle yaptigi ve bu kapsama giren calismalarini su sekilde dile getirmektedir:

"Aile egitimleri yapiyoruz, velilere ¢cocuklarina nasil davranmalart gerektigini anlatirken
ayni zamanda onlar tizerinde uygulamalar yapiyoruz kendilerinin nasil olumlu davranis
kazanacaklarint ogreniyorlar.” (G19).

Akademik, Egitsel ve Mesleki Konular: Akademik basar1, verimli ders ¢alisma, evde ders ¢alisma
ortami, Ust 6gretim kurumlari, egitsel rehberlik, mesleki rehberlik, meslek tanitimlari, vb. ifadelerle dile
getirilen ¢alismalar bu baslik altinda toplannustir. Omegin, bir katilime1 ebeveynlerle yaptig1 ve bu
kapsama giren konsiiltasyon c¢alismalarini su sekilde dile getirmektedir:

"Daha ¢ok sinavlara doniik 6rnegin 8. sinifa gelen ogrencilerin smava hazirlanirken  evde
ne yapmalart gerekiyor c¢ocugu desteklemek icin neler yapmaliyiz gibi konularda
calismalar yapiyoruz.” (G8).

Ogrencinin Durumu ve Davramslari: Okul psikolojik danismanlarmin velilerle yaptiklari
konsiiltasyon c¢alismalari i¢inde ifade ettikleri bir diger konu ise "6grencinin durumu ve davraniglart”
baslig1 altinda toplanan calismalardir. Ornegin bu kapsamda bir katilmer "kritik durumlarda yani ¢cok
onemli ogrenci nin ciddi bir saglik problemi yasiyorsa ya da okulda ciddi bir egitimini engelleyecek bir
sorun yasiyorsa, kriz durumunda bu noktada goriisme aliniyor. Onun disinda velilerden talep ¢ok
olmuyor zaten.” (GI) diyerek 6grencinin durumuna iliskin konsiiltasyon calismasi yaptiklarini
vurgularken diger bir katilimei ise  "Mesela arkadaslariyla olan iliskilerinde sikinti yasayan ¢ocuklar
oluyor, bazen siddete basvuran, kiifiir iceren konusmalar yapan ¢ocuklarin bu tiir davranislarin nasil
sondiirebilirim tarzinda velilerin bize damstiklar: seyler oluyor” (G25) diyerek 0Ogrencinin
davranislarina odaklanmaktadir.

Risk Faktorleri ve Riskleri Onleme: Genel olarak riskler ve risk faktorleri, risklerin 6nlenmesi, yine
daha spesifik olarak bagimlilik, teknoloji kullanimi ve bagimliligi, vb. konularda yapilan ¢aligmalara
iliskin ifadeler bu baslik altinda toplanmustir. Ornegin, bir katilimc1 ebeveynlerle yaptig1 ve bu kapsama
giren ¢alismalarini su sekilde dile getirmektedir:

“Hangi noktalara dikkat edilmesi gerekiyor, risklerden bahsediyoruz bagimlilikla miicadeleden
bahsediyoruz. 4 ana bashkta bagimliigi anlatiyoruz. Tiitiin bagimlilig, alkol bagimlilig,
uyusturucu madde bagimliligi ve teknoloji bagimliligi. Sonra da bunlarin olmamasi igin biz
ne yapabiliriz bu konuda bilgi veriyoruz" (G15).



80

Gelisim Dénemi Ozellikleri: Cocuk gelisimi, gelisim donemi ozellikleri, ergenlik donemi gibi
konularda velilerle yapilan konsiiltasyon calismalar1 bu kategori altinda toplanmustir. Ornegin bu
konuda bir katilimci1 agagidaki ifadeleri kullanmistir:

“Daha ¢ok ¢ocuk geligimi, gelisim doneminin ozellikleri neler onunla ilgili ¢cok bilgi sahibi
degiller. Bir ¢ocukla nasil konusulur, ergenlige girme siireci vs. bunlarla ilgili ¢okca  bilgi
veriyoruz" (G6,).

Diger Konular: Katilimcilar tarafindan o6grencilerin ebeveynleriyle yiiriitillen ve herhangi bir
kategoride yer almayan (frekansi 1 olan) ¢alismalar bu kategoride toplanmaistir.

Katilmeilarin  okul yoneticileriyle yiiriittiikleri  konsiiltasyon faaliyetlerinin yogunlagstigi
konular incelenmis ve verilen yanitlar siniflandirilarak elde edilen bulgular Tablo 10'da sunulmustur.

Tablo 10. Katilmcilari Okul Yoneticileriyle Yiriittiikleri Konsiiltasyon Faaliyetlerinin Yogunlastigi
Konular

figili Cahsmayr Dile

Kategoriler Getiren Kisi  Says1
(Frekans) (N=30) %

Disiplin Sorunlari ve Ogrencilerin Problemli Davranislari 11 36.67
Idari ve Yasal Konular 6 20.00
Toplant1 ve Etkinlik Diizenleme 6 20.00
Sosyo-ekonomik Destek 3 10.00
Ozel Durumlar ve Kriz Durumlari 3 10.00
Risk Faktorleri ve Risklerin Onlenmesi 2 6.70
Diger Konular 4 13.33

Tablo 10’da katilimeilarin yiiriittiikkleri konsiiltasyon ¢alismalarina yonelik verilen yanitlara
gore ayrildigr kategoriler yer almaktadir. Bu kategorilere bunlara iliskin agiklama ve drnekler asagida
siralanmustir:

Disiplin Sorunlari ve Ogrencilerin Problemli Davramislari: Katilimcilar okul idarecileriyle en sik bu
kategoriye giren konsiiltasyon faaliyeti yiiriittiiklerini dile getirmislerdir. Ornegin, bir katilimci okul
yoneticileriyle yaptig1 ve bu kapsama giren ¢alismalarini su sekilde dile getirmektedir.:

“(Okul yéneticileriyle) Daha ¢ok disiplin boyutunda yiiriitiiyoruz. Ogrencinin ceza almasindan
ziyade istedigimiz olumlu davranisi ogrencide olusturmak ve onu pekistirmek. Daha ¢ok bu
konularda konsiiltasyon ¢aligsmas yiiriitiiyoruz (G22).”

idari ve Yasal Konular: idari konular, hukuki stirecler, prosediirler, okulda rehberlik hizmetlerinin
yiiriitiilmesi, komisyonlarin kurulmasi ve islemesi, vb. ifadeler bu kapsamdadir. Ornegin bir katilimci;
“Yoneticilerle daha ¢ok okulun isleyisi ile ilgili yaptigimiz ¢calismalar var" (G5). diyerek idari konulara
vurgu yaparken diger bir katilimei ise “Ozellikle mesela emniyeti ilgilendiren bir durum varsa ihmal
istismarlarla ilgili veya baroyla ilgili bunlar iizerinde oturuyoruz konusuyoruz genelde" (G10) diyerek
yasal/hukuki meselelere isaret etmektedir.

Toplant1 ve Etkinlik Diizenleme: Toplant1 yapma veli toplantisi, okul gezisi, konferans diizenleme,
seminer verme, vb. konularda idare ile yapilan ¢aligmalar bu baslik altinda toplanmastir.

Sosyo-Ekonomik Destek: Okul psikolojik danigsmanlarinin okul yoneticileriyle yaptiklar konsiiltasyon
calismalar1 arasinda dgrencilere yapilan sosyo-ekonomik destekleri de dile getirdikleri gézlenmektedir.

Ozel Durumlar ve Kriz Durumlari: Kriz durumlari (intihar, 6liim, kaza, vb.), 6grenciyle ilgili 6zel bir
durumun ortaya gikmasi vb. konular bu kategoride yer almaktadir. Ornegin bu konuda katilimeilardan
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biri okul yoneticilerinin dnleyici ¢aligmalardan ziyade kriz durumlarinda kendilerine bagvurdugundan
sikayet etmekte ve bu konuda yaptig1 konsiiltasyon ¢alismalarini sdyle ifade etmektedir:

“Okul yine iste bir kriz durumunda daha ¢ok muhatap oluyoruz. Onleyici ¢calismalara onlar ¢cok

fazla dahil olmuyor; sadece imkan saglyorlar. Ben bahsediyorum béyle bir ¢alisma
yvapilacagini onlar izin veriyorlar. Ama kriz durumlarda mesela énemli bir durum olusursa
intihar vs. baska bir sey oldugunda direk ya ben onlarla ya da onlar benimle iletisime gegerek
bu konuda neler yapilabilir konusunda goriismelerde bulunuyoruz" (G1).

Risk Faktorleri ve Risklerin Onlenmesi: Katilimcilarin okul yoneticileriyle yiiriittiikleri konsiiltasyon

faaliyetleri az sayida da olsa risk faktorleri / risklerin 6nlenmesi ile ilgili ¢aligmalardan da bahsettikleri
gbzlenmektedir. Ornegin, bir katilime idarecilerle yaptig1 ve bu kapsama giren calismalarini su sekilde
dile getirmektedir:

“Ergenlik doneminde ortaya ¢ikan madde kullanimi veya risklerin yonetimine yonelik daha ¢cok
yoneticilerle olan ¢calismalarimiz var” (G24).

Diger Konular: Katilimcilar tarafindan okul yoneticileriyle yiiriitiilen ve herhangi bir kategoride yer
almayan (frekansi 1 olan) ¢aligmalar bu kategoride toplanmustir.

4. TARTISMA VE YORUM

Aragtirmada konsiiltasyon hizmetinin hedef gruplarinin 6gretmenler, veliler, idareciler ve diger
kurumlar (RAM, hastaneler, vb.) oldugu saptanmistir. Sunulan konsiiltasyon hizmetin sikligina iligkin
yanitlarin analizinde ise en ¢ok ebeveyn ve dgretmenlerin birinci sirada yani en sik hizmet sunulan hedef
grup olarak ifade edildikleri bulunmustur. Hem ebeveyn hem de 6gretmenlerin hizmet sikliginda toplam
ifade edilme oran1 % 76.70°tir. Okul yoneticileri ise 3. siradadir. Okuldaki psikolojik danigmanlarin
ylizlerce 6grencinin ebeveyni ve onlarca 6gretmen ile muhatap olurken genellikle bir okulda 3-4 okul
idarecisiyle ile muhatap olmasimin da bunda rol oynayabilecegi diisiiniilmektedir. Diger kurumlar 4.
siradadir. Kurumlarla ¢ogunlukla belirgin bir ihtiyag¢ (fiziksel saglik ve ruh sagligi, 6zel egitim igin
tan1lama, vb.) icin iletisime gegilmektedir. Bu sonuglar, alanyazin ile de uyumludur. Ornegin Perera-
Diltz ve ark. (2011) tarafindan yapilan bir ¢alismada 6gretmenler 1. Sirada, ebeveynler 2. sirada, okul
yoneticileri ise 3. sirada yer almaktadir. Konsiiltasyon hizmeti sunulan diger kisilerin ise gogunlukla
okul hemsiresi, ruh sagligr danismani, dil konugma terapisti, vb. uzmanlar olduklar1 gozlenmekteidr.
Dogan ve ark. (2017) da okul psikolojik danigsmanlarinin siklikla okul idarecileriyle, 6gretmenlerle ve
ebeveynlerle konsiiltasyon hizmetlerini sunduklarini saptamislardir.

Ogretmenlerle yiiriitiilen konsiiltasyon hizmetleri incelendiginde en ¢ok ifade edilen konunun
dgrencinin durumu ve davranislart oldugu saptanmustir. Ogretmenler ya bir 6grenci ile ilgili sorun
yasamamakta ya da sorun yasayan Ogrenciyi tespit edip konsiiltasyona bagvurmaktadirlar. Bu konu
cogunlukla vaka konsiiltasyonu gerektiren durumlara isaret etmektedir. Ogretmenlerle yapilan
konsiiltasyonun vaka odakli olmasinin genellikle kriz odakli ve ¢are bulucu rehberlik yaklasimlarinin
benimsenmesinden kaynaklandig: diistiniilmektedir. Akademik basari\egitsel konular, sinif igi siirecler,
risk faktorleri, 6zel egitim sorunlar1 ve 6gretmenlerle yapilan konsiiltasyonda belirtilen ve bu bagliklar
icinde siniflandirilamayan konular ise diger kategorisine giren konulardir. Bu bulgular alan
yazindakilerle uyumludur (Seyhoglu, 2016; Karakus 2008). Ogretmenlerle konsiiltasyon ile ilgili alan
yazindaki tartigmalarda 6gretmenlerin mesleki agidan bazi zorluklarla karsilastiklar: (licretin diistikligi,
yer degisikligi, ebeveyn ve okul idarecilerinin beklentileri, vb.) Ozellikle 6grencinin akadmeik
basarisindan sorumlu kisiler olarak goriildiikleri; diger taraftan bazen egitimlerinin de temel psikoloji
konularimi1 6gretmekten bile yoksun olabildigi ifade edilmekte ve bu durumun Ogretmenlerin
konsiiltasyon destegine olan gereksinimlerini arttirdigi savunulmaktadir (Carlson, Dinkmeyer ve
Johnson, 2008; Erchul ve Martens, 2010). Ogretmenler ile konsiiltasyonda &gretmenlerin mesleki
rollerinden kaynaklanan zorluklarin farkinda olmak, 6gretmenlerle esit bir iliski kurmak ve olaylara
Ogretmenin bakis acisindan da bakabilmek dnemlidir.
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Aragtirma, okul psikolojik danigsmanlarinin 6gretmenlerin ¢ogunlukla olumlu tutumlara sahip
oldugunu algiladigini, konsiiltasyon 6z-yeterlik algilarinin 6gretmenlerin rehberlik hizmetlerine yonelik
tutumlaria gore anlaml diizeyde farklilagtigini ve bu farkliligin, rehberlik hizmetlerin ¢ok olumlu ve
olumlu olarak algilayanlar ile notr algilayan gruplar arasinda gézlemlendigini ortaya ¢ikartmistir. Yani
Ogretmenlerin daha olumlu tutuma sahip oldugunu algilayan danigmanlar daha yiiksek konsiiltasyon 6z-
yeterligi puanlarina sahiptir. Akbas (2001) de rehberlige yonelik olumlu tutumun igbirligi iliskisini
artirmada 6nemli bir faktdr oldugu sonucuna varmistir. Bu konuda karsilikli bir belirleyicilik s6z konusu
olabilmektedir. Yani 6gretmenlerle etkin bir bicimde konsiiltasyon ¢alismasi yapmak Ogretmenlerin
rehberlige yonelik tutumunu olumlu etkilerken olumlu tutuma sahip 6gretmenlerle ¢alismak da is
birligini arttirabilmekte ve dolayisiyla daha istekli 6gretmenlerle ¢alisan okul psikolojik danigmanlarinin
konsiiltasyon 6z-yeterlilik algisi da artabilmektedir.

Calismada 6grenci ebeveynlerinin rehberlik hizmetlerine olan ilgisine gore konsiiltasyon 6z-
yeterlilik algilar incelendiginde ise ebeveynlerin ilgisini yiiksek olarak algilayan okul danigmanlari ile
diisiik algilayan okul danigmanlar1 arasinda ilgiyi yiiksek olarak algilayan okul danigmanlar1 lehine
anlamli bir farklilik saptanmistir. Yani ebeveynlerin rehberlik hizmetlerine gosterdikleri ilginin yiiksek
olusu okul psikolojik danismanlarinin konsiiltasyon 6z-yeterlik algisinda pozitif bir rol oynamaktadir.
Okul psikolojik danigmanlarinin velilerle yiirittiikleri konsiiltasyon uygulamalari kapsaminda ifade
edilen konular sirasiyla anne baba tutumlari, akademik/egitsel ve mesleki rehberlik konulari, 6grencinin
durumu ve davranislari, risk faktorleri / risklerin dnlenmesi, gelisim donemi 6zellikleri ve yukarida
siiflandirilan konularin altinda siniflanamayan diger konulardir. Bu sonuglar alan yazinda yer alan
sonuglar ile de uyumludur. Ornegin Aslan (2017) yaptig1 arastirmada okul psikolojik danismanlarinin
ailelere; anne/baba tutumlari, ergenlik, verimli ders ¢alisma yontemleri, aile igi iletisim, davranis
sorunlari, merkezi sistem sinavlar ile ilgili konularda konstiltasyon hizmeti sundugunu belirlemistir.
Seyhoglu (2016) ise okul psikolojik danismanlari tarafindan ebeveynlere sunulan konsiiltasyon
hizmetlerinin 6zel egitime ihtiya¢ duyan 6grencilerin 6zellikleri hakkinda bilgilendirme, verimli ders
calisma yontemleri, bireysel goriisme, sorunlu 6grencilerin tespiti ve problemlerin ¢oziimiine yonelik is
birligi konularinda yogunlastigini saptamustir.

Okul psikolojik danismanlarin1 okul yoneticileriyle yaptiklari konsiiltasyonun yogunlagtigi
konular ve konsiiltasyonun siklii, hem ogretmenler hem de ebeveynlerle yiiriitiilen konsiiltasyon
faaliyetlerinden farklidir. Ornegin okul yoneticileriyle yapilan konsiiltasyonda en sik giindeme getirilen
konular 6grencilerin disiplin ve davranis sorunlart olmustur. Disiplin sorunlarini, idari ve hukuki
sorunlar ve toplanti/etkinlik diizenlemeleri takip etmektedir. Ayrica okul danismanlari, yoneticilerle
yirtittiikleri konstiltasyon faaliyetlerinin sosyo-ekonomik destek, kriz durumlari, risklerin 6nlenmesi ve
belirtilen basliklar kapsaminda degerlendirilemeyen diger konulari igerdigini belirtmislerdir. Ote
yandan, okul yoneticilerinin rehberlik hizmetlerine yonelik tutumlarina goére okul psikolojik
danigmanlarinin konsiiltasyon 6z yeterlik algilart Nitel ve nicel veriler birlikte incelendiginde,
yoneticilerle yiiriitiilen konsiiltasyon ¢aligsmalari, 6gretmenler ve ebeveynlerle yiiriitiilen hizmetlere gore
daha smirlidir. Bu sonuglarda 6gretmen ve velilere oranla okullarda daha az sayida yonetici olmasinin
da etkili olabilecegi diisiiniilmekle birlikte risklerin 6nlenmesi vb. konularda isbirliginin az olmasi kriz
odakli rehberlik yaklasiminin okul yoneticilerinde halen siirdiigiinii diistindiirtmektedir. Okul
yoneticileriyle yapilan caligmalarda disiplin sorunlarinin en yaygin konsiiltasyon konusu olarak ifade
edilmesi de kriz odakli yaklagimlar1 gostermektedir. Alan yazinda da bu yonde tartismalar
bulunmaktadir. Ornegin Dinkmeyer ve Carlson’a (2006) gore okuldaki idarecilerle yapilan
konsiiltasyonda disiplin 6nemli bir yer tutmakta ve konsiiltasyona gelen birgok kisi disiplin durumlarini
iceren sorunlart dile getirmektedir. Brigman ve Ark. (2005) ise konsiiltantin okuldaki idareciler ve
okulun diger personellerinin disiplinin “kapsamini” anlamalarina yardimci olmast gerektigini
savunmaktadirlar. Yani okul disiplini, sadece 6grencilerin problem davranislarinda ne yapilacag ile
ilgili degildir. Disiplin ayn1 zamanda G&grencilerin kendilerinden beklenenleri bilmeleri ve basarili
olmalarini saglamak i¢in uygulanan stratejilerle de ilgilidir. Okul danigmanlari, gelisimsel bir yaklagimla
okuldaki biitiin bilesenlerin disiplini yeniden tanimlamalarina yardimci olma konusunda yoneticilerle
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ortaklasa calismalar yapabilirler (Brigman ve ark. 2005). Ogretmen ve ebeveynlerle ortaya ¢ikan
sonuglara benzer bir bicimde okul yonetiminin rehberlik hizmetlerine yonelik tutumunu olumlu olarak
ifade eden okul psikolojik danigmanlarinin konsiiltasyon 6z- yeterlilik algisinin daha yiiksek olusu da
okul yonetimiyle olan is birliginin 6nemini gostermektedir.

5. SONUC VE ONERILER

Bu aragtirmada Tiirkiye'deki okullarda okul psikolojik danigmani/rehber 6gretmen kadrosunda
calisan kisiler tarafindan sunulan konsiiltasyon hizmetleri; okul psikolojik danismanlarinin hedef
gruplarla yiiriittiikkleri konsiiltasyon ¢aligmalari ve konsiiltasyon 6z-yeterlilik algilar1 incelenmistir.
Arastirmada en ¢ok konsiiltasyon hizmeti alan gruplarm 6gretmenler ve veliler oldugu tespit edilmistir.
Okul yoneticileri ve diger kurumlarla yapilan konsiiltasyonun siklig1 ise daha azdir. Ogretmenlerle
yapilan konsiiltasyonda ilk siray1 6grenci durum ve davraniglarina yonelik gergeklestirilen konsiiltasyon
caligmalari, velilerde ise baba/anne tutumlar1 almaktadir. Yani 6gretmenlerle konsiiltasyonda 6grenci
davraniglari, velilerle konsiiltasyonda ise veli davraniglari ile ilgili konulara odaklanilmaktadir. Ancak
okul yoneticileriyle yapilan konsiiltasyon faaliyetlerinde en sik karsilagilan konularin disiplin sorunlari
oldugu gergegi, acil durum ve kriz odakli rehberlik yaklagimimin varligina isaret etmektedir. Genel
olarak Ogretmenler, veliler, yoneticilerle yapilan konsiiltasyon faaliyetleri vaka odaklidir. Ancak,
okuldaki daha biiyiik gruplar ve tiim popiilasyonu hedefleyen faaliyetler sinirlidir ve daha ¢ok egitsel
ve mesleki konulara odaklanmaktadir Ote yandan, dgretmenlerin ve okul yoneticileriinn rehberlige
yonelik tutumlarma ve velilerin rehberlik hizmetlerine olan ilgilerine gore okul danigmanlarinin
konsiiltasyon 0z-yeterlik algilar1 farklilagmaktadir. Bu farklilik, 6gretmen ve yoneticilerin rehberlige
yonelik olumlu tutuma sahip oldugunu ve velilerin rehberlige ilgilerinin yiiksek oldugunu ifade eden
gruplar lehinedir. Burada karsilikli etkinin varliginin s6z konusu oldugu disiiniilmektedir. Diger bir
deyisle, okul psikolojik danigsmanlari tarafindan sunulan konsiiltasyon hizmetleri 6gretmenlerin,
yoneticilerin ve velilerin tutumlarini; 6gretmen, idareci ve veli tutumlari ise danigmanlarin konsiiltasyon
0z-yeterlik algisim etkileyebilmektedir. Bu calismada okul psikolojik danigmanlarinin 6gretmen, veli,
yoneticiler ve diger kurumlarla yapilan konstiltasyon ¢alismalarinda zaman zaman sinirin ve muhatabin
net olmayisi, daha ¢ok vaka ve kriz odakli olmak gibi sorunlar yasadiklar1 gézlendiginden konsiiltasyon
konusunda egitimler almalar1 ve gelisimsel bir yaklagimi odaklarina almalar1 gerektigi diistiniilmektedir.

Bu calismanin nicel boyutuyla okul psikolojik danismanlarinin farkli degiskenlere gore
konstiltasyon 6z-yeterlik algilarina iligskin genellenebilir sonuglar elde edilmis ve nitel boyutuyla ise
yapilan konsiiltasyon faaliyetlerinin icerigi hakkinda derinlemesine bilgi elde edilmistir. Calisma
sirasinda nitel ve nicel veriler birlikte degerlendirilerek mevcut durum belirlenmistir. Boylece literatiirde
ve miifredatta ¢cok az yer tutan ancak énemli bir uygulama alani olan okul konsiiltasyonu konusunda
onemli bir boslugun dolduruldugu diisiiniilmektedir. Calismanin sonuglart géz Oniine alindiginda,
halihazirda danisman olarak gorev yapan ve konsiiltasyon egitiminde gelisme ihtiyaci ve arzusu olan
okul danismanlarinin konsiiltasyon egitimi alabilmesi i¢in ¢aligmalar yapilmasi faydali olacaktir.
Ogretmenlerin ve ydneticilerin hizmet ici egitime dahil edilmesi ve ailelere yonelik konsiiltasyon
konusunda egitim programlarinin yiiriitiilmesi faydali olabilir. Bu egitim programlari, konsiiltasyondan
yararlananlarin ve konsiiltasyonun siirlarinin netlestirilmesinde de faydali olabilir. Sahada ¢alisan okul
danigmanlarinin  konsiiltasyon bilgilerinin yaninda konsiiltasyon becerilerinin de gelistirilmesi
onemlidir. Bu nedenle kiiciik grup etkinlikleri veya uygulamalar iceren calistaylar yapilmasi beceri
gelistirme acisindan faydali olacaktir. Tiirkiye'de okul psikolojik danigmanliginda konsiiltasyon
konusunda smirli sayida ¢alisma oldugu, ancak uygulamada konsiiltasyonun ¢ok dnemli bir yer tuttugu
g6z Oniine alindiginda, bu alanda betimsel, deneysel, karma yontemli caligmalarin yapilmasinin
literatiire katki saglayacagi diistiniilmektedir.
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Abstract

The main purpose of this study is to reveal the expectations of school principals in different career stages, the
problems they face and the solutions to the problems. This research was carried out in accordance with the basic
qualitative research method of the qualitative research approach. Participants were selected by the criterion
sampling method, which is one of the purposive sampling methods. The participants of the research consist of 20
primary school principals in different career stages working in the European Side of Istanbul in the 2020-2021
academic year. The data were obtained by face-to-face interviews with 20 school principals using a semi-structured
form within the scope of the study. Deductive content analysis method was used to interpret this data. Considering
the results in this context, it was seen that school principals generally expressed the problems that overlap with the
literature. It has been observed that the views and thoughts of school principals about career and career stage are
parallel to Bakioglu's study in 1996. In addition to these, school principals expressed different situations as
problems at different stages. They also stated that the problem of bureaucracy in the first stage of their career, the
problem of not getting ideas from the field during the calmness stage, the lack of parent support in the activism
stage, the lack of parent cooperation in the expertise stage, and the studies are not suitable and applicable.
Considering all these, as a suggestion, studies should be carried out to solve the financial problems mentioned by
all school principals.
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1. INTRODUCTION

Individuals make an effort to plan their lives and move themselves forward while doing this
improvement. Achieving success in social life and meeting expectations and needs are very important
as well as the business life of the individual which is directly related to the success targeted here, is very
vital throughout his life. All work-related experiences an individual gains throughout his working life,
during the start of work to getting into retirement, are called careers (Balta Aydin, 2007). Career directly
affects the life of the individual and the ongoing life shapes his career . From this point of view, the
individual who tries to reach the goals he wants in his career spends his life through this direction.
However, career is important both for the life of the individual and for the organization he works in.
While making progress in his own life through achieving success with his career, he also contributes to
the organization he works for, providing a two-way interaction.

Management is to ensure that the goals that need to be realized in an organization are realized by
using the resources within the organization (Bursalioglu, 2015). Management in educational
organizations is directly related to the realization of educational goals. Educational administration
undertakes to ensure that the society realizes the functions it aims with regard to education by using
material and human resources in educational organizations. The basic unit of educational organizations
is schools. In this context, the implementation of educational management will take place in schools,
the basic unit in which education takes place on behalf of the society. Bursalioglu (2015) expresses the
implementation of education management that takes place in a more limited environment as school
management. From this point of view, education management in the macro area and school management
in the micro area continue their activities (Demirtas, Ustiiner, Ozer, 2007).

School is the cornerstone of education in all societies. In this context, an organization that provides
individuals the knowledge, skills and attitudes necessary to lead them to predetermined goals in a
planned time interval (Basaran & Cinkir, 2013). The realization of management in an organization is
directly related to the manager of the organization. It is seen that the principals, undertaking the duty of
management in schools where educational activities are carried out, have important roles to serve in
accordance with their aims. As a result, it is clearly seen that administrators play crucial position. School
administrators have to overcome various problems they encounter in to achieve sustainable success. The
school organization, for being a social one, of course have these kind of subjects. However, there are
certain ones preventing to act in accordance with the descriptions of jobs. As a fact, it can be resulted
that school administrators have to be qualified considering their critical duties (Recepoglu ve Kiling,
2014). In Turkey, school administrators are chosen among teachers since it is thought that teaching is
the main profession (Bursalioglu, 2015; Erol, 1995). In this context, the effectiveness of an independent
professional school administrator is highly dependent on the quality of teachers. The formation of career
development goals of current teachers at a certain level and their efforts for their careers will also
positively affect their later managerial duties.

As in every occupational group, it is seen that there are developments in the career processes of
teachers. There are many studies examining the professional career processes of teachers. Looking at
these studies, it is stated that teachers go through various career stages. These stages differ from study
to study, and are studied in three to eight stages. Fuller states that teachers' professional interests go
through three stages. He lists these three stages as interest in themselves, interest in teaching tasks, and
interest in the effects of innovation efforts in teaching on students (Aydin, 2018). In addition, Fessler
presented the career of teachers as an eight-stage model. In this context, it stages teachers from the pre-
service period to the end-of-career period (Kwee, 2020). Katz (1972), on the other hand, states that
teachers go through four stages, namely survival, empowerment, renewal, and maturity, respectively. In
his study on the professional careers of teachers, Huberman expressed the stages as a process and
examined these stages in seven classes (Aydin, 2018).

As in every profession group, there are developmental periods in the career processes of teachers as
well. Teachers starting to practice the profession gain different experiences in their career period and go
through various stages (Bakioglu, 1996). Considering the individual development of each subject in a
certain period of time, developing of various behaviors in professional business life is obvious and
different behaviors can be exhibited at different stages. On this subject, Bakioglu (1996) examined the
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career stages of teachers and discussed the stages they went through in their career processes in 5 groups.
These phases are respectively; career entry phase, relaxation phase, empiricism/activism phase,
expertise phase, expertise phase and calmness phase (Bakioglu, 1996). Teachers and school
administrators, selected among teachers, experience these stages respectively from the moment starting
their professional career.

The career entry phase includes teachers with between 1 and 5 years of experience. This period can
be expressed as the period in which teachers find their profession the least interesting. The sedation
phase includes teachers who have been in the teaching profession for 6 to 10 years. It is stated that
teachers in this stage have made more positive progress in terms of their career perceptions and reactions.
The Empiricism/Activism phase includes teachers who have been teaching between 11 and 15 years. It
is seen that these teachers, who use all of their existing talents, engage in activities that can be seen as
experiments, such as changing the curriculum and increasing their individual effects. These activities of
teachers are called empiricism. The specialization phase includes senior teachers with between 16 and
20 years of teaching experience. At this stage, teachers mostly move to the management level. The calm
phase includes teachers with 21 to 25 years of experience. At this stage, almost all of the teachers say
that they have the opportunity to use most of their capacity.

Different career stages causes different attitudes and behaviors. So the approaches of a school
administrator in the career entry stage and a school administrator in the specialization stage will not be
the same. Considering the importance of schools in meeting the expectations of the society, the
management of the school is at a critical point. Since school administrators must ensure the school
effectively serves its purposes, they will eliminate any problems that may arise. There are problems in
schools due to many reasons and these problems basically affect the society. The reasons for these
problems, caused by different reasons, the solutions they will eliminate will affect the education
processes. Based on all these, this study has been planned in order to evaluate the problems school
administrators experience, their expectations and the solutions produced against the problems in terms
of their career stages and to shed light on the solution of existing problems. The main purpose of this
research is to reveal the expectations of school principals in different career stages, the problems they
face and the solutions they apply to these problems. For this purpose, answers were sought for the
following sub-objectives.

1.What are the expectations of school principals at different career stages while carrying out their
duties?

2. What problems do school principals at different career stages face during their duties?

3. What are the solutions for the problems faced by school principals in different career stages?
2. METHOD

2.1. Research Method and Design

Qualitative research approach used in this study, was conducted to reveal the expectations, problems
and solution suggestions of school administrators at different career stages. Qualitative research is an
approach to discover and understand the meanings that individuals attribute to problems (Creswell,
2020). However, qualitative research provides in-depth information about an event or perception
(Y1ildirim, Simsek, 2021). The most important feature of qualitative research is that it examines people,
beings and events in their natural environment (Punch, 2005). This research was conducted in
accordance with the basic qualitative research pattern of the qualitative research approach. The basic
qualitative research design can be seen in all disciplines, and it is expressed as a research method that is
widely used in the field of education. Qualitative research approaches are concerned with how meaning
is created and how individuals make sense of their lives and worlds. Uncovering and interpreting these
meanings is the primary purpose of the basic qualitative research design (Merriam, 2018).

2.2. Participants of the Study

In the research, interviews were conducted with school principals working in schools on the
European Side of Istanbul. The participants of the study were selected by the criterion sampling method,
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which is one of the purposive sampling methods. Criterion sampling is defined as the inclusion of all
cases that meet a predetermined set of criteria. This criterion can be prepared by the researcher or
previously found criterias may also be used (Yildirnm and Simsek, 2021). While choosing the
participants of this research, attention was paid to the fact of the participants’ being school principals at
different career stages. In this context, the criterion of the research is the school principals who are at
different stages within the scope of Bakioglu's (1996) study of teachers' career stages. Accordingly, four
primary school principals in the career entry phase, four primary school principals in the calming phase,
four primary school principals in the experimental phase, four primary school principals in the expertise
phase and four primary school principals in the calm phase were the criteria of the research. Interviews
were held with 20 school principals working in the European Side of Istanbul, who volunteered to
participate in the study meeting the criteria. In this study, the information of the participants was kept
confidential and the word participant was used to describe them. The “P” code was also used as the
participant abbreviation. Participants are separated from each other by numbers added next to the “P”
code. Participant expression in numbers, sorted by career stage.

2.3. Data Collection

The data of the study were collected with a semi-structured interview form. “Interview is a data
collection technique through verbal communication” (Karasar, 2017, p.210). In this study,with the
agreement of the school principals, a semi-structured form was used in order to provide flexibility to the
researcher during the data collection phase and to detail the answers given. Before the interview, the
form was prepared, the literature was reviewed and the forms used in similar studies were reviewed.
Then, interview questions were prepared in accordance with the sub-problems of the study and the
literature. The clarity of the questions was tested taking expert’s opinion on the interview questions.
Interviews were held with the participants using this form, which consisted of 10 interview questions.

2.4. Data Collection Process

Within the scope of this study, primary school principals working in the European Side of Istanbul
were interviewed. Before the interviews were conducted, research permission was obtained from the
Istanbul Provincial Directorate of National Education. Before the interviews, the principals were ranked
according to their criteria. Then, confirmation was obtained that they would participate voluntarily by
contacting the managers via telephone. During the interviews, a preliminary interview was held with the
principals and it was ensured that the study was carried out on a voluntary basis. Before the meeting,
the meeting protocol was delivered to the managers. The interviews were conducted using a semi-
structured form and the data of this study were collected by one-on-one interviews. The interviews were
recorded with the permission of the participants and converted into written documents for later analysis.
Then the voice recordings were deleted. In addition, notes were taken during the researcher interviews
to use in the analysis of the data.

2.5. Analysis of Data

The study was carried out according to the qualitative research approach. Deductive content analysis
was used in the interpretation of the data obtained within the scope of the study. The analysis of data is
done in four stages with deductive content analysis consists of mash. These; creating a framework for
analysis, coding the data, defining the findings and interpreting the findings (Y1ildirim & Simsek, 2021).
The data collected within the scope of the study were analyzed by the following stages. First, the data
was converted from a voice recording to a written document, the data were coded within the framework
of the determined one, then the findings were revealed. Code and themes were rearranged and
commented and the results were reported.

