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science. Suggestions are given in the direction of the findings obtained.

Secondary school students,
Regression analysis.

Ortaokul Ogrencilerinin Duygusal Zekalarinin Fen Ogrenmeye Yénelik
Motivasyonlarini Yordama Diizeyi

Makale Bilgisi Oz

Bu calismanin amaci, ortaokul 6grencilerinin duygusal zekalarinin fen 6grenmeye
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yonelik motivasyonlarini yordama dizeyini belirmektir. Arastirmada iligkisel tarama

Makale Gegmisi: modeli kullaniimistir. Arastirma, 2016-2017 egitim 6gretim yilinda Ege Bdlgesinde yer
Gelis 04.02.2018 alan bir ilin merkez ilgesindeki iki ortaokulda 6grenim gérmekte olan 457 6grenci ile
Dizeltme 01.08.2018 gergeklestirilmistir. Veri toplama araclari olarak; “Fen Ogrenmeye Yonelik Motivasyon
Kabul 15.10.2018 Olgegi” ve “Duygusal Zeka Olgegi” kullanilmistir. Verilerin analizinde betimsel
Anahtar Kelimeler: istatistikler kullanilmistir. Betimsel istatistiklere ek olarak, hiyerarsik regresyon
Duygusal zeka, analizinden yararlanilmigtir. Calismanin sonucunda, ortaokul 6grencilerinin duygusal
Motivasyon, zeka duzeyleri ile fen 6grenmeye yonelik motivasyonlari arasinda orta, pozitif ve

anlamh bir iliski oldugu belirlenmistir. Bununla birlikte, 6grencilerin duygusal zeka
dizeylerinin fen 6grenmeye yonelik motivasyonlarini anlaml bir sekilde yordayabildigi
tespit edilmistir. Elde edilen bulgular dogrultusunda onerilere yer verilmistir.

Ortaokul 6grencileri,
Regresyon analizi.

Introduction

During the last century intelligence was measured by intelligence quotient which takes into account
the cognitive capacity and functions of people (Onder, 2010). Wechsler defined intelligence as “a
general capacity of the individual to act purposefully, to think logically and to influence his/her
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environment” (Ozgiliven, 1994). Mayer and Salovey (1993) defined intelligence as an ability concerning
thinking, reasoning, objective realization, judgment and reaching conclusions. Researches on
intelligence suggest that success in working life and personal life is not only related with cognitive
intelligence but also related with other personal factors. It is further argued that only higher marks at
school cannot guarantee success and happiness in life and therefore, the concept of intelligence should
cover one’s abilities in social interactions, emotional life, music and kinesthetic (Mabogoglu, 2006).
Researches also indicate that higher 1Q is not a sufficient condition for people to have successful and
happy life (Goleman, 1996; Onder, 2010). For instance, one of two people with the same 1Q level may be
successful, but the other may not. In order to account for such cases we need much wider version of the
intelligence definition which includes emotional, personal and social dimensions that are called
emotional intelligence (Onder, 2010). Therefore, one of the personal factors affecting the success in life
is the concept of emotional intelligence (ismen, 2004).

The concept of emotional intelligence was first put forward by Mayer and Salovey (1990) and it was
based on the concept of social intelligence created by Thorndike. (Acar, 2002). They defined emotional
intelligence as follows: “as a form of social intelligence it the ability to monitor one’s own and other’s
emotions, to distinguish between them and to use the information from these processes in thinking and
actions.” Goleman (1995) provided the following definition of emotional intelligence: “being able to
mobilize himself, to continue his path despite the setbacks, to postpone the satisfaction by controlling
the impulses, to regulate his mood, to empathize, to hope, to not allow the feelings to prevent
thinking.” Goleman argued that emotional intelligence is much more significant that IQ in his book,
Emotional intelligence, published in 1995. The term emotional intelligence was used to refer to
emotional characteristics (empathy, expressing and understanding emotions, controlling temperament,
independence, adaptability, appreciation, solving interpersonal problems, perseverance, kindness,
kindness and respect) which are regarded as significant factors for success. On the other hand, Goleman
(1995) stated that there were five factors having important effects on emotional intelligence which
individuals could optionally improve them. These factors are as follows: self-awareness, self-regulation,
social skills, empathy and motivation (Wong & Law, 2002). Mayer and Salovey (1993) argued that
emotional intelligence is made up of four dimensions: (1) perception, (2) incorporation, (3)
understanding and (4) management of one’s own and others’ emotions. Although there are many
divergent models to account for the pattern of emotional intelligence, there are certain factors that are
common in all these models: perceiving and explaining emotion, empathy, emotion orientation,
effective communication, and motivation (Uslu, Kartal & Durukan, 2018).

