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Ortaokul Ogretmenlerinin Akademik iyimserlik

Tutumlari: Bir Q Metodoloji Calismast’

Tuba AKPOLAT?

Abstract

Ogretmenlerin  6grenci  performansini  nasil  etkiledigini
anlamak icin o6gretme-6grenme hakkindaki inanclari ve
davranislarini  anlamak énemlidir. Ogretmen akademik
lyimserligi, ogretmenlerin  6gretme-6grenme  surecinde
kendilerine, 6grencilerine ve velilerine glvenleri ile 6grencilerin
potansiyellerini asmalarini saglayacak okul kualtarine iliskin
inanglarindan olusan bir kisilik ozelligi olarak
tanimlanmaktadir. Bu baglamda, bu calismada basari
durumu birbirinden farkli ortaokullarda gdrev yapan
ogretmenlerin akademik iyimserlik egilimlerinin arastiriimasi
amaglanmistir. Arastirma bir karma yéntem deseni olan Q
metodoloji deseni kullanilarak tasarlanmistir. Arastirmanin
calisma grubunu, basari durumu dusuk, orta ve yuksek
ortaokullarda  calisan 12 o6gretmen  olusturmaktadir.
Arastirmanin sonucunda, ortaokul égretmenlerinin ¢alistiklari
okullarin basari durumuna gére iki faktoér altinda toplandigi
gorulmustar. Yuksek akademik basariya sahip okullarda
calisan ogretmenler tesvik ediciler ve duslUk-orta akademik
basariya sahip okullarda ¢calisan 6gretmenler motiveler olarak
isimlendirilmistir. DlsUk ve orta basariya sahip okullarda
calisan motiveler grubundaki &gretmenlerin  akademik
lyimserlik algilari, 6z  yeterlikleri Uzerinde egilim
gostermektedir. Bununla birlikte yuksek basariya sahip
okullarda calisan tesvik ediciler grubundaki 6gretmenlerin,
akademik iyimserlik algilarinin égrenci ve veliye glven ile
akademik vurgu Uzerine egilim gdsterdigi sonucuna
ulasilmistir.
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Giris

Okullarda, 6grenmeyi etkileyen bircok unsurun varligindan soz
edilebilir. Bunlar arasinda sinif mevcudu, okul buyuklugu gibi fiziksel
unsurlar (Boozer ve Rouse, 2001; Monk ve Haller, 1993), sosyo-ekonomik
ve sosyo-kulturel duzey gibi sosyal unsurlar (Coleman ve digerleri,
1966; Hoy ve digerleri, 2002), aile destegi, égretmen niteligi, okul
yoéneticisi tutumu gibi 6grenme paydaslarina iliskin unsurlar (Balcl,
1993; Bean ve digerleri, 2003; Darling-Hammond, 2000) ve &grencinin
ogrenme stilleri, motivasyonu ve zekasi gibi kisisel unsurlar (Cakan,
2002) sayilabilir. Her ne kadar cok sayida kisisel ve &rgutsel faktor
ogrencinin  0grenmesini etkilese de arastirmalar surekli olarak
ogretmenlerin d6grenci sonuclarinda fark yaratmada en kritik unsur
oldugunu vurgulamaktadir (Wright ve digerleri, 1997). Ogretmenlerin
inanclari, onlart belirli durum veya olaylara yanit olarak harekete
gecmeye tesvik eden bilissel motive ediciler olarak hareket eder
(Woolfolk Hoy ve digerleri, 2008). Ornegdin, eder bir &Jretmen
ogrencilerinin  6grenme  yeteneklerine inaniyorsa, &grencilerin
destekleyici ve yol gosterici davranislarda bulunma olasiligr daha
yUksektir. Ogrencilerin dgrenmesini etkileme yeteneklerine olan bu
olumlu inanca akademik iyimserlik denir.

OJretmen akademik iyimserligi ogretmenlerin, d6grenme-6Jretme
surecinde bazl unsurlara odaklanmasini icermektedir. Bu unsurlar,
ogretmenlerin 6gretmeye iliskin yeterliligine, veli ve 6grencilerin bu
surecte is birligi yapacagina guvenmesine ve ogrenci potansiyelini
ortaya cikaracak olumlu ve zorlu bir akademik cevre yaratabilmesine
(akademik vurgu) iliskin olumlu inanclaridir. Woolfolk Hoy vd. (2008)
ogretmen akademik iyimserligini bu birbiriyle etkilesim icinde olan U¢
unsurun bir arada bulundugu bireysel bir ozellik olarak
tanimlamaktadir. Bu baglamda o6gretmen akademik iyimserliginin
bilissel, duyussal ve davranissal boyutlari iceren butunlesik bir yapi
sergiledigi sdylenebilir. Akademik iyimserligi olusturan unsurlardan éz
yeterlik bilissel, gluven duyussal ve akademik vurgu ise davranissal
boyutu olusturmaktadir (Beard ve digerleri, 2010). Ogretmen
akademik iyimserligini anlayabilmek icin s6z konusu unsurlar ve birbiri
ile olan etkilesimlerini incelemek dnemlidir.

Oz yeterlik algisi, kisinin  kendi yeteneklerini ve kapasitesini
degerlendirme ile ilgilidir. Bandura (1997) &z yeterligi, kisinin belirli bir
goérevi basariyla yerine getirebilecegine iliskin inanci olarak
tanimlamistir. Dolayisiyla 6z yeterlik, zorluklar karsisinda kararlilikla
calismayl ve pes etmeden, hedeflere ulasana kadar devam etmeyi
saglayan bir ozelliktir (Heslin ve Klehe, 2006). Ogretmen 6z yeterligini
Tschannen-Moran, vd. (1998), 6gretmenin belirli bir durumda, égretim
goérevini basariyla yerine getirebilmek icin gerekli olan eylemleri
planlama ve uygulama becerisine olan inanci olarak tanimlamaktadir.
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Bununla birlikte Bergman vd. (1997), 6gretmenlerin &z yeterligini,
ogrenci performansini etkileme kapasitesine sahip olduguna inanma
derecesi olarak tanimlanmaktadir. OJretmen 6z yeterligi; 6gretim
stratejilerini uygulama, sinif yénetimi, 6Jgrenci katilmi gibi becerileri
basariyla gerceklestirmeye iliskin inanclari icermektedir (Tschannen-
Moran ve Hoy, 2001). Ogretmen akademik iyimserligi tanimlayan ilk
unsur olan 0z yeterligin, ogretmenlerin 0grenci &6grenmesinde
sorumluluk alarak eyleme gecmelerini saglayan (Guskey ve Passaro,
1993) bilissel guc¢ oldugunu séylemek mumkundur.

Ogretmen akademik iyimserliginin duyussal boyutu olan égrenci ve
velilere guven, 6gretmenlerin, tum ogrencilerinin 6grenebilecegine ve
velilerin 6grenci 6grenmesinde is birligi yapacagina iliskin guvenini
ifade etmektedir (Woolfolk Hoy ve digerleri, 2008). Ogretmenlerin
ogrenci ve veliye guvenleri, 6grenci akademik basarisi Uzerinde etkili
bir unsurdur. Ogretmenler, okul ile veli arasinda kdépru kuran, ilk
iletisimm hattidir. Bununla birlikte, dezavantajli 6grencilerin akademik
basarilarindan da sorumlu kurumsal temsilcilerdir (Stanton-Salazar,
1997). Bu baglamda &égretmenlerin velilere guvenmesi, okul ile aile
arasindaki uretken baglantilarin etkinlestirilmesini ve iyilestirilmesini
saglayarak, okullarin 6grenci 6grenmesi icin daha iyi yerler olmasina
olanak taniyacaktir (Goddard ve digerleri, 2001). Ogretmenlerin,
ogrencilerinin basarabilecegine iliskin olumlu inanci égrencilerin de
kendilerine inanmalarini saglayacaktir (Hattie, 2008). Baska bir deyisle
ogretmenlerin, égrenci 6grenmesinde veli ve ogrenci ile is birligi
yapabilecegine iliskin olumlu inanci, 6grencilerinin potansiyellerini
ortaya cikaracaklari 6grenme ortamlari olusturma davranisi ig¢in
motivasyon olusturacaktir.

Ogretmenlerin olumlu ve zorlu bir akademik cevre yaratmasi ile
ogrencilerin potansiyelini ortaya cikaracak ya da potansiyellerini
asmasini saglayacak akademik gdrevlerle gecirilen zamana vurgu
yapllmaktadir (Woolfolk, 2007). OJrenci égrenmesi icin is birligi icinde
calisan ogretmen ve veliler, 6grenciler icin yuksek ama ulasiimasi
mumkun olan hedefler belirleyerek, &grencilerin potansiyellerini
ortaya koymalarini bekler (Hoy ve Miskel, 2008). Ogretmenlerin,
ogrenci basarisint artirmak icin is birligi icinde ve o6grenci odakli
teknikleri kullanarak, 6grenciyi surece dahil etmeleri iyi 6grenme
sonuclari alinmasini saglayacaktir. Dolayisiyla 6gretmen akademik
iyimserligini  olusturan &z yeterlik, guven ve akademik wvurgu,
birbirlerini  destekleyen  unsurlar olarak &gretme  sUrecine
yansiyacaklardir.

Ogretmen akademik iyimserliginin s6z konusu U¢ unsuru birbiriyle
etkilesimsel iliski icindedir. Bu etkilesim, birbirini ortaya ¢ikararak daha
da guclenen bir yapr olusmasini saglamaktadir (Woolfolk Hoy ve
digerleri, 2008). Ornegdin, 6z yeterlige sahip 6Jretmenler, égrencilerin
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ogrenmeye aclk ve kavrama yetenegdine sahip olduklarina ve égrenci
ogrenmesinde veliler ile is birligi yapabileceklerine guvenirler. Bununla
birlikte, 6z yeterlige sahip ve 6grencilerine guvenen bir é6gretmen,
onlarin potansiyelini ortaya koyabilecekleri akademik ortamlara
girmeye zorlayacaktir. Dolayisiyla 6gretmen akademik iyimserligi hem
bireysel olarak é6grenci 6grenmesinde hem de basari odakli bir okul
iklimine katki saylayarak kolektif duzeyde (Gray ve digerleri, 2016) fark
yaratacak bir unsurdur. Beard vd. (2010), 6grenci basarisini etkileyen ve
ogretmenin kontrolunde olmayan bircok unsur oldugunu, akademik
iyimserlik gibi bireysel ozelliklerin 6grenci égrenmesini etkileme
gucunun ise yuksek oldugunu belirtmektedirler.

Ote yandan 6gretmen akademik iyimserligini etkileyen ve ondan
etkilenen bircok unsur bulunmaktir. Alanyazin incelendiginde,
okullarin etkili burokratik yapilya sahip olmalarinin (Anderson, 2012;
Ozdemir ve Kiling, 2014); basari odakli okul kultirine sahip olan
okullarda calismanin (Ermis, 2022) 6gretmenlerin akademik iyimserlik
duzeyini artirdigi gorulmektedir. Bununla birlikte 6gretmen akademik
iyimserliginin orgutsel baglilik (Karakas ve digerleri, 2021); mesleki
ogrenme (Kiling ve digerleri, 2021) Uzerinde de olumlu etkileri
bulunmaktadir. OJretmen akademik iyimserligi, pozitif érgutsel
ciktilar yaratmasinin yani sira ogrencilerin akademik basarilarinin
artmasinda da (Anderson, 2012) etkilidir. Bu nedenle égretmenlerin,
ozellikle amaclarina ulasmak icin kisisel araclardan (caba, 6z yeterlik
vb.) yoksun ogrenciler icin 6grenmeyi tesvik edebilecek akademik
iyimserlik tutumlarinin énemli oldugu dusunulmektedir. Bununla
birlikte, ulusal ve uluslararasi alanyazinda okullarin  basari
durumlarinin, égretmenlerin akademik iyimserlik egilimine etkisinin
ne olduguna iliskin ¢calismalara daha az rastlanmaktadir. Bu baglamda,
bu calismada ortaokul 6gretmenlerinin akademik iyimserlik algilarinin
calistiklari  okullarin  basari durumuna goére ne tur bir egilim
gosterdiginin belirlenmesi amaclanmaktadir. Bu amacla asagidaki
sorulara yanit aranmistir:

Ortaokul 6gretmenlerinin akademik iyimserlik algilarinda ortak
bir egilim var midir?