3. FINDINGS

In this part of the study, the findings obtained from the interviews with the school principals have
been included. In this context, a framework is created for the analysis based on Bakioglu's (1996) study
on the career stages of teachers, and the five stage themes here are accepted. Then, a code sequence is
created for these themes. While creating the code sequence, the study ‘Career Stages of Teachers’ is
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referred. (Bakioglu, 1996). In addition, the codes from the data obtained from the field are also added.
These prepared codes are applied to the data obtained from the study and the findings are revealed.

The themes of the research are as follws; career entry, sedation phase, experimentation phase,
expertise phase and calmness phase. Since the interview questions prepared for the research have been
prepared associating with the sub-problems, the findings have been analyzed at the level of the themes
and reported to include the questions in the sub-problems. In this context, five different subjects have
been examined under main headings. Themes, sub-themes and categories are shown in detail in the
figure below.



Figure 1: Themes, Sub-Themes, and Categories



93

3.1. Findings Regarding the Career Entry Phase

In the interviews within the scope of the research, the school principals were asked about their
thoughts and expectations about their career and career phase, the problems they experienced and the
solution methods they have applied to the problems. In the career category, school principals at this
stage made statements defined by codes such as reality shock, initial enthusiasm, unrequited success,
gaining experience. Associated with it;

...it can be like a great trauma for individuals who start the job. Because everything does not happen
as in written theory, I think universities need to prepare themselves for business life in this way. Of
course, when they first start, all teachers have difficulties. They can gain a great experience in a certain
period of time, especially in schools where the first assignment places are combined classrooms. |
started in the classrooms. [ was both a teacher and an administrator at the same time, they made a great
contribution to us, and then of course we improved ourselves...(P2)

Considering the answers given by the school principals, the communication category has been
created. In this context, they made statements defined by the codes that they found solutions to the
problems they experienced through their correspondence with the higher authorities talking to them.

... we are still trying to solve the problems through communication, somehow by telling and talking
through persuasion... (P1)

A separate category has been created from the codes obtained from the interviews. This category
includes financial problems experienced by school principals. The statements of the school principals
are as follows;

... lack of adequate support for education and training and schooling. I would like to talk about
financial support here. Because we are in a difficult situation financially... (P4)

3.2. Findings Regarding the Relaxation Phase

In the interviews, the school principals were asked about their thoughts and expectations about their
career and career phase, the problems they have experienced and what solution methods they applied to
the problems. The answers given by the school principals in the stagnation phase about the career phase
have been examined in the career category. Managers used expressions defined by codes such as making
plans for the future, managerial career, finding career interesting, perceiving career positively. A school
principal explained his career phase with the principal and the office of principal.

... directorate as a career stage,; actually, it is a very comfortable and slightly respected office
directorship when viewed from the outside... (P8)

...] actually moved to administrative duty in order to touch more children. Because you can really
touch the lives of children in this profession. That's why I love doing this job... (P6)

The answers given by the school principals within the scope of expectations and problems are as
follows. In this context, a school principal have talked about financial expectations and problems.

... If there is only one thing to be said here, it is economic problems... (P5)

All school principals at this stage stated that the solutions they suggested against the problems they
have experienced were about communication. In this context, the communication category was created
as a category for the solution proposals sub-theme. Accordingly, school principals have expressed the
following statements:

... They apply to us for the solution of the problem, we try to explain that it is not a problem, act fairly,
try to solve it with the method of explanation...(P6)

3.3. Findings Regarding the Experimentation Phase

In the interviews, the school principals were asked about their thoughts and expectations about their
career and career phase, the problems they experienced and the solution methods they applied to these
problems. School principals in the experimentation phase have been asked what they thought about their
career and career phase. The career category was created based on the answers to these questions.
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Managers have given answers defined by codes such as promotion, being interested in management, and
commitment to the profession.

... To rise higher to the extent of the permissions given by the bureaucracy, it would be the District
National Education Directorate, would be a branch manager in the ministry, so we have some kind of
plans... (P12)

When asked about the expectations and problems of school principals at this stage, they have stated
their expectation of support from parents for education. However, they have also mentioned financial
inadequacies as a problem. In this context, categories of parents’ support and financial inadequacy have
been created. In regard to this, school principals have mentioned the following statements:

... There is a trivet in education, one of which is us, the other is the parent, and the other is the student.
Missing one of them will prevent the normal operation of the process. For this reason, we expect support
from our parents in the name of education... (P10)

Another school principal, who have stated the expectation of support from parents, explained it as
follows;

...We always tell the parents when you look at it in this way it is not very approachable. Please
cooperate with us in terms of education, this will be the best thing for these children. That's what we're
trying to say. Actually, I explained this both for your problem and your expectation question... (P9)

When the school principals at this stage have been asked about their solution proposals, they stated
that they tried to find a solution through communication. In this context, the category of communication
has been created. School principals expressed the following regarding this issue;

... Tiny problems happen everywhere, but the solution is communication. A manager must be pretty
good at communication. When this is the case, problems are resolved through communication... (P10)

3.4. Findings Regarding the Expertise Phase

In the interviews within the scope of the research, the school principals were asked about their
thoughts and expectations about their career and career phase, the problems they experienced and the
solution methods they applied to these problems. School principals at this stage have been asked their
thoughts on their career stages, and the category called career has been created based on their answers.
In this context, principals focused on expertise, merit and such.

... There has to be justice in this matter, we call it merit, or it has to be done. We have reached a
certain stage, now you cannot go and bring someone who does not understand something fresh. Look,
a lot of problems arise when you bring it. I think that they should not ignore both the years of experience
and the competence in the profession brought by these years... (P15)

The cooperation category has been created based on the answers given by the school principals
in the specialization phase. In this regard, school principals made the following statements:

... We want parents to understand, support and be united with me, to have a good dialogue
with the teacher. We want to do good things together ... (P14)

School principals in the specialization phase focused on relevance and applicability.

... the managers at the upper levels are aware of the lower levels, they know what the situation is,
the activities to be held there, whether all kinds of work can be applied and they are working on this...
(K13)

School principals stated that they had financial problems during the interviews. In addition, the
solution of these financial problems was their expectation.

... he needs to give allowances so that we don't end up in this difficult situation. We are school
principals, why do they make us beggars? We are school principals, we are educators, we are
completely stuck in this issue, why do they leave us in this deadlock, we should do something in the name
of education, not begging... (P15)
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School principals in the specialization phase stated that they found solutions to their problems by
using communication.

... an event will happen in any situation, we try to solve it with communication again... (P16)
3.5. Findings Regarding the Calmness Phase

In the interviews, the school principals were asked about their thoughts and expectations about their
career and career phase, the problems they experienced and the methods they applied to solve these
problems. When the school principals in the calm phase were asked about their career and their thoughts
on the career phase, they focused on issues such as experience, professional dignity, professional
assistance to their colleagues and lack of plans for the future. Concluding from these answers, the career
category has been created and the findings in this context have been examined. The following answers
have been given to this topic:

... a lot has developed since the day we first started, technology has developed, we have developed
as the World and now we have started to use computer based education as distant education. There
have been developments in this field and we have experienced. As a person works, he gains experience.
The greatest thing for teachers is experience. Experience is more important than knowledge... (K20)

Another school principal in this phase emphasized the respectability of the teaching profession.

... would like different studies to be carried out in order to have respect for the teacher. Because
teaching is no longer a respected profession. That's all I have to say... (P18)

School principals in the calm phase stated the problems they experienced were financial related
problems. In this context, the findings obtained in a separate category have been examined. Managers
have expressed financial inadequacies as follows:

.1 can talk about the economic problems, we are different from private schools. We need money for
a single employee... (P19)

School principals in the calm phase have stated that they tried to find solutions to all problems
by using ways such as speaking and persuading. In this context, the category of communication has been
created. On this issue, the school principals told:

.. we provide necessary information to parvents. We do seminars. We try to solve some things by
talking to them and expressing them nicely... (K19)

4. CONCLUSION AND DISCUSSION

The results obtained within the scope of this study are listed as follows. The school principals in the
career entry phase do not experience the reality shock, initial enthusiasm and reward for success. School
principals have mentioned about financial inadequacies and expressed this as a problem. In addition,
they have mentioned the problems of bureaucracy. As an expectation, they also have stated that studies
should be carried out to solve these problems as soon as possible. They have stated that they used the
communication method as a solution suggestion. Considering all these, the presence of a supportive
environment for school principals at this stage is an important factor for them to be willing and capable
at this stage of their careers (Hong, Day, & Greene, 2017).

School principals, in the stagnation phase, mainly have focused on the issues such as planning for
the future, career as a principal, finding career interesting, and perceiving career positively, which were
also expressed in Bakioglu's study, and made statements explained. Bakioglu (1996) stated that teachers
in the stagnation phase are more interested in their careers than teachers in the career entry phase. In the
interviews conducted in this study, it is seen that school principals are in an effort to be more active at
this stage. School principals talked about financial inadequacies and expressed this as a problem. The
principals in the stagnation phase complained about not being asked fot their opinion by their managers.
The expectations of the managers have been stated as support for the solution of the problems. Solution
suggestions are expressed as communication method.
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School principals in the empiricism phase have focused on promotion, being interested in
management, and commitment to the profession in parallel with their work. School principals talked
about financial inadequacies and expressed this as a problem. It is thought that teachers at this stage
prefer to be more responsible in their institutions because they feel competent within the scope of
knowledge and skills (Korumaz & Kocabas, 2014). The principals in the experimental stage stated that
they could not get the support of the parents, and that the principals in the expertise stage did not have
parental cooperation as a problem. As an expectation, they talked about the need of carrying out studies
to solve these problems as soon as possible. They used the communication method as a solution
suggestion.

School principals in the specialization phase touched upon the importance of expertise and merit.
School principals talked about financial inadequacies and expressed this as a problem. The principals in
the specialization phase expressed the lack of parent cooperation as a problem. However, they mentioned
that the studies were not suitable for the purpose and not applicable. As an expectation, they stated that
studies should be carried out to solve these problems as soon as possible. They stated that they used the
communication method as a solution suggestion. Considering the related studies conducted in our
country, most of the teachers and administrators stated that the source of many problems stems from the
system and practices (Isik & Bahat, 2019). From this point of view, the fact that the principals at the
specialization stage emphasize merit and state that merit is not applied coincides with the studies in our
country.

School principals in the calm phase, also talked about issues such as lack of professional help and
plans for the future in parallel with the study. School principals talked about financial inadequacies and
expressed this as a problem. Their expectation is to find a solution at the points they describe as problems.
Solution suggestions were expressed as using the communication method. School principals who are in
the calm phase are in the last stages of their profession, so their efforts seem to decrease (Inand1 &
Ozkan, 2006). Therefore, it only deals with financial resources and does not deal with other systemic
problems.

Within the scope of the research, school principals talked about the same problem and
expectation at any stage. In this context, the first answer that comes to mind when asked
questions has always been financial problems. School principals had difficulty in expressing
these financial and other kinds of problems. It was seen in the interviews that the school
principals working in the Ministry of National Education spoke easily when expressing these
financial problems, but they preferred to remain reserved and closed in the expression of
different problems. With the different questions posed, other problems were tried to be revealed.
When school principals were asked what their solution suggestions were, all school principals
stated that they used the communication method in all situations.

When the literature is examined, it is seen that the most obvious problem faced by school
principals is financial problems. In this context, it is seen that this result is compatible with the
literature. Aslanargun and Bozkurt (2012) stated in their study that the administrators had
problems with the inadequacy of the school budget. Again, there is a study in the literature that
refers to financial inadequacies and states that it is not possible to deal with educational
situations because of dealing with these problems (Demirtas & Ozer, 2014). As it can be seen,
when we look at the literature, financial inadequacy in schools is the biggest problem of school
principals. There are many studies in the literature supporting this (Cekten, 2004; Turan,
Yildirim, & Aydogdu, 2012). As it can be seen, when we look at the literature, financial
inadequacy in schools is the biggest problem of school principals. In addition to this, it is seen
that school principals have similar problems in international studies. For example, in a study
conducted in the USA, it was stated that school principals experienced difficulties due to the
lack of financial resources (Wise, 2015). From this point of view, it is seen that the problems
are similar globally.
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When the problems faced by school principals are taken into consideration, the fact that
school principals at different stages express other problems reveals that they have different
perspectives. In addition, it is seen in the literature that school administrators exhibit different
behaviors according to their age or different characteristics, or the way they perceive problems
can change. According to Arslan's (2019) study, it was stated that school principals over the
age of 50 experienced fewer problems. Looking at the international studies, the study conducted
in Portugal states that each school principal perceives different situations as a problem (Espuny
etal., 2020).

Based on the interviews conducted with this study, the following can be said. There are school
principals from every stage in our country. There are no criteria for being a school principal, such as
being at any stage or commonly being assigned as a school principal at a certain stage. School principals
are classified according to the career stage they are in i Parallel to Bakioglu's (1996) study. When asked
what problems they encountered, different problems were expressed at different stages. However, the
expectation, general problem and solution proposals of all managers in five different phases have always
been the same.

5. RECOMMENDATIONS

Solving the financial problems expressed by school principals is important both for school principals
and for increasing the education standards in our country. Studies on this aspect should be done. In
addition, career stages should be taken into account in the appointment or assignment of school
principals. Researchers can observe how the results will emerge by conducting similar studies in
different regions of our country. The study was conducted with a qualitative research approach. In terms
of generalizing the research, it is possible to reach wider audiences by using the quantitative research
approach. A study can be conducted using mixed research method in order to reach wider audiences and
to examine the source of problems experienced in the business.
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Ozet

Bu calismanin temel amaci, farkli kariyer evrelerinde bulunan okul miidiirlerinin beklentilerini, karsi
karsiya kaldiklari sorunlar1 ve sorunlara karsi ¢oziim Onerilerini ortaya ¢ikarmaktir. Nitel aragtirma yaklagiminin
temel nitel aragtirma desenine uygun olarak bu aragtirma gergeklestirilmistir. Katilimcilar amagli 6rnekleme
yontemlerinden olan dlgiit drnekleme yontemiyle secilmistir. Arastirmanin katilimeilarini, 2020-2021 egitim
ogretim yilinda Istanbul Avrupa Yakasinda gorev yapan farkli kariyer evresinde bulunan 20 ilkokul miidiirii
olusturmaktadir. Calisma kapsaminda yari yapilandirilmig form kullanilarak 20 okul midiri ile yiiz yiize
goriismeler gerceklestirilerek veriler toplanmistir. Bu verilerin yorumlanmasinda tiimdengelimcei igerik analizi
kullanilmistir. Bu baglamda ortaya ¢ikan sonuglara bakildiginda okul miidiirlerinin genel olarak alan yazinla
ortiisen sorunlart dile getirdikleri goriilmiistiir. Buna ek olarak miidiirler farkli evrelerde farkli durumlari sorun
olarak ifade etmislerdir. Kariyer girisi evresinde biirokrasi sorunlari, durulma evresinde sahadan fikir alinmadig,
deneycilik evresinde veli desteginin eksikligi ve uzmanlik evresinde veli is birliginin olmayis1 ve ¢alismalarin
amaca uygun ve uygulanabilir olmadigini ifade etmiglerdir. Tiim bunlar géz 6niine alindiginda bir 6neri olarak
tiim okul miidiirlerinin bahsettikleri finansal sorunlarin ¢éziimii ¢alismalar1 gergeklestirilmelidir.

Anahtar Kelimeler: Egitim, kariyer evresi, okul miidiirii

1. GIRIS

Bireyler yasamlarini planlamak ve bunu yaparken de kendilerini ileriye tasimak i¢in caba
gostermektedirler. Sosyal hayatta basar1 saglamak, beklenti ve ihtiyaglar1 karsilamak birey i¢in olduk¢a
onemli oldugu gibi bununla dogrudan iliskili olan bireyin is yasami ve burada hedeflenen basarisi da
hayat1 boyunca olduk¢a énem arz etmektedir. Bireyin ige baslamasindan emekliligine kadar stiren is
yasami1 boyunca kazandig1 tiim is ile ilgili tecriibeleri kariyer olarak adlandirilmaktadir (Balta Aydin,
2007). Kariyer, bireyin yagamini dogrudan etkilemekte ve siiregelen yagsam bireyin kariyerini
sekillendirmektedir. Bu agidan bakildiginda kariyerinde istedigi hedeflere ulasmaya calisan birey
yasamini bu yonde gegirmektedir. Bununla birlikte kariyer hem bireyin yasami agisindan hem de
calistigi Orgiit agisindan 6nem tagimaktadir. Kendi yasaminda kariyeri ile basar1 saglayarak bir ilerleme
gosterirken diger yandan ¢alistign orgiite de katkida bulunarak ¢ift yonlii bir etkilesim saglamaktadir.

Yonetim, bir orgiit igerisinde gerceklestirilmesi gereken amaglar1 6rgiit icinde bulunan kaynaklar
kullanarak gergeklesmesini saglamaktir (Bursalioglu, 2015). Egitim orgiitlerinde yonetim dogrudan

* Bu makale Siireyya Sura Ates’in Dog. Dr. Erkan Tabancali damigmanhiginda yiiriittiigii yiiksek lisans tezinden
uretilmistir.
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egitim ile ilgili amaclarin gergeklestirilmesi ile ilgilidir. Egitim orgiitlerinde madde ve insan
kaynaklarmi kullanarak toplumun egitimle ilgili hedefledigi islevleri gerceklestirmesini saglamay1
egitim yonetimi istlenmektedir. Egitim orgiitlerinin temel birimi ise okullardir. Bu baglamda egitim
yonetiminin uygulanmasi toplum adina egitimin gergeklestigi temel birim olan okullarda
gergeklesecektir. Bursalioglu (2015) egitim yonetiminin daha sinirl bir ¢evrede uygulanmasini okul
yonetimi olarak ifade etmektedir. Bu agidan bakildiginda makro alanda egitim ydnetimi mikro alanda
ise okul yonetimi faaliyetlerini siirdiirmektedir (Demirtas, Ustiiner, Ozer, 2007).

Okul, toplumlarin tiimiinde egitimin gergeklestigi en temel tagi olusturmaktadir. Bu baglamda okul,
bireylere planl bir zaman aralifinda 6nceden belirlenen amaglara gotiirmek icin gerekli olan bilgi,
beceri ve tutumu kazandirmayi saglayan bir orgiittiir (Basaran ve Cinkir, 2013). Bir orgiitte yonetimin
gergeklestirilmesi Orgiitiin yoneticisi ile dogrudan iligkilidir. Okullarda yoneticilik gorevini {istlenen
miidiirler, okullarin amagclarma uygun olarak hizmet etmesinde Onemli rollere sahip oldugu
goriilmektedir. Bu yonden bakildiginda da okul yoneticilerinin oldukga kritik bir konumda olduklari net
bir geklide goriilmektedir. Okul yoneticileri, yonetim esnasinda devamliligi siirdiiriilebilen bir bagari
yakalamak i¢in karsisina ¢ikan birtakim sorunlari alt etmek durumundadir. Sosyal bir 6rgiit olan okul
orgiitii, elbette sosyal problemleri de beraberinde getirmektedir. Bununla birlikte gorev tanimlarina
uygun davranmayr engelleyen belli sorunlar da yasanmaktadir. Bu agidan bakildiginda okul
yoneticilerinin  kritik gorevleri géz Oniine alinarak nitelikli kisilerden olugmasi gerektigine
inanilmaktadir (Recepoglu ve Kiling, 2014). Ulkemizde okul yoneticileri, égretmenler arasindan
secilmekte ve meslekte asil olanin 6gretmenlik oldugu diigiiniilmektedir (Bursalioglu, 2015; Erol, 1995).
Bu baglamda bagimsiz bir meslek olmayan okul yoneticiliginin etkililigi yine 6gretmenlerin nitelikli
olmasindan ge¢mektedir. Mevcut dgretmenlerin belli bir diizeyde kariyer gelisimleri hedeflerinin
olusmasi, kariyerleri i¢in ¢aba gostermeleri daha sonra bulunacaklari yoneticilik gérevlerini de olumlu
yonde etkileyecektir.

Her meslek grubunda oldugu gibi Ogretmenlerin kariyer siireclerinde de gelismeler yasandigi
goriilmektedir. Ogretmenlerin mesleki bakimdan kariyer siireclerinin incelendigi bircok arastirma
bulunmaktadir. Bu aragtirmalara bakildiginda 6gretmenlerin ¢esitli kariyer asamalarindan gegtikleri
ifade edilmektedir. Bu asamalar ¢aligmadan ¢alismaya farklilik gostererek ii¢ ile sekiz agamaya kadar
incelenmistir. Fuller, 6gretmenlerin mesleki ilgilerinin ii¢ asamadan gectigini ifade etmektedir.
Kendilerine ilgi, 6gretim gorevlerine ilgi ve 6gretimdeki yenilesme g¢abalarinin 6grenciler {izerine
etkisine ilgi olarak bu ili¢ asamayi siralamaktadir (Akt. Aydm, 2018). Buna ek olarak Fessler
Ogretmenlerin kariyerini sekiz asamal1 bir model olarak ortaya koymustur. Bu baglamda 6gretmenlerin
hizmet 6ncesi doneminden baglayarak kariyer sonu déneme kadar asamalandirmaktadir (Akt. Kwee,
2020). Katz (1972) ise dgretmenlerin sirasiyla hayatta kalma, gliglenme, yenilenme ve olgunluk olmak
iizere dort asamadan gectigini ifade etmektedir. Ogretmenlerin mesleki kariyerleri {izerine yaptigi
¢aligma ile Huberman asamalar bir siire¢ olarak ifade etmis ve bu agsamalar1 yedi sinifta incelemistir
(Akt. Aydin, 2018).

Bakioglu ise (1996) 6gretmenlerin kariyer siireglerinde gecirdikleri evreleri 5 grupta ele almistir. Bu
evreler sirasiyla; kariyer girisi evresi, durulma evresi, deneycilik/aktivizm evresi, uzmanlik evresi,
uzmanlik evresi ve sakinlik evresidir (Bakioglu, 1996). Ogretmenler ve dgretmenler arasindan segilerek
gorev yapmakta olan okul yoneticileri profesyonel meslek yasamlarina basladiklar: andan itibaren bu
evreleri sirasiyla deneyimlemektedir. Mesleklerini icra etmeye baslayan Ogretmenler, kariyer
stireclerinde farkli tecriibeler kazanmakta ve cesitli evrelerden gegmektedir (Bakioglu, 1996). Belirli bir
zaman arali§inda bireyin her konuda gelisim gosterdigi diisliniildiigiinde profesyonel is yasaminda da
cesitli davramglarin gelisecegi ongoriilmekte ve farkli evrelerde farkli davramiglar sergileyebilecegi
goriilmektedir.

Kariyer girigi evresi, 1 ile 5 y1l arasinda deneyime sahip olan 6gretmenleri kapsamaktadir. Bu dénem
ogretmenlerin mesleklerini en az ilging bulduklari donem olarak ifade edilebilir. Durulma evresi, 6 ile
10 yil arasinda 6gretmenlik meslegi i¢inde bulunan 6gretmenleri kapsamaktadir. Bu evrede bulunan
Ogretmenlerin kariyeri algilamalar1 ve verilen tepkiler agisindan bakildiginda daha olumlu ydnde
ilerleme kat ettikleri ifade edilmektedir. Deneycilik/Aktivizm evresi, 11 ile 15 yil arasinda dgretmenlik
meslegini icra eden Ogretmenleri kapsamaktadir. Mevcut yeteneklerinin tiimiinii kullanan bu
Ogretmenlerin, miifredat1 degisime ugratma ve bireysel etkilerini artirma gibi deney olarak da
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goriilebilecek faaliyetlerde bulundugu goriilmektedir. Ogretmenlerin bu faaliyetleri deneycilik olarak
adlandirilmaktadir. Uzmanlik evresi, 16 ile 20 y1l arasinda 6gretmenlik deneyimine sahip olan kidemli
ogretmenleri kapsamaktadir. Bu evrede 6gretmenler daha ¢ok yonetim kademesine ge¢mektedirler.
Sakinlik evresi, 21 ile 25 yillik deneyime sahip olan 6gretmenleri kapsamaktadir. Bu evre 6gretmenlerin
tamamina yakininin kapasitelerinin biiyiik kismini kullanmaya firsat bulduklarim sdylemektedir.

Farkli kariyer evreleri farkli tutum ve davranisi da beraberinde getirmektedir. Bu agidan bakildiginda
kariyer girigi evresinde bulunan bir okul yoneticisi ile uzmanlik evresinde bulunan okul ydneticisinin
yaklagimlart ayni olmayacaktir. Toplumun beklentilerini karsilamasi agisindan okullarm 6nemi
disiiniildigiinde ise okulun yonetimi kritik bir noktada bulunmaktadir. Okulun etkili bir sekilde
amaglarina hizmet etmesini okul yoneticilerinin saglamasi gerektiginden bu baglamda ¢ikabilecek her
tiirlii sorunu yine onlar bertaraf edeceklerdir. Okullarda birgok nedenden kaynakli sorunlar yaganmakta
ve bu sorunlar temelde toplumu etkilemektedir. Farkli nedenlerden kaynakli olan bu sorunlarin neden
kaynaklandig1 ve ne gibi ¢oziimler ile ortadan kalkacag: egitim siireclerini etkileyecektir. Ulkemizde
okul miidiirlerinin yasadig1 sorunlar temel alinarak birgok calisma gerceklestirilmistir. Yapilan bu
¢aligmalar okul miidiirlerinin yeni goreve baslamasi, farkli kademelerde bulunmasi, farkli illerde
yapilmasi yoniinden birbirinden ayrilmaktadir (Arslan, 2019; Aygiin, 2014; Aydemir, 2013; Keman,
2019). Alan yazinda yapilan ¢aligmalara bakildiginda 6gretmenlerin kariyer evrelerine yonelik ilgili
caligmalar yapildig1 da goriilmektedir (Bakioglu ve Korumaz, 2015; Bakioglu ve Gayik Asyali, 2005).
Ancak ilgili alan yazin incelendiginde okul miidiirlerinin sorunlarini, ¢6ziim onerilerini ve beklentilerini
ogretmenlerin kariyer evresi kapsaminda inceledikleri bir c¢aligma yapilmadigi goriilmiistiir. Tim
bunlardan yola ¢ikilarak okul yoneticilerinin yasadiklari sorunlari, beklentileri ve sorunlara karsi
iirettikleri ¢ozlimler, onlarin bulunduklar1 kariyer evreleri agisindan degerlendirmek mevcut sorunlarin
¢Oziimiine 151k tutmasi amaciyla bu ¢aligsma planlanmistir. Bu arastirmanin temel amaci farkl kariyer
evresinde bulunan okul miidiirlerinin beklentilerini, kars1 karsiya kaldiklar1 sorunlar1 ve bu sorunlara
kars1 uyguladiklar1 ¢6ziim 6nerilerini ortaya ¢ikarmaktir. Bu amag dogrultusunda asagidaki alt amaglara
yanit aranmistir.

1.Farkli kariyer evresinde bulunan okul miidiirlerinin gérevlerini yiiriitiirken beklentileri nedir?

2.Farkli kariyer evresinde bulunan okul miidiirleri gorevleri esnasinda hangi sorunlarla
karsilasmaktadir?

3.Farkli kariyer evresinde bulunan okul miidiirleri gérevleri esnasinda karsilagtiklari sorunlara karsi
¢0zim Onerileri nelerdir?

2. YONTEM

2.1. Arastirmanin Yontemi ve Deseni

Farkli kariyer evrelerinde bulunan okul yoneticilerinin beklentilerinin, yasadiklar1 sorunlarin ve
¢Oziim Onerilerinin ortaya c¢ikarilmasi amaciyla yapilan bu calismada nitel aragtirma yaklagimi
kullamlmistir. Nitel arastirmalar bireylerin problemlere atfettii anlamlar kesfetmeye ve anlamaya
yonelik bir yaklagimdir (Creswell, 2020). Bununla birlikte nitel arastirmalar bir olay ya da algiya yonelik
derinlemesine bilgi saglamaktadir (Y1ldirim, Simsek, 2021). Insanlar1, varliklari ve olaylari kendi dogal
ortaminda inceliyor olmasi nitel arastirmalarin en 6nemli 6zelligidir (Punch, 2005). Bu arastirma nitel
aragtirma yaklagiminin temel nitel arastirma desenine uygun olarak yapilmistir. Temel nitel arastirma
deseni tiim disiplinlerde goriilebildigi gibi egitim alaninda yaygin olarak kullamlan arastirma bi¢imi
olarak ifade edilmektedir. Nitel arastirma yaklagimlar1 anlammn nasil olusturulduguyla, bireylerin
yasamlarmi ve diinyalarin1 nasil anlamlandirdiklariyla alakalidir. Bu anlamlart aciga ¢ikarmak ve
yorumlamak temel nitel aragtirma deseninin 6ncelikli amacini olusturmaktadir (Merriam, 2018).

2.2. Arastirmanmin Katihmcilari

Bu arastirmada Istanbul ili Avrupa Yakasi okullarinda gorev yapan okul miidiirleri ile goriismeler
yapilmigtir. Aragtirmanin katilimcilari amagli 6rnekleme yontemlerinden olan o6lgiit Srnekleme
yontemiyle segilmistir. Olgiit drnekleme, onceden kararlastirlmis bir dizi olgiitii karsilayan tiim
durumlarin ¢aligmaya dahil edilmesi olarak ifade edilmektedir. Bahsedilen bu 6l¢iit, caligsmaci tarafindan
hazirlanabilir veya daha 6nceden bulunan oSlgiitleri de kullanabilir (Yildirnm ve Simsek, 2021). Bu
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arastirmanin katilimcilar segilirken farkli kariyer evrelerinde bulunan okul miidiirleri olmalarina dikkat
edilmistir. Bu baglamda arastirmanin o6lgiitii, Bakioglu’nun (1996) Ogretmenlerin kariyer evreleri
caligmasi kapsaminda farkli evrelerde bulunan okul miidiirleridir. Buna gére dort ilkokul miidiirii kariyer
girisi evresi, dort ilkokul miidiirii durulma evresi, dort ilkokul miidiirii deneycilik evresi, dort ilkokul
miidirti uzmanlik evresi ve dort ilkokul miidiirii sakinlik evresinde bulunmasi arastirmanin Glgiitii
olmustur. Istanbul ili Avrupa Yakasinda gorev yapan, calismaya katilmaya géniillii olan ve &lgiitii
karsilayan 20 okul miidiirii ile gériismeler gerceklestirilmistir. Bu ¢alismada katilimcilarn bilgileri gizli
tutulmus ve onlar1 ifade eden katilimei kelimesi kullanilmigtir. Katilimer kisaltmasi olarak da “K” kodu
kullanmlmigtir. Katihimeilar “K” kodunun yanina eklenen sayilarla birbirinden ayrilmistir. Sayilarla
katilimci ifadesi, kariyer evrelerine gore siralanmistir.

2.3. Verilerin Toplanmasi

Bu calismanin verileri yart yapilandirilmig goriisme formu ile toplanmistir. Bu ¢alismada okul
miidirlerinin goriisleri alinirken veri toplama asamasinda arastirmaciya esneklik saglamasi ve verilen
cevaplarin detaylandirilabilmesi agisindan yar1 yapilandirilmis form kullanilmistir. Bu goriisme formu
hazirlanmadan 6nce alan yazin incelenmis benzer ¢aligmalarda kullanilan formlar gozden gegirilmistir.
Ardindan caligmanin alt problemleriyle ve alan yazinla uyumlu olacak sekilde goriigme sorulari
hazirlanmigtir. Goriisme sorulari uzman goriigii alinarak sorularin anlagilirhigi test edilmistir. Goriisme
formu 10 goriisme sorusundan olugmaktadir. Katilimeilar ile yapilan yiiz yiize goriismeler bu form
kullanilarak gerceklestirilmistir.

2.4. Veri Toplama Siireci

Bu ¢aligma kapsaminda istanbul ili Avrupa Yakasi okullarinda gérev yapan ilkokul miidiirleri ile
goriisiilmiistiir. Goriismeler gergeklestirilmeden 6ncelikle miidiirler 6lgiit alinan o6zelliklerine gore
siralanmigtir. Ardindan miidiirlerle telefon aracilifiyla goriisiilerek goniillii katilim gostereceklerine dair
teyit alinmigtir. Goriismeler sirasinda da miidiirler ile bir 6n goriisme yapilmis ve ¢aligmanin goéniilliik
esasinda yiiriitiilmesi saglanmigtir. Gorlisme Oncesi miidiirlere goriisme protokolii ulastirilmistir.
Goriismeler, yar1 yapilandirilmis form kullanilarak gergeklestirilmis ve bu ¢alismanin verileri, birebir
goriisme ile toplanmustir. Gorlismeler katilimcilarin izni ile kayit altina alinmis ve daha sonra analiz
edilmek iizere yazili dokiimana doniistiiriilmiistiir. Ardindan ses kayitlari silinmistir. Bununla birlikte
arastirmaci goriismeler esnasinda verilerin analizi slirecinde kullanmasi i¢in notlar alinmistir.

2.5. Verilerin Analizi

Bu ¢alisma nitel aragtirma yaklagimina gore yapilmistir. Caligma kapsaminda elde edilen verilerin
yorumlanmasmda tiimdengelimci igerik analizi kullanilmigtir. Verilerin analizi, timdengelimci igerik
analizi ile dort asamadan olusmaktadir. Bunlar; analiz igin bir ¢ergeve olusturma, verileri kodlama,
bulgularin tanimlanmasi ve bulgularin yorumlanmasi seklinde siralanmaktadir (Yildirim ve Simsek,
2021). Calisma kapsaminda toplanan veriler bu asamalar izleyerek analiz edilmistir. ik olarak veriler
ses kaydindan yazili dokiimana doniistiiriilmiis olup bu veriler belirlenen ¢ergeve kapsaminda kodlanmig
ardindan bulgular ortaya ¢ikarilmistir. Kod ve temalar yeniden diizenlenmis ve yorumlanmistir. Ortaya
¢ikan bulgular raporlastirilmistir.

3. BULGULAR

Calismanin bu bolimiinde okul miidiirleri ile yapilan goriismelerden elde edilen bulgular yer
almaktadir. Bu baglamda Bakioglu’nun (1996) 6gretmenlerin kariyer evrelerine yonelik yaptigi ¢caligma
temel alinarak analiz i¢in ¢ergeve olusturulmus olup burada bulunan bes evre tema kabul edilmistir.
Ardindan bu temalar i¢in kod dizisi olusturulmustur. Kod dizisi olusturulurken 6gretmenlerin kariyer
evreleri adli calisma dikkate alinmistir (Bakioglu, 1996). Ayrica sahadan elde edilen verilerden gelen
kodlar da eklenmistir. Hazirlanan bu kodlar ¢alismadan elde edilen verilere uygulanmis ve bulgular
ortaya ¢ikarilmisgtir.

Arastirmanin temalari; kariyer girisi, durulma evresi, deneycilik evresi, uzmanlik evresi ve sakinlik
evresi olarak siralanmaktadir. Arastirma igin hazirlanan goriisme sorular1 alt problemlerle
iligkilendirilerek hazirlandigindan ortaya c¢ikan bulgular temalar diizeyinde incelenirken alt
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problemlerdeki sorulart kapsayacak sekilde raporlastirilmistir. Bu baglamda bes ayri tema ana bagliklar
halinde incelenmistir. Temalar, alt temalar ve kategoriler agagidaki sekilde detayli olarak gdsterilmistir.