Motivation, which is one of the important factors affecting emotional intelligence, is an affective
factor that directs individuals’ behavior, determines the determination and energy of these behaviors
and ensures their continuation. (Arik, 1996; Dunn & Stephens, 1972). Emotional intelligence covers the
ability to keep motivation under stresfull conditions and to control reactions, and therefore, has a
positive correlation with motivation (Atak & Ceylan, 2015). In fact, emotional intelligence is considered
to be the rational use of emotions (Weisinger, 1998) which clearly indicated the correlation between
emotional intelligence and motivation. In short, emotional intelligence is the sum of the ability of a
person to lose his motivation and control his reactions even under difficult conditions, to manage and
understand his emotions and the feelings of others (Johnson, 1999). Goleman (2011) emphasized the
effects of emotional quotient on motivation as follows: “Emotions are the stimuli what drive us to
achieve our goals; emotions are the fuel of our motivation.” Those people whose emotional intelligence
is at higher levels do not look for money, fame or other external rewards, but look for internal rewards
such as motivation causes. They generally put emphasis on experience and action. Those people set
goals for themselves, strive for their goals and always seek new ways to do better; thus enriching their
inner worlds. Furthermore, emotional intelligence increases the level of adaptive strategies. Therefore,
students with high emotional intelligence may have higher grades by reducing the negative impact of
pressure on academic performance and better dealing with stress (Petrides, Fredericson & Furnham,
2004). Therefore, not only the cognitive intelligence of students but also the emotional intelligence
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should be taken into consideration in learning environments and it can help students to improve their
academic achievement.

Although it is reported that higher 1Q in learning situations has limited effects on academic
achievement or happy life cognitive skills are still emphasized at schools, but emotional skills are not
given importance (Cetinkaya & Alparslan, 2011). However, research reports that in student achievement
affective skills have a significant role to play (Alsop & Watts, 2000; Duit & Treagust, 1998; Duit &
Treagust, 2003; Lee & Brophy, 1996; Meredith, Fortner & Mullins, 1997; Thompson & Mintzes, 2002). In
addition, another significant factor for student achievement is higher levels of motivation (Freedman,
1997; Lee & Brophy, 1996). Spitzer (1996) argues that if motivation is not given importance unsuccessful
learning experiences usually occur. Motivation is considered to be a significant factor on student
creativity, learning styles and academic achievement (Kuyper, Van der Werf & Lubbers, 2000; Wolters,
1999). Researches also indicate that in science education motivation is one of the important affective
factors. Students’ motivation level should be high enough to learn scientific concepts better, to improve
their achievement and their skills about scientific process skills (Uzun & Keles, 2012).