Ogretmen algilarinda akademik iyimserlik alt boyutlarindan
hangisi daha fazla 6n plana ¢cikmaktadir?

Ortaokul 6gretmenleri hangi konularda fikir ayriligina sahiptir?
Yoéntem

Bu arastirmada Q metodoloji deseni kullanilmistir. Polat (2022) Q
metodolojinin hem nitel hem nicel arastirma yaklasimindan beslenen
karma bir yontem oldugunu dile getirmektedir. Q metodolojide amacg
bir konu ya da sorun hakkinda var olan farkl sosyal bakis acilarini
ortaya cikarmaktir. Q-metodolojisi, alternatif bakis acilarini acikhga
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kavusturmak icin tasarlandigindan, ozellikle rakip gérusleri kesfetmek
icin cok uygundur (Watts ve Stenner, 2012). Q metot, bir gruptaki fikir
birliginin yani sira farkli gérusleri ortaya cikarir ve aciklar. Yapisal olarak
faktér analizinin tersine calistigi bir turu oldugu soylenebilir. Faktor
analizinde secilmis bir populasyon, olculmek istenen &ozellige iliskin
degiskenlerin  dagiliminda belirleyici olur. Bununla birlikte Q
metodolojide, dlculmek istenilen 6zellige gdre secilmis populasyonun
dagilimi gdzlemlenir (Stephenson, 1936). Dolayisiyla Q metodolojide,
karsilastirilabilir yollarla bir madde havuzunu anlamlandiran katilimci
gruplarini belirlemek icin faktor analizi kullanilir (Watts ve Stenner,
2005). S6z konusu tersine faktor analizi, Q metodolojinin nicel yonunu
ortaya koymaktadir.

Q metodoloji ile &éznellik kesfedilmeye calisilir. Bu bakimdan Q
cUmleleri siralayan katilimcilarin i¢ olcutleri kullanarak ifadelere yanit
vermeleri beklenir. Bununla birlikte tum katilimcilarin ayni Q
cUmlelere tepki vermesi, katilimcilari  karsilastirma  olanagi
saglamaktadir. Bu 6znellik Q metodolojinin niteliksel ydnunu ortaya
koymaktadir (Webler ve digerleri, 2009).

Bu arastirmada, ortaokul o&gretmenlerinin calistiklari  okullarin
akademik basarilarina goére bir kisilik 06zelligi olan akademik
iyimserlige iliskin algilarinda gorus birligi ve fikir ayrihdi olup olmadigi
incelenmistir. Bu bakimdan sdz konusu o6zellige iliskin 6gretmenler
arasinda uzlasma ve ayriliklarin ortaya konmasi noktasinda Q
metodolojinin, arastirma sorularina yanit verebilecek bir yontem
oldugu séylenebilir.

Bu arastirma Mimar Sinan Guzel Sanatlar Universitesi Sosyal ve Beseri
Bilimler Arastirma ve Yayin Etik Kurulunun 30 /03/2022 tarihli 54395
sayil karari ile alinan izinle yaratulmustur.

Calisma Grubu

Q metodolojide konu ya da soruya iliskin 06znel gdéruslerin
karsilastirilmasinin yapilmasi, yapilan analizin genellenebilirlik kaygisi
tasimadigini  gostermektedir. Yine de Q katilimcilarinin  bir
populasyonu temsil edecek sekilde secilmesi gerekmektedir. Fakat bu
noktada maksimum cesitlilik, inanclarin populasyondaki dagilimini
degil, hedef populasyondaki goérus genisligini temsil etmektedir
(Webler vd., 2009). Bu baglamda maksimum cesitlilik ile kucuk
gruplarla calisiimasi énerilmektedir. Baska bir ifade ile katilimci
sayisinin arastirma kullanilan Q cumleleri sayisindan daha az olmasi
onerilmektedir (Aydogan ve digerleri, 2022). Bu baglamda
arastirmanin ¢alisma grubu, farkli akademik basariya sahip (dusuk-
orta-yuksek) ortaokullarda calisan, goénullu 12 &égretmenden
olusmaktadir. Katilimcilara iliskin bilgiler Tablo T'de gosterilmektedir.
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Tablo 1

Katilimci Ozellikleri

SiraNo Kodu Cinsiyet Kidem Okulun Akademik Basari
Durumu

1 K7D Kadin 7 Dusuk

2 KT1D Kadin n Dusuk

3 KoY Kadin 6 YUksek

4 K13D Kadin 13 Dusuk

5 K15D Kadin 15 Dusuk

6 K100 Kadin 10 Orta

7 E160 Erkek 16 Orta

8 K160 Kadin 16 Orta

9 E150 Erkek 15 Orta

10 KITY Kadin M Yuksek

1 Kl4Y Kadin 14 Yuksek

12 E13Y Erkek 13 YUksek

Tablo 1 incelendiginde, arastirmaya Kkatilan o6gretmenlerden
dokuzunun kadin ve uUcunun erkek oldugu gérulmektedir.
Katilimcilarin  tamami ortaokullarda calisan alan &gretmenleridir.
Katiimci  okullarinin  basari  durumlari, liselere giris sinavinda
okullarinin  basari ortalamasi dikkate alinarak dusuk-orta-yuksek
seklinde U¢ gruba ayrilmistir. Liselere giris sinavinda en dusuk 100
puan ve en yuksek 500 puan alinabilmektedir. Bu bakimdan, Ortalama
puani 100-233 arasinda olan okullar dusuk, 234-366 arasinda olanlar
orta ve 367 ve Uzeri olanlar ise yuksek basariya sahip okullar olarak
belirlenmistir.  Buna gdre c¢alisma grubuna dahil edilen
ogretmenlerden dordu dusuk, dordu orta ve dordu yuksek basariya
sahip okullardan secilmistir. Katilimci kodlamalari yapilirken cinsiyet-
kidem-okul basari durumu dikkate alinmistir. Ornegin; kadin, sekiz yil
kideme sahip ve dusuk akademik basariya sahip okullarda calisan
ogretmen “K8D" seklinde kodlanmistir.

Veri Toplama Araclari

Q metodoloji, katilimcilarin Q cumlelerini kendi baglami i¢inde
karsilastirarak 6znel siralamasini yapmasina dayanir. Bu baglamda veri
toplamak icin konuya iliskin yargl cumlelerinin oldugu bir havuz
olusturulur. Bu ¢alismada yapisal tasarim kullaniimis ve alanyazinda
konuya iliskin tanimlanan temalar dikkate alinarak, madde havuzu
olusturulmustur. Alanyazinda ogretmenlerin akademik iyimserlik
tutumu Ug¢ tema altinda incelenmektedir. S6z konusu temalara iliskin
yedi alt temanin her biri icin bir olumlu bir olumsuz olmak Uzere
toplam 14 madde yazilmistir. Olusturulan madde havuzu akademik
iyimserlik Uzerine ¢alismasi olan iki ve Q metodoloji Uzerine calismasi
olan bir Egitim Bilimleri 6gretim Uyesine gdnderilerek uzman gorusu
alinmistir.  Uzman  gorusleri  dogrultusunda yargi  cumleleri
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duzenlenmistir. Rastgele
gosterilmektedir.

T. Akpolat https://doi.org/10.9779/pauefd.1319965

numaralandirilan maddeler Tablo 2'de

Tablo 2
Q Cumleleri
Tema Alt Tema Maddeler
OJretmeye Basarili 6gretmenler yetenekli 6grencilere
lliskin sahiptir (1)
Oz yeterlik Ogrencilerimi derse gluduleyebilirim (8)
Sorun Sorun ¢ikaran o6grencilerle basa cikmak
Cdzmeye benim icin zordur (5)
lliskin Sinif yénetimi becerilerim, olasi sinif ici
sorunlari énler (11)
Velilere GUven Velilerin 6grenci hakkindaki geri bildirimleri
gercek disidir (3)
Guven Velilerimle is birligi yaparak calismalarimi

surdururum (10)

Ogrencilere
Guven

Ogrencilerim, basarili olmak icin caba sarf
eder gibi gorunurler (9)
Ogrencilerim okula égrenmek icin gelirler (4)

Potansiyele
lliskin

Ogrencilerime kolayca basarabilecekleri
hedefler veririm (13)

Ogrencilerimin basarilarini asmasi icin
cabalarim (7)

Akademik Ogrenme-
Vurgu ogretmeye
iliskin

Ogrencilerin dodru cevabi vermesi (secenedi
isaretlemesi) aciklamasa da benim icin
yeterlidir (12)

Ogrencilerimin potansiyellerini ortaya
cikaracak goérevler veririm (2)

Kultare iligkin

Okulun basari esigi dusuk olmasina ragmen
ogrenciler caba sarf etmezler (6)

Okulum, basarili 6grencileri gururlandiracak
okul ritUellerine sahiptir (14)

Tablo 2 incelendiginde, 6gretmenlerin akademik iyimserligine iliskin
0z yeterlik temasina iliskin 4 madde, guven temasina iliskin 4 madde,
akademik vurgu temasina iliskin 6 madde yazildigi gorulmektedir.

Veriler normal dagilim yapisindaki Q-dizgisi ile toplanmistir. *2
araliginda yapilandirilan Q-dizgisi Tablo 3'te gdsterilmistir.
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Tablo 3

Q Dizgisi

KATILMIYORUM NOTR KATILIYORUM

-2 -1 0 +] +2

Veri Analizi

Basari durumlari birbirinden farkli okullarda c¢alisan katilimcilara
rastgele numaralandirimis Q cumlelerinin oldugu bir form ile Q
dizgisine yapistirilabilecek formatta olusturulmus, yine ayni
maddelerin bulundugu kucuk kagitlar verilmistir. Q dizgisinin altinda,
katilimcilarin katildiklari, katilmadiklari ve ndtr hissettikleri maddeleri
isleyebilecekleri bir tablo eklenmistir. Katilimcilardan 6ncelikle, madde
havuzunda bulunan maddelere katilip katilmadiklari ya da nétr
hissettikleri maddelerin numaralarini s6z konusu tabloya yazmalari
istenmistir. Daha sonra katildiklari, katilmadiklari ve nétr hissettikleri
maddeleri karsilastirarak; katilmadiklari, katildiklari ve notr hissettikleri
maddelere iliskin kagitlari Q dizine yapistirmalari istenmistir. Bu
sekilde, katildiklari, katilmadiklari ve notr hissettikleri maddelere iliskin
yansitma yapabilmelerine ve dusuncelerini berraklastirmalarina
olanak saglanmistir.