—l

Sekil 1: Temalar, Alt Temalar ve Kategoriler
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3.1. Kariyer Girisi Evresine Yonelik Bulgular

Arastirma kapsamindaki goriismelerde okul midiirlerine; kariyer ve kariyer evresi hakkindaki
diisiinceleri, beklentileri, yasadiklari sorunlar ve bu sorunlara karsi hangi ¢oziim yodntemlerini
uyguladiklart sorulmustur. Bu evrede bulunan okul miidiirleri kariyer kategorisinde; gerceklik soku,
baslangi¢ coskusu, basarilarinin karsiliksiz kalmasi, tecriilbe kazanma gibi kodlarla tanimlanan
ifadelerde bulunmusglardir. Bununla ilgili;

...bu ise baslayan bireylerde ¢ok biiyiik bir travma gibi olabiliyor. Ciinkii her sey yazili teorikte
oldugu gibi olmuyor bence iiniversitelerin iy hayatina bu sekilde hazirlamas1 gerekiyor tabii ki ilk
basladigi zaman biitiin ogretmenler zorlantyorlar. Belli bir zaman icinde miithis bir tecriibe
kazanabiliyorlar ozellikle ilk atama yerleri birlestirilmis siniflar olan okullarda siniflarda basladim hem
ogretmen hem idarecilik yapryordum ayni anda bunlar bizlere ¢ok biiyiik bir katki sagladi daha sonra
da kendimizi tabiiki gelistirdik... (K2)

Okul miidiirlerinin verdikleri cevaplar géz oniine alindiginda iletisim kategorisi olusturulmustur. Bu
baglamda iist merciilerle yazigmalari, yasadiklari sorunlara karsi konusma yoluyla ¢6ziim bulduklar
kodlarla tanimlanan ifadelerde bulunmuslardir.

... yine iletisimle ¢ozmeye ¢alisiyoruz ikna yoluyla anlatarak, konusarak bir sekilde bunlarr ¢oziime
kavusturmaya ¢alisryoruz... (K1)

Gorlismelerden elde edilen kodlardan ayri bir kategori olusturulmustur. Bu kategoride okul
miidiirlerinin yasadigi finansal sorunlar yer almaktadir. Okul miidiirlerinin ifadeleri su sekildedir.

.. egitim ve 6gretime ve okula yeterli destegin saglanamamasi. Burada ozellikle maddi destekten
bahsetmek istiyorum. Ciinkii biz maddi anlamda zor durumdayiz... (K4)

3.2. Durulma Evresine Yonelik Bulgular

Goriismelerde okul miidiirlerine; kariyer ve kariyer evresi hakkindaki diisiinceleri, beklentileri,
yasadiklar1 sorunlar ve bu sorunlara karsi hangi ¢6ziim yontemlerini uyguladiklar1 sorulmustur.
Durulma evresinde bulunan okul midiirleri kariyer evresi ile ilgili verdikleri yanitlar kariyer
kategorisinde incelenmistir. Miidiirler; gelecege yonelik plan yapma, miidiirliikk kariyeri, kariyeri ilging
bulma, kariyeri olumlu algilama gibi kodlarla tanimlanan ifadeler kullanmistir. Bir okul miidiirii kariyer
evresini miidiirliik ve miidirlik makami ile agiklamastir.

... Kariyer evresi olarak miidiirliik; aslinda disaridan bakildiginda olduk¢a rahat ve az da olsa itibar
olan bir makam miidiirliik ... (K8)

...Ben idari géreve aslinda daha ¢ok ¢ocuga dokunabilmek i¢in gectim. Ciinkii ger¢ekten bu meslekte
cocuklarin hayatlarima dokunabiliyorsunuz. Iste bundan dolayr da ben bu isi severek yapiyorum... (K6)

Okul miidiirlerinin beklenti ve sorunlar kapsaminda verdikleri yanitlar su sekilde goriilmektedir. Bu
kapsamda bir okul miidiirii finansal beklenti ve sorunlardan bahsetmistir.

... Burada soylenecek tek sey varsa o da ekonomik sorunlardir... (K35)

Bu evrede bulunan tiim okul midiirleri yasadiklar: sorunlara kars1 6nerdikleri ¢6ziim Onerilerinin
iletisim yoluyla oldugunu ifade etmislerdir. Bu baglamda ¢dzlim 6nerileri alt temasina kategori olarak
iletisim kategorisi olugturulmustur. Buna gore okul miidiirleri su ifadeleri kullanmiglardir.

...Bu sorunun ¢oziimii i¢in bize basvuruyorlar biz de bunun bir sorun olmadigimi adil bir sekilde
davranmaya ¢alisildigim a¢iklamaya ¢alistyoruz izah yontemiyle ¢ézmeye ¢alisiyoruz...(K6)

3.3. Deneyecilik Evresine Yonelik Bulgular

Goriismelerde okul miidiirlerine; kariyer ve kariyer evresi hakkindaki diisiinceleri, beklentileri,
yasadiklar1 sorunlar ve bu sorunlara karsi hangi ¢6ziim yontemlerini uyguladiklar1 sorulmustur.
Deneycilik evresinde bulunan okul miidiirlerine kariyer ve kariyer evresi hakkinda ne diisiindiikleri
sorulmugtur. Bu sorulara verilen yanitlara goére kariyer kategorisi olusturulmustur. Miidiirler terfi,
yonetime ilgili olma, meslege olan baglilik gibi kodlarla tamimlanan cevaplar vermislerdir.
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... Biirokrasinin Verdigi izinler élciisiinde daha yiikselmek Ilce Milli Egitim Miidiirliigii olur sube
miidiirliigii olur bakanlikta olur yani bir tiir planlarimiz var... (K12)

Bu evrede bulunan okul miidiirlerine beklentileri ve sorunlarmnin ne oldugu soruldugunda velilerden
egitime destek beklediklerini ifade etmislerdir. Bununla birlikte sorun olarak finansal yetersizlikleri dile
getirmislerdir. Bu kapsamda veli destegi ve finansal yetersizlik kategorileri olusturulmustur. Bu konuda
okul miidiirleri su ifadelerde bulunmuslardir.

...Egitimde sacayagi vardir bu sacayagimin biri biz digeri veli digeri ise 6grencidir. Bunlardan
birinin eksik olmast siirecin normal iglemesine engel olacaktir. Bu nedenle velilerimizden destek
bekliyoruz egitim adna... (K10)

Velilerden destek beklendigini ifade eden bir diger okul miidiirii 6yle anlatmistir.

...Boyle baktigin zaman biz velilere hep diyoruz dile getiriyoruz ama ¢ok yanasan olmuyor. Bakin
egitim agisindan bizle goniil birligi yapin bu ¢ocuklar i¢in en dogrusu bu olur. Béyle anlatmaya
calistyoruz. Aslinda ben bunu hem sorun hem beklenti sorunuza yonelik anlattim... (K9)

Bu evrede bulunan okul miidiirlerine sorunlara karsi ¢6ziim onerilerinin ne oldugu soruldugunda
iletisim yoluyla ¢6ziim bulmaya calistiklarim ifade etmislerdir. Bu baglamda iletisim kategorisi
olusturulmustur. Okul miidiirleri ise bu konu ile alakal olarak sunlari dile getirmislerdir.

... Ufak tefek stkintilar her yerde olur ancak bunun ¢oziimii iletisimdir bir yonetici iletisim konusunda
olduk¢a iyi olmalidir. Zaten béyle oldugunda da sorunlar sikintilar iletisim kanaliyla ¢oziime
kavusturulur... (K10)

3.4. Uzmanlik Evresine Yonelik Bulgular

Arastirma kapsamindaki goriismelerde okul miidiirlerine; kariyer ve kariyer evresi hakkindaki
diisiinceleri, beklentileri, yagadiklari sorunlar ve bu sorunlara karsi hangi ¢6ziim yoOntemlerini
uyguladiklart sorulmustur. Bu evrede bulunan okul miidiirlerine kariyer evreleri hakkindaki diigiinceleri
sorulmus ve verdikleri cevaplara binaen kariyer adinda bir kategori olusturulmustur. Bu baglamda
midiirler uzmanlik, liyakat ve gibi durumlarin {izerinde durmuslardir.

...Bu konuda adaletin olmasi lazim yani liyakat diyoruz ya bunun yapilmast lazim. Biz belli bir
asamaya gelmigiz artik sen gidip tazecik bir seyden anlamayan birini getiremezsin. Getirdigin zaman
bir siirii problem ortaya ¢ikiyor bak. Hem yillarin tecriibesini hem bu yillarin getirdigi meslekteki
vetkinligi yok saymamalari lazim ben boyle diigtintiyorum... (K15)

Uzmanlik evresinde bulunan okul miidiirlerinin verdikleri yanitlardan yola ¢ikilarak is birligi
kategorisi olusturulmustur. Bu konuda okul miidiirleri su ifadelerde bulunmuslardir.

... Veli beni anlasin bana destek olsun benle birlik olsun, 6gretmenle diyalogum iyi olsun istiyoruz
birlikte giizel isler yapalim istiyoruz... (K14)

Uzmanlik evresinde bulunan okul miidiirleri amaca uygunluk, uygulanabilirlik {izerinde
durmugslardir.

. tist kademelerdeki yoneticilerin alt kademelerden haberdar olmasi buralarin ne durumda
oldugunu buralarda yapilacak etkinliklerin her tiirlii calismanin uygulanip uygulanamayacagini biliyor
olmasit buna yonelik ¢caligmalar yapiyor olmasi... (K13)

Okul miidiirleri goriismelerde finansal sorunlar yasadiklarini dile getirmislerdir. Ayrica bu finansal
sorunlarin ¢6ziimii onlarin beklentisi olmustur.

... 6denek vermesi lazim ki biz bu zor durumda kalmayalim. Biz Okul miidiiriiyiiz ya bizi neden dilenci
konumuna diistiriiyorlar. Biz okul miidiiriiyiiz egitimciyiz bu konuda tam olarak ¢ikmaz da kaldik bizi
neden bu ¢ikmaz da birakiyorlar bize egitim adina bir seyler yapmaliyiz dilencilik degil... (K15)

Uzmanlik evresinde bulunan okul miidiirleri sorunlarina iletisimi kullanarak ¢6ziim bulduklarin
ifade etmislerdir.

... her konumda durumda yasanacak bir olay onu da yine iletisim ile ¢é6zmeye ¢alisiyoruz... (K16)
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3.5. Sakinlik Evresine Yonelik Bulgular

Goriismelerde okul miidiirlerine; kariyer ve kariyer evresi hakkindaki diigiinceleri, beklentileri,
yasadiklar1 sorunlar ve bu sorunlara kars1 hangi ¢6ziim yontemlerini uyguladiklari sorulmustur. Sakinlik
evresinde bulunan okul miidiirlerine kariyer ve kariyer evresi hakkinda diislinceleri soruldugunda
tecriibe, mesleki sayginlik, meslektaslarina profesyonel yardim ve gelecege yonelik planlarinin
olmamasi gibi konular {izerinde durmuslardir. Bu yanitlara bakildiginda kariyer kategorisi olusturulmus
olup bu kapsamdaki bulgular incelenmistir. Bu konuya su yanitlar verilmistir.

...ilk basladigimiz giinden bugiine kadar ¢ok sey gelisti teknoloji gelisti diinya gelistigi i¢cin bizde
gelistik teknolojiyle artik biz de bilgisayarla egitim uzaktan egitim gibi kullanmaya basladik. Bu alanda
gelismeler oldu bizde tecriibe ettik. Insan gorev yaptikca tecriibe kazamr zaten égretmenlerin en biiyiik
seyi tecriibedir bilgiden daha ¢ok tecriibe ¢ok onemlidir... (K20)

Bu evrede bulunan bagka bir okul midiirii 6gretmenlik meslegine sayginligin {izerinde
durmustur.

...Ogretmene olan saygimin kazandirilmas: amaciyla farkli calismalarin yapilmasin isterdim. Ciinkii
artik 6gretmenlik sayg goren itibar goren bir meslek degil. Soyleyeceklerim bu kadar... (K18)

Sakinlik evresinde bulunan okul miidiirleri yasadiklar1 sorunlari finansal kaynakli sorunlar
oldugunu ifade etmislerdir. Bu baglamda ayr1 bir kategoride elde edilen bulgular incelenmistir.
Miidiirler, finansal yetersizlikleri su sekilde dile getirmislerdir.

...Ekonomik sitkintilardan da géyle bahsedebilirim biz ozel okullardan Farklyiz okula kira
vermiyoruz dogalgaz elektrik su ogretmene highirine para vermiyoruz bir tek personel olarak
¢alisanimiz var. Bir tek ¢caligsan i¢in paraya ihtiyacimiz var... (K19)

Sakinlik evresinde bulunan okul miidiirleri tiim sorunlara konusma, ikna etme gibi yollan
kullanarak ¢oziim getirmeye calistiklarmi ifade etmislerdir. Bu baglamda iletisim kategorisi
olusturulmustur. Bu konu iizerinde okul miidiirleri sunlar1 sdylemistir.

... velilere gerekli bilgilendirmeleri yapryoruz. Seminerler yapiyoruz. Onlarla konusarak giizel giizel
ifade ederek bazi seyleri ¢ozmeye ¢alisiyoruz... (K19)

4. SONUC VE TARTISMA

Bu caligma kapsaminda elde edilen sonuglar su sekilde siralanmaktadir. Kariyere giris evresinde
bulunan okul miidiirlerinin yagadiklar1 gerceklik soku, baslangic coskusu yagamasi ve basartya karst
odiillendirilmenin olmadigim ifade etmislerdir. Okul miidiirleri, finansal yetersizliklerin oldugundan
bahsetmis ve bunu sorun olarak ifade etmislerdir. Buna ek olarak biirokrasi sorunlarina deginmislerdir.
Beklenti olarak bu sorunlarin bir an dnce ¢oziime kavusturulmasi i¢in ¢caligmalar yapilmasi gerektigini
ifade etmislerdir. Coziim Onerisi olarak iletisim yolunu kullandiklarini dile getirmislerdir. Tiim bunlar
g6z Oniine alindiginda bu agamada okul miidiirlerini destekleyici bir ortamin bulunmasi onlarin
kariyerlerinin bu agamasinda istekli ve yetenekli olmalari igin 6nemli faktdr olmaktadir (Hong, Day ve
Greene, 2017).

Durulma evresinde bulunan okul miidiirleri yine Bakioglu’nun ¢alismasinda ifade edilen gelecege
yonelik plan yapma, midiirliikk kariyeri, kariyeri ilging bulma, kariyeri olumlu algilama gibi konular
iizerinde durmus ve bunlarla aciklanan ifadelerde bulunmuslardir. Bakioglu (1996) durulma evresinde
bulunan 6gretmenler icin kariyer girisi evresinde bulunan 6gretmenlere gore kariyerlerine karsi daha
ilgili olduklarini ifade etmistir. Bu ¢alismada yapilan goriismelerde de okul miidiirlerinin bu evrede daha
aktif olma ¢abasi i¢inde oldugu goriilmektedir. Okul miidiirleri, finansal yetersizliklerin oldugundan
bahsetmis ve bunu sorun olarak ifade etmislerdir. Durulma evresinde bulunan miidiirler sahadan fikir
alimmadigi tim caligmalarin yukardan inme oldugunu ifade etmislerdir. Miidiirlerin beklentileri
sorunlarin ¢oziimiine destek bekledikleri olmustur. Coziim Onerileri ise iletisim yontemi olarak ifade
edilmistir.

Deneycilik evresinde bulunan okul miidiirleri calismaya paralel bir sekilde terfi, yonetime ilgili olma,
meslege olan baglilik iizerinde durmuslardir. Okul miidiirleri, finansal yetersizliklerin oldugundan
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bahsetmis ve bunu sorun olarak ifade etmislerdir. Bu evrede bulunan 6gretmenler kendilerini bilgi ve
beceri kapsaminda yeterli hissettiklerinden dolay1 kurumlarinda daha ¢ok sorumluluk sahibi olmay1
tercih ettikleri diisiiniilmektedir (Korumaz ve Kocabag, 2014). Deneycilik evresinde bulunan miidiirler
velinin destegini alamadiklarini, uzmanlik evresinde bulunan miidiirlerin de veli is birliginin olmayigini
sorun olarak dile getirmislerdir. Beklenti olarak bu sorunlarin bir an 6nce ¢dziime kavusturulmasi igin
caligmalar yapilmasi gerektigini ifade etmislerdir. Coziim Onerisi olarak iletisim yolunu kullandiklarini
dile getirmislerdir.

Uzmanlik evresinde bulunan okul miidiirleri, uzmanlik ve liyakatin &nemi konusuna deginmislerdir.
Okul miidiirleri, finansal yetersizliklerin oldugundan bahsetmis ve bunu sorun olarak ifade etmislerdir.
Uzmanlik evresinde bulunan miidiirleri veli is birliginin olmayisin1 sorun olarak dile getirmislerdir.
Bununla birlikte yapilan ¢aligmalarin amaca uygun ve uygulanabilir olmamasi konusuna deginmiglerdir.
Beklenti olarak bu sorunlarin bir an 6nce ¢oziime kavusturulmasi i¢in ¢aligmalar yapilmasi gerektigini
ifade etmislerdir. Coziim &nerisi olarak iletisim yolunu kullandiklarim dile getirmislerdir. Ulkemizde
yapilan ilgili ¢aligmalara da bakildiginda 6gretmen ve yoneticilerin ¢ogu bir¢ok sorunun kaynagim
sistem ve uygulamalardan kaynaklandigini ifade etmislerdir (Isik ve Bahat, 2019). Bu agidan
bakildiginda uzmanlik evresindeki miidiirlerin liyakata vurgu yapmalari, liyakatin uygulanmadigini
ifade etmeleri {ilkemizdeki ¢alismalarla da ortiismektedir.

Sakinlik evresinde bulunan okul miidiirleri ise yine ¢alismaya paralel olarak profesyonel yardim ve
gelecege yonelik planlarinin olmamasi gibi konulardan bahsetmiglerdir. Okul miidiirleri, finansal
yetersizliklerin oldugundan bahsetmis ve bunu sorun olarak ifade etmislerdir. Beklentileri sorun olarak
nitelendirdikleri noktalarda ¢6ziim bulunmasidir. C6ziim Onerileri ise iletisim yontemini kullanmak
olarak ifade edilmistir. Sakinlik evresinde bulunan okul miidiirleri mesleklerinin son demlerinde
olduklari icin gayretlerinin azaldig: goriilmektedir (Inand1 ve Ozkan, 2006). Bundan dolay1 da sadece
finansal kaynaklar1 sorun etmekte diger sistemsel sikintilarla ilgilenmemektedir.

Arastirma kapsaminda okul miidiirleri hangi evrede olursa olsun ayni sorundan ve beklentiden
bahsetmistir. Bu baglamda yoneltilen sorularda akillarina ilk gelen cevap hep finansal sorunlar olmustur.
Okul miidiirleri bu finansal sorunlari ifade etmekten diger sorunlar1 anlatmakta, agiklamakta giigliik
¢ekmiglerdir. Goriismelerde goriilmiistiir ki MEB’de gorev yapan okul miidiirleri belirgin olan bu
finansal sorunlar1 ifade ederken rahatlikla konusmuslar ancak daha farkli sorunlarin ifadesinde ¢ekinceli
ve kapali kalmayi tercih etmislerdir. Yoneltilen farkli sorular ile diger sorunlar ortaya ¢ikarilmaya
calisilmigtir. Okul miidiirlerine ¢6ziim 6nerilerinin ne oldugu soruldugunda biitiin okul miidiirleri tim
durumlarda iletisim yontemini kullandiklarini ifade etmislerdir.

Alan yazin incelendiginde de okul miidiirlerinin yasadigi en belirgin sorun mali sorunlar oldugu
goriilmektedir. Bu baglamda ortaya ¢ikan bu sonucun alan yazinla uyumlu oldugu goriilmektedir.
Aslanargun ve Bozkurt (2012) yaptig1 calismada yoneticilerin okul biitgesinin yetersizligine iliskin
yasadiklar sikintilart dile getirmistir. Yine alan yazinda maddi yetersizliklere deginen ve bu sorunlarla
ugrasmaktan ogretimsel durumlarla ilgilenilemedigini ifade eden ¢alisma bulunmaktadir (Demirtas ve
Ozer, 2014). Goriildiigii gibi alan yazina bakildiginda okullarda maddi yetersizligin olmas1 okul
miidiirlerinin en biiyiik sikintisi olmaktadir. Bunu destekleyen alan yazinda bir¢ok c¢alisma
bulunmaktadir (Celikten, 2004; Turan, Yildirnm ve Aydogdu, 2012). Bununla birlikte uluslararasi
calismalarda da okul miidiirlerinin benzer sorunlar yasadiklar1 goriilmektedir. Ornegin ABD’de yapilan
bir ¢aligmada yine okul miidiirlerinin finansal kaynaklarda eksiklik yagsamaya baslamasindan dolay1
sikintilar yagadigr dile getirilmistir (Wise, 2015). Bu agidan bakildiginda kiiresel olarak sorunlarin
benzerlik gosterdigi goriillmektedir.

Okul miidiirlerinin yagadig1 sorunlar ele alindiginda farkli evrelerde bulunan okul miidiirlerinin bagka
baska sorunlari dile getirmesi onlarin farkli bakis agilarinin oldugunu ortaya koymaktadir. Ayrica alan
yazinda okul yOneticilerinin yasa veya daha farkli 6zelliklerine gore farkli davramslar sergiledikleri ya
da sorunlar1 algilama sekillerinin degisebildigi goriilmektedir. Arslan’in (2019) yaptigi ¢alismaya gore
50 yas ustii okul midiirlerinin daha az sorun yasadiklarini dile getirilmistir. Uluslararas1 yapilan
caligmalara bakildiginda her okul miidiiriiniin farkli durumlar1 sorun olarak algiladiklarini Portekiz’de
yapilan ¢alisma ifade etmektedir (Espuny ve dig., 2020).
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Bu ile calisma yapilan goriismelerden yola gikilarak sunlar sdylenebilir. Ulkemizde her evreden okul
midiiri bulunmaktadir. Okul miidiirii olmak i¢in herhangi bir evrede olmak ya da yaygin olarak belli
evrede okul miidiirii olarak gorevlendirmek gibi herhangi bir kriter bulunmamaktadir. Okul miidiirleri,
bulunduklar kariyer evresine gore miidiirligii, kariyeri ve kariyer evresini Bakioglu’nun (1996) yaptigi
caligmaya paralel olarak ifade etmektedir. Hangi sorunlarla karsilagtiklari soruldugunda farkli evrelerde
farkli sorunlar dile getirilmistir. Ancak bes farkli evrede bulunan tiim miidiirlerin beklentisi, genel
sorunu ve ¢oziim onerileri hep ayni olmustur.

5. ONERILER

Okul miidiirlerinin ifade ettikleri finansal sorunlarin ¢éziilmesi hem okul midiirleri agisindan hem
de iilkemiz egitim standartlarinin artmasi agisindan 6nem tasimaktadir. Bununla ilgili ¢aligmalar
yapilmalidir. Buna ek olarak Okul miidiirleri atanmasi veya gorevlendirilmesinde kariyer evreleri goz
Oniine alinmalidir. Arastirmacilar iilkemizin farkli bolgelerinde buna benzer ¢alismalar yaparak ne gibi
sonuglar ortaya g¢ikacagim gozleyebilir. Yapilan calisma nitel arastirma yaklagimi ile yapilmustir.
Aragtirmanin genellenmesi agisindan nicel arastirma yaklasimi kullanilarak daha genis kitlelere
ulagilabilir. Hem daha genis kitlelere ulagmak hem de isin mutfaginda ne gibi sorunlar yasandigin
derinlemesine incelemek adina karma aragtirma yontemi kullanilarak bir ¢caligma yapilabilir.
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Abstract

This research aims to reveal the problems encountered by private school teachers. The research
population consists of teachers working at private schools in central districts of Mersin. The participants’
opinions were collected through a questionnaire developed in the research. Their scores were tested for
differentiation with respect to variables such as gender, age, seniority year, education level, and major.
According to the findings obtained from the research, private school teachers reported the following
problems: their daily working hours in private school are longer than they should be, their weekly
working hours in the school are long, wages they receive do not worth their labor, wages they receive
are at a level which damages the reputation of teaching profession, extra payments given other than
salary are not enough, and parents have very high expectations from teachers beyond their duties.

Key words: private schools, private school teachers, teacher problems.

1. INTRODUCTION

Educational institutions are discussed as public and private in terms of provider of the service. Unlike
public schools, private education institutions are for-profit institutions with a business relationship
between the founder/founder’s representative and administrator/educational personnel/other personnel
and have a business contract that put these parties into a mutual right and debt relationship (Cigek, 2009).
As with many educational systems in the world, the reshaping of state roles in Turkey in the 21% century
has witnessed the transformation of education services into a private commodity rather than a public
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commodity, while taking out education from the basis of national goals and placing it on the basis of
interest (Ogreten, 2008).

Seeing private education as a public service is a relatively modern understanding. On the other hand,
education in ancient China, India, Greece, and Egypt was largely conducted by private tutoring. It is
stated that the history of private education in Turkey may have started with private courses taken by
senior administrators during the Seljuk and Ottoman periods (Ata, 2006). The first private secular
schools were opened for those belonging to religious minorities and foreigners, and then public schools
and private Turkish schools were opened (Hosiklimci, 2011). Dariissafaka, Terakki, and Fevziye schools
are examples of private Turkish schools opened during the Ottoman period. Also, TED Ankara College
is the first private Turkish school opened during the Republican period (Eren, 2005). Nowadays, private
schools are for-profit enterprises, operating under the supervision of the Ministry of National Education
(MoNE; Onaran, 2018). Since the 2000s, significant increases have been observed in the number of
private schools and the number of students and teachers in these schools in Turkey. The increases
observed in the share of private education with respect to number of students in levels of education and
in total in recent years are shown in Figure 1.
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Figure 1. Share of private education students in the MoNE total
Note: Shares of private education in total according to school levels (%). The percentages shown in dark blue
represents shares in all levels. The proportion of the number of students studying in private schools to the total
number of students (%) was computed, using the Ministry of National Education data. Adapted from National
Education Statistics 2012-13 — 2020-21, 2022, MoNE, open access: http://sgb.meb.gov.tr/www/resmi-
istatistikler/icerik/64

The share of private education, calculated according to the number of students by using MoNE (2022)
official statistics, increased from 3.5% to 7% in total between 2012 and 2020. The share of private
education is about 16% in preschool, 8.5% in secondary education, 6% in secondary school, and 5% in
primary school. While private education has the most share in preschool, the highest increase took place
in secondary education between 2012 and 2020 among general education levels. Considering the number
of teachers, the highest share is seen in non-formal education institutions by 83% (MoNE, 2022).

In addition to the expansion in private education, the importance of public schools in terms of the
sector should not be ignored. Among their other contributions, public schools play a critical role in
developing human resources in private education. However, the belief that private schools increase
quality by attracting qualified teachers from public schools has an important place in swiftly increasing
the share of private sectors in education. For some families, school preferences for private education
might be independent of the tuition fee. As a matter of fact, the expansion of private education is a trend
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observed not only in Turkey but also in the world, especially in developing countries. Among the reasons
for the increasing demand for private education are the high expectations for teaching quality, the quality
of other services provided alongside education, and the preferences of parents in terms of the social and
emotional development of their children. Generally, the demand for private education is perceived to be
related to serving the expectations of the middle and upper classes. It is believed that parents can find
appropriate physical environments, peer relationships, qualified teachers, smaller classes, and more
quality parent education for their children in private schools rather than public schools. Parlar (2006)
states that among the reasons for parents to change schools, it is of great importance for them to believe
that their children will grow up more qualified in a private school. Besides parent preferences, student
preferences may also be important in choosing private schools. Students may prefer private schools for
reasons such as social acceptability, peer interaction, communication with teachers, student-centered
management, comfortable environments, rich extracurricular activities, and so forth.

In terms of the management of the public budget, private education can be considered one of the
solutions to financing of education. Turkish Statistical Institute (TUIK; 2021) provides educational
expenditure data in Turkey per student, service provider, and financial resource. Private expenditures
according to financial resource comprise direct and transfer expenditures covered by households and
private legal entities. Moreover, government also makes transfer payments to households in the form of
scholarships etc. Some international institutions like European Union (EU) and World Bank finances
some education projects, as well. Table 1 shows that the share of the private sector in total education
expenditures in Turkey is around 25%, and that this share has increased until 2018 and has decreased
slightly in the last two years.

Table 1. Total education expenditures by funding sources (million TL) and shares (%)

Year Total Public % Private Transfer % International %
2011 77 308 59 309 76.72 21551 3816 22.94 264 0.34
2012 93 041 69 383 74.57 28015 4 655 25.11 298 0.32
2013 106 041 79 224 74.71 31541 5195 24.85 470 0.44
2014 122 741 90 674 73.87 37 480 5863 25.76 450 0.37
2015 135249 101 612 75.13 40 149 6 867 24.61 355 0.26
2016 160 733 121 550 75.62 47 955 9270 24.07 498 0.31
2017 176 452 131 488 74.52 55039 10 606 25.18 530 0.30
2018 219 363 161 405 73.58 70 669 13 427 26.09 716 0.33
2019 259 220 191 795 73.99 80990 14 469 25.66 904 0.35
2020 270921 202 363 74.69 81398 14112 24.84 1272 0.47

Note: In order to reach the private sector share in the total, transfer expenditures from the public to the household
must be subtracted from private sector expenditures. Adapted from Education Expenditure Statistics, 2020, TUIK,
2021. Open access: https://data.tuik.gov.tr/Bulten/Index?p=Egitim-Harcamalari-Istatistikleri-2020-37199

Turkey is one of the countries with the highest share of private education sector expenditures among
Organization of Economic Cooperation and Development (OECD) countries. The OECD average is
10% and the EU average is 17% (OECD, 2021, Table C3.1, p. 264). According to research carried out
by TUIK (2021), the share of personnel expenditures in the total expenditures of private education
institutions was the lowest by 35% in 2013 and the highest level by 48% in 2019 (between 2011-2020).
A total of 87,000 teachers were working in private schools in basic and secondary education in 2013.
This number increased to 175,000 in 2019 (MoNE, 2022). In 2020, the number of teachers decreased to
162,000 and the share of personnel expenditures in total private sector expenditures decreased to 46%.
The share of personnel expenditures in the expenditures of the public educational institutions is around
70-75%. A conclusion drawn from these data is that while the number of teachers in private education
doubled from 2013 to 2019, the total expenditures on personnel did not increase at the same level. It
appears that the increase observed in 2019 and 2020 was achieved by cutting other current expenditures
(TUIK, 2021). As a result, one could argue that there are difficulties in maintaining low student/teacher
ratios and high other current expenditures per student, which can be considered indicators of the quality
of private education.

Some findings show that increasing the share of the private sector in education contributes to
increasing the quality of education. However, it would be a meager approach to link the quality
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improvement in education only to the privatization of education (Yigit, 2008). Among the factors
affecting the demand for private education in Turkey, the perception of success and quality in the
transition to an upper level is the most prominent. In Turkey, there is a widespread perception that the
education system is exam-oriented and that these exams determine students’ future, but the education
given in public schools cannot provide success in central exams. This situation leads to the increasing
importance of supportive preparatory institutions, serving as private education course centers where out-
of-school education is provided and tests similar to the questions appearing in central exams are solved
(Boran et al., 2017). On the other hand, job applications made by preservice teachers not appointed in
public schools to private education course centers have reached quite high numbers. In the oversupplied
market, teachers may end up in signing contracts that restrict their rights in terms of job security, working
hours, social security, wages, and so forth. In addition, it has been determined that teachers are forced
to accept negative working conditions such as receiving a resignation letter, issuing a promissory note,
not abolishing their internships, and drudgery works when making contracts (Boran et al., 2017;
Demirer, 2012).

Employment and income issues of teachers not appointed in public schools restrict their mere rights
and worsen their economic conditions when they start working in the private sector (Cicek, 2009;
Demirer, 2012). Yilmaz and Altinkurt (2011) state that the working conditions of teachers who have
just started working in course centers are very heavy and yet they do not get paid for their effort.
Teachers working in private education institutions also experience other problems besides economic
problems. As a result of an insufficient quota for teachers waiting for an employment in public schools,
the number of teachers seeking employment in the private sector has increased, and the oversupply
causes teachers to accept more responsibilities for low wages (Onaran, 2018). When compared to public
school teachers, other problems experienced by private school teachers include inadequate job security
and high expectations of students and parents despite low wages, students’ insensitive, disrespectful,
and rude behaviors, unwillingness to do homework, not obeying the rules, even trying to put pressure
on teachers, school administration's control-focused approach and evaluation of teacher success
according to the central exam results (Bing6lbali, 2018). The problems experienced by private school
teachers can be considered in four dimensions as low salaries and wages, long working hours, contract
violations, and administrator qualifications.

Wages should be determined fairly and based on the amount and quality of work. Like every
individual, the basic needs of teachers also come first in the hierarchy of needs (Bozkurt, 2013). The
most important problems are failing to set a minimum wage for teachers, experiencing problems with
the implementation of even the general minimum wage, and retaking some of the minimum wage
specified in the contract from teachers under various names (Giil, 2008). In addition, not paying the
wage in the contract within the due period is another problem related to salaries (Cigek, 2009, p. 69-70).
Long working hours combined with low wages negatively affect teachers’ job satisfaction (Basturan,
2018). According to the equity theory, teachers compare the ratio of their wages (output) to the efforts
(input) they exert with those of other teachers. When compared with the ratios achieved by others such
as public-school teachers, it indicates that there is an imbalance in the teacher’s emotional state. This
imbalance should be eliminated in one way or another. In addition to salaries and wages, social services
such as bonuses, financial rewards, free meals, allocation of shuttle services for transportation,
establishment of workplace social facilities, food assistance, lodging allocation, and fuel assistance can
be other factors that may satisfy the financial expectations of employees (Bozkurt, 2013).

Private school teachers usually work with one-year contracts, which becomes a stressful factor in
schools during the contract renewal period each year (Agirbay, 2018). Short-term contracts may harm
the right to job security. Some teachers, on the other hand, work based on part-time employment
contracts for a fee without having any affiliation with the institution. Another type of contract is an
indefinite-term employment contract that is concluded without an agreement for a definite period of
time (Cigek, 2009). In some cases, it is stated that teachers have problems because the terms of
termination had not been clearly specified in the contract; and also, with using sick leave during illness
and making full use of official days (Boran et al., 2017). The teaching profession is a specialized
profession that requires long-term relationships. To increase productivity in education within a
democratic management approach, teachers’ job anxiety should be eliminated.
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In addition to high expectations of parents and students from private school teachers, administrators
also expect high performance, and thereby teachers demonstrate higher performance than public school
teachers (Cokgezen & Terzi, 2008). This situation may turn into a pressure to extend the daily and
weekly working hours of teachers (Cigek, 2009; Yilmaz & Altinkurt, 2011). However, there is a
maximum period during which private education teachers can be employed like public school teachers
(45 hours a week per labor law; Cigek, 2009). Alongside the course load and other tasks assigned by the
administration, teachers need to devote time to their professional development, curriculum development,
and providing appropriate teaching and feedback to students (Boran et al., 2017). On the other hand,
course center teachers should take extra time to prepare one-on-one lessons, tutoring, and questions
(Demirer, 2012). Teachers with increased daily and weekly working hours cannot spare enough time for
themselves to relax, have fun, and improve themselves, and time management becomes a problem.

