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Abstract

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

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

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

Introduction

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

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

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

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

Emotion

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

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

Emotions in Educational Organizations and Teacher Emotions

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

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

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

Teachers’ Instructional Emotions

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

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

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

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

Aim

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

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

Study Groups in the Research

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

The first study group

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

The second study group

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

The third study group

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

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

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

In this study, “Achievement Emotions Questionnaire-Teachers/AEQ-T” was
namem as “Teachers’ Instructional Emotions Scale” by the researchers. As the
reasons for the scale being called a “Teachers’ Instructional Emotions Scale”, in
scale items achievement is more dominant than instruction in translation studies
of the scale, scale items are directed towards teaching activities of teachers; the
study is not only the adaptation of the existing scale to Turkish culture, but also
the revision of it; the hope and frustration added to the scale are teachers’ instruc-
tional emotions like anxiety, pride, enjoyment and anger; and the opinions of field
experts. At the stage of adding a hope and frustration to the original structure of
the scale, communication with the responsible author was made and the neces-
sary permission was taken to add dimension to the scale. In addition, the reasons
why hope and frustration are added to this study and have anxiety, pride, enjoyment
and anger as well as frustration are Hong et al. (2016) could not obtain appropri-
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ate statistical results in their studies in Asian culture, suggesting frustration to be
studied in other cultures, Frenzel et al. (2009b) suggested that frustration could
also be analyzed quantitively as well as qualitatively, Hong et al. (2016) stated
that hope can be subject to researches as teacher emotions.