Toplanan veriler PQMethod 2.35 programina girilerek analiz edilmistir.
Temel bilesenler analizi ile katilimcilarin hangi faktérler altinda
toplandigi tespit edilmistir. Faktor yuk degeri olarak olcut McKeown ve
Thomas'in (1988) énerdidi “Standart hata = 2.58x (1/+/(g cUmle) sayisi)”
formuld kullanilarak hesaplanmistir. Buna gdre calismada kullanilan 14
Q cumlesi icin anlamlilik degeri 0,67 olarak belirlenmistir. Alt temalara
iliskin  katilimcr gdéruslerini  karsilastirabilmek icin Z puanlarinin
ortalamalari hesaplanmistir. Bu hesaplama her bir alt temayi olusturan
olumlu cumlenin Z puanindan olumsuz cimlenin Z puaninin cikarilip,
ikiye bélunmesiyle vyapilmistir. Yine alt temalara iliskin  tum
katilimcilarin goéruslerini iceren Z puanlarinin agirlikli ortalamalari, alt
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temaya iliskin faktorlerde bulunan Kisi sayisi ile Z puanlarinin carpilip,
faktdér bazinda hesaplanan bu carpimlarin toplanarak toplam Kisi
saylsina bdlunmesiyle hesaplanmistir. Son olarak alt temalarin
olusturdugu temalarin ortalama Z puani icin agirlikl ortalamalarin
ortalamasi hesaplanmistir.

Bulgular

Ogretmenlerin calistiklari okullarin basari durumuna gére akademik
iyimserlik algilarinda ortak bir egilimin olup olmadigini anlayabilmek
icin temel bilesenler analizi yapilmistir. Katilimci faktor yuklerinin iki
faktor altinda toplandigr gérulmustur. Q metodoloji, faktorler
tarafindan aciklanan varyans miktarini maksimize etmek amaciyla elle
dondurme islemine olanak tanimaktadir (Brown ve Robyn, 2003). Bu
baglamda, bu iki faktor arasinda negatif yonde 30 derece déndurme
yapilarak faktér dagilimlari gézlemlenmistir. ilgili bulgular Tablo 4'te
sunulmustur.

Tablo 4

Katilimcilarin Faktor Yiakleri Tablosu

Katilimci Faktor 1 (Tesvik Edici) Faktor 2 (Motive)
K7D 0.4041 0.8219X
K11D 0.5079 0.6531
KoY 0.7M4X 0.5310
KI13D 0.2555 0.8228X
K15D 0.5741 0.5473
K100 0.4765 0.8041X
E160 -0.4217 0.7395X
K160 0.2355 0.8010X
E150 0.0312 0.8005X
K1Y 0.7187X 0.3189
Ki4Y 0.9130X 0.0737
E13Y 0.7241X 0.6218
Aciklanan %30 %45
Varyans

Tablo 4 incelendiginde, katilimcilarin iki faktor altinda toplandigi
gorulmektedir. Anlamlilik degeri olcut degerin Uzerinde olan Faktor
Tde dort katilimcinin ve Faktdér 2'de alti katilimcinin oldugu
gorulmektedir. Bununla birlikte iki katilimci herhangi bir faktor altinda
yer almamistir. Faktor 1 altinda toplanan dért katilimcinin tamami
akademik basarisi yuksek okullarda calismaktadir. Faktor 2 altinda
toplanan katilimcilar ise akademik basarisi dusuk ve orta olan
okullarda calisan &gretmenlerden olusmaktadir. Faktér 1 toplam
varyansin %30'unu, Faktor 2 ise %45'ini aciklamaktadir.

Faktorler altinda toplanan katilimcilarin Q cumleleri siralamalarina
gobre cumlelerin 6Gnem siralamasi ve Z puanlari Tablo 5'te gosterilmistir.
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Tablo 5

Q Cumlelerine iliskin Z Puanlari ve Faktérlerde Onem Siralari

Q Cumleler Tesvik Edici Motive

Z Sira* Z Sira
*

1. Basarili 6gretmenler yetenekli 6grencilere -099 12 -1.74 14
sahiptir.

2. Ogrencilerimin potansiyellerini ortaya 160 1 .099 3
cikaracak gorevler veririm.

3. Velilerin 6grenci hakkindaki geri -160 14 .018 8
bildirimleri gercek disidir.

4.0Ogrencilerim okula 6grenmek icin gelirler.  1.21 2 -040 10
5. Sorun cikaran égrencilerle basa ¢ikmak -0.39 10 -1.41 13
benim icin zordur.

6. Okulun basari esigi dusuk olmasina -1.47 13 -0.1 9
ragmen o6grenciler caba sarf etmezler.

7. Ogrencilerimin basarilarini asmasi icin 099 3 0.91 4
cabalarim.

8. OJrencilerimi derse guduleyebilirim. 065 5 114 2
9.0grencilerim, basarili olmak icin caba sarf 0.00 7 0.27 6
eder gibi gorunurler.

10.Velilerimle is birligi yaparak calismalarimi -022 9 0.24 7
suardUrarum.

11.Sinif yonetimi becerilerim, olasi sinif ici 087 4 1.29 1
sorunlari énler.

12. Ogrencilerin dodru cevabi vermesi -0.87 11 -1.25 12
(secenegi isaretlemesi) aciklamasa da benim

icin yeterlidir.

13. Ogrencilerime kolayca basarabilecekleri -013 8 0.75 5
hedefler veririm.

14.0kulum, basarili 6grencileri 035 6 -0.86 1

gururlandiracak okul rituellerine sahiptir.

*Cumlelere verilen 6nem siralamasini gostermektedir.

Tablo 5 incelendiginde Faktor 1 altinda toplanan dort katilimcinin en
dnemli bulduklari cimlelerin sirasiyla “Ogrencilerimin potansiyellerini
ortaya cikaracak gorevler veririm.”, “Ogrencilerim okula 6grenmek icin
gelirler.” ve “Ogrencilerimin basarilarini asmasi icin cabalarim.” oldugu
goérulmektedir. Bu gruptaki 6gretmenlerin, onemli bulduklari camleler
incelediginde, 6grenci 6grenmesine iliskin olumlu inanclari oldugu ve
ogrencilerine guvendikleri gorulmektedir. Bu nedenle Faktor 1 altinda
toplanan égretmenler “Tesvik Edici” olarak isimlendirilmistir. Faktér 2
altinda toplanan alti katilimcinin ise en onemli bulduklari cUmleler
siraslyla “Sinif ydénetimi becerilerim, olasi sinif ici sorunlari énler.”,
“Ogrencilerimi derse guduleyebilirim.” ve “Ogrencilerimin
potansiyellerini  ortaya c¢ikaracak gorevler veririm.” oldugu
goérulmektedir. Bu gruptaki katilimcilarin énemli bulduklari cumleler
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incelendiginde, &gretmenlerin 6gretmeye iliskin olumlu inanclari
oldugu gérulmektedir. Bu nedenle, Faktdér 2 altinda toplanan
ogretmenler “Motive” olarak isimlendirilmislerdir.

Katilimcilarin en ¢cok katildiklari cmleler incelendiginde Tesvik edici
ogretmenlerin akademik iyimserligin akademik vurgu alt boyutuna
iliskin olumlu ifadelere katildiklari; Motive 6gretmenlerin ise 6z yeterlik
alt boyutuna iliskin olumlu ifadelere katildiklari gérulmektedir.
Bununla birlikte tesvik edici ogretmenlerin en az katildiklari
cumlelerin  “Velilerin &grenci hakkindaki geri bildirimleri gercek
disidir.” ve “Okulun basari esigi dusuk olmasina ragmen ogrenciler
caba sarf etmezler.” oldugu gdérulmektedir. Motive o0gretmenler ise
“Basarili 6gretmenler yetenekli 6grencilere sahiptir.” ve “Sorun c¢ikaran
ogrencilerle basa cikmak benim icin zordur.” cumlelerine en az
katilmislardir. Cumleler incelendiginde tesvik edici &égretmenlerin
daha cok akademik iyimserligin guven ve akademik wvurgu alt
boyutlarina iliskin gorus bildirdigi; motive 6gretmenlerin ise 6z yeterlik
boyutuna iliskin gorus bildirdikleri gorulmektedir.

Tesvik edici ve Motive ogretmenlerin akademik iyimserligin alt
boyutlarina iliskin goruslerinin butunsel bakis acislyla
yorumlanabilmesi ve o6gretmen algilarinda akademik iyimserlik alt
boyutlarindan hangisinin 6n plana c¢iktigini gérebilmek icin boyutlari
olusturan alt temalara iliskin Z puanlarinin ortalamalari hem faktor
bazinda hem de tema bazinda hesaplanmistir. ilgili bulgular Tablo 6'da
gosterilmektedir.

Tablo 6
Akademik lyimserlige iliskin Ortalama Z Dederleri
Tema Alt Tema Tesvik Edici  Motive (6 Agirlikli X
(4 Kisi) Kisi) Ortalama
Oz Yeterlik OJretmeye 0,822 1,442 1194 1128
iliskin
Sorun 0,626 1,352 1,062
Cozmeye
iliskin
GUven Velilere Guven 0,690 0,035 0,297 0,170
Ogrencilere 0,607 -0,334 0,042
Guven
Akademik Potansiyele 0,560 0,080 1,360 0,880
Vurgu iliskin
OJrenme- 1,237 1,08 1143
Ogretmeye
lliskin
Kultare iliskin -~ 0,913 -0,378 0,138

Tablo 6 incelendiginde ogretmenlerin akademik iyimserlige iliskin
algilari en cok 6z yeterlik (X=1,13) sonra akademik vurgu (X=.880) ve en

49


https://doi.org/10.9779/pauefd.1319965

PAUEFD, 63, 39-62 [2025] T. Akpolat https://doi.org/10.9779/pauefd.1319965

son glven (X= 170) alt temalarinda egilim goéstermektedir. Genel
olarak katilimcilarin akademik iyimserlik egilimlerini &z yeterliklerinin
olumlu etkiledigini sdylemek mumkundur. Bununla birlikte veliye ve
ogrenciye guveni iceren guven alt temasinda o6Jretmenlerin
akademik iyimserlik egilimlerinin gérece dusuk oldugu sdylenebilir.
Tesvik edici ve motive o0gretmenler arasinda alt temalara iliskin bir
karsilastirma yapildiginda, Tesvik edici ogretmenlerin &z yeterlik
temasi disinda her boyutta motive 6gretmenlere gore daha yuksek
ortalamaya sahip olduklari goérulmektedir. Motive 6gretmenlerin veliye
guven alt temasina iliskin olumlu fakat cok dusuk ve dégrenciye guven
alt temasina iliskin ise olumsuz algisinin oldugunu soylemek
muUmkundur. Bununla birlikte yine motive égretmenlerin akademik
vurgu temasinin potansiyele iliskin alt temasinda olumlu ama dusuk
duzeyde egilim gosterdikleri gdorulmektedir. Bunun yani sira kulture
iliskin alt temasindaki egilimlerinin olumsuz oldugu gorulmektedir.

Tesvik edici 6gretmenler ile motive 6gretmenler arasindaki ayrismalari
gorebilmek icin yapilmis karsilastirmalara iliskin sonuclar Tablo 7'de
sunulmustur.

Tablo 7

Faktorler Arasi Ayrismalar

Faktérler Cumleler Z puanlari farki
4. Ogrencilerim okula 6grenmek icin gelirler. 1.612
14. Okulum, basarili 6grencileri gururlandiracak 1.216
okul ritUellerine sahiptir.
5. Sorun cikaran égrencilerle basa ¢cikmak 1.022
benim i¢in zordur.
1. Basarili 6gretmenler yetenekli 6grencilere 0.744
sahiptir.

Tesvik 2. Ogrencilerimin potansiyellerini ortaya 0.611

Edici ile cikaracak goérevler veririm.