Research studies on effective schools show that school administrator is one of the critical factors of
effective schools. School administrators can change the school climate by creating a flexible
management structure in proportion to their attitudes, behaviors, and qualifications (Tas, 2009).
Therefore, administrators are expected to have high communication skills. When teachers and
administrators are asked about their communication skills, administrators score themselves higher
(Yasar Akbas, 2018). A sense of empathy should develop to close the gap between the evaluations of
the two parties. Administrators should pay attention to their attitudes and behaviors such as
discrimination, extreme distancing, and insensitivity, which lead to loss of trust (Bozkurt, 2013). Trust
is a factor that deeply affects the relationship between the administrator and the employee and thereby
the organizational success (Y1ilmaz, 2009). At this point, the leadership skills of school administrators
gain significance. Most school administrators seem to have insufficient knowledge and experience
regarding instructional leadership (Aydin, 2010). In addition to leadership, school administrators should
establish more democratic schools by managing well the processes such as motivation, communication,
and change and try to keep away from the autocratic understanding of management (Tase1, 2013). A
democratic environment increases teachers’ gratification. Teachers’ gratification from their jobs
influences job satisfaction and job satisfaction influences productivity (Bozkurt, 2013). Therefore, it
would be appropriate to state that some of the problems of teachers stem from administrator
qualifications.

This list of problems could be extended undoubtedly. By solving the problems in education, the goal
of quality education for everyone can be approached a step closer. This study was conducted to
determine the level of problems experienced by teachers working in private schools in Toroslar,
Akdeniz, Yenisehir, and Mezitli districts located in the center of Mersin province according to the
opinions of private school teachers. In this respect, solutions to problems experienced by private school
teachers at high levels can be generated. This study may also be important for teachers working at private
institutions and those teacher candidates seeking employment in private institutions in terms of
providing a perspective for problems they may encounter during their professional lives.

In this research following questions were tried to be answered:

According to the opinions of private school teachers, what are the problems experienced by teachers
working in private schools?

Sub-research questions:
1. What are the opinions of private school teachers about problems they have experienced?

2. Do private school teachers’ opinions on the problems they experience differ significantly by
gender, age, professional seniority, education status, education level, and major variables?

2. METHOD

A descriptive survey model, applied within the scope of quantitative research methods, was
implemented in this study. The relevant literature was examined, the population and the sample were
determined, teachers were asked about their problems by conducting a pilot study, a data collection tool
was developed and administered by using the identified problem areas and keywords, and the scores
obtained from the responses provided to the questionnaire were evaluated using a Likert type scale and
were subjected to variance analysis according to some variables.
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The study population consists of 1,458 teachers working in the central districts of Toroslar,
Yenigehir, Akdeniz, and Mezitli in Mersin in 2018-2019 school year. The detailed number of teachers
in the universe and the population of the districts are presented in Table 2.

Table 2. The number of private schools and teachers in four central districts of Mersin

District Total Preschool Primary school Middle High school
population school
2019 School N School N School N  School N School N
Akdeniz 262.265 9 215 0 0 0 0 0 0 9 215
Mezitli 204.240 25 396 1 1 7 84 8 129 9 182
Toroslar 303.010 47 361 10 32 9 75 12 123 16 131
Yenigehir 266.117 100 1931 17 158 16 319 25 524 42 930
Total 1.035.632 181 2902 28 190 32 478 45 776 176 1458

Note: The population data were obtained from the 2020 Address-Based Population Registration System (ABPRS;
https://biruni.tuik.gov.tr/medas/?kn=95&locale=tr) (TUIK, 2020), and the number of teachers were obtained from
Mersin Province National Education Department.

According to the information obtained from the ABPRS, the population of Mersin Province is
1,840,425 by the end of 2019, where the total population of ages 5-19 is 429,887 (TUIK, 2020). The
study sample consisted of all the teachers who could be reached based on availability and voluntariness,
and thereby 12% of the population were reached. After discarding the questionnaire forms excluded
from the analysis due to incomplete and/or incorrect filling, the study was carried out with 352 teachers
working in private schools in four central districts of Mersin. Detailed information on the number of
teachers according to gender, years of seniority in the teaching profession, age, major, and education
level is given in Table 3.

Table 3. Distribution of participants by demographic variables (n = 352)

Variable

Category n %
Gender Female 199 56.5
Male 153 43.5
20-30 172 48.9
Age 31-40 139 395
41-50 41 11.6
1-5 years 168 47.7
Seniority 6-10 years 91 25.9
11-15 years 52 14.8
16-20 years 41 11.6
Preschool 7 2.0
Education level Primary school 24 6.8
Secondary school 135 38.4
High school 186 52.8
Physical Education, Music, Drawing 29 8.2
Religious Culture and Moral Knowledge 13 3.7
Electric, Electronic, Information Technology, Energy, Food 14 4.0
Philosophy, Guidance 26 7.4
Major Science, Physics, Chemistry, Biology 70 19.9
Mathematics 59 16.8
Classroom Teacher 21 6.0
Social Studies, History, Geography 38 10.8
Turkish 39 11.1
Foreign Language 43 12.2
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2.2. Data Collection Tools

In this study, data were collected from the private school teachers included in the sample by
administering a questionnaire developed by the researchers, consisting of items reflecting the problems
encountered by private school teachers and the extent to which they agreed with having experienced
these problems. During the preparation of the data collection tool, a semi-structured Teacher Interview
Form developed by the researcher was used for private school teachers, and anonymous forms were
collected from 17 teachers in a sealed envelope. Keywords were extracted from the texts obtained from
the interview forms, and survey questions were created by using them to determine the problems of
private school teachers. The questionnaire form created was administered to seven teachers and feedback
was received about the questionnaire. Corrections were made to the questionnaire according to the
feedback and then necessary redactions were made on the questionnaire items by obtaining the opinions
of six experts working as faculty members at Mersin University and the questionnaire was finalized.
The final version of the questionnaire comprises 30 items. Items are scored by means of a five-point
scale placed between “strongly agree” and “strongly disagree”. Because the questionnaire used in this
research was developed in order to obtain opinions, not perceptions or attitudes, of teachers, the sub-
dimensions of the scale was not determined through factor analysis.

2.3. Data Collection

In the application stage of the data collection tool, teachers were interviewed in private schools, and
questionnaires were delivered in person. Teachers were asked to fill out these questionnaires based on
their free will, without being under any pressure. In the spring semester of the 2018-19 school year,
around 500 volunteer private school teachers were reached in April and given a questionnaire form, and
400 forms were collected back. After discarding incomplete and incorrect responses, it was determined
that 352 were valid.

2.4. Data Analysis

The findings obtained from the data collection tool were analyzed through a five-point Likert type
scale showing the level of agreement of teachers and it was determined which questionnaire items the
teachers agreed with more. The scores obtained from the questionnaire were interpreted according to
following criteria: 1-149 “strongly disagree”; 1.5-2.49 “disagree”; 2.5-3.49 “neither agree nor disagree”;
3.5-4.49 “agree”; 4.5-5.0 “strongly agree”. The scores obtained from teachers were subjected to
differentiation analyses in terms of gender, years of seniority in teaching, age, graduation, major, and
school type variables. Using #-test, ANOVA, and Kruskal-Wallis tests in the SPSS program, analyses
were performed on whether the opinions of teachers relating to question items yielded statistically
significant differences. Levene test was used to analyze equality of variances; and Dunnet test was
carried out to determine the sources of between-group differences.

3. FINDINGS

In this study, data were collected from teachers working in private schools through a questionnaire
developed by the researchers, consisting of 30 problems experienced by teachers working in private
schools and the items reflecting the extent to which they agreed with having experienced these problems.
Table 4 shows the findings related to the research question “What are the opinions of private school
teachers about problems they have experienced?”

Table 4. Mean and standard deviation of scores obtained from the questionnaire items

No Items n X SD

1 Ithink that my daily working hours at school are more than they should be. 352 3.51 1.442

2 Ithink that the weekly working hours I spend at school are more than they should be. 352 3.37 1.444

3 I think the workload I bring home is more than it should be. 351 2.65 1.420

4 Ithink that the salary I receive is less than the value of my work. 352 3.80 1.341

5 Ithink that the salary I receive is at a level that damages the reputation of the teaching 352 3.37 1.456
profession.

6 In my relations with parents, I experience situations where I feel that my reputation asa 351 2.27 1.323
teacher is damaged.
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7  In my relationships with the students, I experience situations where I feel that my 352 232 1.356
reputation as a teacher is damaged.

8 I think that the administration gives too much work to teachers beyond their duties. 352 245 1.322

9 I think that my working conditions at school negatively affect my health. 352 2.43 1.369

10 T think that my rights in the contract I signed at school are violated. 352 2.37 1.458

11 Tam concerned about losing my job because the contracts are short-term. 352 3.1 1.561

12 Tam having problems in my private life because I cannot get my salary on the due day. 352 2.38 1.524
13 T experience situations where I feel that my reputation has been damaged in my relations 352 1.97 1.225
with the administration.

14 1 think that the physical conditions of the school prevent me from doing my job 352 2.21 1.282
properly.
15 1think that the salary cut penalties negatively affect my motivation at work. 350 2.37 1.515
16 1 think that my working conditions at school negatively affect my family life. 351 2.44 1.413
17 1think that my working conditions at school negatively affect my social life. 351 2.77 1.464
18 1 think the payoff for the shared workload is not fair compared to my co-workers. 352 2.75 1.475
19 I do not trust the school administration. 352 1.92 1.269
20 The work I do at school does not satisfy me morally. 352 2.42 1.473
21 I feel that there is pressure on me in evaluating students. 351 2.37 1.398
22 1 think that extra payments other than salary are not enough. 349 3.25 1.577
23 I think that parents have expectations from teachers beyond their duties. 352 3.20 1.454
24 1 think that students have expectations from teachers beyond their duties. 352 2.97 1.432
25 1 think that parental pressure on me negatively affects my productivity at school. 352 2.33 1.348
26 1 think that administrators have expectations from teachers beyond their duties. 351 2.63 1.456
27 1think that the pressure of the administrator on me negatively affects my productivity at 351 2.38 1.427
school.
28 1 think that the lack of materials at school prevents me from doing my job properly. 351 2.87 1.435
29 Tam concerned that school security is not established adequately. 351 2.04 1.280
30 I think that pregnant teachers do not have job security. 350 2.72 1.693

According to the mean scores obtained from each question, the highest agreement to the problems
experienced by teachers working in private schools was found in items 4, 1, 5, 2, 22, 23, and 11,
respectively. The lowest agreement was observed in items 19, 13, and 29. Of items that teachers
expressed agreement with, items 4, 5, and 22 were about the salary and payment, items 1, 2, and 23
about working hours, and item 11 about short-term contracts. Their level of agreement with these items
ranged between “neither/nor” and “agree”. The items that teachers considered the least problematic were
about the administrator qualifications. They showed “disagree” response to these items. However, there
were no any item referring to problems that teachers strongly agree or strongly disagree with.

Findings related to the research question “Do private school teachers’ opinions on the problems they
experience differ significantly by gender, age, professional seniority, education status, education level,
and major variables?” showed significant differences only in a small number of items. There were no
differences in opinions on any of the items per gender and education status variables. However, there
were significant differences in teacher views according to one question related to age (item 6), three
questions related to professional seniority (items 6, 28, and 30), three questions related to the education
level (items 3, 11, and 30), and three questions related to major (items 4, 5, and 22) variables.

The age variable of teachers was addressed under three categories of 20-30, 31-40, and 41+. ANOVA
results on whether the mean scores obtained from the questionnaire items differ by age are presented in
Table 5.

Table 5. ANOVA results according to age variable

Sum of squares daf Mean square F p Difference Impact
Between groups 15.452 2 7.726 4.501 .012 1-2 .025
Item 6 Within groups 597.375 348 1.717
Total 612.826 350

»<0.05
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Accordingly, it was found that teachers aged 31-40 agreed that “their reputations as teachers were
damaged in their relationships with parents” compared to teachers aged 20-30.

The years of seniority of teachers working in private schools were addressed under four categories
as 1-5, 6-10, 11-15, and 16+ years. Table 6 shows the ANOVA results on whether the mean scores
obtained from the questionnaire items differ by professional seniority.

Table 6. ANOVA results according to professional seniority variable

Sum of squares df Mean square F p Difference Impact

Between groups 17.738 3 5.913 3.448 .017 1-4 .029
Item6 Within groups 595.088 347 1.715

Total 612.826 350

Between groups 18.447 3 6.149 3.038 .029 3-4 .026
Item28 Within groups 702.259 347 2.024

Total 720.707 350

Between groups 33.015 3 11.005 3.937 .009 1-4 .033
Item30 Within groups 967.102 346 2.795

Total 1,000.117 349

p <0.05

According to the findings given in Table 6, teachers with 16+ years of seniority showed more
agreement with problems mentioned in items “In my relations with parents, I experience situations
where I feel that my reputation as a teacher is damaged” (item6) and “I think that pregnant teachers do
not have job security” (item30) compared to teachers with 1-5 years of seniority, and in the item “I think
that the lack of materials at school prevents me from doing my job properly” (item28) compared to
teachers with 11-15 years of seniority.

The education levels in schools where the private school teachers worked were addressed under four
categories: preschool, primary school, secondary school, and high school. As there were a small number
of teachers in preschool and primary school categories, the Kruskal-Wallis test was performed to
determine whether there were significant differences between the scores obtained from the responses
given to the questionnaire items by teachers of different majors. Items showing significant differences
are shown in Table 7.

Table 7. Kruskal-Wallis test results according to education level variable

n Chi-square daf p Significance
Item3 351 16.850 3 0.001 4>2,4>1
Item11 352 14.305 3 0.003 1<4
Item30 350 21.220 3 0.000 3<4

»<0.05

According to the findings given in Table 7, private school teachers working in high schools expressed
more agreement with the problems mentioned in item “I think the workload I bring home is more than
it should be” (item3) compared to primary and preschool teachers, in “Pregnant teachers do not have
job security” (item30) compared to preschool teachers, and in “I am concerned about losing my job
because the contracts are short-term” (item30) compared to secondary school students.

Majors of teachers working in private schools were addressed under 10 different categories (Table
3). As there were a small number of teachers in some categories, the Kruskal-Wallis test was performed
to determine there were significant differences between the scores obtained from the responses given to
the questionnaire items by teachers of different majors. Items showing significant differences are shown
in Table 8.

Table 8. Kruskal-Wallis test results according to major variable

n Chi-square df p Difference
Item4 352 21.071 9 0.012 1<2,6,8,9; 7<2, 8; 2<5, 10; 5<2, 6, 8, 9;
Item5 352 19.176 9 0.024 7<8, 9; 6;1<2, 6, 8; 5<6, 8, 9
Item22 349 18.748 9 0.027 1<2,4,6,8,9,10; 7>2, 4, 6; 7<8

p <0.05
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According to the findings given in Table 8, Physical Education, Drawing, Music, Classroom, and
Science teachers agreed more with the problem in the item “I think that the salary I receive is less than
the value of my work” (item4) compared to teachers from other majors. Social Studies, Mathematic,
Turkish, and Religious Culture and Moral Knowledge teachers agreed more with the problems given in
the item “I think that the salary I receive is at a level that damages the reputation of the teaching
profession” (item5) compared to Physical Education, Music, Drawing, Classroom, and Science, Physics,
Chemistry, and Biology teachers. Moreover, the classroom teachers and teachers from other majors
agreed more with the problem in the item “I think that extra payments other than salary are not enough”
compared to Physical Education, Drawing, and Music teachers.

4. DISCUSSION, CONCLUSION AND RECOMENDATIONS

A questionnaire in the form of a scale was developed in this study to determine the extent to which
private school teachers agreed with the items related to the problems they experienced, and the data
were collected through this questionnaire. As the questionnaire employed in the study was prepared to
reveal the opinions of teachers, not their perceptions or attitudes, the sub-dimensions of the questionnaire
were not determined through a construct validity test. However, four main themes emerged in the
preliminary study conducted when preparing the questionnaire items. These were addressed under
problems related to salaries and wages, problems related to working hours, problems related to contracts,
and administrator qualifications, and discussed in the introduction part of this study. According to the
results presented in the findings section, three items that teachers agreed with at the “neither/nor” and
“agree” levels were related to low salaries and wages, three were related to the long working hours, and
one was related to short-term contracts. Three items that teachers agreed with the least were related to
administrator qualifications.

When we look at the relevant literature, the private school teachers have reported various problems
concerning salaries and wages. According to Gok (2005), many private education institutions may make
teachers to work for a few years by giving them a very low and even no salary in exchange for the
abolition of their internship. Addressing the salary issues of teachers, Boran et al. (2017) concluded that
this problem is the lowest on average among other problems and that teachers generally experience no
problem with the on-time and fair payment of their salaries. Agirbay (2018) concluded that the
organizational commitment of teachers did not significantly differ by extra payments and types of works
and contracts. Bingolbali’s (2018) findings supported the view that teachers’ salaries are not enough in
private schools. On the other hand, Onaran (2018) found that most history teachers in private schools
who participated in their research did not receive extra payment for the services requested beyond the
class hours (monitoring exams, writing questions, and so on). The qualitative studies also report that the
salaries are insufficient (Cerev & Coskun, 2020; Cimen & Karadag, 2020). The salary and payment
problems of teachers working in private schools may have increased in 2019 and beyond because of the
pandemic and worsening economic conditions. However, these problems have also been observed in
previous studies. Low salary and payment have become a predominant problem over time.

One of the prominent problems mentioned regarding the contracts in this study was the short-term
nature of contracts. Boran et al. (2017) stated that teachers working in private education course centers
mostly have problems with time management and limited personal rights. In this context, they observed
that the terms of termination in the contracts were not stated clearly, and that there were problems with
illness and leave. Bingdlbali (2018) also mentioned the job guarantee problem of private school teachers
and showed that the contracts were kept for a short time so that performance evaluation could be
performed according to parents’ preferences. Studies conducted with private course teachers also show
that the education workers who are in the most unfavorable conditions in terms of job security, payment
security, and working conditions are private course teachers (Ay, 2008; Caglayan 2008; Ugras, 2009).
Also, in qualitative studies, it has been stated that the job security is inadequate (Cerev & Cogkun, 2020;
Cimen & Karadag, 2020). It can be stated that the main determinant of negativities in working conditions
of teachers is unemployment pressure.

Another finding of this research indicates that the duration of both the daily and working hours of
teachers are long. Yilmaz and Altinkurt (2011) found that private course teachers work 10 hours a day
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and 50-60 hours a week on average. Caglar and Demirtas (2011) found that the private course teachers’
burnout increased in the depersonalization sub-dimension of the scale they used according to the class
hours teachers taught. Boran et al. (2017) stated that teachers could not find enough time for their
professional development, teaching the curriculum, and providing proper explanation and feedback to
each student. Basturan (2018) noted that one of the major problems of private preschool teachers is
working hours. Problems relating to workload, long working hours, salary and payment, and contract
may continue to be stressed upon even more.

In the relevant literature, variables that are mostly linked to teacher problems are related to
administrator qualifications. Aydogan (1998) noted that it is important for private school administrators
to make constant and close inspections for the school personnel to work efficiently. Hoskilimci (2011)
determined that physical education teachers working in private schools stated that they had enough
materials, almost twice as much as their counterparts working in public schools. Bozkurt (2013) found
that the job satisfaction levels of private course teachers increased together with their level of perceived
social support from the administrators. Boran et al. (2017) provided examples of problems experienced
by course center teachers that the administration did not comply with the terms of the contract, could
not fully fulfill their responsibilities, and expected more from their employees. Kabakli Akgiin (2018)
concluded that “lack of a common time and calendar, traditional and innovative perspectives,
compulsory changes in personnel staff, and competition among employees cause conflicts in the
strategic planning process.” Moreover, 18 of 44 teachers participating in a study by Onaran (2018) stated
that private school administrations are not fair in terms of the of work and payment distribution among
teachers. Yagar Akbas (2018) concluded that the mental and behavioral communication skills of
administrators significantly affected teachers’ motivation. Yilmaz (2019) also expressed that the
teachers of both sides agreed with the statement “I think if I worked in a private/public school, the
current problems would have changed positively” at a similar level. In qualitative studies, it has been
stated that teachers have problems with administrators (Cerev & Cogskun, 2020). It appears that more
studies are needed to determine the variables related to increasing the administrator qualifications and
finding solutions to teachers’ problems.

In this study, the problems experienced by teachers working in private schools were analyzed by
conducting difference analyses according to gender, age, professional seniority, education status,
education level, and major variables. There were no significant differences between teachers’ opinions
according to gender and educational status. Problems experienced in relationships with parents, which
differed in terms of age, could be considered a management problem due to their source. Considering
the problems mentioned in the items yielding significant differences according to the professional
seniority, senior teachers in the top category are more sensitive about problems with parents, lack of
materials at school, and job security of pregnant teachers. Among them, the latter one seems to be
contract-related problems and the former two seem to be problems related to administrator
qualifications. One of the items yielding significant differences according to education levels could be
addressed under the problems related to workload and working hours, and one of them is also related to
job security of pregnant teachers, where both could be addressed under the contract-related problems.
Lastly, the inadequacy of salaries and payments came to the fore in the differentiation analyses
conducted according to majors.

Some suggestive solutions could be developed for the problems experienced by teachers regarding
the issues addressed in this study, considering the limitations of the study in relation to sample and data
collection tools. Among these solutions, making legal arrangements to remove the obstacles to
unionization of teachers working in private schools comes to the fore (Ata, 2006; Onaran, 2018). In line
with the findings obtained from this study, suggestions can be made for decision-makers concerning
each problem area. Regarding salaries, one can suggest setting a minimum wage for teachers working
in private education institutions, similar to regulations issued for lecturers working at foundation
universities. It is recommended to do regulatory proposals to eliminate the ambiguous terms in the
contracts made with teachers. Supervision activities could be increased to determine the working hours
of teachers working in private schools. The Ministry of National Education is recommended to develop
in-service training activities to increase the qualifications of administrators working in private schools.
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In addition, researchers are recommended to conduct more studies to examine the relationship between
administrator qualifications and the problems of teachers working in private schools.
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Ozet

Bu arastirmada 06zel okullarda galisan Ggretmenlerinin yasadigt sorunlarin ortaya konulmasi
amaglanmistir. Arastirmanin evrenini Mersin ili merkez il¢elerinde 6zel okullarda gorev yapan
Ogretmenler olusturmaktadir. Katilimcilarin yasadigi sorunlarla ilgili goriigleri arastirmada gelistirilen
bir anket aracilifiyla toplanmistir. Katilimcr goriiglerinin cinsiyet, yas, egitim durumu, kidem yili,
calistigi egitim kademesi, brang1 degiskenlerine gore farklilik gosterip gostermedigi test edilmistir.
Arastirmadan elde edilen bulgulara gore 6zel okulda galisan 6gretmenler; 6zel okulda giinliik caligma
siirelerinin olmas1 gerekenden daha fazla oldugu, okulda gecirdigi haftalik ¢alisma siirelerinin fazla
oldugu, aldiklan iicretlerin emeginin karsiligindan daha az oldugu, aldiklar1 {icretlerin dgretmenlik
mesleginin itibarlarim zedeleyici bir diizeyde oldugu, maas disinda ek 6demelerin yeterli olmadigini ve
velilerin 6gretmenlerden gorevleri disinda beklentilerinin ¢ok fazla oldugu sorun olarak belirtmistir.

Anahtar kelimeler: 6zel okullar, 6zel okul 6gretmenleri, 6gretmen sorunlari.

1. GIRIS

Hizmet saglayicis agisindan egitim kurumlari kamu ve dzel olarak ele alinir. Ozel gretim kurumlari
devlet okullarindan farkli olarak kér amagli, kurucu/kurucu temsilcisi ile yonetici/egitim personeli/diger
personel arasinda bir ig iligkisi olan ve bu taraflari kargilikli hak ve borg iligkisine sokan bir ig sdzlesmesi
bulunan kurumlardir (Cigek, 2009). Diinyadaki pek ¢ok egitim sisteminde oldugu gibi, Tiirkiye’de de
21. yiizyilla birlikte devletin roliiniin yeniden bi¢cimlenmesi, egitimi ulusal amaglar temelinden alip ¢ikar
temeline oturturken egitim hizmetinin de kamusal bir mal olmaktan ¢ok 6zel bir mal olarak doniismesine
tantk olunmustur (Ogreten, 2008).

Ozel 6gretimin kamusal bir hizmet olarak gériilmesi, aslinda nispeten modern bir anlayistir. Ote
yandan, egitim eski Cin, Hindistan, Yunan ve Misir’da biiyiik 6l¢ciide 6zel derslerle yiiriitiilmiistiir.
Tiirkiye’de de 6zel 6gretimin tarihinin Selguklu ve Osmanli donemlerinde iist diizey yoneticilerin aldigi
ozel derslerle baslatilabilecegi ileri siiriilmektedir (Ata, 2006). Laik anlamda ilk 6zel okullarin ise, dini
azinliklara ve yabancilara mensup olanlar i¢in acilan okullar oldugu, daha sonra devlet okullarinin ve
Ozel Tiirk okullarinin da agildigs ifade edilmektedir (Hosiklimci, 2011). Osmanli doneminde agilan Ozel
Tiirk okullarina 6rnek olarak; Dariissafaka, Terakki ve Fevziye okullar verilebilir. TED Ankara Koleji
ise Cumhuriyet doneminde agilan ilk 6zel Tiirk okuludur (Eren, 2005). Giinlimiizde, 6zel okullar; Milli
Egitim Bakanliginin (MEB) denetim ve gozetimi altinda ¢alisan kar amach isletmelerdir (Onaran, 2018).
Tiirkiye’de 2000’11 yillardan itibaren 6zel okul ve bu okullardaki 6grenci ve 6gretmen sayilarinda ciddi
artislar gozlenmistir. Ogrenci sayilari itibariyle 6zel okullarin egitim kademelerinde ve drgiin egitim
toplami i¢indeki paylarinda son yillarda gozlenen gelismeler Sekil 1’de gosterilmektedir.

2 Bu makale, Ferdi Cokkeser’in 2018-19 Bahar Déneminde Mersin Universitesi Egitim Bilimleri Enstitiisiine sundugu tezsiz
yiiksek lisans dénem projesine dayanmaktadir.
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Sekil 1. MEB Ozel Ogretim Ogrenci Sayilarmin Toplam I¢indeki Pay1
Not: Kademelere gore dzel dgretimin toplam igindeki paylar1 (%). Ac¢ik mavi ile gosterilen oranlar tim
kademelerdeki paylar gostermektedir. Ozel okullarda okuyan 6grenci sayilarmin toplam 6grenci sayisina orani
(%) olarak MEB verileri kullamlarak hesaplanmustir. Milli Egitim Istatistikleri 2012-13 — 2020-21, MEB,
2022’den uyarlanmistir. http://sgb.meb.gov.tr/www/resmi-istatistikler/icerik/64. Acik erisim.

MEB (2022) tarafindan yayinlanan resmi istatistiklerdeki 6grenci sayisina gore hesaplanan 6zel
6gretimin paylar1 2012-2020 arasinda toplamda %3.5’tan %7°ye ¢ikmustir. Ozel dgretimin pay1 2020°de
okul oncesinde %16, ortadgretimde %8,5, ortaokul kademesinde %6, ilkokul kademesinde ise %5
civarmdadir. Orgiin egitim i¢inde 6zel 6gretimin en fazla pay aldig1 kademe okul &ncesi egitim olurken;
2012-2020 arasinda en yiiksek artis ortadgretimde yasanmistir. Ogretmen sayilari agisindan paylar
hesaplandiginda ise; en yiiksek pay %83 ile yaygin egitim kurumlarinda goriilmektedir (MEB, 2022).

Ozel dgretimdeki genislemenin yaninda devlet okullarmmn sektdr acisindan énemi de gz ardi
edilmemelidir. Devlet okullari, diger katkilarinin yami sira, 6zel Ogretimde insan kaynaginin
gelistirilmesi a¢isindan ¢ok 6nemli bir rol oynamaktadir. Bununla birlikte, 6zel okullarin devlet
okullarindaki nitelikli 6gretmenleri ¢ekerek kalite artis1 saglayacagi kanaati egitimde 6zel sektoriin
paymin bu kadar hizli artmasinda Snemli bir yere sahiptir. Baz1 ailelerin okul tercihleri 6grenim
iicretinden bagimsiz olarak 6zel dgretime yonelik olabilmektedir. Aslinda 6zel dgretimin genislemesi
sadece Tiirkiye’de degil diinyada, 6zellikle de gelismekte olan iilkelerde gozlenen bir trenddir. Ozel
Ogretime artan talebin nedenleri arasinda 0gretim kalitesi beklentisinin yiliksek olmasinin yaninda
egitimle birlikte sunulan diger hizmetlerin kalitesi, velilerin ¢ocuklarinin sosyal ve duygusal gelisimleri
acisindan yaptig tercihler sayilabilir. Ozel gretim talebi genellikle iist ve orta smiflarin beklentilerine
hizmet etmekle ilgili olarak algilamr. Velilerin ¢ocuklar i¢in uygun fiziksel ortami, akran iligkilerini,
nitelikli 6gretmenleri, daha kiiciik siniflar1 ve daha nitelikli veli egitimini devlet okullarindan ¢ok 6zel
okullarda bulabilecekleri diisliniilmektedir. Parlar (2006) velilerin okul degistirme nedenleri arasinda,
kendi gocuklarinin 6zel okulda daha nitelikli yetiseceklerine doniik inanglarinin 6nemli bir yer tuttugunu
ifade etmektedir. Ozel okullarin tercih edilmesinde veli tercihlerinin yaninda &grenci tercihleri de
onemli olabilir. Ogrenciler de sosyal kabul, akran etkilesimi, dgretmenle iletisim, dgrenci merkezli
yonetim, rahat ortam, zengin ders dig1 faaliyet olanaklar1 vb. nedenlerle 6zel okullar1 tercih
edebilmektedir.

Kamu biitgesinin yonetimi agisindan 6zel 6gretim, egitimin finansmanina bulunan ¢éztimlerden biri
olarak gériilebilir. Tiirkiye Istatistik Kurumu (TUIK; 2021) Tiirkiye’de egitim harcamalar1 verilerini
0grenci basina, hizmet sunucularina gore ve finans kaynagina gore saglamaktadir. Finans kaynagina
gore 0zel harcamalar hanehalklar ile 6zel tiizel kisiliklerin yaptig1 dogrudan harcamalar ve transfer
harcamalarindan olugsmaktadir. Ayrica devlet tarafindan da hanehalklarina burs vb. sekilde transfer
yapilmaktadir. Avrupa Birligi (AB) ve Diinya Bankasi gibi kuruluslardan da proje bazli harcamalar
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yapilmaktadir. Tablo 1’de Tiirkiye’de 6zel harcamalarin toplam egitim harcamalar1 i¢indeki paymnin
%25 civarinda oldugu, bu paym 2018’e kadar artis kaydettigi, son iki yilda bir miktar azaldig
goriilmektedir.

Tablo 1. Finansman kaynagina gore toplam egitim harcamalar1 (milyon TL) ve paylar1 (%)

Yil Toplam Devlet % Ozel Transfer % Uluslararasi %
2011 77 308 59 309 76.72 21551 3816 22.94 264 0.34
2012 93 041 69 383 74.57 28015 4 655 25.11 298 0.32
2013 106 041 79 224 74.71 31 541 5195 24.85 470 0.44
2014 122 741 90 674 73.87 37 480 5 863 25.76 450 0.37
2015 135 249 101 612 75.13 40 149 6 867 24.61 355 0.26
2016 160 733 121 550 75.62 47 955 9270 24.07 498 0.31
2017 176 452 131 488 74.52 55039 10 606 25.18 530 0.30
2018 219 363 161 405 73.58 70 669 13 427 26.09 716 0.33
2019 259 220 191 795 73.99 80 990 14 469 25.66 904 0.35
2020 270 921 202 363 74.69 81398 14112 24.84 1272 0.47

Not: Ozel harcamalarin toplam icindeki paylarina ulasmak i¢in kamudan hanehalkina yapilan transfer
harcamalarinin 6zel harcamalarindan ¢ikarilmasi gerekir. Yiizdeler Egitim Harcamalar: Istatistikleri, 2020,
TUIK, 2021°den alinan veriler kullanlarak hesaplannustir. https://data.tuik.gov.tr/Bulten/Index?p=Egitim-
Harcamalari-Istatistikleri-2020-37199. A¢ik erisim.

Tiirkiye, Ekonomik Isbirligi ve Kalkinma Teskilat: (OECD) iilkeleri arasinda 6zel sektoriin egitim
harcamalar1 paymin en yiiksek oldugu iilkelerdendir. OECD ortalamasi %10, AB ortalamasi ise %17 dir
(OECD, 2021, Tablo C3.1, s. 264). TUIK’in (2021) arastirmasina gére, personel harcamalarmin toplam
0zel dgretim kurumlari harcamalari i¢indeki pay1 2011-2020 arasindaki donem iginde 2013’te %35 ile
en diistik, 2019°da %48 ile en yiiksek seviyesinde ger¢eklesmistir. Temel egitim ve ortadgretimdeki 6zel
okullarda 2013’te toplan 87 bin 6gretmen ¢aligmaktaydi. Bu say1 2019°da 175 bine ¢ikmuistir (MEB,
2022). Ogretmen sayis1 2020’de 162 bine, personel harcamalarmin toplam 6zel kesim harcamalari
icindeki payt ise %46’ya diismiistiir. Devletin egitim kurumlari harcamalar1 iginde personel
harcamalarinin pay1 %70-75 civarindadir. Bu verilerden ortaya ¢ikarilabilecek bir sonu¢ 2013’ten
2019’a kadar 6zel 6gretimde 6gretmen sayisi iki katina ¢ikarken, personele yapilan toplam harcamalar
ayni diizeyde artmamistir. Personel harcamalarinda 2019 ve 2020’de gozlenen artigin ise diger cari
harcamalardan kisilarak gergeklestirildigi anlasilmaktadir (TUIK, 2021). Sonug olarak, 6zel gretimin
kalitesinin gdstergesi olarak kabul edilebilecek diisiik 6grenci/6gretmen oranlart ve yiliksek 0grenci
basina diger cari harcamalarin eski seviyelerinde tutulmasinda giicliik ¢ekildigi ifade edilebilir.