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

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

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

Language Adaptation and Expert Opinions

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

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

Literature review and creation of item pool

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

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

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

Submission of candidate items to expert opinion and scope of validity

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

Validity and Reliability

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

Sample fit for factor analysis

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

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

Kaiser-Meyer-Olkin (KMO) 874

%2 4196.119
Bartlett’s Test of Sphericity df 351

p .000

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

Determination of factor structure

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

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

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

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

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

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

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

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

Item Number Hope Enjoyment Frustration  Pride Anxiety  Anger

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

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

Item-total correlations

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

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

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

2-Anxiety 755 16-Hope .566

3-Anxiety .643 17-Hope .615

4-Anxiety .568 18-Hope 732

5-Pride .623 19-Hope 773

6-Pride 722 20-Hope .650

7-Pride 715 21-Hope .679

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

13-Anger 502 27-Frustration .529

14-Anger .642

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

Inter-dimensional correlation

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

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

2.Pride ro-193%* 1.00

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

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

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

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

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

Confirmatory factor analysis

As a result of EFA, CFA was applied to the Teachers’ Instructional Emo-
tions Scale, which had twenty-seven items under six factors. Because, in order to
compare the intercultural structures, CFA should be preferred. These structures
are formed based on a certain theoretical basis and the validity of the models
between the factor number of the measurement tool and the relationship be-
tween these factors is confirmed (Watkins, 1989; cited in Karakus, Yildirim &
Biiyiikoztiirk, 2016). CFA is also a test method used to test construct validity
and seeks compliance with observable factors and actual data. Many fit indexes
can be examined in CFA, which is a necessary application to test the theoreti-
cal structures (Biiytikoztiirk, 2017; Cokluk et al., 2012; Simsek, 2007). When the
CFA results of the Teachers’ Instructional Emotions Scale were examined (Fig-
ure 1), the chi-square (%?) goodness fit value was found to be %>=739.65, sd=309,
p=0.00. When these values are rated (x%/sd), the result is 2.39. The fact that this
result has a value less than 3 allows the chi-square fit to be interpreted as perfect
(Cokluk et al., 2012). In the study fit values were found as follows: Goodness of
Fit Statistic (GFI)=0.88; Adjusted Goodness of Fit Index (AGFI)=0.85; Com-
parative Fit Index (CFI)=0.97; Normed Fit Index (NFI)=0.95; Non-Normed
Fit Index (NNFI)=0.97; Incremental Fit Index (IFI)=0.97; Relative Fit Index
(RFI)=0.95. According to Sumer (2000), the acceptable fit value for GFI, AGFI,
CFI, NFI, NNFI, IFI and RFI fit indices is 0.90; the perfect fit is accepted as
0.95 and above. However, some authors (Anderson & Gerbing, 1984; Cole, 1987
Marsh, Balla & McDonald, 1988) state that it is also acceptable when the GFI
value is 0.85 and the AGFI value is more than 0.80 (Biiytikoztiirk, Akgiin, Kah-
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veci & Demirel, 2004). In the light of this information, the GFI (0.88) and AGFI
(0.85) goodness of fit values of the scale are enough; CFI (0.97), NFI (0.95),
NNFI (0.97), IFI (0.97) and RFI (0.95) values of goodness of fit are perfect.
Root Mean Square Error of Approximation (RMSEA) was found to be 0.059
(Figure 1). The RMSEA value is acceptable if the value is 0.08 or less, and it is
considered as a perfect fit when it is 0.05 or less (Simsek, 2007). According to the
Cokluk et al. (2012), RMSEA being less than 0.08 may be interpreted as good fit.
In the light of this information, it can be said that the RMSEA value of the scale
(0.059) is good. Root Mean Square Residual (RMR) value of the scale was found
to be 0.024. The RMR value of less than 0.10 is accepted as a criterion for the
compatibility of the model with actual data (Andersen & Gerbing, 1984; Cole,
1987; Marsh et al., 1988; cited in Deryakulu & Biiytikoztiirk, 2005). Accordingly,
it can be said that the scale is compatible with the actual data with RMR value
of 0.024. Another value that is a fit index is the Standardized Root Mean Square
Residual (SRMR). Browne and Cudeck (1993) stated that SRMR values below
0.05 were perfect, and it was acceptable to have a value between 0.05 and 0.08.
The SRMR value of the scale was found to be 0.048 and this result can be ex-
pressed as perfect according to the classification by Browne and Cudeck (1993).
In addition, when Figure 1 is examined, the coefficients of correlation (r?), which
are the square of the correlation coefficients of the teachers in the Teachers’ In-
structional Emotions Scale are estimated to be between 0.61 and 0.85 for Anxiety;
0.70 to 0.82 for Pride; 0.77 to 0.89 for Enjoyment; r 0.65 to 0.79 for Anger; 0,60
to 0.85 for Hope; Frustration ranged from 0.67 to 0.78 and error variances of the
items were observed. In the end, all these fit index values obtained with the CFA
clearly show that the model belonging to the Teachers’ Instructional Emotions
Scale has a good fit and consistency.
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Figure 1. Confirmatory Factor Analysis Result of Teachers’ Instructional
Emotions Scale
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When we examine Figure 1, EFA including 6 factors and 27 items were tes-
ted with CFA and as a result, this structure of the scale was confirmed.

Data Analysis

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

Descriptive Analysis of the Level of Teachers’ Instructional Emotions

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

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

Dimensions N X SS

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

Discussion, Conclusion and Recommendations

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

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

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

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

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

It is a desirable result that teachers’ opinions on teaching emotions are at “I
disagree” level in Anger dimension. Because negative student behaviors, which
can be expressed as destructive, negatively affect teachers’ emotional experien-
ces in education and teaching environments (Emmer & Stough, 2001), reducing
their intrinsic motivations (Pekrun et al., 2002), and prevents the achievement
of instructional administrative objectives. In addition, the intense anger experi-
enced by the teachers causes the weakening of the connection with the students
(Hagenauer et al., 2015). For these reasons, it is noteworthy that, although it is
desirable that teachers have low levels of anger in the study, anger has a higher
arithmetic mean than anxiety and frustration, which are considered as negative
emotions, and this is quite striking. Literature (Chang, 2013; Frenzel, 2014; Fren-
zel et al., 2009b; Keller et al., 2014a; Keller et al., 2014b; Prosen et al., 2014; Sha-
piro, 2010; Sutton, 2007; Sutton & Wheatley, 2003) show the result about anger
and support that anger is more dominant than other negative emotions.
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Hope defined as “positive developments expected from the future” (Staats,
1987; cited in Ozer & Tezer, 2008) is shown among the emotions experienced by
teachers. It is a desirable result that teachers’ opinions about their instructional
emotions is “I strongly agree” in the dimension of Hope and it is the second
highest mean after Enjoyment. Because it is known that positive emotions are
of great importance in the development of ideas and behaviors of individuals
(Smith et al., 2012) and hope, which is among positive emotions, is expected to
contribute to the development of teachers’ ideas and behaviors, which are among
the indispensable elements of educational institutions. Hope is expressed as a
cognitive-motivational concept and is frequently found especially in the field of
positive psychology. Hope that emerges as an important variable supporting po-
sitive outcomes is frequently mentioned with the concept of subjective well-being
and has a significant relationship with subjective well-being (Sahin, Aydin, Sari,
Kaya & Pala, 2012). In addition, #ope is shown as one of the most important pre-
conditions of motivation (Kapusuzoglu, 2004), which is of great importance for
organizations to benefit from human resources effectively (Tarhan, 2014).