Motive 12. Ogrencilerin dodru cevabi vermesi (secenegi 0.381
isaretlemesi) aciklamasa da benim icin
yeterlidir.
7. Ogrencilerimin basarilarini agsmasi icin 0.085
cabalarim.
9. Ogrencilerim, basarili olmak icin caba sarf -0.269
eder gibi gorundurler.
1. Sinif yénetimi becerilerim, olasi sinif ici -0.429
sorunlari énler.
10. Velilerimle is birligi yaparak calismalarimi -0.463
sardararuam.
8. Ogrencilerimi derse guduleyebilirim. -0.495
13. Ogrencilerime kolayca basarabilecekleri -0.876
hedefler veririm.
6. Okulun basari esigi dusuk olmasina ragmen -1.366
ogrenciler caba sarf etmezler.
3. Velilerin 6grenci hakkindaki geri bildirimleri -1.773
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gercek disidir.

Tablo 7 incelendiginde, tesvik edici grubundaki 6gretmenlerin motive
grubundaki  égretmenlerden en c¢cok ayristiklari  cumlelerin,
“‘Ogrencilerim okula o6drenmek icin gelirler’, “Okulum basaril
ogrencileri gururlandiracak okul ritUellerine sahiptir” ve “Sorun c¢ikaran
ogrencilerle basa c¢cikmak benim icin zordur” cumleleri oldugu
gorulmektedir. Gruplar arasindaki fark, tersi yonden okundugunda,
motive  grubundaki  ogretmenlerin  tesvik edici grubundaki
ogretmenlerden en cok ayristiklari cUmlelerin “Okulun basari esigi
dusuk olmasina ragmen &grenciler caba sarf etmezler” ve “Velilerin
ogrenci hakkindaki geribildirimleri gercek disidir” cumleleri oldugu
goérulmektedir.

Tesvik Ediciler

Tesvik edici grubunda bulunan ogretmenlerin tamami yuksek
akademik basariya sahip okullarda calismaktadir. Bu gruptaki
ogretmenler, akademik iyimserligin tum alt temalarinda olumlu bir
egilime sahiptirler. Bu bakimdan &grenci 6grenmesine iliskin &6z
yeterliklerinin, ogrencilerin potansiyellerini asmasi icin c¢alistiklari
kuruma olan inanclarinin ve &grenciler ile velilerine 6grenme
surecinde guvenlerinin yuksek oldugu soylenebilir. Tesvik edici
grubundaki o6gretmenlerden bazilarinin goruslerine asagida yer
verilmistir.

“Calistigim okul proje okulu ve basari &lcutlerimiz oldukcga
yuksek. Okuldaki herkes bunun farkinda ve &grencilerimiz,
velilerimiz ve tum égretmenler basarili olmak icin ¢alisir.” (K14Y)

“Basari duygusunu tatmak, odrencilerin yeni basarilar
deneyimleme istegini artirir ve 6grenme konusunda onlari
guduler. Bu sebeple basarilarini  asarak yeni basarilar
deneyimlemelerine destek olurum.” (K&Y)

“Ogretmen basarisinin 6Jrenci yetenedi ile orantili oldugunu
dustnmuyorum. OJretmen basarisi tek bir kritere bagli olmayan
(akademik basari, projeler, oduller vb.) cok yénlu bir kavram
bence.” (K6Y)

“Ogrenciler yanitlara sans yoluyla ya da soruda o&lculmek
istenmeyen bir yapl yoluyla ulasmis olabilir. Bu yuzden yanittan
ziyade yanita ulasirken kullanilan bilissel surecler 6nemlidir.
Basari kriteri bence yetenek degil 6grencinin potansiyelini ortaya
koyabilmektir.” (E13Y)

“Dersin onlar icin neden onemli oldugunu belirtip merak
uyandirici sorular sormak &grenciyi guduler ve ben bunu
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yapmaya calistyorum. Ayrica etkinlik ve deney temelli ilerlemek
de buna katki saglar. Ogrencilere verilen performans gérevlerini
ucu aclk tuttugumuzda &grenciler yaraticiliklarini  ortaya
koyabiliyor.” (E13Y)

Motiveler

Motive grubundaki dégretmenlerin, akademik iyimserligin 6z yeterlik
temasina egilimleri yUksektir. OJrenciye ve veliye given konusunda
olumsuz bir alglya sahip olduklari ve okulun &grenci potansiyelini
asmasini saglayacak bir orgut kualtdrine olan inanclarinin dusuk
oldugu soylenebilir. Bu gruptaki 6gretmenlerin calistiklari kurumlarin
akademik basarisinin dusuk ve orta oldugu gorulmektedir. Motive
grubunda bulunan 6gretmenlerin goérusleri asagida sunulmustur.

“‘Calistigim okulda, akademik basari dusundugumuz son sey.
Daha cok sinif ici disiplin sorunlariyla mucadele ediyorum.
Mesleki deneyimimden dolayl sinif yonetimi konusunda bir
sorun yasamiyorum.” (E160)

“Ogrencileri derse katabilmek icin bircok sey deniyorum.
llgilerini  cekebilecek ve basarili olabilecekleri etkinlikler
hazirlamaya calisiyorum.” (K7D)

Tartisma

Ogretmenlerin  dgretme sUrecinde en buUyluk hedeflerinden biri
ogrencilerinin  akademik basarisini artirmaktir. Akademik basariyi
etkileyen bircok degisken s6z konusu olsa da &gretmenlerin
kendilerine, 6grencilerine, velilerine ve okullarina olan olumlu inanclari
bir butun olarak olumlu 6grenme ciktilarina ulasmay! saglayacaktir
(Kurz, 2006). Akademik iyimserlik ile basari arasindaki iliskinin karsilkli
oldugu soylenmektedir (Smith ve Hoy, 2007). OgJretmenlerin
akademik iyimser oldugu ortamlarda basari icin caba artacak ve
basarinin oldugu durumlarda da akademik iyimserlik artacaktir.
Arastirma sonucunda, ogretmenlerin akademik iyimserlik
egilimlerinin iki grupta toplandigr gorulmektedir. YUksek basariya
sahip okullarda calisan &gretmenlerin akademik iyimserlik
egilimlerinin,  dusuk-orta  basariya sahip  okullarda  c¢alisan
ogretmenlerin  akademik iyimserlik egilimlerinden farklhlastigi
gorulmektedir. Yuksek basariya sahip okullarda calisan tesvik edici
ogretmenler ile dusUk-orta basariya sahip okullarda calisan motive
ogretmenlerde, akademik iyimserligin 6z yeterlik boyutu en yuksek
egilim gdsterilen &zellik iken; tesvik edici 6gretmenlerin guven ve
akademik vurgu alt temalarinda motive 6gretmenlere gére daha
yuksek edilim gdsterdikleri goérulmektedir. Caglar (2013), Fen
Liselerinde ve Anadolu Liselerinde calisan 6gretmenlerin akademik
iyimserlik tutumlarinin, diger lise turlerinde ve ilkogretim okullarinda

52


https://doi.org/10.9779/pauefd.1319965

PAUEFD, 63, 39-62 [2025] T. Akpolat https://doi.org/10.9779/pauefd.1319965

calisan ogretmenlere daha yuUksek oldugunu belirtmektedir. Bu
bakimdan, Fen Liseleri ve Anadolu Liselerinin diger lise turlerine gore
daha yuksek akademik basari kistasinin olmasi, okulun akademik
basarisinin égretmen akademik iyimserligini belirleyici unsurlardan
biri oldugu sonucunu ortaya koymaktadir. Dolayisiyla ¢alisma bulgusu,
s6z konusu calismayi destekler niteliktedir.

Ogretmen 6z yeterligi, onlarin belirli bir goérevi yerine getirme
konusundaki inanclaridir. Akademik iyimserligi tanimlayan bir tema
olarak &gretmen &z yeterligi, 6gretmeye iliskin ve sorun ¢cozmeye
iliskin alt temalari ile tanimlanmistir. Okullarin basarisindan bagimsiz
olarak égretmenlerin 6gretmeye ve sorun ¢cdzmeye iliskin 6z yeterlik
algilarinin  yuksek oldugu gorulmektedir. Calismaya katilan
ogretmenler, 6grencileri derse guduleyebilme, sinif ici olasi sorunlari
onleme gibi sinif yonetimi uygulamalarinda kendilerine iliskin olumlu
inanca sahiptirler. Bununla birlikte motive &égretmenlerin ortalama
puanlarinin daha yuksek oldugu goérulmektedir. OJretmen 6z yeterlik
algisi, 6gretmenlerin derslerine iliskin konuyu 6gretebilme becerisinin
yani sira 6grenme ortaminda sinif yonetimini saglayabilme, kaynaklari
etkin kullanabilme gibi konularda da kendilerini yeterli hissetmelerini
icermektedir (Bandura, 1997). Giavrimis ve Papanis (2008), akademik
basarinin dustk oldugu okullarda, davranissal sorunlarin daha yaygin
oldugunu belirtmektedir. Dolayisiyla dusuk-orta basariya sahip olan
okullarda calisan motive grubundaki égretmenlerin sinif ici sorunlarla
daha fazla karsilastiklari ve ogrencilerin c¢esitli nedenlerle basaril
olmaya yoénelik motivasyon ihtiyaclarinin daha fazla oldugu
soylenebilir. Ogretmenlerin bu gibi durumlarla karsilasmalari, olasi
sorunlari ¢ozebilmek adina deneyimlerinin  artmasina neden
olabilmektedir. Oz yeterligi belirleyen unsurlardan biri olan gecmis
tecrubelerden elde edilen basarilar (Bandura, 1997), 6gretmenlerin bu
alanlarda daha yuksek inanca sahip olmalarini aciklayabilmektedir.
Bununla birlikte, Sezgin ve Erdogan (2015) égretmenlerin 6gretim
etkinliklerine karsi duyduklari olumlu duygularin, kendi yetkinliklerine
olan inanclari Uzerinde olumlu bir etkiye sahip oldugunu one
surmektedir. Bu bakimdan hem motive hem de tesvik edici
ogretmenlerin  é6gretmeye iliskin  olumlu inanc¢lara sahip oldugu
soylenebilir.

Ogretmenlerin, o6grencilerin  6Jrenebilecedine iliskin  guvenleri,
dgrenci 6grenmesinde buyluk éneme sahiptir. Ogretmenin 6Jrenciye
olan guveni, 6grenci 6grenmesinin gerek ve yeter kosuludur denebilir.
Ogrencilerine, &drenme konusunda gUvenmeyen oJgretmenin,
ogrencilerin potansiyeline iliskin algilari ve beklentisi dusuk olacaktir.
Bu durum &égrencilerin kendine olan guveninin azalmasina ve dusuk
performansa neden olabilecektir (Hattie, 2008). Ogretmenlerin
ogrencilerin basarili olacagina iliskin olumlu tutumlari, égretmen-
ogrenci iliskilerinin de olumlu olmasina katki saglayacaktir. Pozitif
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ogretmen-ogrenci iliskileri ise 6grencilerin etkililiklerini ve katilimlarini
tesvik ederek akademik basarilarini olumlu etkileyecektir (Bocian,
2021). Calismada elde edilen dusuk-orta basariya sahip okullarda
calisan motive o6gretmenlerin dgrenciye guven egilimlerinin dusuk
olmasi sonucu, 6grenciye guven-akademik basari dongusunun bir
yansimasl olarak goérulebilir. Basarisi yuksek olan okullarda c¢alisan
tesvik edici égretmenlerin égrenciye guven egilimleri yUksekken;
dusuk-orta basariya sahip okullarda calisan motive &gretmenlerin
ogrenciye guven egilimleri dusuktur. Motive ogretmenlerin, tesvik
edici 6gretmenlere gore ogrencilerin okula 6grenmek icin geldigi
konusunda olumsuz bir inanca sahip olduklari ve bu inancin séz
konusu iki gruptaki ogretmenlerin en c¢ok ayristiklari konu oldugu
gorulmektedir. Bununla birlikte s6z konusu gruplarin veliye guven alt
temasinda da ayristiklari soylenebilir. Tesvik edici 6gretmenlerin
velilere olan guven egiliminin motive égretmenlere goére daha olumlu
oldugu gorulmektedir. Velilerin égrenci 6grenmesinde destekleyici
rold, okulun basarisi agisindan onemli bir unsurdur (Metin, 2013).
Velilerin 6grenci é6grenmesine iliskin ilgisizligi, olasi dusuk akademik
basarinin nedenlerinden biri olarak gorulmektedir (Dam, 2008). Motive
ogretmenlerin velilere guven egilimlerinin dusuk olmasinin nedeni
velilerin 6grenci 6grenmesine olan ilgisizligi ya da egitime iliskin
kayitsizligr olabilir.  Yine tesvik edici &gretmenlerin, ogrenci
ogrenmesinde velilerle is birligi yapmaya ve veli donutlerini dikkate
alarak  6grenme surecini  planlamalarinda, velilerin  egitimi
dnemsemeleri dnemli bir parametre olabilir. Ogretmen akademik
iyimserliginin arastirildigr c¢alismalara bakildiginda, o6gretmenlerin
akademik iyimserligi en dusuk duzeyde ogrenci ve veliye guven
boyutunda algiladiklari belirtilmektedir (Yilmaz ve Kursun, 2015).