Egitimde 6zel kesimin payinin artirilmasinin egitim kalitesinin arttirilmasina katkida bulunduguna
iligkin bazi bulgular mevcuttur. Ancak, egitimdeki kalite artisinin saglanmasim sadece egitimin
Ozellesmesine baglamak eksik bir yaklagim olur (Yigit, 2008). Tiirkiye’deki 6zel dgretime yonelik
talepte etkili olan faktorler arasinda, iist kademeye gegisteki basari ve kalite algis1 en 6nde gelmektedir.
Tiirkiye’de, egitim sisteminin sinav odakli oldugu ve bu sinavlarin 6grencilerin gelecegini belirledigi,
ancak devlet okullarinda verilen egitimin merkezi sinavlarda basari saglayamayacagi algisi yaygindir.
Bu durum, okul disinda egitimin yapildig1 ve merkezi sinavlarda ¢ikan sorulara benzer testlerin
¢oziildiigi 6zel 6gretim kurs merkezleri seklinde hizmet veren destekleyici hazirhk kurumlarinin
oneminin giderek artirmasina neden olmaktadir (Boran vd., 2017). Ote yandan, devlet okullarina
atanmamig Ogretmen adaylarinin 6zel 6gretim kurs merkezlerine yaptiklari is bagvurulart oldukca
yiiksek sayilara ulagmistir. Asir arz fazlasi olan piyasada is glivencesi, ¢aligma siireleri, sosyal giivenlik,
iicret, vb. konularda Ogretmenlerin  haklarmi  kisitlayan sozlesmelere imza atmalariyla
sonuglanabilmektedir. Bunlardan baska, 6gretmenlerin sdzlesmeler yapilirken ayni zamanda istifa
dilekgesi almmasi, senet verme, stajyerliklerini kaldirmama ve angarya isler gibi olumsuz c¢aligma
kosullarini kabule zorlandiklar tespit edilmistir (Boran vd., 2017; Demirer, 2012).

Devlet okullarina atanmamis 6gretmenlerin istihdam ve kazang sorunlari, 6zel sektorde ¢alismaya
basladiklarinda 6zlilk haklarmin kisitlanmasina ve ekonomik durumlarmin kétiilesmesine neden
olmaktadir (Cicek, 2009; Demirer, 2012). Yilmaz & Altinkurt (2011) kurs merkezlerinde ise yeni
baslayan Ogretmenlerin ¢aligma sartlarinin ¢ok agir oldugu ve buna karsin emeklerinin kargiligim
alamadigini ifade etmislerdir. Ozel 6gretim kurumlarinda ¢alisan dgretmenler ekonomik sorunlarmn yani
sira bagka sorunlar da yasamaktadirlar. Devlet okullarinda atama bekleyen 6gretmenler igin yeterince
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kontenjan agilmamasi sonucunda 6zel sektdrde is arayan dgretmenlerin sayisi artmistir. Arz fazlasi ise
ogretmenlerin daha az iicret karsiliginda daha ¢ok sorumluluk kabul etmeye baslamalarina yol
agmaktadir (Onaran, 2018). Ozel okul 6gretmenlerinin devlet okullarindaki 6gretmenlerle
karsilagtirildiginda yagsadiklar1 diger sorunlar arasinda yetersiz is giivencesi ve diisiik iicretlere karsin
ogrenci ve veli beklentilerinin yiiksek olmasi, 6grencilerin duyarsiz, saygisiz ve nezaketsiz davranislari,
o0dev yapmak istememeleri, kurallara uymamalari, hatta 6gretmen iizerinde baski kurmaya ¢alismalari,
okul yo6netiminin kontrol odakli yaklasimi ve 6gretmen basarisinin merkezi sinav sonuglarina gore
degerlendirilmesi sayilmaktadir (Bingélbali, 2018). Ozel okul gretmenlerinin yasadigt sorunlar diisiik
maas ve lUcretler, ¢alisma siirelerinin uzunlugu, sézlesme ihlalleri ve yonetici yeterlikleri olarak dort
boyutta ele alinabilir.

Ucret; adil, isin miktar ve niteli§ine uygun olarak saptanmalidir. Her birey gibi &gretmenin de
ihtiyaclar hiyerarsisinde temel ihtiyaglar1 5nce gelmektedir (Bozkurt, 2013). Ogretmenler igin bir asgari
iicret belirlenememesi, genel asgari {icretin bile uygulanmasi konusunda sorunlar yasanmasi,
sozlegsmede belirtilen asgari iicretin bir kisminin gesitli, isimler altinda 6gretmende geri alinmasi en
onemli sorunlardandir (Giil, 2008). Ayrica soézlesmedeki licretin 6denmesi gereken siire iginde
o0denmemesi maaslarla ilgili yasanan diger bir sorundur (Cigek, 2009, s. 69-70). Diisiik iicretle birlikte
gelen uzun ¢alisma siireleri 6gretmenlerin is doyumlarini olumsuz etkilemektedir (Basturan, 2018).
Esitleme teorisine gore Ogretmen aldigi iicretin (¢ikt1) sarf ettigi cabaya (girdi) oranmini diger
Ogretmenlerin oranlariyla karsilastirir. Devlet okulu 6gretmeni gibi oOtekilerin elde ettigi oranlarla
karsilagtirma yaptiginda o6gretmenin duygu durumunda dengesizlik olmasi s6z konusudur. Bu
dengesizligin bir sekilde ortadan kaldirilmasi gerekir. Maag ve iicretlerin yaninda prim, maddi ddiiller,
iicretsiz yemek, ulagim igin servis araci tahsis edilmesi, is yeri sosyal tesisleri kurulmasi, gida yardima,
lojman tahsisi ve yakacak yardimi gibi sosyal hizmetler de c¢alisanin maddi beklentilerini
karsilayabilecek diger unsurlar arasinda sayilabilir (Bozkurt, 2013).

Ozel okul 6gretmenleri genellikle bir y1llik sézlesmelerle calismakta, bu durum da her y1lin szlesme
yenileme doneminde okullarda stres yasatan bir faktor haline gelmektedir (Agirbay, 2018). Kisa siireli
sozlesmeler is gilivencesi hakkim zedeleyebilmektedir. Baz1 6gretmenler ise kurumla bir bagi olmadan
iicret karsilig1 olarak kismi siireli i s6zlesmesiyle ¢aligmaktadir. Bir bagka sozlesme tiirii de belli bir
siire kararlagtirilmadan yapilan belirsiz siireli is sozlesmesidir (Cigek, 2009). Bazi durumlarda
ogretmenlerin sdzlesmede fesih sartlarini net belirtilmemesi, hastalik zamani istirahat raporu kullanimi
ve resmi giinlerden eksiksiz olarak faydalanma konularinda sorunlar yasadigi belirtilmektedir (Boran
vd., 2017). Ogretmenlik meslegi uzun siireli iliskiler gerektiren bir ihtisas meslegidir. Demokratik bir
yonetim anlayisi i¢inde egitimde verimlilik artiginin saglanmasi igin 6gretmenlerin is kaygisinin yok
edilmesi gerekir.

Ozel okul dgretmenlerinden velilerin ve dgrencilerinin beklentilerinin yiiksek olmasinin yani sira
yiiksek performans gosterdigi anlagilmaktadir (Cokgezen & Terzi, 2008). Bu durum 6gretmenlerin
giinliik ve haftalik ¢aligma siireleri uzatmaya doniik bir baskiya doniisebilmektedir (Cicek, 2009; Yilmaz
& Alunkurt, 2011). Oysa 06zel Ogretim Ogretmenlerinin de devlet okulu Ogretmenleri gibi
calistirilabilecekleri bir azami siire s6z konusudur (Is kanununa gore haftada 45 saat; Cigek, 2009).
Ogretmenlerin ders yiikii ve yonetimce verilen diger isler yaninda kendi mesleki gelisimlerine, miifredat
gelistirmeye ve 0grenciye uygun dgretim ve doniit vermeye zaman ayirmasi gerekir (Boran, vd., 2017).
Dershane 6gretmenlerinin ise bire-bir ders, etiit ve soru hazirlama igin fazladan zaman ayirmasi
gerekmektedir (Demirer, 2012). Giinliik ve haftalik ¢aligma siireleri artan 6gretmen dinlenmek,
eglenmek ve kendini gelistirmek i¢in kendine yeterince zaman ayiramamakta ve zaman yonetimi bir
sorun haline gelmektedir.

Etkili okulla ilgili aragtirmalar, okul yoneticisinin etkili okulun kritik 6nemdeki etkenlerden birisi
oldugunu gostermektedir. Okul yoneticisi tutumu, davraniglari ve nitelikleri 6l¢iisiinde yonetim yapisini
esnek bir bigimde olugturup okulun iklimini degistirebilir (Tasg, 2009). Bunun i¢in yoneticilerin iletigim
becerilerinin yiiksek olmasi beklenir. Iletisim becerileri konusu 6gretmen ve yoneticilerinin kendisine
soruldugunda yéneticiler kendilerini daha yiiksek puanlamaktadirlar (Yasar Akbas, 2018). Iki tarafin
degerlendirilmeleri arasindaki farkin kapanmasi i¢in empati duygusunun gelismesi gerekir.
Y oneticilerin giiven duygusunun kaybolmasina yol agan, ayirimcilik, asir1 mesafelilik, duyarsizlik gibi
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tutum ve davraniglarina dikkat etmesi gerekir (Bozkurt, 2013). Giliven yonetici ve calisan arasindaki
iligkiyi ve oOrgiitsel basartyr derinden etkileyen bir unsurdur (Yilmaz, 2009). Bu noktada okul
yoneticisinin liderlik becerileri 6nem kazanmaktadir. Okul yoneticilerinin ¢ogunun 6gretim liderligi
konusunda yeterli bilgi ve deneyime sahip olmadiklar goriilmektedir (Aydin, 2010). Okul yoneticisinin
liderligin yan1 sira motivasyon, iletisim, degisim gibi siirecleri iyi yoneterek daha demokratik okullar
olusturmaya ve otokratik yonetim anlayisindan uzaklasmaya caligmalar1 gerekir (Tasc¢i, 2013).
Demokratik ortam dgretmenin memnuniyetini artirir. Ogretmenin isinden memnuniyeti, is doyumunu,
i$ doyumu da verimliligini etkilemektedir (Bozkurt, 2013). Dolayisiyla 6gretmenlerin sorunlarinin bir
kisminin da yonetici yeterliklerinden kaynaklandigini ifade etmek dogru olacaktir.

Bu sorunlar listesi kuskusuz uzatilabilir. Egitimin sorunlan1 ¢oziilerek herkes icin kaliteli egitim
hedefine biraz daha yaklasilabilir. Bu aragtirma Mersin ili merkezinde yer alan Toroslar, Akdeniz,
Yenisehir ve Mezitli ilgelerinde 6zel okullarda ¢alisan 6gretmenlerin yasadigi sorunlarin 6zel okul
O0gretmenlerinin  goriislerine goére hangi diizeyde oldugunu belirlemek amaciyla yapilmistir. Bu
dogrultuda 6zel okullarda calisan Ogretmenlerin gorevlerini yerine getirirken yiiksek diizeyde
yasadiklar sorunlara iliskin ¢6zliim Onerileri gelistirilebilir. Bu ¢alisma, ayrica, 6zel okullarda ¢alisan
ogretmenler ile meslege 6zel okullarda baglamak isteyen dgretmen adaylarinin mesleki yasamlarinda
karsilagacaklari sorunlara karsi bakis acis1 saglamasi yoniinden de 6nem tagimaktadir.

Bu arastirmada su sorularin cevaplanmasina ¢aligilmistir:

Ozel okul 6gretmenlerinin goriislerine gore dzel okullarda calisan 6gretmenlerinin yasadig sorunlar
nelerdir?

Alt Problemler:

1. Ozel okullarda galisan 6gretmenlerin sorunlarin kendilerince yasadiklar1 sorunlara iliskin goriisleri
nelerdir?

2. Ozel okul dgretmenlerinin yasadiklar1 sorunlara iliskin goriisleri cinsiyet, yas, mesleki kidem,
egitim durumu, egitim kademesi ve brang degiskenlerine gore anlamli farklilik gostermekte midir?

2. YONTEM

Bu aragtirmada nicel arastirmalar kapsaminda uygulanan betimsel tarama modeli kullanilmistir.
Arastirmada yararlanilmak tizere ilgili literatiir incelenmis, evren ve drneklem belirlenmis, pilot ¢aligma
yapilarak Ogretmenlere sorunlari sorulmus, tespit edilen sorun alanlari ve anahtar sdzciiklerden
yararlanilarak bir veri toplama araci gelistirilmis, uygulanmis, ankete verilen yanitlardan elde edilen
puanlar Likert tipi 0l¢ek araciligiyla degerlendirilmis ve bazi degiskenler agisindan farklilik analizine
tabi tutulmustur.

2.1. Evren ve Orneklem

Arastirmanin evreni 2018-2019 egitim ve dgretim yilinda Mersin ili Toroslar, Yenisehir, Akdeniz ve
Mezitli merkez il¢elerinde gorev yapan 1,458 dgretmenden olusmaktadir. Evrendeki ayrintili 6gretmen
sayilari ile il¢e niifuslar1 Tablo 2’de sunulmaktadir.

Tablo 2. Mersin’in dort merkez ilgesindeki 6zel okul ve 6gretmen sayilari

Tlge niifusu Toplam Okul éncesi Ilkokul Ortaokul Lise
2019 Okul N Okul N Okl N Okul N Okul N
Akdeniz 262 265 9 215 0 0 0 0 0 0 9 215
Mezitli 204 240 25 396 1 1 7 84 8 129 9 182
Toroslar 303 010 47 361 10 32 9 75 12 123 16 131
Yenigehir 266 117 100 1931 17 158 16 319 25 524 42 930
Toplam 1035 632 181 2902 28 190 32 478 45 776 76 1458

Not: Niifus verileri Adrese Dayali Niifus Kayit Sistemi (ADNKS), 2020’den (TUIK, 2020)
(https://biruni.tuik.gov.tr/medas/?kn=95&locale=tr); dgretmen sayilar1 Mersin Il Milli Egitim Miidiirliigiinden
elde edilmistir.
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ADNKS’den elde edilen bilgilere gore; 2019 sonu itibariyle Mersin Ilinin toplam niifusu 1,840,425,
Mersin ilinde 5-19 yas toplam niifus 429,887 dir (TUIK, 2020). Arastirmamn &rneklemi; bulunabilirlik
ve goniilliiliik esasina gore ulasilabilen tiim 6gretmenler olusturmus olup evrenin %12’sine ulagilmigtur.
Eksik ve/veya hatali doldurma nedeniyle degerlendirme dis1 birakilan anket formlarinin ¢ikarilmasidan
sonra aragtirma, Mersin’in dort merkez ilgesinde bulunan 6zel okullarda c¢alisan 352 dgretmenle
yapilmistir. Cinsiyet, 0gretmenlikteki kidem yili, yas, brang ve egitim kademesi degiskenlerine gore
ogretmen sayilar1 hakkindaki detayli bilgi Tablo 3’te verilmistir.

Tablo 3. Katilimcilarin demografik degiskenlere gore dagilimi (n=352)

Degisken Kategori n %
Cinsiyet Kadin 199 56.5
Erkek 153 43.5
20-30 yas 172 48.9
Yasg 31-40 yas 139 39.5
41-50 yag 41 11.6
1-5y1l 168 47.7
Kidem 6-10 y1l 91 259
11-15 y1l 52 14.8
16-20 41 11.6
Okul 6ncesi 7 2.0
Egitim kademesi Ilkokul 24 6.8
Ortaokul 135 38.4
Lise 186 52.8
Beden Egitimi, Miizik, Resim 29 8.2
Din Kiiltiirii ve Ahlak Bilgisi 13 3.7
Elektrik, Elektronik, Bilisim, Enerji, Gida 14 4.0
Felsefe, Rehberlik 26 7.4
Brans Fen, Fizik, Kimya, Biyoloji 70 19.9
Matematik 59 16.8
Sinif Ogretmeni 21 6.0
Sosyal, Tarih, Cografya 38 10.8
Tiirkge 39 11.1
Yabanci Dil 43 12.2

2.2. Veri Toplama Araclari

Bu arastirmada veriler; 6rnekleme dahil olan 6zel okul 6gretmenlerine, 6zel okullarda calisan
ogretmenlerin yasadiklari sorunlar, bu sorunlari yasadiklarina katilma derecesini yansitan maddelerden
olusan ve aragtirmacilar tarafindan gelistirilen anketin uygulanmasi yoluyla toplanmistir. Veri toplama
araciin hazirlanmasi siirecinde arastirmaci tarafindan gelistirilen 6zel okul 6gretmenleri igin yar
yapilandirilmis Ogretmen Gériisme Formu kullamilmis, 17 dgretmenden kapali zarfta, isimsiz formlar
toplanmistir. Goriisme formlarindan elde edilen metinlerden anahtar kelimeler ¢ikartilmis, bunlardan
yararlanilarak 6zel okul Ogretmenlerinin sorunlarimin belirlenmesine yonelik anket sorular
olusturulmustur. Olusturulan anket formu yedi 6gretmene uygulanarak anket ile ilgili geri bildirim
almmistir. Geri bildirimlere gore anket iizerinde diizeltmeler yapilmig; daha sonra Mersin
Universitesinde dgretim iiyesi olarak ¢alisan alt1 uzmanin goriisii de alinarak anket maddeleri {izerinde
gerekli diizenlemeler yapilmis ve ankete son hali verilmistir. Anketin son hali 30 madde icermektedir.
Maddeler “tamamen katiliyorum” ile “hi¢ katilmiyorum” arasinda yer alan besli bir derecelendirme ile
puanlanmaktadir. Bu ¢aligmada kullanilan anket 6gretmenlerin algi ya da tutumlarini degil goriislerini
ortaya koymak i¢in gelistirildiginden anketin alt boyutlarinin tespiti yoluna gidilmemistir.

2.3. Verilerin Toplanmasi

Veri toplama aracinin uygulanmasi agamasinda 6zel okullarda 6gretmenler ile goriisme yapilarak
anketler elden teslim edilmistir. Ogretmenlerden bu anketleri doldururken higbir baski altinda kalmadan
hiir iradeleri ile doldurmalar1 istenmistir. 2018-19 Ogretim y1l1 Bahar déneminde Nisan ay1 icerinde
yaklasik 500 goniillii 6zel okul 6gretmenlerine ulasilip anket formu verilmis, 400 adet form geri
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toplanmuistir. Toplanan cevaplar arasinda eksik ve hatali doldurulanlar elendikten sonra 352’sinin gegerli
oldugu tespit edilmistir.

2.4. Verilerin Analizi

Veri toplama aracindan elde edilen bulgular 6gretmenlerin katilma diizeylerini gosteren besli Likert
tipi 6l¢ek araciligiyla degerlendirilmis ve 6gretmenlerin hangi anket maddelerine daha fazla katildiklari
tespit edilmistir. Anketten elde edilen puanlar su kriterlere gére yorumlanmistir: 1-1.49 arasi “hig¢
katilmiyorum™; 1.5-2.49 aras1 “katiliyorum”; 2.5-3.49 aras1 “ne katiliyorum ne katilmiyorum”; 3.5-4.49
aras1 “katiliyorum”; 4.5-5.0 aras1 *’tamamen katiliyorum”. Ogretmenlerden elde edilen puanlar cinsiyet,
ogretmenlikteki kidem yili, yag, mezuniyet, brans ve okul tiirli degiskenleri agisindan farklilik analizine
tabi tutulmugtur. SPSS programinda #-testi, ANOVA ve Kruskal-Wallis testleri kullamlarak soru
maddeleriyle iligkili 6gretmen goriislerinin istatistiksel olarak anlamli farklilik gosterip gostermedigi
analiz edilmistir. Varyanslarin homojenligini test etmek icin Levene testi, ANOVA’da gruplar
arasindaki farkin kaynagim tespit etmek i¢in ise Dunnet testi uygulanmistir.

3. BULGULAR

Bu aragtirmada 6zel okullarda ¢alisan 6gretmenlerin yasadigi 30 sorun ve bu sorunlar1 yasadiklarina
katilma derecesini yansitan maddelerden olusan ve arastirmacilar tarafindan gelistirilen anket ile 6zel
okullarda gorev yapan o&gretmenlerden veri toplanmustir. “Ozel okullarda calisan Ogretmenlerin
sorunlarin kendilerince yasadiklari sorunlara iligskin goriisleri nelerdir?”” sorusuna iligskin bulgular Tablo
4’te goriilmektedir.

Tablo 4. Anket maddelerinden alinan puanlarin ortalama ve standart sapmalar1

No Maddeler n X ss

1 Okuldaki giinliik ¢caligma siiremin olmasi gerekenden fazla oldugunu 352 3,51 1.442
disiiniiyorum.

2 Okulda gegirdigim haftalik ¢aligma siiresinin olmasi gerekenden fazla oldugunu 352 3.37 1444
disiiniiyorum.

3 Eve getirdigim is yiikiiniin olmas1 gerekenden fazla oldugunu diistiniiyorum. 351 2.65 1420

4 Aldigim iicretin emegimin karsiligindan daha az oldugunu diisiiniiyorum. 352 3.80 1.341

5 Aldigim iicretin 6gretmenlik mesleginin itibarini zedeleyici bir diizeyde oldugunu 352  3.37 1.456
disiiniiyorum

6 Veli ile iligkilerimde 6gretmen olarak itibarimin zedelendigini hissettigim 351 227 1.323
durumlar yasiyorum.

7 Ogrenci ile iliskilerimde dgretmen olarak itibarimin zedelendigini hissettigim 352 232 1.356
durumlar yasiyorum.

8 Idare tarafindan 6gretmenlere gorev alani disinda islerin fazlaca verildigini 352 245 1322
diisiniyorum.

9 Okuldaki ¢aligsma kosullarimin sagligimi olumsuz etkiledigini diigiiniyorum. 352 243 1.369

10 Okulda imzaladigim s6zlesmedeki haklarimin ihlal edildigini diisiiniiyorum. 352 237 1.458

11 Sozlesmelerin kisa siireli olmasi nedeniyle isimi kaybetme kaygisi yasiyorum. 352 3.1 1.561

12 Maagimu giiniinde alamadigim i¢in 6zel hayatimda sorunlar yagiyorum. 352 238 1.524

13 Idare ile iliskilerimde itibarimin zedelendigini hissettigim durumlar yastyorum. 352 197 1.225

14 Okulun fiziksel kosullarinin meslegimi geregince yapmama engel oldugunu 352 221 1.282
disiiniiyorum.

15 Maas kesintisi yaptirnmlarinin isteki motivasyonumu olumsuz yonde etkiledigini 350 2.37 1.515
disiiyorum.

16 Okuldaki ¢alisma kosullarimin aile yagantimi olumsuz etkiledigini diigiiniyorum. 351 244 1413

17  Okuldaki ¢aligma kosullarimin sosyal hayatimi olumsuz etkiledigini 351 2.77 1.464
diisliniiyorum.

18  Mesai arkadaglarimla karsilastirildiginda paylasilan is yiikiiniin kargiliginin adil 352 275 1475
olmadigin diistiniiyorum

19 Okul idaresine giiven duymuyorum 352 1.92 1.269
20  Okulda yaptigim is beni manevi olarak tatmin etmiyor. 352 242 1473
21  Ogrencinin degerlendirilmesinde iizerimde bask1 oldugunu hissediyorum. 351 2.37 1.398
22 Maas disindaki ek 6demelerin yeterli olmadigini diistiniiyorum. 349 325 1.577

23 Velilerin 6gretmenlerden gorevleri disinda beklentileri oldugunu diisiiniiyorum. 352 3.20 1454
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24 Ogrencilerin 6gretmenlerden gorevleri disinda beklentileri oldugunu 352 297 1432
disiiniiyorum.

25  Uzerimdeki veli baskisinin okuldaki verimliligimi olumsuz etkiledigini 352 233 1.348
diisiyorum.

26  Yoneticilerin 6gretmenlerden gorevleri disinda beklentileri oldugunu 351 2.63 1.456
disiiniiyorum.

27  Uzerimdeki yonetici baskisinin okuldaki verimliligimi olumsuz etkiledigini 351 238 1427
diisiyorum.

28  Okuldaki materyal eksikliginin meslegimi geregince yapmama engel oldugunu 351 2.87 1.435
diisliniiyorum.

29  Okulun giivenliginin yeterince saglanmadigindan endiseleniyorum. 351 2.04 1.280

30  Hamile 6gretmenlerin is giivencesi olmadigini diigiiniiyorum. 350 2.72 1.693

Her bir sorudan alinan ortalamalara gore; 6zel okulda ¢aligan 6gretmenlerin yagadig1 sorunlarda en
yliksek katilma sirastyla 4, 1, 5, 2, 22, 23 ve 11. maddelerde bulunmustur. En diisiik katilma ise 19, 13
ve 29. maddeler de gozlenmlstlr Ogretmenlerm katildiklarini bildirdikleri maddelerden 4, 5, 22 maas
ve Ucretlerin yetersizligi ile ilgiliyken, 1, 2 ve 23 calisma siireleriyle, 11 ise sdzlesmelerin kisa siireli
olmasiyla ilgilidir. Bu maddelere katilim diizeyleri “ne katiliyotum/ne katilmiyorum” ile “katiliyorum”
arasindadir. Ogretmenlerin en diisiik diizeyde sorun gordiikleri maddeler ise yonetici yeterlikleriyle
ilgilidir. Bu maddelere “katilmiyorum” diizeyinde cevap vermislerdir. Ogretmenlerin hi¢ katilmadiklari
veya tamamen katildiklar1 sorunu ifade eden madde ise bulunmamaktadir.

“Ozel okul dgretmenlerinin yasadiklar1 sorunlara iliskin goriisleri cinsiyet, yas, mesleki kidem,
egitim durumu, egitim kademesi ve brang degiskenlerine gore anlaml farklilik géstermekte midir?” alt
problemine iliskin bulgular 6gretmen goriislerinin az sayida madde ile iliskili olarak anlamli farklik
gosterdigini ortaya ¢ikarmigtir. Cinsiyet ve egitim durumu degiskenlerine gore hicbir maddeye iliskin
goriislerde bir farklilik gozlenmemistir. Yas degiskenine gore bir (M6), mesleki kidem degiskenine gore
iic (M6, M28, M30), egitim kademesi degiskenine gore ii¢ (M3, M11, M30), brans degiskenine gore
yine li¢ (M4, M5, M22) soruyla iligkili olarak 6gretmen goriiglerinde farklilik bulunmustur.

Ogretmenlerin yas degiskeni 20-30, 31-40 ve 41+ olmak iizere 3 kategoride ele alinmistir. Anket
maddelerinden elde edilen puan ortalamalarinin yas degiskenine gore farklilik gdsterip gostermedigine
iligkin yapilan ANOVA sonuglar1 Tablo 5’te sunulmaktadir.

Tablo 5. Yas degiskenine gore alinan ANOVA sonuglart

Kareler toplami1 df Ort. karesi F p Fark Etki B.
Gruplar arasi 15.452 2 7.726 4.501 .012 1<2 .025
M6  Gruplar igi 597.375 348 1.717
Toplam 612.826 350

p<0.05

Buna gore; yast 31-40 arasi olan Ogretmenlerin yasit 20-30 olan &gretmenlere gore “veli ile
iliskilerinde 6gretmen olarak itibarinin zedelendigini” daha ¢ok katildiklar1 ortaya ¢ikmistir.

Ozel okullarda ¢alisan 6gretmenlerin kidem yillar1 1-5 yil, 6-10 y1l, 11-15 yil ve 16+ yil olmak iizere
4 kategoride ele alinmigtir. Anket maddelerinden elde edilen puan ortalamalarimn mesleki kidem
degiskenine gore farklilik gosterip gostermedigine iliskin yapilan ANOVA sonuglari Tablo 6’da
gosterilmektedir.
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Kareler toplami df Ort. karesi F p Fark Etki B.

Gruplar arasi 17.738 3 5913 3,448 .017 1<4 .029
M6 Gruplar igi 595.088 347 1.715

Toplam 612.826 350

Gruplar arasi 18.447 3 6.149 3,038 .029 3<4 .026
M28  Gruplar igi 702.259 347 2.024

Toplam 720.707 350

Gruplar arasi 33.015 3 11.005 3,937 .009 1<4 .033
M30  Gruplar igi 967.102 346 2.795

Toplam
p<0.05

1,000.117 349

Tablo 6’da verilen bulgulara gore; kidemi 16+ yil olan dgretmenlerin kidemi 1-5 yil arasinda olan
ogretmenlere gore “Veli ile iliskilerimde 6gretmen olarak itibarimin zedelendigini hissettigim durumlar
yastyorum” (M6) ve “Hamile 6gretmenlerin is giivencesi olmadigin diistiniiyorum” (M30); kidemi 11-
15 yil kideme sahip olan 6gretmenlere gore “Okuldaki materyal eksikliginin meslegimi geregince
yapmama engel oldugunu diigiinityorum” (M28) maddelerinde yer alan sorunlara daha ¢ok katildiklar
ortaya ¢ikmistir.

Ozel okullarda calisan 6gretmenlerin ¢alistig egitim kademeleri okul dncesi, ilkokul, ortaokul ve
lise olmak iizere 4 kategoride ele alinmigtir. Okul Oncesi ve ilkokul kategorilerine diisen dgretmen
sayillarmmn az olmasi1 nedeniyle farkli branglardaki Ogretmenlerin anket maddelerine verdikleri
cevaplardan elde edilen puanlar arasinda fark olup olmadigina yonelik Kruskal-Wallis testi uygulanmis
olup anlamli fark bulunan maddeler Tablo 7°de gosterilmistir.

Tablo 7. Egitim kademesi degiskenine gore alinan Kruskal-Wallis test sonuglart

n Ki-kare df p Fark
M3 351 16.850 3 0.001 4>2,4>1
Ml11 352 14.305 3 0.003 1<4
M30 350 21.220 3 0.000 3<4

p<0.05

Tablo 7’de verilen bilgilere gore; liselerde ¢alisan 6zel okul 6gretmenlerinin ilkokul ve okul 6ncesi
Ogretmenlerine gore “Eve getirdigim is ylikiiniin olmas1 gerekenden fazla oldugunu diistiniiyorum” (M3)
maddesinde yer alan soruna daha ¢ok; okul Oncesi dgretmenlerine gore “Hamile 6gretmenlerin is
giivencesi olmadigim disiiniiyorum” (M30) maddesinde yer alan soruna daha ¢ok ortaokul
Ogretmenlerine gore “Sozlesmelerin kisa siireli olmasi nedeniyle isimi kaybetme kaygis1 yastyorum”
maddesinde yer alan soruna daha ¢ok katildiklar1 ortaya ¢ikmistir.

Ozel okullarda gorev yapan 6gretmenlerin branslar1 10 farkli kategoride ele alimmustir (Tablo 3). Baz1
kategorilere diisen 0gretmen sayilarinin az olmasi nedeniyle farkli branglardaki 6gretmenlerin anket
maddelerine verdikleri cevaplardan elde edilen puanlar arasinda fark olup olmadigina yonelik Kruskal-
Wallis testi uygulanmig olup anlamli fark bulunan maddelere Tablo 8’de gosterilmistir.

Tablo 8. Brang degiskenine gore alinan Kruskal-Wallis test sonuglart

n Ki-kare df p Fark
M4 352 21.071 9 0.012 1<2,6,8,9; 7<2, 8;2<5, 10; 5<2, 6, 8, 9;
M5 352 19.176 9 0.024 7<8,9; 6;1<2, 6, 8; 5<6, 8,9
M22 349 18.748 9 0.027 1<2,4,6,8,9,10; 7>2,4, 6; 7<8
p<0.05

Tablo 8’de verilen bulgulara gére; Beden Egitimi, Resim ve Miizik, Simif ve Fen Grubu 6gretmenleri
diger brans Ogretmenlerine gore “Aldigim {icretin emegimin karsiligindan daha az oldugunu
diisiiniiyorum” (M4) maddesinde yer alan soruna; Sosyal Bilimler Grubu, Matematik, Tiirkce ve DIKAB
Ogretmenlerinin Beden Egitimi, Miizik, Resim, Smif ve FKB 6gretmenlerine gore “Aldigim {icretin
ogretmenlik mesleginin itibarini zedeleyici bir diizeyde oldugunu diisiiniiyorum” (M5) maddesinde yer
alan soruna; Simnif ve diger brang 6gretmenlerinin Beden, Resim, Miizik dgretmenlerine gore “Maasg
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disindaki ek ddemelerin yeterli olmadigini diisiinityorum” (M22) maddesinde yer alan sorunlara daha
¢ok katildiklar ortaya ¢ikmistr.

4. TARTISMA, SONUC VE ONERILER

Bu calismada 06zel okul Ogretmenlerinin yasadiklart sorunlara iligkin maddelere ne derece
katildiklarini tespit etmek i¢in 6lgcek formunda bir anket gelistirilmis ve veriler bu anket araciligiyla
toplanmistir. Kullanilan anket 6gretmenlerin algi ya da tutumlarini degil goriislerini ortaya koymak i¢in
hazirlandigindan yap1 gegerligi testiyle anketin alt boyutlarinin tespiti yoluna gidilmemistir. Ancak yine
de anketin maddeleri hazirlanirken yapilan 6n ¢alismada dort ana tema ortaya ¢ikmistir. Bunlar maas ve
iicretlerle ilgili sorunlar, ¢calisma siireleriyle ilgili sorunlar, sozlesmelerle ilgili sorunlar ve yonetici
yeterlikleriyle ilgili sorunlar olarak ele alinmis ve bu ¢alismanin girig boliimiinde tartigilmigtir. Bulgular
kisminda sunulan arastirma sonuglarma goére Ogretmenlerin “ne katiliyorum/ne katilmiyorum” ve
“katiliyorum” diizeyinde katildiklar1 maddelerden ii¢ii maas ve ticretlerin diisiik olmasiyla, {i¢li calisma
sirelerinin uzunluguyla, biri de sézlesmelerin kisa siireli olmasiyla ilgilidir. Ogretmenlerin en az
katildiklar1 maddelerin ii¢ii yonetici yeterlikleriyle ilgilidir.

Ilgili literatiire bakildiginda 6zel okul dgretmenlerinin maas ve iicretlerle ilgili gesitli sorunlar
bildirdikleri goriilmiistiir. Gok’e (2005) gore birgok 6zel dershane, stajyerligin kaldirilmasi karsiliginda
Ogretmeni, son derece diisiik, hatta licret 6demeden birka¢ yil c¢alistirabilmektedir. Yilmaz ve
Altinkurt’un (2011) aragtirmasinda, katilimcilarin, ¢alisma kosullarinin agir olmasinin yani sira aldiklart
iicretin de emeklerini karsilamadigini diisiindiikleri ortaya ¢ikmistir. Boran vd. (2017) dgretmenlerin
maag sorunlarindan bahsetmekle birlikte bu sorunun diger sorunlar arasinda ortalamasinin en diisiik
oldugu ve genellikle 6gretmenlerin maagin zamaninda yatmasi ve adil yatmasi noktasinda problem
yasamadig1 sonucuna ulasmiglardir. Agirbay (2018) 6gretmenlerin orgiitsel baghliginin ek 6demeler,
caligma ve sozlesme sekli, degiskenlerine gore anlaml bir farklilik gostermedigi sonucuna ulasmistir.
Bingolbali (2018) 6zel okullarda 6gretmen maaglariin yeterli olmadig1 goriisiinii destekleyen bulgu
elde etmistir. Onaran (2018) ise arastirmasina katilan 6zel okullarda tarih 6gretmenlerinin gogunun ders
saatleri diginda talep edilen hizmetler i¢in (sinav godzetmenligi, soru yazimi vb.) ekstra ticret
almadiklarmi gozlemistir. Nitel caligmalarda da {icret ve iicretlerin yetersiz oldugu ifade edilmistir
(Cerev & Coskun, 2020; Cimen & Karadag, 2020). Ozel okullarda galisan dgretmenlerin maas ve iicret
sorunlart 2019 ve sonrasinda pandemi ve ekonomik kosullarin kétiilesmesi nedeniyle artmis olabilir.
Ancak bu sorunlarin daha 6nce yapilan ¢aligmalarda da gozlendigi goriilmektedir. Maag ve iicret
disiikliigliniin zaman i¢inde en 6nde gelen sorun haline gelmis olmasi s6z konusudur.