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

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

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

Recommendations for Practitioners;

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

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

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

Recommendations to researchers;

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

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

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

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

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

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

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

Duygu

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

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

Orgiitlerde Duygular

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

Egitim Kurumlarinda Duygular ve Ogretmen Duygulart

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

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

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

Ogretmenlerin Ogretim Duygu Durumlart

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

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

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

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

Arastirmanin Amact

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

Yontem

Arastirmanin Calisma Gruplart

Bu aragtirma, 2017-2018 egitim ve 0gretim yilinda Turkiye nin farkli illerin-
de gOrev yapan ortaokul dgretmenleri lizerinde yiriitiilmistiir. Olgegin agim-
layic1 faktor analizi (AFA) ile giivenirlik analizleri birinci ¢alisma grubundan,
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dogrulayici faktor analizi (DFA) ikinci ¢alisma grubundan, gegerlik ve giivenirlik
caligmalart ile nihai seklini alan 6lgegin betimsel analizi ise ii¢lincii ¢calisma gru-
bundan saglanan veri seti lizerinden yiiritilmistiir.

Aragtirmann birinci ¢alisma grubu

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

Aragtirmamin ikinci ¢calisma grubu

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

Aragtirmann iiciincii ¢calisma grubu

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

Veri Toplama Araci

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

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

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

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

Tiirk Kiiltiiriine Uyarlama, Olcege Boyut Ekleme ve Betimsel Analiz Calismalar

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

Dil Uyarlamasi ve Uzman Gériisleri

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

Ogretmenlerin Ogretim Duygu Durumlart Olgegi’ne Boyut Ekleme Calismalart

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

Ilgili literatiiriin taranmast ve madde havuzunun olusturulmast

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

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

Aday maddelerin uzman goriisiine sunulmast ve kapsam gecerligi

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

Gegerlik ve Giivenirlik Calismalar:

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

Faktor analizi icin orneklem uygunlugu

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

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

Kaiser-Meyer-Olkin (KMO) .874

%2 4196.119
Bartlett’s Test of Sphericity df 351

p .000

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

Faktor yapistnin belirlenmesi

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

Tablo 2

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

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

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

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

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

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

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

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

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

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

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

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

Madde-toplam korelasyonlart

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

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

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

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

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

Boyutlar arasi korelasyon

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

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

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

Dogrulayici faktor analizi

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

104



Ogretim Duygu Durumlar Olgegi

N

-—[_oppz_|
Alm\ .
Gy T i
ea—{_@BBEs ]
o
D e R
cas=—[@BBEs |—— 2-
s=—[EEBs ] o
O R
DO M
2s—[_oBBiE _J——5"
ee—{_BBBIE ]
iy BT =TT E T S S
~aa=—{ ObBis _J——0 7%
iy L o S
g B =T = - N o =
-=s=—[obDis _|——313%
z=-—[EBDDIa = _a2.%5
I D
A«m/
e-—{ _oBBEE |
sa—{ _oBBEs |
—«s/ -~
,35/
ce=—{ _ooBEs |
se—{_BBBET |

= ODD1 \

DDD

o0 0O0O0O0O0O0O0O0O0O0D0O0O0O0O0O0CO0OD0OD0OD0O0O0O0O0O0
DDDDD

Sekil 1. Ogretmenlerin Ogretim Duygu Durumlar1 Olgegi'nin Dogrulayici Fak-
tor Analizi Sonucu

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

Verilerin Analizi

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

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

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

Boyutlar N X SS

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

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

Tartisma, Sonuc ve Oneriler

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

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

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

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

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

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

“Gelecekten beklenen olumlu gelismeler” olarak tanimlanan umut duygusu
(Staats, 1987; akt. Ozer ve Tezer, 2008) ogretmenler tarafindan deneyimlenen
duygu durumlar arasinda gosterilmektedir. Ogretmenlerin 6gretim duygu du-
rumlarina yonelik goriislerinin Umut Duygusu boyutunda “kesinlikle katiliyo-

109



Umit Dilek¢i & Senay Sezgin Nartgiin

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

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

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

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

Uygulayicilara yonelik oneriler;

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

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

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

Arastirmaciara yonelik oneriler;

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

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

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