Ogretmen akademik iyimserliginin bir alt temasi olan akademik
vurgu, ogretmenlerin dégrencilerin potansiyellerini asmasina yardimci
olacak zorlayici gdérevler vermesini, 6grencilerin akademik zamani lyi
degerlendirmelerini saglayacak etkinliklere katilmalarini saglamalarini
icermektedir (Woolfolk, 2007). Bununla birlikte, okulun, yapilan bu tur
calismalara deger veren bir kulture sahip olmasi 6gretmenlerin olumlu
akademik vurgu algisina sahip olmalarini saglamaktadir (Yilmaz ve
Kursun, 2015). Calismada akademik vurgu; ogretmenlerin ogrenci
potansiyelini ortaya c¢ikarma cabasina iliskin egilimleri, 6gretme-
ogrenme surecinde akademik beklentileri ve akademik basariyi tesvik
edecek okul kultdru algilari cercevesinde U¢ alt tema Uzerinden
tanimlanmistir. Motive égretmenlerin, akademik vurguyu tesvik eden
okul kultdrune iliskin egilimlerinin olumsuz oldugu; tesvik edici
ogretmenlerin ise okul kultarunu olumlu algiladiklari gérulmektedir.
Bununla birlikte tesvik edici 6gretmenler, 6grencilerinin potansiyelini
asmasi ¢abasinda olumlu egilim gosterirken, motive 6gretmenlerin bu
egilimlerinin  olumlu ama gorece dusuk oldugu gdérulmektedir.
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Demirtas (2010), okul kulturu ile 6grenci akademik basarisi arasinda
olumlu bir iliski oldugunu belirtmektedir. Kiling (2013) ise olumlu ve
samimi okul ikliminin &gretmenlerin akademik iyimserlik algisini
aciklamada onemli bir faktor oldugunu belirtmektedir. Dolayisiyla
basari durumu yUksek olan okullarda ortak amaclar icin birlikte calisan
paydaslarin varligindan soéz edilebilir. Bu durum, &égretmenlerin is
birligi icinde 6grencilerin akademik basarilarini artirmaya yonelik caba
harcama egilimlerini aciklamaktadir.

Ogretmen inanclarinin  6Jrenci basarisi Uzerinde etkisi oldugu
bilinmektedir. Odretmenlerin  tim o&Jrencilerin  dJrenebilecedine
iliskin inanclarinin, uygulamalarini etkiledigi asikardir (Stipek ve Byler,
1997). Bunun yani sira 6gretmenlerin inanclari ile eylemleri arasinda bir
iliski  olmadigini, &gretmenlerin  olumlu inanclarini  uygulamaya
yansitmadigini soyleyen calismalar da mevcuttur (Jones ve Gullo,
1999). Bu durum, farkli parametrelerin o6gretmenlerin inanclarini
uygulamaya koyma noktasinda engel olmasiyla aciklanabilir.
Calismada, okulun akademik basarisindan badimsiz olarak
ogretmenlerin 6z yeterlik algisinin yuksek cikmasi, 6gretmenlerin,
ogrenimin arzu edilen ciktilarina ulasma noktasinda kendilerini yeterli
goérduklerini; dusuk ve orta basariya sahip okullarda ¢alisan motive
ogretmenlerin 6grenci ve veliye olan guven egilimlerinin disuk olmasi
ise bu inanclarinin uygulamaya aktarilmasi noktasinda olumsuz birer
parametre olarak islev gérdudgu sonucunu ortaya koymaktadir.
Bununla birlikte yUksek basariya sahip okullarda calisan tesvik edici
ogretmenlerin, ogrenci potansiyelini ortaya cikarma ve asmasini
saglama c¢abasi ile basari odakh okul kultUrune iliskin inanclarinin
daha yuksek oldugu da gorulmektedir. Nitekim, basari odakli kulture
sahip okullarda calisan ogretmenlerin 6grenci ve velilere guven
duzeylerinin yuksek oldugu soylenmektedir (Yilmaz ve Kursun, 2015).
Akademik iyimserlik baglaminda 6grenci ve velilere duyulan guvenin,
hem 6gretmenlerin sinif ici 6gretim uygulamalarinin kalitesinde hem
de &grencilerin 6grenmeye iliskin gudulenme ve katiliminda olumlu
etkilerinin olmasi beklenmektedir (Beard ve digerleri, 2010; Woolfolk
Hoy ve digerleri, 2008).

Okullarin basarisinin 6gretmen akademik iyimserligini etkileyen bir
parametre olarak calistigini sdylemek mumkundur. Okul basarisini
etkileyen bircok faktor bulunmakla birlikte, yasanan Covid 19 salginin
egitime erisim noktasinda yasattigr olumsuzluklar, o6grenci ve
dolayisiyla okul basarilarinin olumsuz etkilenmesine neden olmustur.
Covid 19 salgini ile deneyimlenen uzaktan egitim sUreci her ne kadar
salginin yarattigr olumsuz kosullarda kurtarici bir rol oynasa da
ogrencilerin 6grenme kayiplarinin salgin éncesi duruma gére daha da
arttigr ve performanslarinin azaldigi belirtilmektedir (Panagouli ve
digerleri, 2021). Yapilan arastirmalarin sonuclarina goére sosyo-
ekonomik farkliliklarin egitim baglaminda varsil ile yoksul arasindaki

55


https://doi.org/10.9779/pauefd.1319965

PAUEFD, 63, 39-62 [2025] T. Akpolat https://doi.org/10.9779/pauefd.1319965

ucurumu daha da artirdigl (Tadesse ve Muluye, 2020), dezavantajli
gruplarin uzaktan egitime erisimde yasadigi sikintilarin okul terki ve
ogrenme acigina neden oldugu (Zhang, 2020) belirtiimektedir.
UNESCO'nun (2020), okullarin kapanmasinin olumsuz sonuclarina
iliskin yayimladigi raporda, egitim sistemi icinde ve yasamda
halihazirda var olan esitsizliklerin  bu surecte siddetlendigi
belirtilmektedir. Bununla birlikte bu surecte, daha az egitimli ailelere
sahip ogrencilerin 6grenme kayiplarinin daha egitimli ailelere sahip
ogrencilere goére iki kat fazla oldugu belirtiimektedir (Engzell ve
digerleri, 2020). Bu durumda, Covid 19 salgininin 6gretime iliskin
olumsuz etkilerini, velilerinden destek alamayan ve yuz yUze egitim
surecinde okuldan aldigi destegi uzaktan egitim surecinde alamayan
ogrencilerin daha fazla yasayabilecedi sonucu ortaya cikmaktadir.
Covid 19 salgininin egitim Uzerindeki olumsuz etkilerini en aza
indirebilmek icin 6zellikle dUsuk-orta basariya sahip okullarda calisan
ogretmenlerin  akademik iyimserlik egilimleri  buyUuk o6nem
tasimaktadir. Akademik basari konusunda iyimser bir égretmen,
ogretmeye zaman ve enerji harcama konusunda istekli olacaktir.
Bununla birlikte, &grenci ve velilerine guUvenerek, ogrenci
ogrenmesinde tum taraflari ise kosabilecektir.

Sonuc ve Oneriler

Sonu¢ olarak, basart durumlart farkli olan okullarda c¢alisan
ogretmenlerin akademik iyimserlik egilimlerinin, yuksek basariya
sahip okullarda c¢alisan tesvik edici &6gretmenler lehine oldugu
goérulmustur. Bununla birlikte dusuk ve orta basariya sahip okullarda
calisan motive 6gretmenlerin akademik iyimserlik algilarinin ortak bir
egilim godsterdigi sonucuna ulasiimistir. Calismaya katilan tum
ogretmenler, olumlu 06z yeterlik egilimleri goésterirken; tesvik edici
ogretmenlerin  6grenci ve veliye guven ile akademik vurgu
egilimlerinin  motive o&gretmenlere gdre daha olumlu oldugu
goérulmustur. Tesvik edici &gretmenlerin  akademik iyimserlik
egilimlerinin akademik vurgu ve o6grenciye guven Uzerinde; motive
ogretmenlerin ise akademik iyimserlik egilimlerinin &z yeterlikleri
Uzerinde yogunlastigi sonucuna ulasiimistir.

Calisma bulgulari, farkli basari duzeylerine sahip okullarda calisan
ogretmenlerin akademik iyimserlik egilimlerinin 6nemli farkliliklar
gosterdigini ortaya koymaktadir. Ote yandan dUsuUk ve orta basari
duzeyine sahip okullarda calisan égretmenlerin akademik iyimserlik
egilimlerinin benzer olmasi sasirticidir. Bu durum dusuk ve orta
basariya sahip okullarda calisma ortaminin ve yasanan sorunlarin
benzer oldugu sonucunu ortaya koymaktadir. Sonuc¢ olarak,
ogretmenlerin tutum ve inanclarinin okul basarisiyla yakindan iliskili
oldugunu ve 6gretmenlerin calistiklari ortamlara uyum saglamak icin
farkli stratejiler gelistirdiklerini séylemek mumkundur. OJretmenlerin
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akademik iyimserlik tutumlarinin égrenci basarisi Uzerinde onemli
etkisi oldugu g6z o6nune alindiginda, arastirma sonuclari dgrenci
basarisini artirmak icin stratejiler gelistirilmesinde yardimci olabilir.

Calisma sonucunda ortaya clkan motive ogretmenlerin 6grenci ve
veliye glven duymasinin ve o6grenci potansiyelini zorlayacak basari
odakli okul kulturdne olan inancini dusuren etmenlerin ortadan
kaldirilmasi énemlidir. Motive 6gretmenlerin égrenci ve veliye guveni
ile olumlu okul kulturune iliskin inanclarinin dusuk olmasi, 6gretme-
ogrenme surecinde kendilerini  yalniz  hissetmelerine neden
olabilmektedir. Bu baglamda meslektaslari ve yoneticilerini
destekleyici olarak algilamalari onemlidir. Bu acidan okul kultdru ve
okulun paydaslariyla etkilesimi konularinda onemli rolu olan okul
ybneticilerine sosyal destegin saglanabilecegi, olumlu informel
iliskilerin kurulmasina olanak taniyan ve basari odakli bir okul kulturu
ve ogretmen-veli etkilesimini Ust duzeye cikarabilecek ortamlar
olusturmalari onerilmektedir. Bununla birlikte motive égretmenler ile
tesvik edici d6gretmenlerin bir araya gelerek deneyim paylasiminda
bulunmalarini  saglamak, ogretme-6grenme  surecine  iliskin
ogretmenlerin farkli bakis acilari gelistirmelerine olanak saglayacaktir.