Bu calismada sozlesmelerle ilgili olarak 6ne ¢ikan sorunun sézlesmelerin kisa siireli olmasiyla ilgili
oldugu ifade edilmisti. Boran vd. (2017) 6zel 6gretim kurs merkezlerinde ¢alisan 6gretmenlerin en fazla
zaman yOnetimi ve 6zliik haklarinin sinirlandirilmasi konusunda problem yasadigini ifade etmiglerdir.
Bu kapsamda, sézlesmelerde fesih sartlarinin net belirtilmedigini, hastalik ve izin konusunda sorunlar
yasandigini gézlemislerdir. Bingolbali (2018) da 6zel okul 6gretmenlerinin is garantisi sorununu ifade
etmig; bunun sebebi olarak da veli tercihlerine gére performans degerlendirmesi yapilabilmesi igin
sozlegmelerin kisa siireli tutulmasini gostermistir. Dershane 6gretmenleriyle yapilan arastirmalarda da
is giivencesi, licret giivencesi ve calisma kosullar1 agisindan en olumsuz kosullardaki egitim
caliganlarinin 6zel dershane 6gretmenleri oldugunu gostermektedir (Ay, 2008; Caglayan 2008; Ugras,
2009). Nitel ¢caligmalarda da is giivencesinin yetersiz oldugu ifade edilmistir (Cerev & Coskun, 2020;
Cimen & Karadag, 2020). Ogretmenlerin ¢alisma kosullarindaki olumsuzluklarin temel belirleyicisinin
igsizlik baskis1 oldugu ifade edilebilir.

Ogretmenlerin calisma siirelerinin uzunlugu bu arastirmanin bir baska bulgusudur. Yimaz &
Altinkurt (2011) 6zel dershane 6gretmenlerinin giinde 10 saat haftada ortalama 50—60 saat ¢alistigina
iligkin bulgular elde etmislerdir. Caglar & Demirtag (2011) dershane dgretmenlerinin tikenmigliginin
kullandiklart 6l¢egin duyarsizlasma alt boyutunda girdikleri ders saatlerine gore arttigi bulgusuna
ulagsmiglardir. Boran vd. (2017) 6gretmenlerin mesleki gelisimleri, miifredati yetistirme, her bir
O0grenciye uygun anlatim ve doniit verme agisindan yeterli zaman bulamadiklarini ifade etmislerdir.
Bagturan (2018) 6zel okul dncesi 6gretmenlerinin temel sorunlarindan birinin ¢aligma saatleri oldugunu
belirtmistir. Is yiikii ve calisma siirelerinin uzunlugunun maas ve iicret sorunlar1 ve sozlesme
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sorunlartyla birlikte yasanmasinin bu konunun daha fazla tizerinde durulan bir sorun olarak devam
edecegi diisliniilmektedir.

Igili literatiirde 6gretmen sorunlariyla en gok iliskilendirilen degiskenlerin yonetici yeterlikleriyle
ilgili oldugu ifade edilebilir. Aydogan (1998) 6zel okul yoneticilerinin okullarda gorevli personelin
verimli ¢alismasi i¢in siirekli ve yakindan denetim yapmalarinin dneminden bahsetmistir. Hogkilimci
(2011) 6zel okullarda ¢alisan beden egitimi 6gretmenlerinin kamu okullarinda ¢aligan meslektaglarina
oranla iki kata yakin oranda yeterli malzeme oldugu cevabini verdiklerini tespit etmistir. Bozkurt (2013)
dershane 6gretmenlerinin is doyumu diizeylerinin, yoneticilerden algilanan sosyal destek diizeyleriyle
birlikte arttig1 bulgusuna ulagsmigtir. Boran vd. (2017) kurs merkezi 6gretmenlerinin yonetimin sdzlesme
sartlarina uymamasini ve kendilerine ait sorumluklari tam yerine getiremeyip, ¢alisanlarindan fazlasm
beklemesini ¢alisanlarin yagadigi sorunlara 6rnek olarak vermistir. Kabakli Akgiin (2018) “ortak zaman
ve takvim sikintisinin, geleneksel ve yenilik¢i bakis agisimin, personel kadrosundaki zorunlu
degisikliklerin, calisanlar arasi rekabetin stratejik planlama siirecinde catigmalara neden oldugu
sonucuna” ulagsmigtir. Onaran’mn (2018) yapmis oldugu arastirmaya katilan 6gretmenlerin 18’1 (/44),
0zel okul yonetimlerinin 6gretmenler arasinda is ve tlicret dagilimi konusunda adil davranmadiklarini
belirtmigtir. Yasar Akbag (2018) yoneticilerin zihinsel ve davranigsal iletisim Dbecerilerinin
6gretmenlerin motivasyonlarini anlaml diizeyde etkiledigi sonucuna ulagmustir. Yilmaz (2019) da “Ozel
okulda caligsaydim/devlet okulunda c¢aligsaydim mevcut sorunlarin olumlu yonde degisecegi
diisiincesindeyim” sorusuna her iki taraftan katilan 6gretmenlerin de benzer diizeyde katildiklarini ifade
etmigtir. Nitel caligmalarda da 6gretmenlerin yoneticilerle sorun yasadiklari ifade edilmistir (Cerev &
Coskun, 2020). Yonetici yeterliklerinin artirilmast ile 6gretmen sorunlarina ¢6ziim bulunmasina iligkin
degiskenlerin belirlenmesi konusunda daha fazla aragtirmaya gerek duyuldugu anlasilmaktadir.

Bu arastirmada 6zel okullarda ¢alisan 6gretmenlerinin yasadigi sorunlar cinsiyet, yas, mesleki kidem,
egitim durumu, egitim kademesi ve bransa degiskenlerine gore fark analizi yapilmak suretiyle
incelenmistir. Ogretmen goriisleri arasinda cinsiyet ve egitim durumuna gére anlamli farklilik
gozlenmemistir. Yas degiskeni agisindan fark bulunan veli ile iligkilerde yasanan sorunlar kaynagi
nedeniyle esasen bir yonetim sorunu olarak goriilebilir. Mesleki kidem degiskeni agisindan fark elde
edilen maddelerde ifade edilen sorunlara gore en iist kategoride yer alan kidemli 6gretmenler veli ile
yasanan sorunlar, okuldaki materyal eksikligi konularinda ve hamile 6gretmenlerin is giivencesi daha
duyarlidir. Bunlardan {igiinciisii s6zlesme ile ilgili sorunlar, diger ikisi yonetici yeterlikleri ile ilgili
sorunlar kapsaminda diigiiniilmektedir. Egitim kademelerine gore fark bulunan maddelerden biri is yiikii
ve caligma siireleri ile ilgili sorunlar kapsaminda ve biri yine hamile 6gretmenlerin i§ giivencesiyle ilgili
olarak ikisi de sdzlesmeyle ilgili sorunlar kapsaminda ele alinabilir. Son olarak bransa goére yapilan fark
analizlerinde maas ve ticretlerin yetersizligi konusu 6ne ¢ikmaktadir.

Bu arastirmada ele alinan 6rneklem ve veri toplama araglarinin sinirhiliklart dikkate alinarak;
o0gretmenlerin bu ¢alismada ele alinan konularla ilgili yasadiklar1 sorunlara iligkin bazi ¢6ziim Onerileri
gelistirilebilir. Bunlar arasinda 6zel okullarda ¢alisan 6gretmenlerin sendikalagmasi 6niindeki engellerin
kaldirilmasima yonelik yasal diizenlemeler yapilmasi éne ¢ikmaktadir (Ata, 2006; Onaran, 2018). Bu
caligmadan elde edilen bulgularla iliskili olarak her bir sorun alaniyla ilgili karar alicilara yonelik
onerilerde bulunulabilir. Maaslarla ilgili olarak, Vakif tiniversitelerinde ¢alisan 6gretim elemanlar1 igin
yapilan diizenlemeye benzer bir sekilde 6zel egitim kurumlarinda ¢alisan 6gretmenlere yonelik bir asgari
licret belirlenmesi onerilebilir. Ogretmenlerle yapilan sdzlesmelerdeki belirsiz hiikiimlerin ortadan
kaldirilmasma yonelik diizenleme ¢alismalarinin  yapilmas1 onerilir.  Ozel okullarda ¢alisan
Ogretmenlerin ¢aligma siirelerinin tespitine yonelik denetim faaliyetleri artirilabilir. MEB tarafindan 6zel
okullarda calisan yoneticilerin yeterliklerini artirmaya yonelik hizmet i¢i egitim faaliyetlerinin
gelistirilmesi Onerilir. Arastirmacilara yonelik olarak ise, yonetici yeterlikleriyle 6zel okullarda ¢alisan
Ogretmenlerin sorunlar1 arasindaki iligkilerin incelenmesine yonelik daha fazla ¢aligma yapilmasi
Onerilir.
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Abstract

This research aims to develop a valid and reliable measurement tool to determine the attitudes of school
administrators towards guidance and psychological counseling services. During the development process of the
scale, data were collected from two groups for exploratory and confirmatory factor analysis. In this context, the
first study group of the research consists of 318 school administrators, and the second study group consists of 300
school administrators. As a result of EFA, a three-factor structure explaining 61.58% of the total variance was
obtained. EFA was repeated separately with eigenvalue and parallel analysis methods. These three factors are
named "cognitive," "behavioral," and "effective." In the Exploratory Factor Analysis stage, item-total test
correlation values were calculated for each sub-dimension of the 36 items that make up the scale. In addition, the
difference between the item averages of the lower-upper group (27%, n=84) was compared with the independent
sample t-test. Item analyses showed that all the scale items had unprecedented power. The three-factor structure
obtained by EFA was tested and confirmed by AFA. As a result of CFA, the goodness fit indices of the scale were
found to be ¥2/df=2.83, RMSEA = 0.078, NFI = 0.95, NNFI= 0.96, RMR = 0.056, SRMR = 0.066 and CFI=0.97.
The values obtained from CFA revealed that the three-factor structure had a good fit, and the structure was
confirmed. The scale, which took its final form as a result of factor analysis, consists of three dimensions and 36
items. Cronbach's Alpha and McDonald's Omega coefficients were calculated for the reliability analysis of the
scale, and the internal consistency coefficients for both were found to be 96. As a result of the analysis, a validated
and reliable measurement tool was obtained.
Keywords: school administrator; guidance; psychological counseling; attitude; scale

! This article is derived from Ismail YILMAZ’s Master’s thesis conducted under the supervision of Assoc. Prof.
Dr. Metin OZKAN.


https://orcid.org/0000-0002-8645-3275
mailto:ozkan.metin@gmail.com
https://orcid.org/0000-0002-4891-9409

138

1. INTRODUCTION

People need the training to develop their innate abilities in a planned and programmed way in line
with the determined goals by providing knowledge, skills, and understanding. Education helps
individuals to change and develop their knowledge, skills, and attitudes through learning during the
socialization process (Kahya, 2020). Education, which starts in the family and continues in educational
institutions after the child starts school and is a versatile process, is carried out in schools within the plan
and program to ensure that new generations are beneficial to society. At this point, it is always tried to
provide the qualified human resources required for the development of the society in economic, social,
and cultural areas, and efforts are made to make schools effective.

It is impossible to describe a school that does not meet society's expectations as an effective and
successful school. If it is an effective or successful school, it does not mean an institution that teaches
only in a way that includes teaching academic knowledge to people within a specified time. Instead,
individuals must receive teaching services as a whole in cognitive, affective, and dynamic areas (Gok,
2016).

In Turkey, the concept of guidance, which was frequently discussed after the 1950s, has become a
part of our education system. in order to enable our children to develop as citizens who have acquired
their personalities in our schools, operate their abilities, use their knowledge in solving daily problems,
rational, creative, constructive, carry out their feelings and thoughts in a balanced way, warmhearted,
tolerant, and have cultural values (Tan and Baloglu, 2006). Today, it is impossible for a school that
carries out educational activities under rapidly changing conditions to achieve its purpose without school
counseling services. In this context, it can be said that it is an essential complement to education and
training activities for school guidance services with its contemporary education approach.

School counseling services are psychological aids offered to the individual by field experts for
individuals to know themselves, gain the ability to solve their problems, make realistic decisions about
themselves, develop their abilities at the highest level, and ultimately realize themselves (Kepgeoglu,
1999). The ultimate goal of the counseling services, which is to enable the individual to realize
himself/herself, is to support the individual to know himself/herself, to choose a profession suitable for
him/herself, to socialize, and to be compatible with his/her environment (Tatlilioglu, 2011). Kuzgun
(2000) defines guidance as a systematic and professional assistance process offered to the individual by
experts in order for the individual to understand himself/herself, become aware of the opportunities
around him/her, and realize his/her essence by making the right decisions.

It is accepted that guidance services are an integral part of the education system to ensure individuals'
social-emotional, academic, and career development, and it is expected that the services will be carried
out as a team in schools. Therefore, all personnel should execute guidance services in harmony and
cooperation under the needs (Gok, 2016). For this reason, it is desirable that all school staff, especially
the school principal, know the fundamental theories and practices related to guidance. At this point,
school administrators have essential responsibilities.

The participation of school administrators in the process is an indispensable factor in the provision
of school guidance services in the targeted activity (Giindiiz, inandi, & Tung, 2014). School
administrators can affect the atmosphere of the school they are responsible for with their behaviors. For
this reason, it is seen that the attitudes of school principals towards guidance services have positive or
negative effects on cooperation at school and the efficiency of guidance services. According to Zalaquett
and Chatters (2012), school administrators, who play a crucial role in schools, significantly contribute
to psychological counselors' cooperation with the school. For example, in studies in which, it was
determined that school principals did not have enough knowledge and could not cooperate with
psychological counselors (Glossoff and Kprowicz, 1990; Given, 2009; Hamamc1, Murat and Coban,
2004; Hardesty and Dillard, 1994; Stickel, 1990), it was observed that the efficiency of the guidance
services carried out was negatively affected.

As can be understood from the explanations made in summary, the ability of schools to achieve their
goals and raise individuals who are beneficial to society and who are mentally healthy is directly related
to how school administrators assume their leadership roles. However, again, the effective execution of
guidance services to achieve the goals of schools cannot be ignored. At this point, school administrators,
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who are in the position of a leader who creates an environment of cooperation at school, direct, motivate,
and acts as an incentive for teachers, have essential roles. In addition to fulfilling their responsibilities
specified by the regulations, school administrators' positive attitude towards school guidance services is
an essential condition for the effective execution of guidance services.

From this point of view, it is understood that an important variable to be examined in the success of
school guidance services is the attitudes of school administrators towards guidance services. However,
when the literature is examined, it is seen that no data collection tool allows school administrators to
predict their attitudes towards school guidance and psychological counseling services. Therefore, this
study aimed to develop a scale to reveal school administrators' attitudes towards school guidance and
psychological counseling services with a valid and reliable data collection tool.

2. METHOD

This study is a scale development study conducted to determine the validity and reliability of the
attitude scale of school administrators towards school PDR services.

2.1 Study Group

The study group consisted of volunteer school administrators who were selected by the convenience
sampling method and who worked in official public schools in Sanlrfa province. Data were collected
from two groups for exploratory and confirmatory factor analysis during the school administrators'
attitude scale development towards school guidance and psychological counseling services. Exploratory
Factor Analysis (EFA) was performed on the first study group to determine the factor structure of the
scale developed within the scope of the research, and then Confirmatory Factor Analysis (CFA) was
performed on the second study group to test the resulting structure.

While 318 school administrators were the first study group to collect the data needed for Exploratory
Factor Analysis (EFA), 300 school administrators were the second study group to collect the data needed
for Confirmatory Factor Analysis (CFA).

When the literature is examined, it is seen that there are different suggestions regarding the sample
size to be applied for exploratory factor analysis. In this study, different suggestions were taken into
consideration in order to meet more than one criterion. For example, while Sonmez and Alacapinar
(2016) made suggestions according to the number of items by stating that three times the number of
questions in the measurement tool should be reached, Tabachnick and Fidell (2001) made a definitive
number suggesting that at least 300 samples would be appropriate. In the sample size recommendations
made according to the Kaiser-Meyer-Olkin (KMO) value, for the KMO value,between 50 - .60 is "bad",
.between 60 - .70, is "weak", .between 70 - .80, is "moderate", .between 80 - .90 is "good".If it is above
90, it is suggested that "excellent™ values give an idea about the suitability of the sample size (Tavsancil,
2005). In this study, 318 participants were reached with a scale of 80 items, and the KMO value was
found to be .93. With these values, it can be said that the sample size is sufficient for exploratory factor
analysis.

It is seen that there are also different opinions on confirmatory factor analysis in the literature.
Regarding the sample size; Jackson (2001) stated that it should be between 200-400 people based on the
number of people, while Stevens (2002), who considered this based on the number of items, suggesting
a participant proposal ranging from 5-20 for each item in the scale (cited in Uyumaz and Sirganci, 2020).
In line with these opinions, in this scale development study conducted to determine the validity and
reliability of the Attitude Scale for School Administrators' School PDR Services, it was found sufficient
to apply the 36-item scale form to 300 school administrators for confirmatory factor analysis.

2.2 Development of the Scale

In the scale development process, the checklist, including the scale development stages developed
by Acar Glivendir and Ozer Ozkan (2015), was used, and the phases followed were as follows;

1. A literature review was conducted on the subject.

2. During the creation of the item pool, the literature was used.

3. The composition was printed to the target group during the creation of the item pool.
4. While creating the item pool, three times the number of items targeted were written.
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Field experts were used in the creation of the item pool.

During the creation of the item pool, measurement experts were used.

Necessary corrections have been made in line with the feedback from experts in the item pool.

The application instructions for the scale were prepared.

The items were pre-tested to be evaluated for clarity in a smaller group than the target group

(sample).

10.Necessary corrections have been made after pre-application in the item pool.

11.The target group size was determined as 300 and above.

12.1tem analyzes were performed.

13.Exploratory factor analysis (EFA) was performed in validity studies.

14.Confirmatory factor analysis (CFA) was performed by reaching a sample proportional to the
number of scales to collect data again to test the accuracy of the structure after EFA.

15.Proof of scope validity is provided.

16.The test results were shared with an appropriate variable for criterion validity.

17.Reliability analyzes were performed using McDonalds Omega and Cronbach Alpha methods.

©o~N O

The studies conducted at these stages are summarized below.
2.2.1. Substance Pooling Phase

At this stage, a literature review was conducted, and related studies were examined. In this way, the
theoretical structure of the school guidance and psychological counseling services was tried to be put
forward, and a conceptual framework was tried to be created before the items for measurement were
written. In addition, in light of this information, an essay containing five open-ended questions was
written to 9 school administrators to get the target group's opinions. School administrators were asked
to share their experiences, observations, and impressions with sincere expressions through the
compositions. Afterward, the compositions were carefully read and analyzed. Finally, the data obtained
were first coded and conceptualized. Later, the concepts that emerged were arranged and turned into
meaningful expressions. The aim here is to transfer the observations and thoughts of school
administrators about their attitudes to the item pool without losing their integrity of meaning. This way,
a pool of 105 items was created by using the literature review and the expressions of school
administrators in the essays. It has been noted that the pool of substances created is three times the
number of targeted substances. Finally, it was noted that each item written in the item pool followed the
conceptual framework of school guidance and psychological counseling services and the variable to be
measured. Finally, the scale items were composed of statements containing three components of attitude,
which are cognitive, behavioral, and practical, while covering school guidance and psychological
counseling services.

2.2.2. Stage of Applying for Expert Opinion

At this study stage, the created item pool was presented to the expert opinion. A total of 7
academicians, two experts in the field of measurement and evaluation, one expert in the field of
educational management and supervision, and four experts in the field of guidance and psychological
counseling were consulted, and content validity was tried to be ensured. The experts examined whether
the scale items measured the attitudes of school administrators towards guidance and psychological
counseling services and evaluated the statements in terms of clarity and comprehensibility. In addition,
the scale items were checked by an expert in Turkish education in terms of language suitability. As a
result of the examinations of the field experts, some items need to be corrected, while some items have
been found appropriate to be removed. In line with the opinions and recommendations of the field
experts, 25 items considered inadequate and unsuitable for the purpose were removed from the 105-item
pool. In some of the statements remaining in the item pool, the necessary corrections were made, and a
trial form of the scale was created with 80 items before the application.

The trial form was prepared as a 5-point Likert-type scale, and each item was graded with the
expressions "Strongly Disagree (1)", "Partially Agree (2)", "Undecided (3)", "Partially Agree (4)," and
"Completely Agree (5)". In the trial form prepared to measure the attitudes of school administrators
towards guidance and psychological counseling services, 35 of the 80 attitude items were in the
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cognitive, 22 were in the behavioral, and 23 were in the affective component. In addition, there are 26
reverse items containing negative statements in the trial form.

2.2.3. Data Collection

The scale form prepared for data collection was transferred to Google form to be delivered to the
target group in a virtual environment. At the top of the scale form, an instruction was added stating that
the purpose of the study was based on volunteerism and that the sincere responses of the participants
were needed. Later, the scale form was delivered to school administrators through various social media
applications and communication tools. This way, the scale consisting of 80 items was applied to 318
school administrators before the form exploratory factor analysis.

After the Exploratory Factor Analysis (EFA), the 80-item scale was reduced to 36 items and applied
to the second study group to perform Confirmatory Factor Analysis (CFA) to test the resulting structure.
The scale consisting of 36 items was transferred to the Google form in the same way and delivered to
the school administrators. In this way, the opinions of 300 school administrators were consulted, and
CFA was performed with the data obtained.

2.2.4. Data Analysis

The obtained data were transferred to the SPSS program. It was examined whether there were
extreme values in the data of the study group, and the data were made suitable for analysis. Finally, the
factor analysis method was used to ensure validity; Exploratory Factor Analysis (EFA) was performed
through the SPSS program, and Confirmatory Factor Analysis (CFA) was performed through the
LISREL program.

In the factor analysis process, KMO (Kaiser-Meyer-Olkin) and Bartlett test values were examined to
determine whether the data were suitable for factor analysis. After this stage, Exploratory Factor
Analysis (EFA) was performed using Varimax, one of the proper rotation methods, to determine the
structure's appearance. Then, Confirmatory Factor Analysis (CFA) was used to test the accuracy of the
view. Finally, this section examined standardized values, ¥2 degree of freedom, and values related to fit
indices such as RMSEA, RMR, SRMR, CFIl, NFI, and NNFI.

The scale's reliability after EFA was determined by Cronbach's Alpha internal consistency analysis.
In addition, item-total correlation values and item analyses based on lower-upper group averages were
performed. The scores of the 27% lower and 27% upper groups constituting the scale were subjected to
the t-test, and the remarkable powers of the items were examined. After CFA, reliability analyses were
repeated, and Cronbach's Alpha and Mcdonald's Omega coefficients were calculated to determine their
reliability. Findings related to the analysis of the scale are given below.

3. FINDINGS

This section includes the findings related to the validity and reliability studies of the "attitude scale
towards school administrators' guidance and psychological counseling services" development study.

3.1. Findings Regarding Exploratory Factor Analysis

Exploratory Factor Analysis (EFA) was used to test the construct validity of the study. In this process,
the missing data and extreme values were examined to prepare the data set for analysis before starting
factor analysis. In this context, after concluding that there was no missing data, reverse items were
coded, and then the total Z scores of 318 school administrators were calculated to determine the extreme
values. Z scores were listed as small to large and large to small, and seven people seen outside the range
of +3 and -3 were removed from the data set. Finally, KMO (Kaiser-Meyer-Olkin) and Bartlett test
values were examined to determine whether the data set consisting of the remaining 311 people were
suitable for factor analysis. Finally, KMO (Kaiser-Meyer-Olkin) value, which can take a value between
0 and 1; if the Barlett Test is found to be higher than 60 and statistically significant, factor analysis can
be started (Buyukoztirk, 2004). The KMO value for this study was found to be.93, which was found to
be sufficient for factor analysis. As a result of the Bartlett Test, the value obtained was significant (* =
17211,978; p<0.01).
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After the assumptions of the factor analysis were provided, 16 factors with an eigenvalue above one
were determined as a result of the first analysis using the varimax vertical rotation technique. When the
factors' contribution to the total variance was examined, it was seen that the first three factors explained
38.45% of the total variance, and there was a significant decrease in the contribution of the factors to
the total variance starting from the 4th factor. In analysis results without any dimension limitation,
overlapping items with a difference of less than ten between the load value in more than one factor and
the load value in the other factor were determined. In this way, it is suggested that the load values given
by the load-giving items in two factors in more than one factor should be greater than .10. (Buytkozturk,
2013; Can, 2013) Therefore, the analyses were repeated, and 21 overlapping items were discarded.
Another critical view is that the fact that the factor load values of the items are higher than 45 indicates
a good result (Buyukdztirk, 2003).

For this reason, in order for an item to remain on the scale, the condition that the factor load value is
higher than 45 was sought, and two items that gave a load under this value were removed from the scale.
As a result of the analysis made after these procedures, it was seen that the total variance explained by
the first three factors was 48.65%, and the contributions of the other factors to the total variance were
not too much. For this reason, it was thought that the scale could have three factors, and EFA was
repeated by being limited to 3 factors. As a result of the analysis, 21 more items, defined as overlapping
for the last time and found to have low factor load value, were removed from the scale. Thus, at the end
of the EFA stage, the scale took its final form with three dimensions and 36 items.

In the last factor analysis, the KMO value was found to be 94, and the value obtained from the Barlett
Test was found to be significant (x> = 8683.032; p<0.01). In addition, it was observed that the scale
explained 61.58% of the total variance with the three-factor structure. The Slope Deposition Chart in
Figure 1 also supports the three-factor structure.

Scree Plot
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Figure 1: School Administrators' Attitude Scale toward PDR Services Slope Depreciation Chart

When Figure 1 is examined, it can be said that the contributions of the factors after the third factor
to the common variance are close to each other, the curve proceeds approximately in the same direction,
and the eigenvalue supports the 3-factor structure.

Table 1 shows the eigenvalues of the dimensions obtained from factor analysis and the total variance
values explained.
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Table 1: Total Variance Values Explained by Eigenvalues of Dimensions

Components Eigenvalue Variance % Total Variance%
1 14,335 39,819 39,819
2 4,797 13,325 53,144
3 3,040 8,444 61,588

When Table 1 is examined, the variance rate explained by the first factor with an eigenvalue of
14.335 is 39.82%, the variance rate explained by the second factor with an eigenvalue of 4.797 is
13.33%, and the variance rate explained by the third factor with an eigenvalue of 3.040 is 8.44%. The
total variance rate explained is 61.58%. It is stated that the fact that the total variance rate explained is
higher than 50% is sufficient for a measurement tool (Seger, 2013). As a result, it is seen that the total
variance rate explained in this study is sufficient.

As a result of the factor analysis, after the factors emerged, the factors were tried to be named by
taking into account the meanings of the items under the factors. In this context, in line with the typical
characteristics of the items under the factor, it was seen that it was significant to give the names of the
factors related to the components of the attitude cognitively, behaviorally, and effectively. In this
context, the first factor is cognitive, the second factor is behavioral, and the third factor is influential.
These three factors that emerged as a result of the exploratory factor analysis, the distribution of the
items under the factors, and the factor load values of these items are given in Table 2.

Table 2: School Administrators Attitude Scale Towards Counseling Services

Factor
ltems Factor 1 Factor 2 3
(Cognitive) (Behavioral) (Affecti
ve)
item 1 ,895
item 2 ,866
item 3 ,849
item 4 ,812
item 5 ,807
item 6 ,798
item 7 ,791
item 8 ,781
item 9 157
item 10 ,718
item 11 ,701
item 12 ,686
item 13 ,599
item 14 ,594
item 15 ,585
item 16 ,798
item 17 173
item 18 ,758
item 19 ,7136
item 20 ,735
item 21 721
item 22 ,718
item 23 717

item 24 , 715
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item 25 ,700
item 26 ,696
item 27 ,688
item 28 ,665
item 29 ,659
item 30* ,845
item 31* ,832
item 32* 772
item 33* ,756
item 34* ,695
item 35* ,668
item 36* ,628
The ratio of variance explained for the total scale (%6): %61,58
Reliability coefficient Cronbach a for the whole scale: ,95

* reverse coded item

When Table 2 is examined, the distribution of 36 items under three factors is seen. There are 15 items
under the first factor (cognitive sub-dimension), 14 items under the second factor (behavioral sub-
dimension), and seven items under the third factor (affective sub-dimension). When the factor loads
related to 36 items in the scale are examined, it is seen that the highest load value is 90, and the lowest
load value is 59. It is seen that the load values of the items in the factors vary between 90 and 59 in the
cognitive sub-dimension, between 80 and 66 in the behavioral sub-dimension, and between 84 and 63
in the affective sub-dimension. These findings show that the factor load values for all items obtained as
a result of factor analysis are acceptable.

3.1.1. Substance Analysis and Reliability Studies

In this part of the study, as a result of the Exploratory Factor Analysis, item-total test correlation
values were calculated for each sub-dimension of the 36 items that make up the scale. In addition, item
discrimination was statistically tested by comparing the difference between the item averages of the
lower-upper group (27%, n=84) with the independent sample t-test. In addition, to determine the
reliability of the developed scale, the Cronbach's Alpha internal consistency coefficient of each sub-
dimension and the whole scale were calculated. Finally, the item-total test correlation values,
independent sample t-test, and Cronbach's Alpha internal consistency coefficients are given in Table 3.

Table:3 Item Analysis Values and Cronbach's Alpha Coefficients

Independent Sample t-test

Dimensions Articles Item-Total
Correlation t p
M1 ,891 12,147 ,000
M2 ,892 12,875 ,000
M3 827 11,717 ,000
M4 , 796 9,986 ,000
M5 ,854 12,008 ,000
L E?);tr::we M6 802 10,256 000
M7 ,844 11,495 ,000
, ) M8 , 795 9,312 ,000
(Cronbach's Alpha : ,955) MO 5 9.755 000
M10 717 8,791 ,000
M11 , 7192 11,912 ,000
M12 757 11,307 ,000

M13 ,699 9,673 ,000
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M14 ,701 11.470 ,000

M15 ,665 8,896 ,000

M16 7197 11,752 ,000

M17 ,791 11,466 ,000

M18 ,755 9,699 ,000

M19 737 10,990 ,000

M20 ,781 11.513 ,000

2. Factor M21 ,740 11.701 ,000
Behavioral M22 , 743 11,858 ,000
M23 770 12,980 ,000

(Cronbach's Alpha: ,941) M24 ,786 13,587 ,000
M25 ,750 7,608 ,000

M26 742 9,231 ,000

M27 ,766 9,174 ,000

M28 ,706 8,754 ,000

M29 ,730 12,334 ,000

M30 ,846 6,940 ,000

M31 ,836 6,142 ,000

3 Z?]f‘:;rive M32 768 7,376 000
M33 ,785 7,808 ,000

(Cronbach's Alpha: ,887) M34 ,764 9,389 ,000
M35 ,728 8,695 ,000

M36 ,760 10,303 ,000

Cronbach’s Alpha for the Whole Scale: ,953

The item-total test correlation values shown in Table 3 reflect the correlation values with the total
scores of the dimension in which each item is included. When the table is examined, it is seen that the
item-total test correlation values vary between 67 and 89 in all three dimensions. These values, which
indicate a positive and high relationship, indicate that each of the 36 items in the scale form measures
the feature they want to measure. Therefore, it is seen that item-total test correlation values are desirable.

As a result of the independent groups' t-test, which was conducted by dividing 311 participants in
the scale into subgroups (27% lower part, n=84) and upper group (27% upper part, n = 84), it was aimed
to reveal whether each item had unprecedented power statistically. When Table 3 is examined, all of the
t values obtained as a result of the analysis gave significant results (p< 0.05). These results show that all
of the items in the scale have unprecedented power.

When the reliability values in Table 3 are examined, it is seen that Cronbach's Alpha internal
consistency coefficient is 96 for the "Cognitive" sub-dimension, 94 for the "Behavioral" sub-dimension,
and 89 for the "Affective" sub-dimension. It is seen that the internal consistency coefficient obtained for
the whole scale is .95. These values reveal that the scale is a reliable measurement tool.

3.2. Findings Regarding Confirmatory Factor Analysis

In order to test whether the three-factor 36-item structure that emerged according to the results of the
Exploratory Factor Analysis was confirmed, Confirmatory Factor Analysis (CFA) was performed on
the data obtained by applying the scale again to the second study group consisting of 300 school
administrators. When the literature is examined, it is seen that many fit index values need to be examined
to reveal the structure's validity in CFA. In this study, the fit index values are the Chi-Square Test of Fit
(Chi-Square Goodness, %2), the Root Mean Square Error of Approximation, RMSEA, the erroneous Fit
Index (CFI), and the square root of the square of the mean. (Root Mean Square Residual, RMR),
standardized root means square means (Standardized Root Mean Square Residual SRMR), normed fit
index (Normed Fit Index, NFI), non-normed fit index (Non-Normed Fit Index, NNFI). In this context,
to test the three-dimensional structure, CFA was applied to examine these values. After the model was
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tested with CFA, the modification suggestions were examined to obtain a better fit, and it was observed
that the modification between item 1 and item 2 improved the fit values in the model.

When article 1 (I think PDR services increase the quality of education) and article 2 (I think PDR
services increase the awareness of individuals about their development), which are recommended to be
modified as a result of CFA, are examined in order to make sense of the relationship between these two
items. At this point, it would be helpful to reiterate the purpose of guidance services. Guidance services,
the ultimate goal of which is to enable individuals to realize themselves, are a systematic and
professional assistance process for the student to complete his/her development healthily, to be aware
of the opportunities offered in this direction, to recognize the professions and the expectations of the
society, to plan his/her future by his/her interests and abilities, to develop problem-solving and decision-
making skills, and to grow up as healthy and beneficial individuals to society (Kep¢eoglu, 1999; Kuzgun
2000; Ozoglu, 1997; Yesilyaprak, 2012). It is known and accepted that developmental psychology is
very closely related to education (Sigsman, 2007), that quality can be achieved in education by taking
into account the developmental characteristics of children (Karademir and Akman, 2021), and that the
healthy development of students will contribute positively to education (Kayadibi, 2001). Therefore, the
increase in the awareness of individuals about their development as a result of PDR services and the
increase in the education quality is not unrelated cases. In this context, it was found significant to add
error covariance between item 1 and item 2, which is recommended to be modified due to CFA. At this
stage, covariance was added to the model for these two items, and the model was retested.

After the modification, the goodness of fit indices of the model and acceptable and perfect fit values
(Schermelleh-Engel and Moosbrugger, 2003) are given in Table 4.

Table 4: Fit Indices and Acceptance Values Obtained as a result of CFA

Fit Indices Perfect Fit Acceptable Fit CFA Results
x2/df 0 <y2/df<2 2 <y2/df<3 1672.40/590 =2.83
RMS 0 <RMSEA <0.05 0.05 <RMSEA <0.08 0.078

NFI .95 <CFI<1.00 0.90 <CFI <0.95 0.95
NNFI 0.97 <CFI<1.00 0.95<CFI<0.97 0.96
RMR 0 <SRMR <0.05 0.05<SRMR £0.10 0.056

SOME 0 < SRMR <0.05 0.05<SRMR £0.10 0.066
CFI 0.97 <CFI<1.00 0.95<CFI<0.97 0,97

When the acceptable fit values given in Table 4 and the fit indices obtained as a result of CFA are
examined, it is seen that all values [y2/df (2.83), RMSEA (0.078), NFI (0.95), NNFI (0.96), RMR
(0.056), SRMR (0.066), CFI (0.97)] are within acceptable fit limits. As a result, these findings show that
the three-factor structure determined by EFA is confirmed as a model.