Bu calismada égretmenlerin calistiklari okullarin basari durumlarina
gére akademik iyimserlik algilarinda ortak bir egilim olup olmadigi
arastirilmistir. DusUk ve orta basarlya sahip okullarda c¢alisan
ogretmenlerin akademik iyimserlik algilarinda ortak bir egilim oldugu
goérulmustur. Bundan sonraki arastirmalarda dusuk ve orta basariya
sahip okullarda calisan d6gretmenlerin, akademik iyimserlik algilarinin
benzer egilim gostermesine neden olabilecek farkli degiskenler ile
iliskisinin incelenmesi onerilmektedir.

Bu calismada ayrica, égretmenlerin calistiklari okullarin akademik
basari durumlarina gore akademik iyimserlik egilimlerinde ortak gérus
ve fikir ayriliklarini ortaya koymak amaclanmistir. Q metodoloji
yontemi ile gergeklestirilien bu calisma, genellenebilirlik kaygisi
tasimamaktadir. Bununla birlikte katilimcilarin en ¢cok ve en az
katildiklari  cumlelere iliskin  aciklama yapma  konusundaki
cekimserligi, nitel bulgularin derinlemesine incelenmesinde sinirlilik
yaratmistir.

Etik Kurul izin Bilgisi: Bu arastirma, Mimar Sinan Guizel Sanatlar
Universitesi Sosyal ve Beseri Bilimler Arastirma ve Yayin Etik
Kurulunun 30 /03/2022 tarihli 54395 sayili karari ile alinan izinle
yaruatualmauastdar.

Yazar Cikar Catismasi Bilgisi: Herhangi bir cikar catismasi
bulunmamaktadir.

Yazar Katkisi: TUm surec¢ tek yazar tarafindan yurutulmustur.
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Introduction

In schools, numerous factors can influence learning. These factors
include physical elements such as class size and school size (Boozer &
Rouse, 2001; Monk & Haller, 1993), social factors such as socio-economic
and socio-cultural levels (Coleman et al, 1966; Hoy et al.,, 2002), and
stakeholder-related aspects such as family support, teacher quality, and
the attitude of school administrators (Balci, 1993; Bean et al,, 2003;
Darling-Hammond, 2000). Additionally, personal factors such as
students’ learning styles, motivation, and intelligence (Cakan, 2002) are
also significant. Although numerous personal and organizational
factors influence student learning, research consistently highlights that
teachers are the most critical element in making a difference in student
outcomes (Wright et al,, 1997). In this vein, teachers’ beliefs act as
cognitive motivators, prompting them to take action in response to
specific situations or events (Woolfolk Hoy et al., 2008). For instance, if a
teacher believes in students’' ability to learn, they are more likely to
engage in supportive and guiding behaviors. This positive belief in their
ability to impact student learning is referred to as academic optimism.

Teacher academic optimism encompasses teachers’ focus on key
elements within the teaching-learning process. These elements include
teachers’ beliefs in their own teaching efficacy, confidence in the
cooperation of parents and students, and their ability to create a
positive and challenging academic environment that maximizes
student potential (academic emphasis). For instance, Woolfolk Hoy et
al. (2008) describe teacher academic optimism as a personal trait that
integrates these three interrelated components. In this context, teacher
academic optimism can be regarded as an integrated construct
comprising cognitive, affective, and behavioral dimensions. Among the
components of academic optimism, self-efficacy represents the
cognitive dimension; trust represents the affective dimension, while
academic emphasis represents the behavioral dimension (Beard et al,,
2010). To fully understand teacher academic optimism, it is essential to
examine these components and their interactions comprehensively.

Perceived self-efficacy pertains to an individual's assessment of their
own abilities and capacities. To illustrate, Bandura (1997) defines self-
efficacy as the belief in one's capability to execute specific tasks
successfully. Consequently, self-efficacy fosters perseverance and
determination in the face of challenges, enabling individuals to persist
until they achieve their goals (Heslin & Klehe, 2006). Additionally,
Tschannen-Moran et al. (1998) describe teacher self-efficacy as the
teacher’s belief in their ability to plan and execute the necessary actions
to accomplish instructional tasks successfully in a given context.
Similarly, Bergman et al. (1997) define teacher self-efficacy as the degree
to which teachers believe they have the capacity to influence student
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performance. Teacher self-efficacy encompasses beliefs related to
implementing instructional strategies successfully, managing
classrooms, and engaging students (Tschannen-Moran & Hoy, 2001).
Thus, it can be argued that self-efficacy, the first component defining
teacher academic optimism, is a cognitive force that motivates
teachers to take responsibility and act to enhance student learning
(Guskey & Passaro, 1993).

The affective dimension of teacher academic optimism, which involves
trust in students and parents, refers to teachers’ confidence that all
students can learn and parents will collaborate in the learning process
(Woolfolk Hoy et al., 2008). This trust significantly impacts students’
academic achievement. Teachers serve as the primary communication
link and bridge between the school and parents. Additionally, they act
as institutional representatives responsible for the academic success of
disadvantaged students (Stanton-Salazar, 1997). In this vein, teachers’
trust in parents facilitates the activation and enhancement of
productive connections between school and family, making schools
better places for student learning (Goddard et al.,, 2001). Teachers’
positive belief in their students’ ability to succeed fosters students’ self-
belief as well (Hattie, 2008). In other words, teachers’ confidence in
collaborating with students and parents to support learning motivates
them to create learning environments that help students to realize
their potential.

Finally, the emphasis on teachers’ creating a positive and challenging
academic environment pertains to the time spent on academic tasks
that enable students to realize or even surpass their potential (Woolfolk,
2007). Teachers and parents collaborating for student learning set high
yet attainable goals for students by expecting them to demonstrate
their potential (Hoy & Miskel, 2008). Teachers who use collaborative and
student-centered techniques to engage students in the teaching-
learning process will achieve better learning outcomes. Thus, the
components of teacher academic optimism—self-efficacy, trust, and
academic emphasis—are interrelated elements that collectively
enhance the teaching process.

The above-mentioned three components of teacher academic
optimism are interactively related, forming a structure that is reinforced
through their mutual influence (Woolfolk Hoy et al., 2008). For example,
teachers with high self-efficacy trust that students are capable of
learning and comprehending, and that parents will collaborate in the
learning process. In addition, a teacher with high self-efficacy who
trusts their students will encourage the students to engage in
academic environments that allow them to realize their potential. Thus,
teacher academic optimism is a factor that can make a difference both
individually, in terms of student learning, and collectively, by
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contributing to a success-oriented school climate (Gray et al., 2016). In a
similar vein, Beard et al. (2010) highlight that while many factors
influencing student achievement are beyond teachers’ control,
individual characteristics such as academic optimism have a significant
impact on student learning.

On the other hand, there are numerous factors that influence and are
influenced by teacher academic optimism. The literature review
indicates that working in schools with effective bureaucratic structures
(Anderson, 2012; Ozdemir & Kiling, 2014) and in schools with a success-
oriented culture (Ermis, 2022) enhances teachers’ levels of academic
optimism. Additionally, teacher academic optimism positively impacts
organizational commitment (Karakas et al, 2021) and professional
learning (Kiling et al,, 2021). In other words, teacher academic optimism
not only fosters positive organizational outcomes but also contributes
to improving students’ academic achievements (Anderson, 2012).
Therefore, it is considered important for teachers to exhibit academic
optimism attitudes that can promote learning, especially for students
who lack personal resources (such as effort and self-efficacy) to achieve
their goals. However, there is a paucity of studies in both national and
international literature examining the impact of school success levels
on teachers' academic optimism tendencies. In this context, this study
aims to reveal the tendencies of middle school teachers’ perceptions of
academic optimism based on the success levels of the schools where
they work. To this end, the following questions are addressed:

Is there a common trend in the academic optimism perceptions
of the participating middle school teachers?

Which sub-dimension of academic optimism is more prominent
in the participating teachers’ perceptions?

On which issues do the participating middle school teachers have
differing opinions?

Method

This study utilized the Q methodology design. Polat (2022) describes Q
methodology as a mixed method research design that draws from both
gualitative and quantitative research approaches. The goal of Q
methodology is to reveal different social perspectives on a given topic
or issue. It is particularly suited for exploring competing viewpoints
because it is designed to clarify alternative perspectives (Watts &
Stenner, 2012). Q methodology identifies and explains both consensus
and differing opinions within a group, operating structurally in the
reverse of traditional factor analysis. In factor analysis, a selected
population determines the distribution of variables related to the
characteristic being measured. Conversely, in the Q methodology, the
distribution of a selected population is observed based on the
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characteristic of interest (Stephenson, 1936). Thus, the Q methodology
employs factor analysis to identify participant groups that interpret a
pool of items in comparable ways (Watts & Stenner, 2005). This reverse
factor analysis highlights the quantitative aspect of the Q methodology.

The Q methodology aims to explore subjectivity. Participants are
expected to respond to Q statements using their internal criteria.
However, since all participants respond to the same Q statements, it
allows for comparison among the participants. Therefore, this
subjectivity underscores the qualitative aspect of Q methodology
(Webler et al., 2009).

In this study, the objective was to examine whether there is consensus
or divergence in the middle school teachers’ perceptions of academic
optimism, a personality trait, based on the academic success of the
schools where they work. Given this aim, the Q methodology is deemed
suitable for addressing the research questions by revealing agreement
and disagreement among the teachers regarding this trait.

The current study was conducted with the approval of Mimar Sinan
Fine Arts University’'s Social and Humanities Research and Publication
Ethics Committee, decision number 54395, dated 30/03/2022.

Study Group

In the Q methodology, the comparison of subjective opinions regarding
a topic or issue indicates that the analysis does not aim for
generalizability. Nonetheless, Q participants should be selected to
represent a population. At this point, maximum diversity represents the
range of views in the target population, rather than the distribution of
beliefs within the population (Webler et al, 2009). Therefore, it is
recommended to work with small groups for maximum diversity. In
other words, the number of participants should be less than the
number of Q statements used in the research (Aydogan et al.,, 2022).
Accordingly, the study group of this research consisted of 12 volunteer
teachers working in middle schools with varying levels of academic
success (low-medium-high). Demographic features of the participants
are presented in Table 1.

Table 1
Demographic Features of the Participant
No Code Gender Seniority School's academic success
level
1 F7L Female 7 Low
2 F1L Female N Low
3 F6H Female 6 High
4 F13L Female 13 Low
5 F15L Female 15 Low
6 F1OM Female 10 Medium
7 M16M Male 16 Medium
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8 FleM Female 16 Medium
9 M15M Male 15 Medium
10 F1TH Female n High
n Fl4H Female 14 High
12 M13H Male 13 High

According to Table 1, it is evident that out of the teachers participating
in the study, nine were females and three were males. All the
participants were subject teachers working in middle schools. The
academic success levels of the schools where the participants worked
were categorized into three groups—Ilow, medium, and high— based
on the average scores of their students in the high school entrance
exams. The lowest possible score in these exams is 100, and the highest
is 500. Accordingly, schools with an average score of 100-233 are
classified as low success, those with 234-366 as medium success, and
those with 367 and above as high success. Consequently, four teachers
from low-success schools, four fromm medium-success schools, and four
from high-success schools were included in the study group. When
coding the participants, their gender, seniority, and school success level
were considered. For instance, a female teacher with eight years of
experience working in a low-success school was coded as “F8L".

Data Collection Instruments

The Q methodology relies on participants comparing and subjectively
ranking Q statements within their own context. In this regard, a pool of
judgment statements related to the topic was created for data
collection. In this study, a structured design was employed, and a pool
of items was generated by considering the themes defined in the
relevant literature. In the literature, teachers’ academic optimism
attitudes are examined under three main themes. For each of the seven
sub-themes related to these main themes, one positive and one
negative statement were written, resulting in a total of 14 items. This
item pool was then reviewed by two faculty members specializing in
academic optimism, and one specializing in the Q methodology to
obtain expert opinions. Based on the feedback of these experts, the
judgment statements were revised. The randomly numbered items are
presented in Table 2.

Table 2
Q Statements
Theme Sub-theme Statements
Teaching- Successful teachers have talented students
related (1)
Self-efficacy | can motivate my students in the classroom
(8)

Dealing with problematic students is
difficult for me (5)
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Problem My classroom management skills prevent
solving- potential classroom issues (11)
related
Trustin Parents' feedback about their children is
Parents unrealistic (3)
Trust | work collaboratively with parents (10))
Trust in My students appear to make an effort to
Students succeed (9)
My students come to school to learn (4)
Potential- | give my students goals that they can easily
related achieve (13)
| strive for my students to surpass their
achievements (7)
Academic Learning and It is sufficient for me if students give the
Emphasis Teaching- correct answer (select the correct option)
related even if they do not explain it (12)
| assign tasks that will reveal my students'
potential (2)
Culture- Despite the school's low success threshold,
related students do not make an effort (6)

My school has practices that make
successful students proud (14)

Upon examining Table 2, it is observed that there are four items related
to the theme of self-efficacy, four items related to the theme of trust,
and six items related to the theme of academic emphasis, concerning
teachers’ academic optimism.

The data were collected using the Q-sort structure, which has a normal
distribution. The Q-sort structured within the 2 range is shown in Table

3.
Table 3
Q Sort
DISAGREE NEUTRAL AGREE
-2 -1 0 +1 +2

45



https://doi.org/10.9779/pauefd.1319965

PUJE, 63, 39-62 [2025] T. Akpolat https://doi.org/10.9779/pauefd.1319965

Data Analysis

The participants working in schools with varying levels of success were
provided with a form containing randomly numbered Q statements,
and smaller slips of paper with the same statements in a format that
could be placed on the Q-sort distribution. Below the Q-sort
distribution, a table was included where the participants could indicate
the statements they agreed with, disagreed with, or felt neutral about.
The participants were first asked to write the numbers of the
statements they agreed with, disagreed with, or felt neutral about in
the provided table. Then, they were asked to place the slips of paper on
the Q-sort distribution according to their level of agreement,
disagreement, or neutrality. This process allowed the participants to
reflect on their thoughts and clarify their opinions.

The collected data were then analyzed using the PQMethod 2.35
software. Principal components analysis was used to determine the
factors under which the participants clustered. The factor load value
criterion was calculated using McKeown and Thomas's (1988)
suggested formula: “Standard error = 258 x (1///number of Q
statements)”. Accordingly, the significance value for the 14 Q
statements used in this study was found to be 0.67. To compare
participant views on the sub-themes, the means of the Z scores were
calculated. This calculation involved subtracting the Z score of the
negative statement from the Z score of the positive statement for each
sub-theme and dividing by two. Additionally, the weighted averages of
the Z scores, reflecting the views of all the participants on the sub-
themes, were calculated by multiplying the number of people in each
factor by their respective Z scores and then summing these products,
and dividing by the total number of participants. Finally, the weighted
averages of the themes' Z scores, formed by the sub-themes, were
calculated.

Findings

Principal components analysis was conducted to determine whether
there is a common trend in the teachers' perceptions of academic
optimism based on the success levels of the schools where they work.
The factor loadings of the participants were grouped under two factors.
The Q methodology allows for manual rotation to maximize the
variance explained by the factors (Brown & Robyn, 2003). In this context,
a 30-degree negative rotation was applied between these two factors
to observe the factor distributions. The relevant findings are presented
in Table 4.
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Participant Factor 1 (Encouraging) Factor 2 (Motivated)
F7L 0.4041 0.8219X
F1IL 0.5079 0.6531
FoH 0.7114X 0.5310
F13L 0.2555 0.8228X
F15L 0.5741 0.5473
F1IOM 0.4765 0.8041X
M16M -0.4217 0.7395X
FieM 0.2355 0.8010X
M15M 0.0312 0.8005X
F1TH 0.7187X 0.3189
F14H 0.9130X 0.0737
M13H 0.7241X 0.6218
Explained %30 %45
Variance

When Table 4 is examined, it is observed that the participants are
grouped under two factors. Factor 1 has four participants and Factor 2
has six participants, with significance values exceeding the criterion
value. However, two participants do not fall under any factor. All four
participants grouped under Factor 1 work in schools with high
academic performance. The participants grouped under Factor 2
consist of the teachers working in schools with low to moderate
academic performance. Factor 1 accounts for 30% of the total variance,
while Factor 2 accounts for 45%. The importance ranking of sentences
according to the participants' Q statements and their Z scores is
provided in Table 5.

Table 5

Z Scores and Importance Rankings of Q Statements by Factors

Q Statements Encouraging Motivated

Z Rank Z Rank*
*

1. Successful teachers have talented students.  -.099 12 174 14

2. | give tasks that will reveal the potential of 1.60 1 099 3

my students.

3. Parents' feedback about the student is -1.60 14 .018 8

unrealistic.

4. My students come to school to learn. 1.21 -040 10

5. Dealing with troublesome students is -0.39 10 -1.41 13

difficult for me.

6. Even though the school's success threshold  -1.47 13 -0 9

is low, students do not make an effort.

7.1 make efforts for my students to exceed 0.99 3 0.91 4

their achievements

8.1 can motivate my students in the class. 0.65 5 114 2
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9. My students seem to make an effort to be 0.00 7 027 ©
successful.

10. | continue my work by collaborating with -0.22 9 024 7
my parents.

1. My classroom management skills prevent 0.87 4 1.29 1
potential classroom issues.

12. It is sufficient for me if students give the -0.87 n 125 12

correct answer (mark the option) even if they
do not explain it.

13. | give my students goals that they can easily -0.13 8 0.75 5
achieve
14. My school has school practices that will 0.35 6 -0.86 1

make successful students proud.

*Shows the importance ranking given to the sentences.

As is seen Table 5, it is observed that the four participants grouped
under Factor 1 found the statements “l give tasks that will reveal the
potential of my students,” “My students come to school to learn,” and “I
make efforts for my students to exceed their achievements” to be the
most important ones. When the sentences deemed important by this
group of teachers are analyzed, it is seen that they have positive beliefs
regarding student learning and trust in their students. Therefore, the
teachers grouped under Factor 1 are named “Encouraging”. The six
participants grouped under Factor 2 found the sentences “My
classroom management skKills prevent potential classroom issues,” “I
can motivate my students in the class,” and “I give my students goals
that they can easily achieve” to be the most important ones. When the
sentences deemed important by this group of participants are
examined, it is observed that teachers have positive beliefs about
teaching. Therefore, the teachers grouped under Factor 2 are named
“Motivated”.

Upon examining the statements that the participants most agreed
with, it is seen that the Encouraging teachers agreed with positive
expressions related to the academic emphasis sub-dimension of
academic optimism, while the Motivated teachers agreed with positive
expressions related to the self-efficacy sub-dimension. However, it is
observed that the statements to which the Encouraging teachers least
agreed with are “Parents’ feedback about the student is unrealistic” and
“Even though the school’'s success threshold is low, students do not
make an effort”. The Motivated teachers least agreed with the
statements “Successful teachers have talented students” and “Dealing
with troublesome students is difficult for me”. When examining the
statements, it is seen that the Encouraging teachers express more
views on the trust and academic emphasis sub-dimensions of
academic optimism, while the Motivated teachers express views on the
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self-efficacy dimension. In order to interpret the views of the
Encouraging and Motivated teachers on the sub-dimensions of
academic optimism from a holistic perspective and to see which sub-
dimensions of academic optimism are prominent in teacher
perceptions, the averages of the Z scores related to the sub-themes
forming the dimensions were calculated both at the factor and theme
levels. The relevant findings are offered in Table 6.

Table 6
Averages of Z scores Regarding Academic Optimism

Theme Sub-theme Encouraging Motivated (6 Weighted X
(4 participants) Average
participants)

Self- Teaching- 0.822 1.442 1.194 1.128

efficacy related

Problem 0.626 1.352 1.062
solving-
related
Trust Trustin 0.690 0.035 0.297 0.170
Parents
Trustin 0.607 -0.334 0.042
Students
Academic Potantial- 0.560 0.080 1.360 0.880
Press related
Learning 1.237 1.08 1143
and
Teaching-
related
Culture- 0.913 -0.378 0.138
related

Upon examining Table 6, it is evident that the teachers’ perceptions of
academic optimism predominantly favor self-efficacy (X=1.13), followed
by academic emphasis (X=0.880), and lastly, trust (X=0.170) sub-themes.
Overall, it can be inferred that the participants’ inclinations towards
academic optimism are largely influenced by their sense of self-efficacy.
However, it is notable that the teachers exhibit relatively lower
tendencies towards academic optimism in the trust sub-theme, which
encompasses trust in both parents and students.

Comparing the Encouraging and Motivated teachers across sub-
themes reveals that except for the self-efficacy theme, the Encouraging
teachers tend to have higher averages in all dimensions compared to
the Motivated teachers. The Motivated teachers demonstrate a positive
yet considerably low perception of trust in parents and a negative
perception of trust in students. Moreover, while they exhibit a positive
albeit modest inclination towards potential under the academic
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emphasis theme, their tendencies in the culture sub-theme appear to
be negative.

The comparative outcomes aiming to delineate distinctions between
the Encouraging and Motivated teachers are detailed in Table 7.

Table 7
Inter-Factor Disparities
Factors Statements Difference in Z
Scores

4. My students come to school to learn. 1.612
14. My school has school practices that will 1.216
make successful students proud
5. Dealing with troublesome students is 1.022
difficult for me.
1. Successful teachers have talented 0.744
students.

Encouraging 2.1 give tasks that will reveal the potential 0.611

VS. of my students.

Motivated 12. It is sufficient for me if students give the 0.381
correct answer (mark the option) even if
they do not explain it.
7. | make efforts for my students to exceed 0.085
their achievements.
9. My students seem to make an effort to -0.269
be successful.
11. My classroom management skills -0.429
prevent potential classroom issues.
10. | continue my work by collaborating -0.463
with my parents.
8. | can motivate my students in the class. -0.495
13. | give my students goals that they can -0.876
easily achieve.
6. Even though the school's success -1.366
threshold is low, students do not make an
effort.
3. Parents' feedback about the student is -1.773
unrealistic.

Upon examining Table 7, it is observed that the statements where the
teachers in the Encouraging group diverge most from the teachers in
the Motivated group are “My students come to school to learn”, “My
school has school practices that will make successful students proud”,
and “Dealing with troublesome students is difficult for me”. Conversely,
when interpreted in the opposite direction, the statements where the
teachers in the Motivated group diverge most from the teachers in the
Encouraging group are “Even though the school’s success threshold is
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low, students do not make an effort” and “Parents’ feedback about the
student is unrealistic”.

Encouraging

All the teachers in the Encouraging group work in schools with high
academic achievement. The teachers in this group exhibit a positive
tendency in all sub-themes of academic optimism. Therefore, it can be
claimed that their beliefs regarding student learning, confidence in the
institution where they work to help students exceed their potentials,
and trust in students and parents during the learning process are high.
Below are some views of the teachers in the Encouraging group:

“I work in a project school, and our success criteria are quite high.
Everyone in the school is aware of this, and our students, parents,
and all teachers work hard to succeed” (F14H).