The path diagram of the model obtained as a result of CFA and the factor loads in it are shown in
Figure 2.
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Figure 2: Confirmatory Factor Analysis (CFA) Results
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As seen in Figure 2, factor loads range from 0.60 to 0.89 for the cognitive dimension, 0.38 to 0.73
for the behavioral dimension, and 0.83 to 0.96 for the affective dimension. According to Harrigton
(2009), factor load values should be above 0.30. It is understood that the factor load values are at the
desired level, and the scale is confirmed. As a result of CFA, it is seen that the scale consists of 36 items
and three factors.

3.3. Findings Regarding the Reliability of the Attitude Scale for School Administrators
towards PDR Services

After the developed measurement tool was finalized with three factors and 36 items after CFA, the
scale's reliability was determined by re-reliability analysis on the second group at this stage.
Accordingly, Cronbach's Alpha coefficient and Mcdonald's Omega coefficient were calculated for
internal consistency reliability. The Cronbach's Alpha and McDonald's Omega internal consistency
coefficients obtained for each sub-dimension and the whole scale as a result of the reliability analysis
are given in Table 5.

Table 5: Cronbach's Alpha coefficients and McDonald's Omega coefficients

Dimensions Number of Items Cronbach's Alpha (a) McDonald's Omega(w)
1. Cognitive 15 97 97
2. Behavioral 14 ,93 ,93
3. Affective 7 ,93 ,94
Entire Scale 36 ,96 ,96

When the reliability values in Table 5 are examined, it is seen that Cronbach's Alpha internal
consistency coefficient is 97 for the "Cognitive" sub-dimension, 93 for the "Behavioral" sub-dimension,
and 93 for the "Affective" sub-dimension. It is seen that the Cronbach's Alpha coefficient obtained for
the whole scale is .96. In the same table, it is seen that the McDonald's Omega internal consistency
coefficient for another reliability analysis is 97 for the "Cognitive" sub-dimension, 93 for the
"Behavioral" sub-dimension, and 94 for the "Affective" sub-dimension, while the McDonald's Omega
coefficient obtained for the whole scale is .96. These high values show that this scale, developed to
measure school administrators' attitudes towards guidance and psychological counseling services, is a
reliable measurement tool.

4. DISCUSSION, CONCLUSION and SUGGESTIONS

This study aimed to develop a valid and reliable measurement tool to determine the attitudes of school
administrators towards guidance and psychological counseling services. In line with this purpose, the
literature review was conducted, and the relevant literature was used to create the item pool. Then, the
school administrators were written the essay through a form where open-ended questions were asked.
As a result of these studies, a pool of 105 items was created. This item pool was presented to the expert
opinion, and the number of items was reduced to 80 due to the expert feedback. Exploratory Factor
Analysis (EFA) was performed to determine the construct validity of the 80-item scale, and as a result
of the analysis, the scale reached a 36-item and three-factor structure. In addition, item discrimination
was statistically tested by analyzing the items, and reliability analyzes were performed. Then,
Confirmatory Factor Analysis (CFA) was performed to confirm the structure formed by EFA, and as a
result of the analysis, the structure was confirmed with three factors and 36 items.

The developed scale consists of three dimensions, 15 items in the cognitive dimension, 14 in the
behavioral dimension, seven in the affective dimension, and a total of 36 items. For the reliability
analysis of the scale, Cronbach's Alpha and McDonald's Omega internal consistency coefficients were
calculated and found to be .96 for both. The scale was "the attitude scale of school administrators
towards guidance and psychological counseling services ."Each item in the 5-point Likert-type scale
was graded with the expressions "Strongly Disagree (1)", "Partially Agree (2)", "Undecided (3)", and
"Partially Agree (4)" and "Completely Agree (5)". The total score from the scale can vary between 36
and 180 points.
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Based on the findings obtained from the analysis, it can be said that the scale is a valid and reliable
measurement tool for determining the attitudes of school administrators towards guidance and
psychological counseling services. In addition, the fact that the sample size taken during the scale
development phase was sufficient made the scale strong and contributed positively to its validity and
reliability. This scale, which was developed by referring to the opinions of school administrators
working at different educational levels, is deemed appropriate to be used at all educational levels.

It is known that the scale can affect the school's atmosphere, which is responsible for the attitudes of
the school administrators, who are the target group. Therefore, it is seen that school administrators'
attitudes towards guidance services are an essential variable in the effectiveness of school guidance
services. In this context, the scale can be a resource for school administrators who want to increase their
effectiveness in guidance and psychological counseling services.

The developed scale can be used to determine the attitudes of school administrators towards school
guidance and psychological counseling services. As a result of the determination studies, in-depth
research studies, especially focus group interviews, can be conducted with school administrators who
do not have positive attitudes. In addition, the scale can be used in studies to examine the relationship
between school administrators' attitudes towards school PDR services and different organizational and
managerial variables.

It is believed that this scale, which is thought to be capable of determining the attitudes of school
administrators towards PDR services, can contribute to studies in the field of guidance and psychological
counseling services.
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Ozet

Bu aragtirmanm amaci okul yoneticilerinin rehberlik ve psikolojik danisma hizmetlerine yonelik
tutumlarmi belirlemeye yonelik gecerli ve giivenilir bir dlgme araci gelistirmektir. Olgegin gelistirilme siirecinde
acimlayici ve dogrulayici faktor analizi igin iki farkli gruptan veri toplanmistir. Bu baglamda arastirmanin birinci
calisma grubu 318, ikinci ¢alisma grubu ise 300 okul yoneticisinden olusmaktadir. Yapilan AFA sonucunda toplam
varyansin %61,58’ini agiklayan {i¢ faktorlii bir yap1 elde edilmistir. AFA, 6zdeger ve paralel analiz yontemleriyle
ayr1 ayri tekrarlanmigtir. Ortaya ¢ikan bu ii¢ faktor “bilissel”, “davranigsal” ve “duyussal” seklinde
isimlendirilmistir. A¢imlayici Faktor Analizi asamasinda dlgegi olusturan 36 maddenin her bir alt boyut igin
madde toplam test korelasyon degerleri hesaplanmistir. Ayrica alt-ist grubun (%27°lik kisim, n=84) madde
ortalamalari arasindaki farki bagimsiz 6rneklem t-testi ile karsilastirilmistir. Madde analizleri dlgekte yer alan
maddelerin tamaminin ayirt edicilik giliciine sahip oldugunu goéstermistir. AFA ile elde edilen ii¢ faktorlii yapi,
DFA ile test edilmis ve dogrulanmigti. DFA sonucunda Olgcegin iyilik uyum indeksleri ¥2/df=2.83,
RMSEA=0.078, NFI=0.95, NNFI=0.96, RMR=0.056, SRMR=0.066 ve CFI=0.97 olarak bulunmustur. DFA
sonucunda elde edilen degerler, ii¢ faktorlii yapinin yeterli uyuma sahip oldugunu ortaya koymus ve yapi
dogrulanmistir. Faktor analizlerinin neticesinde nihai halini alan 6l¢ek i{i¢ boyuttan ve toplam 36 maddeden
olusmaktadir. Olgegin giivenirlik analizi i¢in Cronbach’s Alfa ve McDonald’s Omega katsayilar1 hesaplanmis ve
her ikisi i¢in de i¢ tutarlik katsayilar1 ,96 olarak bulunmustur. Gergeklestirilen analizler neticesinde gecerligi ve
giivenirligi saglanmis bir 6l¢gme araci elde edilmistir.

Anahtar Kelimeler: okul yoneticisi; rehberlik; psikolojik danisma; tutum; 6lgek

1. GIRIS

Insanlar, dogustan sahip oldugu yeteneklerini planli ve programli bir sekilde bilgi, beceri ve anlayis
kazandirarak belirlenen amaglar dogrultusunda gelistirmek amaciyla egitime ihtiya¢ duyarlar. Egitim,
toplumsallagma siireci igerisinde bireylerin bilgi, beceri ve tutumlarini1 6grenme yoluyla degistirmesine
ve gelistirmesine yardim eder (Kahya, 2020). Ailede baslayip ve ¢ocugun okula baglamasiyla egitim
Ogretim kurumlarinda devam eden ve ¢ok yonlii bir siire¢ olan egitim; yeni kusaklarin topluma faydali
bireyler olmasi hedefi ile plan ve program dahilinde okullarda yiiriitiilmektedir. Bu noktada her daim
toplumun ekonomik, sosyal ve kiiltiirel alanlarda gelisebilmesi amaciyla gerek duyulan nitelikli insan
giicii saglanmaya ¢alisilmakta ve okullarin etkin kilinmasi i¢in ugras verilmektedir.

“Bu makale Ismail YILMAZ’m Dog. Dr. Metin OZKAN danigmanhginda yiiriittiigii yiiksek lisans tezinden
uretilmistir.
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Toplumun beklentilerini karsilamayan bir okulun etkili ve basarili bir okul olarak nitelendirilmesi
soz konusu degildir. Etkili ya da basarili okul ise, akademik bilgilerin belirlenmis bir zaman mekan
icerisinde kisilere Ogretilmesini kapsayacak sekilde salt Ggretim yapan bir kurum demek degildir.
Mutlaka bireylerin biligsel, duyussal ve devinimsel alanlarda bir biitiin halinde 6gretim hizmetlerini
almasi1 gerekmektedir (Gok, 2016).

Tiirkiye’de, okullarimizda ¢ocuklarimizin kigiliklerini kazanmis, kabiliyetlerini isleten, edindikleri
bilgileri giinliik problemlerin ¢dziimiinde kullanabilen, akilci, yaratici, yapici, duygu ve diisiincelerini
dengeli yiriten, sevgi dolu, hosgorilii, milli ve kiiltiirel degerlerine sahip vatandaslar olarak
gelismelerini saglamak icin 1950’lerden sonra iizerinde sik¢a konusulup yazilan rehberlik kavrami,
egitim sistemimizin bir par¢asi olmaya baslamistir (Tan ve Baloglu, 2006). Giiniimiizde hizl1 degisim
gosteren kosullarda egitim Ogretim faaliyeti yiirliten bir okulun amacini gergeklestirebilmesi, okul
rehberlik hizmetleri olmaksizin miimkiin gézilkmemektedir. Bu baglamda ¢agdas egitim anlayisiyla
birlikte okul rehberlik hizmetleri i¢in egitim Sgretim faaliyetlerinin 6nemli bir tamamlayicist oldugu
soylenebilir.

Okul rehberlik hizmetleri, bireylerin kendini tamimasi, problemlerini ¢dzebilme yetileri kazanmasi,
kendiyle ilgili gercekei kararlar almasi, yeteneklerini en iist diizeyde gelistirmesi ve nihayetinde kendini
gerceklestirmesi i¢in alan uzmanlar1 tarafindan bireye sunulan psikolojik yardimlardir (Kepgeoglu,
1999). Nihai hedefi bireyin kendini gerceklestirebilmesi olan rehberlik hizmetlerinin amaci; bireyin
kendini tanimasi, kendine uygun meslegi segebilmesi, sosyallesmesi ve ¢evresi ile uyumlu olmasini
desteklemektir (Tatlilioglu, 2011). Kuzgun (2000) rehberligi, bireyin kendini anlamasi, ¢evresindeki
olanaklarin farkina varmasi ve dogru kararlar vererek Oziinii gergeklestirebilmesi amaciyla uzman
kisilerce bireye sunulan sistematik ve profesyonel yardim siireci olarak tanimlamaktadir.

Milli Egitim Bakanhigi (MEB) biinyesinde rehberlik hizmetleri, kapsamli gelisimsel rehberlik
anlayisiyla ve gelistirilen sunum sistemi araciligiyla ii¢ kategoride sunulmaktadir: Onleyici ve gelisimsel
hizmetler, iyilestirici hizmetler ve destek hizmetler. Rehberlik hizmetlerinin ger¢evesini olusturmasi
amaciyla Bakanlik tarafindan gelistirilen sunum sisteminde bu ti¢ kategori, bireysel veya grup ¢alismasi
olusuna gore kendi icerisinde alt kategorilere ayrilmakta ve egitim kurumlarindaki rehberlik
hizmetlerinin sunus seklini ortaya koymaktadir. Onleyici ve gelisimsel hizmetler; smf rehberlik
programi, bireyi tanima ¢aligmalari, bilgi verme ¢aligmalari ve yoneltme-izleme ¢alismalari seklinde alt
kategorilere ayrilirken iyilestirici hizmetler; psikolojik danigsma, psiko-sosyal midahale ve sevk
yonlendirme seklinde alt kategorilere ayrilmaktadir. Ogrencilerin gelisimlerini dolayli yoldan
destekleyen rehberlik hizmetlerini ifade eden destek hizmetleri ise miisavirlik, program yonetimi-
arastirma-proje, is birligi ve mesleki gelisim alt kategorilerinden olusmaktadir (Ozel Egitim ve Rehbelik
Hizmetleri Genel Miidiirliigi [ORGM], 2018). Rehberlik ve psikolojik danisma hizmetleri kapsaminda
Sunulan tiim ¢aligmalar bu basliklar altinda yer almaktadir.

Egitim kurumlarinda yil igerisinde yapilmasi planlanan rehberlik calismalar1 MEB Rehberlik
Hizmetleri Sunum Sistemi temel alinarak hazirlanmaktadir. Olusturulan okul rehberlik ve psikolojik
danisma programi ise psikolojik damigman, 6gretmenler ve okul yoneticileri ile is birligi igerisinde
uygulanir. (MEB Rehberlik ve Psikolojik Danigma Hizmetleri Yonetmeligi, 2020). Bu nedenle okul
yoneticilerinin rehberlik hizmetlerine yonelik tutumlarinda rehberlik hizmetlerinin sunum sekli ve
anlayis1 belirleyici olabilmektedir.

Bireylerin sosyal-duygusal, akademik ve Kkariyer gelisimlerini saglamak amaciyla rehberlik
hizmetlerinin, egitim sisteminin ayrilmaz bir parcasi oldugu kabul edilmekte ve hizmetlerin okullarda
bir ekip olarak yirittulmesi beklenmektedir. Tim personel, rehberlik hizmetlerinin yirutilmesinde
ihtiyaca uygun olarak uyum ve isbirligi i¢inde aktif gérev almalidir (Gok, 2016). Bu nedenle, basta okul
muduri olmak Gzere tiim okul personelinin rehberlige iliskin temel teori ve uygulamalar hakkinda bilgi
sahibi olmas1 arzu edilmektedir. Bu noktada okul yoneticilerine 6nemli sorumluluklar diismektedir.

Okul rehberlik hizmetlerinin hedeflenen etkinlikte sunulmasmda okul yoneticilerinin siirece
katilimlar1 vazgegilmez bir faktordiir (Giindiiz, Inand1 ve Tung, 2014). Okul yéneticileri davramslari ile
sorumlusu oldugu okulun atmosferini etkileyebilmektedir. Bu sebeple okul miidiirlerinin rehberlik
hizmetlerine yonelik tutumlarinin okuldaki igbirligine ve rehberlik hizmetlerinin verimliligine yonelik
olumlu veya olumsuz etkileri oldugu goriilmektedir. Zalaquett ve Chatters’e (2012) gore okullarda kilit
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rolii bulunan okul yoneticilerinin, psikolojik danigmanlarm okul ile igbirligi gelistirmelerinde 6énemli
katkilar1 bulunmaktadir. Okul miidiirlerinin okul rehberlik hizmetlerine iligkin yeterince bilgi ve olumlu
tutuma sahip olmadiklar1 ve psikolojik danigmanlarla isbirligi kuramadiklarinin belirlendigi
caligmalarda (Glossoff ve Kprowicz, 1990; Giiven, 2009; Hamamci, Murat ve Coban, 2004; Hardesty
ve Dillard, 1994; Stickel, 1990) ise yiiriitiilen rehberlik hizmetlerinin verimliliginin olumsuz sekilde
etkilendigi goriilmektedir.

Ozetle yapilan aciklamalardan anlasilacag: iizere; okullarmn amagclarmi gergeklestirilebilmesi,
topluma faydali, ruhsal yonden saglikli bireyler yetisebilmesi okul yoneticilerinin liderlik rollerini nasil
tstlendigi ile dogrudan iligkilidir. Yine, okullarin amaglarin1 gergeklestirme yolunda rehberlik
hizmetlerinin etkin yiiriitiilmesi goéz ardi edilemez. Bu noktada okulda isbirligi ortami olusturan,
Ogretmenleri yonlendiren, motive eden ve onlar1 giidilleyen bir lider konumunda bulunan okul
yoneticilerinin onemli rolleri bulunmaktadir. Okul yoneticilerinin yonetmeliklerle belirtilen
sorumluluklarinm yerine getirmelerinin yani sira, okul rehberlik hizmetlerine yonelik olumlu tutum
icerisinde olmalar1 rehberlik hizmetlerinin etkin bir sekilde yiiriitiilmesinin 6nemli bir kosuludur.

Buradan hareketle okul rehberlik hizmetlerinin basarisinda incelenmesi gereken 6nemli bir
degiskenin okul yoneticilerinin rehberlik hizmetlerine yonelik tutumlari oldugu anlagilmaktadir. Ancak
literatiir incelendiginde okul ydneticilerinin okul rehberlik ve psikolojik danigsmanlik hizmetlerine
yonelik tutumlarin1 yordamayi saglayan bir veri toplama aracinin olmadigi goriilmiistiir. Bu nedenle bu
caligmada okul yoneticilerinin okul rehberlik ve psikolojik danigma hizmetlerine yonelik tutumlarin
gegerli ve giivenilir bir veri toplama araci ile ortaya koymak amaciyla 6lgek gelistirmek hedeflenmistir.

2. YONTEM

Bu calisma, okul yoneticilerinin okul PDR hizmetleri yonelik tutum Ol¢eginin gegerligini ve
giivenirligini belirlemeye yonelik olarak yapilan 6l¢ek gelistirme ¢aligmasidir.

2.1.Cahsma Grubu

Arastirmanin ¢alisma grubunu, kolay ulasilabilir 6rnekleme yontemiyle secilmis ve Sanlurfa ili
resmi devlet okullarmnda gérev yapan goniillii okul yoneticileri olusturmaktadir. Okul yoneticisi okul
rehberlik ve psikolojik danisma hizmetlerine yonelik tutum 6lgeginin gelistirilme siirecinde agimlayici
ve dogrulayici faktor analizi icin iki farkli gruptan veri toplanmustir. Arastirma kapsaminda gelistirilen
Olcegin faktor yapisini belirlemek amaciyla birinci ¢alisma grubu iizerinden A¢imlayict Faktor Analizi
(AFA) daha sonrasinda ise ortaya ¢ikan yapinin sinanmasi amaciyla ikinci ¢aligma grubu {izerinden
Dogrulayici Faktor Analizi (DFA) yapilmistir.

Acimlayict Faktor Analizi (AFA) icin ihtiya¢ duyulan verilerin toplandig1 birinci ¢aligma grubunu
318 okul yoneticisi olustururken, Dogrulayict Faktor Analizi (DFA) i¢in ihtiyag duyulan verilerin
toplandigi ikinci ¢alisma grubunu ise 300 okul yoneticisi olusturmaktadir.

Alanyazin incelendiginde acimlayici faktor analizi i¢in uygulamanin gerceklestirilecegi 6rneklem
biiyilikliigiine iligkin farkli Oneriler oldugu goriilmektedir. Bu caligmada ise birden fazla olgiitii
karsilamak amaciyla farkli dneriler dikkate alimmustir. Ornegin; Sénmez ve Alacapinar (2016), dlgme
aracinda bulunan sorularin sayisinin 3 kati kadar kisiye ulasilmas1 gerektigini belirterek madde sayisina
gore Oneride bulunurken; Tabachnick ve Fidell (2001), en az 300 6rneklem sayisinin uygun olacagini
belirterek kesin bir say1 onerisinde bulunmustur. Kaiser-Meyer-Olkin (KMO) degerine gore yapilan
orneklem buyikligi 6nerilerinde ise KMO degeri igin .50 - .60 arasinda “kotii”, .60 - .70 arasinda
“zayif”, .70 - .80 arasinda “orta”, .80 - .90 arasinda “iyi” ve .90 {izerinde ise “miikemmel” seklindeki
degerlerin 6rneklem biiyiikliigiiniin uygunlugu hakkinda fikir verdigi ileri siiriilmektedir (Tavsancil,
2005). Bu ¢aligmada ise 80 maddeden olusan dlgek ile 318 katilimciya ulasilmis ve KMO degeri ,93
cikmistir. Bu degerlerle agimlayict faktdr analizi i¢in Orneklem biiylikligliniin yeterli oldugu
soylenebilir.

Alanyazinda dogrulayici faktor analizi igin de yine farkli gériisler oldugu goriilmektedir. Orneklem
bliyiikliigiine iligkin; kisi sayis1 temelinde Jackson (2001), 200-400 kisi arasinda olmasi gerektigini
belirtirken, bunu madde sayisi temelinde ele alan Stevens (2002) ise dlgekte yer alan her bir madde icin
5-20 arasinda degisen katilimc1 Onerisini getirmistir (Akt. Uyumaz ve Sirganci, 2020). Bu goriisler
dogrultusunda Okul Yéneticisi Okul PDR Hizmetlerine Y&nelik Tutum Olgegi’nin gegerligini ve
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giivenirligini belirlemeye yonelik olarak yapilan bu 6lgek gelistirme ¢aligmasinda ise 36 maddelik 6lgek
formun dogrulayici faktor analizi i¢in 300 okul yoneticisine uygulanmasi yeterli goriilmiistiir.

2.2. Olgegin Gelistirilmesi

Olgek gelistirme siirecinde, Acar Giivendir ve Ozer Ozkan (2015) tarafindan gelistirilmis dlcek
gelistirme asamalarint igeren kontrol listesinden yararlanilmis olup izlenen asamalar su sekilde
olmustur;

Konu ile ilgili alanyazin taramas1 yapilmustir.

Madde havuzu olusturulma agamasinda alanyazindan yararlanilmustir.

Madde havuzu olusturulma asamasinda hedef gruba kompozisyon yazdirilmustir.

Madde havuzu olusturulurken hedeflenen madde sayisinin ii¢ kati madde yazilmustir.

Madde havuzu olusturulma agamasinda alan uzmanlarindan yararlanilmistir.

Madde havuzu olusturulma agamasinda 6l¢gme uzmanlarindan yararlanilmustir.

Madde havuzunda uzmanlardan gelen geribildirimler dogrultusunda gerekli diizeltmeler

yapilmusgtir.

Olgegin uygulama ydnergesi hazirlanmistir.

Hedef grubun (6rneklem) digsindaki daha kiiciik bir gruba anlasilirlik agisindan degerlendirilmek

iizere maddelerin 6n deneme uygulamasi yapilmistir.

10.Madde havuzunda 6n uygulama sonrasinda gerekli diizeltmeler yapilmistir.

11.Hedef grup biyiikligii 300 ve iistii olarak belirlenmistir.

12.Madde analizleri yapilmustir.

13.Gegerlik ¢alismalarinda acimlayici faktor analizi (AFA) yapilmistir.

14.AF A sonrasi yapimin dogrulugunu test etmek i¢in tekrar veri toplamak igin 6lgek sayisiyla orantili
ornekleme ulasarak dogrulayici faktor analizi (DFA) yapilmustir.

15.Kapsam gecerliligi kanitlar1 sunulmustur.

16.0lcit gegerligi icin uygun bir degiskenle yapilan test sonuglar1 paylasilmustir.

17.Guvenirlik analizleri McDonalds Omega ve Cronbach Alfa yontemiyle gerceklestirilmistir.

Nogak~wdE

© o

Bu asamalarda yapilan calismalar asagida 6zetlenmistir.
2.2.1. Madde Havuzu Olusturma Asamasi

Bu asamada Oncelikle alanyazin taramasi yapilarak iliskili ¢alismalar incelenmistir. Bu sekilde
Olemeye yonelik maddeler yazilmadan once dlciilmek istenen okul rehberlik ve psikolojik danigma
hizmetlerine iligkin kuramsal yap1 ortaya konulmaya ve kavramsal ¢erceve olusturulmaya calisilmistir.
Ayrica bu bilgiler 15181nda hedef grubun goriislerini almak amaciyla 9 okul yoneticisine icerisinde 5 agik
uclu sorumun yer aldigi bir kompozisyon yazdirilmistir. Kompozisyonlar araciligiyla okul
yoneticilerinin deneyimlerini, gozlem ve izlenimlerini samimi ifadelerle paylagmalari istenmistir.
Sonrasinda kompozisyonlar titizlikle okunarak analiz edilmistir. Elde edilen veriler 6nce kodlanmis ve
kavramlagtirilmigtir.  Daha sonra ortaya ¢itkan kavramlar diizenlenerek anlamh ifadelere
doniistiiriilmiistiir. Buradaki amac¢ okul yoneticilerinin tutumlar1 ile ilgili goézlemlerinin ve
diistincelerinin anlam biitiinliigiinii kaybetmeden oldugu gibi madde havuzuna aktarilmak istenmesidir.
Bu sekilde hem alanyazin taramasindan hem de okul yoneticilerinin kompozisyonlardaki ifadelerinden
yararlanarak 105 maddelik madde havuzu olusturulmustur. Olusturulan madde havuzunun, hedeflenen
madde sayisinin 3 kati olmasina dikkat edilmistir. Madde havuzuna yazilan her bir maddenin okul
rehberlik ve psikolojik danigmanlik hizmetlerinin kavramsal gergevesine uygun olmasina ve 6lgiilmek
istenen degiskeni Slgiiyor olmasina dikkat edilmistir. Olcek maddeleri, okul rehberlik ve psikolojik
danisma hizmetlerini kapsarken ayni zamanda da tutumun biligsel, davranigsal ve duyussal seklinde
belirtilen 3 bilesenini i¢eren ifadelerden olusturulmustur.

2.2.2. Uzman Goriigiine Bagvurma Asamast

Calismanm bu asamasinda, olusturulan madde havuzu uzman gériisiine sunulmustur. Olgme ve
degerlendirme alaninda 2 uzman, egitim ydnetimi ve denetimi alaminda 1 uzman ve rehberlik ve
psikolojik danigma alaminda 4 uzman olmak tizere toplam 7 akademisyenin goriisiine bagvurulmus ve
kapsam gecerligi saglanmaya ¢alisilmistir. Uzmanlar dlgek maddelerinin, okul yoneticilerinin rehberlik
ve psikolojik danigma hizmetlerine yonelik tutumlarini 6l¢iip Slgmedigini incelemis; ifadeleri, agik
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olmasi ve anlasilabilirligi agisindan degerlendirmislerdir. Ayrica 6l¢ek maddeleri, dil uygunlugu
bakimindan da Tiirkge egitimi alaninda bir uzman tarafindan kontrol edilmistir. Alan uzmanlarinin
incelemeleri sonucunda bazi maddelerin diizeltilmesine ihtiya¢ duyulurken bazi maddelerin ise
¢ikartilmasi uygun goriilmiigtiir. Alan uzmanlarinin goriisleri ve tavsiyeleri dogrultusunda 105 madde
bulunan madde havuzundan yeterli 6lgme yapmadigi ve amaca uygun olmadigi diisiiniilen 25 madde
¢ikarilmigtir. Madde havuzunda kalan bazi ifadelerde ise gerekli diizeltmeler yapilarak uygulama oncesi
80 madde ile 6l¢egin deneme formu olusturulmustur.

Deneme formu, 5 dereceli Likert tipi 6lcek olarak hazirlanmis ve her bir madde “Hi¢ Katilmiyorum
(1)’, “Kismen Katilhiyorum (2)”, “Kararsizim (3)”, “Kismen Katiliyorum (4)” ve “Tamamen
Katiltyorum (5)” seklindeki ifadelerle derecelendirilmistir. Okul yoneticilerinin rehberlik ve psikolojik
danigsma hizmetlerine yonelik tutumlarini 6lgmek i¢in hazirlanan deneme formunda 80 tutum
maddesinin 35’1 biligsel, 22’isi davramgsal ve 23’{i duyussal bilesende bulunmaktadir. Ayrica deneme
formunda olumsuz ifade igeren 26 ters madde yer almaktadir.

2.2.3. Verilerin Toplanmast

Verilerin toplanmasi igin hazirlanan 6l¢ek form, sanal ortamda hedef gruba ulastirilabilmesi
amactyla Google forma aktarilmustir. Olgek formun iist kismina ise caligmanin amacini, goniilliiliik
esasina dayandigint ve katilimcilarm samimi yanitlarina ihtiya¢ duyuldugunu belirten bir yonerge
eklenmigtir. Daha sonra hazirlanan 6lgek form cesitli sosyal medya uygulamalari ve iletisim araglar
kanaliyla okul yoneticilerine ulastirilmigtir. Bu sekilde 80 maddeden olusan 6lgek form agimlayici faktor
analizi 6ncesinde 318 okul y6neticisine uygulanmistir.

Acimlayict Faktor Analizi (AFA) sonrasinda ise 80 maddelik 6lgek, 36 maddeye indirgenmis ve
ortaya c¢ikan yapmin smanmast amaciyla Dogrulayict Faktér Analizi (DFA) yapmak iizere ikinci
calisma grubuna uygulanmistir. 36 maddeden olusan 6l¢ek formda yine aym sekilde Google forma
aktarilarak okul yoneticilerine ulastirilmstir. Bu yolla 300 okul yoneticisinin goriisiine bagvurulmus ve
elde edilen verilerle DFA yapilmustir.

2.2.4. Verilerin Analizi

Elde edilen verilen SPSS programina aktarilmistir. Calisma grubuna ait verilerde u¢ degerler olup
olmadig1 incelenmis, veriler analize uygun hale getirilmistir. Yap1 gecerligi saglamak amaciyla faktor
analizi yontemine bagvurulmus; A¢imlayici Faktor Analizi (AFA) SPSS programi, Dogrulayici Faktor
Analizi (DFA) ise LISREL programi araciligiyla yapilmistir.

Faktor analizi siirecinde ilk olarak verilerin faktdr analizine uygun olup olmadigini saptamak
amactyla KMO (Kaiser-Meyer-Olkin) ve Bartlett testi degerlerine bakilmistir. Bu asamadan sonra
yapinin goriiniimiiniin belirlenmesinde dik déndiirme yontemlerinden Varimax kullanilarak A¢imlayict
Faktor Analizi (AFA) yapilmistir. Daha sonra goriinlimiin dogrulugunun sinanmasinda Dogrulayici
Faktor Analizi (DFA) kullanilmistir. Bu kisimda ise standartlastirilmis degerler, 2 serbestlik derecesi,
RMSEA, RMR, SRMR, CFI, NFI ve NNFI gibi uyum indekslerine iliskin degerler incelenmistir.

AFA sonrasinda 6lgegin giivenirligi Cronbach’s Alfa i¢ tutarlik analizi ile belirlenmistir. Ayrica
madde-toplam korelasyon degerleri ile alt-list grup ortalamalarina dayali madde analizleri yapilmistir.
Olgegi olusturan %27’lik alt ve %27’lik iist grubun puanlar1 t testine tabi tutularak maddelerin ayirt
edicilik gii¢lerine bakilmistir. DFA sonrasinda giivenirlik analizleri yinelenmis ve gilivenirligini
belirlemek igin Cronbach’s Alfa ve McDonalds Omega katsayilar1 hesaplanmistir. Olgegin analizine
iligkin bulgular asagida verilmistir.

3. BULGULAR

Bu bdliimde “okul yoneticisi rehberlik ve psikolojik danigma hizmetlerine yonelik tutum olcegi”
gelistirme ¢alismasinin gecerlik ve giivenirlik ¢aligmalarina iliskin bulgulara yer verilmistir.

3.1. Acimlayic1 Faktor Analizine iliskin Bulgular

Arastirmada yap1 gecerligini test etmek iizere kullanilarak Acimlayici Faktér Analizi (AFA)
yapilmustir. Bu siirecte faktor analizine baglamadan 6nce veri setini analize hazirlamak amaciyla kayip
veri ve u¢ degerlere bakilmistir. Bu kapsamda kayip verinin olmadigina kanaat getirdikten sonra ilk
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olarak ters maddeler kodlanmis ardindan u¢ degerlerin tespiti amaciyla 318 okul yoneticisinin toplam Z
puanlari hesaplanmistir. Z puanlari kiigiikten biiyiige ve biiylikten kiiglige seklinde siralanarak +3 ve -3
araligiin disinda goriilen 7 kisi veri setinden ¢ikartilmigtir. Geriye kalan 311 kisiden olusan veri setinin
faktor analizine uygun olup olmadigini saptamak amaciyla da son olarak KMO (Kaiser-Meyer-Olkin)
ve Bartlett testi degerleri incelenmistir. 0 ile 1 arasinda deger alabilen KMO (Kaiser-Meyer-Olkin)
degerinin .60’dan yiiksek ve Barlett Testi’nin istatistiksel olarak anlamli bulunmasi halinde faktor
analizine gegilebilmektedir (Blyukoztiirk, 2004). Bu ¢aligmaya ilisgkin KMO degeri .93 bulunarak bu
degerin faktor analizi igin yeterli oldugu goriilmiistiir. Barlett Testi sonucunda ise elde edilen degerin
anlamli oldugu goriilmiistiir (x>= 17211,978; p<0,01).

Faktor analizinin varsayimlari saglandiktan sonra varimax dik dondiirme teknigi kullanilarak yapilan
ilk analiz sonucunda 6z degeri 1’in lizerinde olan 16 faktor belirlenmistir. Faktorlerin toplam varyansa
yaptig1 katki incelendiginde ilk 3 faktoriin toplam varyansin %38,45’ini acikladigi ve 4. faktorden
itibaren faktorlerin toplam varyansa katkilarinda énemli bir diisiis oldugu goriilmiistiir. Herhangi bir
boyut sinirlamasma gidilmeden yapilan bu analiz sonucunda birden fazla faktérde yiik veren ve
bulundugu faktordeki yiik degeri ile diger faktordeki ylik degeri arasindaki farki,10’dan az olan binisik
maddeler belirlenmistir. Bu sekilde birden fazla faktérde yiik veren maddelerin iki faktérde verdigi yiik
degerlerinin ,10’dan biiylik olmasi gerektigi ileri siiriilmektedir. (Biyiikoztiirk, 2013; Can, 2013)
Dolayisiyla analizler yinelenerek binisik oldugu gériilen 21 madde bu sekilde atilmigtir. Yine bir bagka
Oonemli goriis ise maddelerin faktor yiik degerlerinin ,45°ten yiiksek olmasinin iyi bir sonuca isaret
ettigidir (Biiyilikoztiirk, 2003). Bu sebeple bir maddenin 6lgekte kalmasi igin faktor yiik degerinin ,45’ten
daha yiiksek olmasi sart1 aranmis ve bu deger altinda yiik veren 2 madde 6lgekten ¢ikarilmistir. Bu
islemlerin ardindan yapilan analiz sonucunda ise ilk 3 faktoriin agikladig1 toplam varyansin %48,65
oldugu ve diger faktorlerin toplam varyansa katkilarmin ¢ok fazla olmadig1 goriilmiistiir. Bu nedenle
Olgegin 3 faktorlii olabilecegi diistiniilmiis ve AFA 3 faktorle sinirlandirilarak tekrarlanmustir. Yapilan
analiz sonucunda son kez binisik olarak tanimlanan ve faktor yiik degeri diisiik oldugu tespit edilen 21
madde daha Glgekten gikarilmistir. Béylelikle AF A asamasinin sonunda 6lgek, 3 boyut ve 36 madde ile
son seklini almustir.