“Experiencing the feeling of success increases students' desire to
experience new achievements and motivates them in learning.
Therefore, | support them in experiencing new achievements
beyond their successes” (F6H).

“l don't think teacher success is proportional to student ability.
Teacher success, in my opinion, is a multifaceted concept that is
not dependent on a single criterion (academic achievement,
projects, awards, etc.)” (F6H).

“Students may have reached answers through chance or through
a structure not intended to be measured in the question.
Therefore, cognitive processes used to reach the answer are more
important than the answer itself. In my opinion, the criterion for
success is not ability but the ability to reveal the student's
potential” (M13H).

“Stating why the lesson is important for them and asking
intriguing questions motivates students, and | try to do that. Also,
progressing with activity and experiment-based methods
contributes to this. When we keep performance tasks open-
ended for students, they can express their creativity” (M13H).

Motivated

The teachers in the Motivated group demonstrate high inclination
towards the self-efficacy theme of academic optimism. It can be argued
that they have negative perceptions regarding trust in students and
parents, and they have a low level of belief in an organizational culture
that would enable the school to exceed student potential. It is observed
that the institutions where teachers in this group work have low to
moderate academic achievement. Below are the views of the teachers
in the Motivated group.
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“l work in a school where academic achievement is the last thing
we consider. | deal more with classroom discipline issues. Due to
my professional experience, | have no problem with classroom
management” (M16M).

“I try many things to engage students in the lesson. | strive to
prepare activities that will capture their interest and that they can
succeed in” (F7L).

Discussion

Teachers' primary objective in the teaching process is to enhance their
students’ academic achievement. While many variables influence
academic success, teachers' positive beliefs about themselves, their
students, parents, and schools collectively contribute to positive
learning outcomes (Kurz, 2006). The relationship between academic
optimism and success is considered reciprocal (Smith & Hoy, 2007). In
environments where teachers exhibit academic optimism, efforts
towards success increase, and where success is achieved, academic
optimism also grows. The research findings indicate that teachers’
tendencies towards academic optimism are grouped into two
categories. The teachers working in high-achieving schools differ in
their academic optimism tendencies compared to those in low-to-
medium achieving schools. While the self-efficacy aspect of academic
optimism is at the highest level in both groups, the Encouraging
teachers display higher level of tendencies in trust and academic
emphasis sub-themes compared to the Motivated teachers. In this vein,
Caglar (2013) notes that teachers working in Science and Anatolian high
schools exhibit higher academic optimism attitudes compared to those
in other types of high schools and primary schools. This claim suggests
that higher academic success criteria in Science and Anatolian high
schools make school success a determinant of teacher academic
optimism. Therefore, this study's findings support the previous
research.

Teacher self-efficacy is defined as their belief in their ability to perform
specific tasks. As a theme defining academic optimism, teacher self-
efficacy encompasses teaching-related and problem-solving sub-
themes. Regardless of school success, teachers’ self-efficacy
perceptions in teaching and problem-solving are high. The
participating teachers hold positive beliefs about their ability to
motivate students and prevent potential classroom issues. However, it
is observed that the Motivated teachers have higher average scores.
Teacher self-efficacy includes their confidence in their ability to manage
the classroom and utilize resources effectively, in addition to teaching
the subject matter (Bandura, 1997). In this sense, Giavrimis and Papanis
(2008) note that behavioral problems are more prevalent in schools
with low academic success. Thus, it can be inferred that teachers in low-
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to-medium achieving schools encounter more classroom issues and
face greater motivation needs for students to succeed. Facing such
challenges may increase teachers' experience in solving potential
problems, enhancing their confidence in these areas, which is a key
determinant of self-efficacy (Bandura, 1997). Moreover, Sezgin and
Erdogan (2015) suggest that teachers’ positive feelings towards
teaching activities positively impact their belief in their own
competence. Therefore, both Motivated and Encouraging teachers
hold positive beliefs about teaching.

Teachers' trust in their students’ ability to learn is crucial for student
learning. Teachers' trust in students is essential for their learning. If a
teacher does not trust their students' learning abilities, their
perceptions and expectations of students’ potential will be low, which
can reduce students’ self-confidence and lead to poor performance
(Hattie, 2008). Teachers’ positive attitudes towards students’ success,
on the other hand, contribute to positive teacher-student relationships,
which, in turn, promote students’ effectiveness and participation,
positively impacting their academic success (Bocian, 2021). The finding
that the Motivated teachers working in low-to-medium achieving
schools have low level of trust in students reflects the student trust-
academic success cycle. While the Encouraging teachers in high-
achieving schools display a high level of trust in students, the Motivated
teachersin low-to-medium achieving schools exhibit a low level of trust.
It is observed that the Motivated teachers have negative beliefs that
students come to school to learn, which is the most divergent belief
between the two groups. Additionally, the groups also differ in their
trust in parents. The Encouraging teachers display more positive trust
in parents compared to the Motivated teachers.

Parents’ supportive role in student learning is crucial for school success
(Metin, 2013). Parents’ indifference to student learning is seen as a
reason for potential low academic success (Dam, 2008). The low trust of
the Motivated teachers in parents may be due to parents’ indifference
to student learning or their disregard for education. The collaboration
between the Encouraging teachers and parents, and considering
parental feedback in planning the learning process, is likely to be
influenced by the importance parents place on education. Relevant
studies on teacher academic optimism also indicate that teachers
perceive the lowest level of academic optimism in the trust in students
and parents sub-dimension (Yilmaz & Kursun, 2015).

The academic emphasis sub-theme of teacher academic optimism
involves teachers giving challenging tasks to help students to exceed
their potential, and engaging them in activities that utilize academic
time well (Woolfolk, 2007). Additionally, schools with a culture that
values such efforts foster positive academic emphasis perceptions
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among teachers (Yilmaz & Kursun, 2015). In this study, academic
emphasis is defined through three sub-themes: teachers’ efforts to
reveal student potential, academic expectations in the teaching-
learning process, and perceptions of a school culture that promotes
academic success. The Motivated teachers’ perceptions of a school
culture that encourages academic emphasis are negative, while the
Encouraging teachers perceive the school culture positively. The
Encouraging teachers display positive inclination towards efforts to
help students to exceed their potential, while the Motivated teachers
have positive but relatively low inclination. In this vein, Demirtas (2010)
states that there is a positive relationship between school culture and
student academic success. Kiling (2013) also notes that a positive and
sincere school climate is a significant factor in explaining teachers’
academic optimism perceptions. Therefore, in high-achieving schools,
the presence of stakeholders working together for commmon goals can
be noted. This explains teachers’ tendency to collaborate to enhance
students’ academic success.

It is known that teachers’ beliefs impact student success. Their beliefs
that all students can learn evidently influence their practices (Stipek &
Byler, 1997). However, some studies argue that there is no relationship
between teachers’ beliefs and their actions, suggesting that teachers
do not reflect their positive beliefs in practice (Jones & Gullo, 1999). This
can be explained by various parameters hindering teachers from
implementing their beliefs. In this study, the high self-efficacy
perceptions of teachers, regardless of school success, indicate that the
teachers feel competent in achieving desired learning outcomes. On
the other hand, the low trust of the Motivated teachers in students and
parents in low-to-medium achieving schools serves as a negative
parameter in translating these beliefs into practice. Furthermore, the
Encouraging teachers in high-achieving schools exhibit higher beliefs
in efforts to reveal and exceed student potential, and in a success-
oriented school culture. Indeed, teachers in success-oriented schools
are said to have high trust levels in students and parents (Yilmaz &
Kursun, 2015). In the context of academic optimism, trust in students
and parents is expected to have positive effects on both the quality of
teachers’ classroom teaching practices and students’ motivation and
engagement in learning (Beard et al., 2010; Woolfolk Hoy et al., 2008).

School success can be considered a parameter influencing teacher
academic optimism. Various factors affect school success, including the
negative impact of the Covid-19 pandemic on access to education,
which has adversely affected student and school performance.
Although the remote education process experienced during the Covid-
19 pandemic played a salvaging role under adverse conditions, it has
been noted that learning losses have increased, and student
performance has decreased compared to pre-pandemic times
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(Panagouli et al., 2021). Research also indicates that socio-economic
differences have further widened the gap between the wealthy and the
poor in education (Tadesse & Muluye, 2020), and disadvantaged groups
facing difficulties in accessing remote education have led to school
dropouts and learning gaps (Zhang, 2020). UNESCQO's (2020) report on
the negative consequences of school closures highlights that existing
inequalities in the education system and life have intensified during this
period. Furthermore, it is noted that students from less-educated
families have experienced two times more learning losses compared to
those from more-educated families (Engzell et al., 2020). Consequently,
students, unable to receive support from their parents and lacking the
school support they received during face-to-face education, are likely to
experience more significant negative impacts of the Covid-19 pandemic
on education. To minimize the negative effects of the pandemic on
education, the academic optimism tendencies of teachers, especially
those in low-to-medium achieving schools, are of great importance. An
optimistic teacher regarding academic success will be willing to spend
time and energy on teaching. Moreover, by trusting their students and
parents, they can engage all parties in the learning process.

Conclusion and Suggestions

In conclusion, it has been observed that the academic optimism
tendencies of teachers working in schools with different levels of
success favor those working in high-achieving schools. Additionally, it
has been found that the academic optimism perceptions of teachers
working in low-to-medium achieving schools display a common
tendency. While all the participating teachers exhibit positive self-
efficacy tendencies, the Encouraging teachers display more positive
tendencies in trust in students and parents, and academic emphasis
compared to the Motivated teachers. It has been concluded that the
academic optimism tendencies of the Encouraging teachers focus on
academic emphasis and trust in students, whereas the academic
optimism tendencies of the Motivated teachers focus on self-efficacy.

The study findings reveal significant differences in the academic
optimism tendencies of teachers working in schools with different
success levels. On the other hand, it is surprising that teachers working
in low-to-medium achieving schools display similar academic
optimism tendencies. This indicates that working environment and
problems faced in low-to-medium achieving schools are similar.
Consequently, it can be claimed that teachers’ attitudes and beliefs are
closely related to school success and that teachers develop different
strategies to adapt to their working environments. Given the significant
impact of teachers’ academic optimism attitudes on student success,
the research results can aid in developing strategies to enhance
student success.
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It is important to eliminate the factors that reduce the trust of
Motivated teachers in students and parents, and their beliefs in a
success-oriented school culture that challenges student potential. The
low trust of Motivated teachers in students and parents and their low
belief in a positive school culture may cause them to feel isolated in the
teaching-learning process. In this context, it is important that they
perceive their colleagues and administrators as supportive. School
administrators, who play a crucial role in school culture and interactions
with school stakeholders, should create environments that provide
social support, establish positive informal relationships, and elevate a
success-oriented school culture and teacher-parent interaction.
Additionally, facilitating experience-sharing between Motivated and
Encouraging teachers will allow teachers to develop different
perspectives on the teaching-learning process.

This study investigated whether there is a common tendency in
academic optimism perceptions among teachers based on the success
levels of the schools they work in. It has been observed that teachers
working in low-to-medium achieving schools show a common
tendency in their academic optimism perceptions. Future research
should examine the relationship between different variables that may
cause teachers working in low-to-medium achieving schools to display
similar academic optimism perceptions.

Moreover, this study aimed to reveal the commmon views and differences
in academic optimism tendencies of teachers based on the academic
success levels of the schools they work in. Adopting the Q methodology,
this study does not aim for generalizability. However, participants’
reluctance to explain the statements they most and least agreed with
posed a limitation in the in-depth examination of qualitative findings.
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