Gergeklestirilen son faktor analizinde KMO degeri ,94, Barlett Testi sonucunda ise elde edilen
degerin anlaml1 oldugu goriilmiistiir (x*= 8683,032; p<0,01). Ayrica 6lgegin, ii¢ faktorlii yapr ile toplam
varyansin %61,58’ini agikladig1 goriilmiistiir. Sekil 1°de verilen Yamag Birikinti Grafigi de ti¢ faktorlii
yapiy1 destekler niteliktedir.

Scree Plot
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Sekil 1: Okul Yoneticileri PDR Hizmetlerine Yonelik Tutum Olgegi Yamag Birikinti Grafigi
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Sekil 1 incelendiginde, t¢lincii faktorden sonraki faktorlerin ortak varyansa katkilarimin birbirine
yakin oldugu, egrinin yaklasik olarak ayni dogrultuda ilerledigi ve 6z degerin 3 faktorlii yapiyi
destekledigi sOylenebilir.

Tablo 1’°de faktor analizi sonucunda elde edilen boyutlarin 6zdegerleri ile agiklanan toplam varyans
degerleri goriilmektedir.

Tablo 1: Boyutlarin Ozdegerleri Ile Aciklanan Toplam Varyans Degerleri

Bilesenler Ozdeger % Varyans Toplam % Varyans
1 14,335 39,819 39,819
2 4,797 13,325 53,144
3 3,040 8,444 61,588

Tablo 1 incelendiginde 6zdegeri 14,335 olan birinci faktoriin agikladigi varyans oram %39,82,
0zdegeri 4,797 olan ikinci faktoriin agikladigi varyans oranm %13,33 ve 6zdegeri 3,040 olan iiciincii
faktoriin agikladig1 varyans orani %8,44 tiir. Agiklanan toplam varyans orani ise %61,58dir. Agiklanan
toplam varyans oraninin %50°den yiiksek olmasinin bir 6lgme araci igin yeterli oldugu belirtilmektedir
(Secer, 2013). Sonu¢ olarak bu c¢alismada agiklanan toplam varyans oranmin yeterli oldugu
gorulmektedir.

Yapilan faktor analizi sonucunda faktérlerin ortaya ¢ikmasinin ardindan faktorlerin altinda yer alan
maddelerin i¢erdikleri anlamlar dikkate alinarak faktorler isimlendirilmeye ¢alisilmistir. Bu baglamda
faktor altinda yer alan maddelerin ortak 6zellikleri dogrultusunda faktor isimlerine; bilissel, davranigsal
ve duyussal olarak tutumun bilesenlerine iligkin isimler verilmesinin anlamli oldugu gorilmistiir. Bu
baglamda birinci faktor biligsel, ikinci faktér davramigsal ve liglincli faktor ise duyussal olarak
isimlendirilmistir. A¢imlayici faktér analizi sonucunda ortaya ¢ikan bu ii¢ faktor, faktorler altinda yer
alan maddelerin dagilimi ve bu maddelerin faktor yiik degerleri Tablo 2’de verilmistir.

Tablo 2: Okul Yoneticileri PDR Hizmetlerine Yonelik Tutum Olgegi

Maddeler 1. Faktor 2. Faktor 3 (F];":;:’l;
(Bilissel) (Davramssal) sal)

1. PDR hizmetlerinin egitimin kalitesini yiikselttigini diistiniiyorum. ,895

2. PDR galismalarmin egitimde basariy1 arttirdigini diistiniiyorum. ,866

3. PDR hizmetlerinin bireylerin gelisimleriyle ilgili farkindaliklarini 849
arttirdigini diistiniiyorum. '

4. PDR calismalarinin dgrencilerin zararli aligkanliklardan uzak 812
durmasina katki sagladigini diisiiniiyorum. '

5.  PDR hizmetlerinin grencilerin ilgi ve yeteneklerini kesfetmesine 807
katki sagladigini diisiiniiyorum. '

6. PDR galismalarmin 6grencilerin motivasyonunu arttirdigini 798
diistiniiyorum. '

7. PDR hizmetlerinin grencilerin okula uyumunu destekledigini 791
diigiiniiyorum. '

8. PDR hizmetlerinin 6grencilerin kariyer planlamasina yardim 781
ettigini diistiniiyorum. '

9. PDR hizmetlerinin bireylerin akademik gelisimlerini destekledigini 757
diistiniiyorum. '

10. PDR hizmetlerinin bireylerin sosyal-duygusal gelisimlerini 718
destekledigini diistinityorum. '

11. PDR hizmetlerinin 6grencilerin ¢evresiyle uyumlu olmasini 701

destekledigini diistiniiyorum.
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12.

e e e g . ,686
gelistirdigini diisiintiyorum.

13. PDR hizmetlerinin okul igin vazge¢ilmez oldugunu diisiiniiyorum. ,599
14. PDR hizmetlerine okullarda daha fazla zaman ayrilmas: gerektigi 594
kanisindayim. ’

15. Ogrencilerin gelisimlerini olumsuz ydnde etkileyecek risk 585

faktorlerinin azaltilmasi igin PDR hizmetlerini gerekli goriyorum.

16.

PDR hizmetlerinin yerine getirilmesi i¢in gerekli tedbirleri

,798
aliyorum.
17. Okul personelini rehberlik hizmetlerine iliskin hizmet i¢i egitimlere 773
katilmaya tesvik ediyorum. ’
18. Okul PDR hizmetleri kapsaminda ¢aligmalar1 yapan okul 758
personeline geri doniit sagliyorum. ’

19. Tiim paydaslar1 yararlanmalar1 i¢in PDR servisine yonlendiriyorum. , 136
20. Okul 6gretmenlerini rehberlik ¢aligmalarina dahil etmeye 735
galigtyorum. '

21. Okul PDR servisine gerekli ara¢ ve gerecleri saglamaya 791
caligtyorum. '

22. PDR hizmetleri hakkinda daha ¢ok bilgi edinmeye ¢alistyorum. ,718
23. Okul personelini PDR hizmetlerinin yiiriitiilmesi noktasinda motive 717
ediyorum. '

24. PDR hizmetlerinin 6niindeki engelleri kaldirmaya ¢abaliyorum. 715
25. PDR hizmetlerine iligkin kayitlarin giivenligi ve gizliligini 200
saglamaya ¢aligtyorum. '

26. Ogretmenlerin sinif rehberlik caligmalarma zaman ayirmalarini 696
istiyorum. '

27. PDR hizmetleri kapsaminda yapilan grupla ve bireysel goriismeleri 688
destekliyorum. '

28. PDR hizmetleri etik yonergesine bagl kalinmasini 6nemsiyorum. ,665
29. Tim 6grencileri PDR hizmetlerinden faydalanmaya tesvik 650

ediyorum.

30. PDR hizmetlerine iliskin ¢alismalardan rahatsiz oluyorum.* ,845

31. PDR hizmetlerine vakit ayirmaya degmez.* ,832

32. PDR hizmetlerinin okulda problemli 6grenciler tiiretmesinden 772
endiseleniyorum.* '

33. Rehberlik hizmetlerine iligkin konugmaktan nefret ediyorum.* ,756
34. PDR hizmetleri kapsaminda yapilan bireysel gériismelerden 695
tedirgin oluyorum.* '

35. PDR hizmetleri kapsaminda sorumluluk almaktan hoglanmiyorum.* ,668
36. PDR hizmetlerinin okula katkis1 konusunda siipheliyim.* ,628
Toplam 6l¢ek icin aciklanan varyans oram (%): %61,58

Tiim 6l¢ek icin giivenirlik katsayis1 Cronbach a: ,95

*ters kodlanmis madde

Tablo 2 incelendiginde 36 maddenin ii¢ faktor altindaki dagilimi goriilmektedir. Birinci faktor
(bilissel alt boyutu) altinda 15, ikinci faktor (davranigsal alt boyutu) altinda 14 ve igiincii faktor
(duyugsal alt boyutu) altinda ise 7 madde yer almaktadir. Olgekte yer alan 36 maddeye iliskin faktor
yiiklerine bakildiginda en yiiksek yiikk degerinin ,90, en disiik yiikk degerinin ise ,59 oldugu
goriilmektedir. Maddelerin faktorlerde aldiklar yiik degerleri bilissel alt boyutta ,90 ile ,59 arasinda,
davranigsal alt boyutta ,80 ile ,66 arasinda ve duyussal alt boyutta ise ,84 ile ,63 arasinda degistigi
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goriilmektedir. Bu bulgular faktér analizi sonucunda elde edilen tiim maddelere iliskin faktor yiik
degerlerinin kabul edilebilir diizeyde oldugunu gostermektedir.

3.1.1. Madde Analizi ve Giivenirlik Calismalar:

Calismanin bu kisminda Agimlayict Faktdr Analizi sonucunda 6lg¢egi olusturan 36 maddenin her bir
alt boyut i¢in madde toplam test korelasyon degerleri hesaplanmistir. Ayrica alt-iist grubun (%27’lik
kisim, n=84) madde ortalamalar1 arasindaki farki bagimsiz 6rneklem t-testi ile karsilastirmak suretiyle
madde ayirt edicilikleri istatistiksel olarak test edilmistir. Ayrica gelistirilen Slgegin gilivenirligini
belirlemek amaciyla her bir alt boyutunun ve 6lgegin tiimiiniin Cronbach’s Alfa i¢ tutarlilik katsayisi
hesaplanmustir. Yapilan madde toplam test korelasyon degerleri, bagimsiz 6rneklem t-testi ve
Cronbach’s Alfa i¢ tutarlilik katsayilar1 Tablo 3’de verilmistir.

Tablo:3 Madde Analiz Degerleri ve Cronbach’s Alpha Katsayilar

Boyuilar Maddeler Madde Toplam Bagimsiz Orneklem t-testi
Korelasyonu t p

M1 891 12,147 1000

M2 802 12,875 ,000

M3 827 11,717 1000

M4 796 9,986 ,000

M5 854 12,008 ,000

) M6 802 10,256 ,000

4. Faktor M7 844 11,495 000

Biligsel M8 795 9,312 000

(Cronbach’s Alpha : ,955) M9 741 9,755 ,000

M10 717 8,791 ,000

M11 792 11,912 ,000

M12 757 11,307 ,000

M13 699 9,673 ,000

M14 701 11,470 ,000

M15 665 8,896 ,000

M16 797 11,752 ,000

M17 791 11,466 ,000

M18 755 9,699 ,000

M19 737 10,990 ,000

M20 781 11,513 ,000

) M21 740 11,701 ,000

5. Faktor M22 743 11,858 1000
Davranigsal

M23 770 12,980 ,000

(Cronbach’s Alfa: ,941) M24 786 13,587 ,000

M25 750 7,608 ,000

M26 742 9,231 ,000

M27 766 9,174 ,000

M28 706 8,754 ,000

M29 730 12,334 ,000

] M30 846 6,940 ,000

6. Faktor M31 836 6,142 1000

Duyussal M32 768 7,376 ,000

M33 785 7,808 ,000

h’s Alfa: ,
(Cronbach’s Alfa: ,887) N34 764 9,389 ,000
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M35 128 8,695 ,000
M36 ,760 10,303 ,000

Tum Olgek igin Cronbach’s Alfa: ,953

Tablo 3’de goriilen madde-toplam test korelasyonu degerleri her bir maddenin iginde yer aldigi
boyutun toplam puanlari ile korelasyon degerlerini yansitmaktadir. Tablo incelendiginde her ti¢ boyut
icinde madde-toplam test korelasyonu degerleri ,67 ile ,89 degismekte oldugu goriilmektedir. Tamami
pozitif ve yiiksek iligki olduguna isaret eden bu degerler, 6lgek formunda yer alan 36 maddenin her
birinin 6lgmek istedigi 6zelligi 6l¢tiigiinii ifade etmektedir. Dolayisiyla madde-toplam test korelasyonu
degerlerinin arzu edilen nitelikte oldugu goriilmektedir.

Olgekte yer alan 311 katilimeimin alt grup (%27°lik alt kisim, n=84) ve iist gruba (%27’lik iist kisim,
n=84) ayrilmasi suretiyle yapilan bagimsiz gruplar t-testi sonucunda ise her bir maddenin ayirt edicilik
gliciiniin olup olmadigi istatistiksel olarak ortaya konulmak istenmistir. Tablo 3 incelendiginde ise analiz
sonucunda elde edilen t degerlerinin tamami anlamli sonuglar vermistir (p<,05). Bu sonuglar dl¢ekte yer
alan maddelerin tamaminin ayirt edicilik giiciine sahip oldugunu gostermektedir.

Tablo 3’de yer alan giivenirlik degerleri incelendiginde ise Cronbach’s Alfa i¢ tutarlik katsayisinin
“Bilissel” alt boyutu i¢in ,96, “Davramigsal” alt boyutu i¢in ,94, “Duyussal” alt boyutu i¢in ,89 oldugu
goriilmektedir. Olgegin tiimii i¢in elde edilen i¢ tutarhk katsayisinin ise ,95 oldugu goriilmektedir. Elde
edilen bu degerler 6lgegin giivenilir bir 6lgme araci oldugunu ortaya koymaktadir.

3.2. Dogrulayici Faktor Analizine iliskin Bulgular

Acimlayict Faktor Analizi sonuglarina gore ortaya ¢ikan ii¢ faktorlii 36 maddeli yapinin dogrulanip
dogrulanmadigini test etmek amaciyla 300 okul yoneticisinden olusan ikinci ¢alisma grubuna Slgek
tekrar uygulanarak elde edilen verilere Dogrulayici Faktor Analizi (DFA) yapilmistir. Alanyazin
incelendiginde DFA’da yapmin gegerligini ortaya koymak i¢in incelenmesi gereken bircok uyum
indeksi degerleri oldugu goriilmektedir. Bu ¢alismada ise uyum indeksi degerleri iginde Ki-Kare Uyum
Testi (Chi-Square Goodness, y2), Yaklasik Hatalarin Ortalama Karekokii (Root Mean Square Error of
Approximation, RMSEA), Karsilastirmali Uyum Indeksi (Comparative Fit Index, CFI), hata kareleri
ortalamasinin karekokii (Root Mean Square Residuali, RMR), standartlastirilmis hata kareleri
ortalamasinin karekokii (Standardized Root Mean Square Residuali SRMR), normlastirilmis uyum
indeksi (Normed Fit Index, NFI), normlastiriimamis uyum indeksi (Non-Normed Fit Index, NNFI)
incelenmistir. Bu baglamda ii¢ boyutlu yapry1 test etmek amaciyla s6z konusu degerleri incelemek iizere
DFA uygulanarak analiz yapilmistir. DFA ile model test edildikten sonra daha iyi uyum elde etmek
amactyla modifikasyon Onerileri incelenmis ve 1. madde ile 2. madde arasinda modifikasyon
uygulanmasinin modeldeki uyum degerlerini iyilestirdigi gozlenmistir.

DFA sonucunda modifikasyon uygulanmasi onerilen 1. madde (PDR hizmetlerinin egitimin
kalitesini yUkselttigini diisiiniiyorum.) ile 2. madde (PDR hizmetlerinin bireylerin gelisimleriyle ilgili
farkindaliklarim1 ~ arttirdigini ~ diistiniiyorum.) aralarindaki iliskiyi anlamlandirmak amaciyla
incelendiginde ise bu iki madde arasinda gizil bir iliski oldugu anlagilmistir. Bu noktada rehberlik
hizmetlerinin amacini yinelemek faydali olacaktir. Nihai hedefi bireylerin kendini gerceklestirmesini
saglamak olan rehberlik hizmetleri; 6grencinin kendisini tiim yonleriyle tanimasina, gelisimini saglikl
bir sekilde tamamlamasina, bu yonde sunulan imkanlarin farkinda olmasina, meslekleri ve toplumun
beklentilerini tanimasina, ilgi ve yeteneklerine uygun olarak gelecegini planlamasina, problem ¢d6zme
ve karar verme becerilerini gelistirmesine, saglikli ve topluma faydali bireyler olarak yetismesi amaciyla
sunulan sistemli ve profesyonel yardim siirecidir (Kepgeoglu, 1999; Kuzgun 2000; Ozoglu, 1997;
Yesilyaprak, 2012). Gelisim psikolojisinin egitimle ¢ok yakindan ilgisi oldugu (Sisman, 2007),
cocuklarin gelisimsel oOzelliklerini dikkate almak suretiyle egitimde kalitenin yakalanabilecegi
(Karademir ve Akman, 2021) ve dgrencilerin saglikli gelisimlerinin egitime olumlu katki saglayacagi
(Kayadibi, 2001) bilinmekte ve kabul gérmektedir. Dolayisiyla PDR hizmetleri sonucunda bireylerin
gelisimleriyle ilgili farkindaliklarmin artmasi ile egitimin kalitesinin ylikselmesi iliskisiz olgular
degildir. Bu baglamda DFA sonucunda modifikasyon onerilen 1. madde ile 2. madde arasina hata
kovaryansi eklenmesi anlamli bulunmustur. Bu asamada bu iki madde i¢in modele kovaryans eklenmis
ve model yeniden test edilmistir.
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Modifikasyon sonrasinda modelin sahip oldugu uyum iyiligi indeksleri ile kabul edilebilir ve
miikkemmel uyum degerleri (Schermelleh-Engel ve Moosbrugger, 2003) tablo 4’de verilmistir.

Tablo 4: DFA Sonucu Elde Edilen Uyum Indeksleri ve Kabul Degerleri

Uyum Indeksleri Mikemmel Uyum Kabul Edilebilir Uyum DFA Sonuclar:

x2/df 0 <y2/df<2 2 <y2/df<3 1672,40/590=2,83
RMSEA 0 <RMSEA <0.05 0.05 <RMSEA < 0.08 0.078
NFI 0.95<CFI<1.00 0.90 <CFI <£0.95 0.95
NNFI 0.97 <CFI<1.00 0.95<CFI<£0.97 0.96
RMR 0 <SRMR < 0.05 0.05 <SRMR <0.10 0.056
SRMR 0 <SRMR < 0.05 0.05 <SRMR <0.10 0.066
CFI 0.97 <CFI<1.00 0.95<CFI <£0.97 0.97

Tablo 4’de verilen kabul edilebilir uyum degerleri ile DFA sonucu elde edilen uyum indeksleri
incelendiginde tim degerlerin [x2/df (2.83), RMSEA (0.078), NFI (0.95), NNFI (0.96), RMR (0.056),
SRMR (0.066), CFI (0.97)] kabul edilebilir uyum siirlar1 iginde oldugu goriilmektedir. Sonug olarak
bu bulgular, AFA ile belirlenen ii¢ faktorlii yapinin bir model olarak dogrulandigi géstermektedir.

DFA sonucunda elde edilen modele iligkin path diyagrami ve icerisinde yer alan faktor yiikleri Sekil
2’de goriilmektedir.
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Sekil 2: Dogrulayici Faktor Analizi (DFA) Sonuglart

Sekil 2°de goriildiigii tizere faktor yiikleri; biligsel boyutu igin 0.60 ile 0.89 arasinda, davranigsal
boyutu i¢in 0.38 ile 0.73 arasinda ve duyussal boyutu i¢in 0.83 ile 0.96 arasinda degismektedir.
Harrigton (2009) aktardigina gore faktor yiik degerlerinin 0.30’un iizerinde olmasi gerekmektedir.
Faktor yiik degerlerinin istenilen diizeyde oldugu ve Olgegin dogrulandigi anlagilmaktadir. DFA
sonucunda dl¢egin 36 madde ve 3 faktorden olustugu goriilmektedir.
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3.3.0kul Yéneticileri PDR Hizmetlerine Yonelik Tutum Olcegi’nin Giivenirligine Iliskin
Bulgular

Gelistirilen 6lgme aracinin DFA sonrasinda ti¢ faktorlii ve 36 madde ile son seklini almasinin
ardindan bu asamada, ikinci grup ilizerinden tekrar giivenirlik analizleri yapilarak 6lgegin giivenirligi
belirlenmistir. Bu dogrultuda i¢ tutarhik giivenirligi i¢in Cronbach’s Alfa katsayis1 ve McDonalds
Omega katsayist hesaplanmugtir. Glivenirlik analizleri neticesinde her bir alt boyuta ve 6lgegin tiimiine
iligkin elde edilen Cronbach’s Alfa ve McDonald’s Omega ig tutarlilik katsayilar1 Tablo 5’de verilmistir.

Tablo 5: Cronbach’s Alfa katsayilart ve McDonald’s Omega katsayilar

Boyutlar Madde Sayist Cronbach’s Alfa (a) McDonald’s Omega(w)
4. Bilissel 15 97 97
5. Davranigsal 14 ,93 ,93
6. Duyussal 7 ,93 ,94
Olgegin Tiimii 36 ,96 ,96

Tablo 5°de yer alan giivenirlik degerleri incelendiginde Cronbach’s Alfa i¢ tutarlik katsayisinin
“Bilissel” alt boyutu i¢in ,97, “Davramgsal” alt boyutu i¢in ,93, “Duyussal” alt boyutu i¢in ,93 oldugu
goriilmektedir. Ayni tabloda bir diger giivenirlik analizine olan McDonald’s Omega i¢ tutarlilik
katsayisinin ise “Biligsel” alt boyutu i¢in ,97, “Davramsgsal” alt boyutu i¢in ,93 ve “Duyussal” alt boyutu
icin ,94 oldugu goriillmektedir. Elde edilen bu yiliksek degerler okul yoneticilerinin rehberlik ve
psikolojik danigma hizmetlerine yonelik tutumlarini 6lgmek amaciyla gelistirilen bu 6lgegin giivenilir
bir dlgme araci oldugunu gostermektedir.

4. TARTISMA, SONUC ve ONERILER

Bu calismada okul yoéneticilerinin rehberlik ve psikolojik danigmanlik hizmetlerine yonelik
tutumlarin1 belirlemek igin gegerli ve giivenilir bir 6lgme araci gelistirmek amaglanmistir. Bu amag
dogrultusunda madde havuzu olusturma asamasinda Oncelikle literatiir taramasi yapilarak ilgili
alanyazindan yararlamilmigtir. Ardindan okul yoneticilerine, agik uglu sorularin yoneltildigi bir form
araciligiyla kompozisyon yazdirilmistir. Bu galigmalar neticesinde 105 maddeden olusan bir madde
havuzu olusturulmustur. Bu madde havuzu uzman goriisiine sunulmus ve uzmanlarin geribildirimleri
neticesinde madde sayis1 80’e indirilmistir. 80 maddelik dl¢egin yap1 gecerligini saptamak amacryla
Ag¢imlayict Faktor Analizi (AFA) yapilmis ve analizlerin sonucunda ise 6lgek 36 madde ve Ug faktorli
bir yaprya kavusmustur. Ayrica madde analizleri yapilarak madde ayirt edicilikleri istatistiksel olarak
test edilmis ve giivenirlik analizleri yapilmistir. Ardindan AFA ile olusan yapiy1 dogrulamak amaciyla
Dogrulayic1 Faktér Analizi (DFA) yapilmis, analiz neticesinde ii¢ faktorli ve 36 madde ile yapi
dogrulanmustir.

Gelistirilen 6l¢cek 15 madde bilissel, 14 madde davranigsal ve 7 madde duyussal boyutta olmak {izere
iic boyut ve toplam 36 maddeden olusan bir yapidadir. Olgegin giivenirlik analizi i¢in Cronbach’s Alfa
ve McDonald’s Omega i¢ tutarlik katsayilar1 hesaplanmig ve her ikisi i¢in de ,96 olarak bulunmustur.
Olgek, “okul yoneticileri rehberlik ve psikolojik damigmanlik hizmetlerine yénelik tutum olcedi”
seklinde isimlendirilmistir. 5°1i likert tipi olan 6l¢ekteki her bir madde “Hi¢ Katilmiyorum (1), “Kismen
Katilryorum (2)”, “Kararsizim (3)”, “Kismen Katiliyorum (4)” ve “Tamamen Katiliyorum (5)”
seklindeki ifadelerle derecelendirilmistir. Olgekten elde edilecek toplam puan, 36 ile 180 puan arasinda
degisebilmektedir.

Calisma sonucunda elde edilen 6lcekte, okul miidiirlerinin rehberlik hizmetlerine yonelik yer alan
tutum ifadeleri tamamiyla olumlu veya olumsuz degildir. Fakat uzman geribildirimleri ve yapilan faktor
analizleri sonucunda bazi maddeler c¢ikartilarak nihai Slgekte rehberlik hizmetlerine yonelik olumlu
tutuma iligkin madde sayis1 olumsuzlardan daha fazla kalmistir. Literatiirdeki okul miidiirlerinin okul
rehberlik hizmetlerine yonelik tutumlarini konu edinen arastirmalara baktigimizda ise; olumlu bakis
acisini ortaya koyan caligmalar (Karatas ve Sahin Baltaci, 2013; Camadan ve Sezgin, 2012; Korkut-
Owen ve Owen, 2008) oldugu gibi rehberlik hizmetlerine yonelik olumsuz tutumlar ortaya koyan
caligmalar (Bayraktar, 2020; Camadan ve Sezgin, 2012; Glossoff ve Kprowicz, 1990; Guven, 2009;
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Hardesty ve Dillard, 1994; Stickel, 1990) oldugu da goriiliir. Bu agidan ¢aligma sonucunda elde edilen
Olcekte, hem olumlu hem de olumsuz tutumlar1 ortaya koyan ifadelerin yer aliyor olmasi literatiirle
ortiismektedir.

Gelistirilen Ol¢ekte yer alan tutum maddeleri incelendiginde, okul miidiirlerinin rehberlik
hizmetlerine yonelik; destekleyici olduklarini, personelleri tesvik ettiklerini, 6grenmeye ve gelisime
acik olduklarim, rehberlik hizmetlerini Onemsediklerini, rehberlik hizmetlerinin gerekliligine
inandiklarini, fiziksel imkan saglamada (donanim-materyal-oda) destekleyici olduklarini ve isbirligi
yaptiklarini ortaya koyabilecek biligsel, davranigsal ve duyussal ifadelerin yer aldigi goriilmektedir.
Literatirdeki konu ile iligkili yapilan aragtirma bulgulari incelendiginde, Bayraktar’m (2020) yaptig
arastirma sonucunda rehber 6gretmenlerin goriisiine gore; okul idaresi tarafindan rehberlik servislerine
gereken degerin verildigi, okul rehberlik servisi ve idarenin is birligi iginde ¢alistig1 ve gerektiginde her
iki biriminde birbirine destek oldugu ortaya ¢ikmistir. Hatunoglu (2021) okul miidiirlerinin goriislerini
aldig1 aragtirmasinda, yoneticilerin psikolojik danigma ve rehberlik hizmetlerinin genel yapist ve
faydalar1 konusunda bilingli olduklarin1 ancak yetersizliklerinin sistemin yiiriitiilmesindeki eksiklikler
ve aksakliklar olarak vurguladiklarini belirtmistir. Kilig (2010), yaptigi arastirmanin sonucunda
yoneticilerin hem genel olarak hem de bir hizmet alanina yonelik rehberlik anlayislar iyi diizeyde
¢ikmis ve yoneticilerin rehberlik hizmetlerinin énemini ve geregini bildikleri yorumu yapilmisgtir.
Akpinar ve Bengisoy (2017) ise psikolojik danisma ve rehberlik hizmetlerinin geregine ve etkililigine
dair okul idarecilerinin olumlu diisiincelere sahip oldugunu saptamis ve okul miidiirlerinin, rehberlik
hizmetlerinin 6nemi ile ilgili olumlu tutuma sahip oldugunu belirtmistir. Bunlarin yanisira, rehberlik
hizmetlerinin gerektirdigi sartlarin saglanamadig1 ve donanim yetersizligine vurgu yaparak olumsuz
tutumlar1 ortaya koyan c¢alismalarda vardir (Glossoff ve Koprowicz, 1990; Giiven, 2009; Hamamci,
Murat ve Coban, 2004; Hardesty ve Dillard, 1994; Stickel, 1990). Literatiirdeki arastirma sonuglar1 ve
bu arastirmalardaki okul yoneticilerinin rehberlik hizmetlerine yonelik ortaya koyduklar1 biligsel,
duyussal ve davramssal tutumlar; bu ¢alisma sonucunda gelistirilen okul yoneticileri rehberlik ve
psikolojik danismanlik hizmetlerine yonelik tutum 6lgeginin yapisi ve kavramsal g¢ergevesiyle buyik
Olclde paralellik gostermektedir.

Yapilan analizlerle elde edilen bulgulara dayanarak gelistirilen 6l¢egin okul yoneticilerinin rehberlik
ve psikolojik danmisma hizmetlerine yonelik tutumlarini belirlemeye yonelik gegerli ve giivenilir bir
6lcme araci oldugu séylenebilir. Ayrica 6lgegi gelistirme asamasinda alinan 6rneklem biiylikligiiniin
oldukca yeterli biiylikliikte olmasi 6lgegi giicli kilmis, gecerligine ve giivenirligine olumlu katk:
saglamistir. Farkli egitim oOgretim kademelerinde gdrev yapan okul yoneticilerinin goriislerine
basvurularak gelistirilen bu Olcegin tiim egitim 6gretim kademelerinde de kullanilmasit uygun
gorulmektedir.

Olgegin hedef grubu olan okul yoneticilerinin tutumlari ile sorumlusu oldugu okulun atmosferini
etkileyebildigi bilinmektedir. Dolayisiyla okul rehberlik hizmetlerinin etkinliginde okul yoneticilerinin
rehberlik hizmetlerine yonelik tutumlarinin énemli bir degisken oldugu goriilmektedir. Bu baglamda
Olcek, okuldaki rehberlik ve psikolojik danigma hizmetlerine iligskin etkinligini arttirmak isteyen okul
yoneticilerine kaynaklik edebilir.

Gelistirilen 6lcek, okul yoneticilerinin okul rehberlik ve psikolojik danigma hizmetlerine yonelik
tutumlarmin belirlenmesinde kullanilabilir. Yapilan belirleme ¢aligmalar1 neticesinde olumlu tutumlara
sahip olmayan okul yoneticileriyle odak grup goriismeleri basta olmak iizere derinlemesine arastirma
caligmalar1 yapilabilir. Ayrica 6l¢ek, okul yoneticilerinin okul PDR hizmetlerine yonelik tutumlarinin
farkli orgiitsel ve yonetsel degiskenlerle aralarindaki iligkinin incelenmesine yonelik calismalarda
kullanilabilir.

Okul yoneticilerinin PDR hizmetlerine yonelik tutumlarim belirleyebilecek nitelige sahip oldugu
diistiniilen bu 6l¢egin rehberlik ve psikolojik danigsma hizmetleri alaninda yapilacak ¢aligmalara katki
sunabilecegine inanilmaktadir.
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EK-1: Okul Yéneticileri Rehberlik Ve Psikolojik Danismanlik Hizmetlerine Yonelik Tutum Olgegi

MADDELER

Hi¢c Katillyorum

Kismen

Katilmiyorum

Kararsizim

Kismen Katiliyorum

Tamamen
Katilivorum

PDR hizmetlerinin egitimin kalitesini yiikselttigini digiiniiyorum.

PDR hizmetlerinin bireylerin gelisimleriyle ilgili farkindaliklarini
arttirdigini diisiniiyorum.

PDR c¢alismalarinin 6grencilerin zararli aligkanliklardan uzak
durmasina katki sagladigini diigiiniiyorum.

PDR hizmetlerinin 6grencilerin ilgi ve yeteneklerini kesfetmesine
katki sagladigini diistiniiyorum.

PDR calismalarimin egitimde basariy1 arttirdigini diistiniiyorum.

PDR caligmalarmin 6grencilerin  motivasyonunu arttirdigini
diisiiniiyorum.

PDR hizmetlerinin 6grencilerin okula uyumunu destekledigini
diisiiniiyorum.

PDR hizmetlerinin &grencilerin  kariyer planlamasina yardim
ettigini diisliniiyorum.

PDR hizmetlerinin bireylerin akademik gelisimlerini destekledigini
diisiiniiyorum.

10.

PDR hizmetlerinin bireylerin sosyal-duygusal gelisimlerini
destekledigini diisiiniiyorum.

11.

PDR hizmetlerinin 06grencilerin ¢evresiyle uyumlu olmasini
destekledigini diisiiniiyorum.

12.

PDR hizmetlerinin &grencilerin aralarindaki ikili iliskilerini
gelistirdigini diisiiniiyorum.

13.

PDR hizmetlerinin okul i¢in vazgecilmez oldugunu diisiiniiyorum.

14.

PDR hizmetlerine okullarda daha fazla zaman ayrilmasi gerektigi
kanisindayim.

15.

Ogrencilerin  gelisimlerini olumsuz ydnde etkileyecek risk
faktorlerinin azaltilmasi icin PDR hizmetlerini gerekli gériiyorum.

16.

PDR hizmetlerinin yerine getirilmesi icin gerekli tedbirleri
aliyorum.

17.

Okul personelini rehberlik hizmetlerine iligkin hizmet i¢i egitimlere
katilmaya tesvik ediyorum.

18.

Okul PDR hizmetleri kapsaminda c¢aligmalar1 yapan okul
personeline geri doniit sagliyorum.

19.

Tim  paydaslar1  yararlanmalar1  icin PDR  servisine
yonlendiriyorum.

20.

Okul ogretmenlerini rehberlik c¢alismalarma dahil etmeye
calistyorum.
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21. Okul PDR servisine gerekli ara¢ ve geregleri saglamaya
caligtyorum.
22. PDR hizmetleri hakkinda daha ¢ok bilgi edinmeye ¢aligiyorum.

23.

Okul personelini PDR hizmetlerinin yiiriitiilmesi noktasinda motive
ediyorum.

24,

PDR hizmetlerinin 6nlindeki engelleri kaldirmaya ¢abaliyorum.

25.

PDR hizmetlerine iligkin kayitlarin giivenligi ve gizliligini
saglamaya caligtyorum.

26.

Ogretmenlerin simf rehberlik calismalarma zaman ayirmalarmi
istiyorum.

217.

PDR hizmetleri kapsaminda yapilan grupla ve bireysel goriismeleri
destekliyorum.

28.

PDR hizmetleri etik yonergesine bagl kalinmasini énemsiyorum.

29.

Tim Ogrencileri PDR hizmetlerinden faydalanmaya tesvik
ediyorum.

30.

PDR hizmetlerine iligkin ¢alismalardan rahatsiz oluyorum.

31.

PDR hizmetlerine vakit ayirmaya degmez.

32.

PDR hizmetlerinin okulda problemli 6grenciler tiiretmesinden
endigeleniyorum.

33.

Rehberlik hizmetlerine iliskin konusmaktan nefret ediyorum.

34.

PDR hizmetleri kapsaminda yapilan bireysel goriismelerden
tedirgin oluyorum.

35.

PDR hizmetleri kapsaminda sorumluluk almaktan hoglanmiyorum.

36.

PDR hizmetlerinin okula katkis1 konusunda siipheliyim.