There are studies dealing with the effects of motivation on science education both in Turkey
(Azizoglu & Cetin, 2009; Dede & Yaman, 2008; Sungur & Glingbren, 2009; Glvercin, 2008; Yazici, 2009;
Yenice, Saydam & Telli, 2012; Yilmaz & Huyuglizel Cavas, 2007) in other countries (Barlia & Beeth 1999;
Debacker & Nelson, 2000; George, 2006; Gonzalez-DeHass et al., 2005; Hynd, Holschuh & Nist, 2000; Lee
& Brophy, 1996; Napier & Riley, 1985; Tuan, et al., 2005; Urdan &Midgley, 2003; Wigfield & Wentzel,
2007). There are also studies about emotional intelligence in Turkey (Arli, Altunay & Yalginkaya, 2011;
Koksal, 2012; Sahin, Ozer & Deniz, 2016; Vural & Kocabas, 2011; Yurdakavustu, 2012) and in other
countries (Harrod &Scheer, 2005; Mayer & Salovey 1993; Parker, 2004; Williford 2000; Woitaszewski &
Aalsma, 2004). For instance, Williford (2000) analysed the correlation between academic achievement
of the eleventh grade students and their emotional intelligence. The emotional intelligence was found
to have positive effects on student achievement. Arli et al. (2011) examined the correlation between the
emotional intelligence of pre-service teachers, their problem-solving skills and academic achievement.
They found that there was a negative correlation between the emotional intelligence of pre-service
teachers, their problem-solving skills and academic achievement and that there was a positive
correlation between their problem-solving skills and academic achievement. Sahin et al. (2016) analysed
the predictivity of the emotional intelligence on field-specific creativity. It was concluded that the
emotional intelligence predicted the academic creativity, artistic performance and self / everyday
creativity which all belong to the sociability subdimension of the emotional intelligence. There are
limited number of studies dealing with the correlation between emotional intelligence and motivation
(Akbolat & Isik, 2012; Eniola & Adebiyi, 2007; Onder, 2010; Ozbezek and Paksoy, 2017; Uslu, Kartal and
Durukan, 2018). Eniola and Adebiyi (2007) analysed the ways of improving the motivation of the
children with visual impairment using an education based on emotional intelligence. They concluded
that such an education produced significant results for improving motivation. Onder (2010) analysed the
correlation between emotional intelligence of leaders and motivation. It was found that there was a
significant correlation between emotional intelligence of leaders and motivation. Akbolat and Isik (2012)
also found that there was a positive and significant correlation between emotional intelligence of
health-care workers and motivation. Similarly, Uslu, Kartal and Durukan (2018) concluded that there is a
positive correlation between emotional intelligence of call center workers and motivation. However,
there are less studies dealing with correlation between emotional intelligence and motivation in the
context of education.

One of the major goals of science education is to improve students’ cognitive, affective and motional
skills as a whole (Yaman & Dede, 2007). However, affective skills are generally ignored in educational
studies (Main, 1993; Seah & Bishop, 2000; Tuan, Chin & Shieh, 2005; Yaman and Dede, 2007). Science as
a part of daily life is the primary question to be answered which children are mostly curious about, ask
and investigate (Baytok, 2007; Gurdal, 1992). The major goal should be to make students familiar with
the science, to make them aware of the basic principles of scientific method, to make their curiosity and
pleasure about learning long-term, to provide them scientific process skills and to enable them to make
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a choice in a suitable field related to science in the future (Bikmaz, 2001). Given that both motivation
and emotional intelligence are two key factors in improving the knowledge and skills of students in
science education the analyses about the correlation between emotional intelligence and motivation are
significant. As stated earlier the correlation between emotional intelligence of secondary students and
motivation has not been frequently analysed. Therefore, it is safe to argue that the study fill the gap in
the related literature. The aim of this study is to determine the predictive level of motivation toward
science learning of emotional intelligence of secondary school students. Based on this aim the study
attempts to answer the following research questions:

1. Is there any significant correlation between emotional intelligence of secondary school
students and their motivation?

2. Does the emotional intelligence of secondary school students significantly predict their
motivation about science education?

Method
Research Model

Relational survey model was used in this study. According to Karasar (2014), the relational survey
model is a research model aiming to determine the presence or degree of interchange between two and
more variables. In this study, it is to determine the predictive level of motivation toward science
learning of emotional intelligence of secondary school students.

Participants

This study was conducted with 457 students in two secondary schools located in the central district
of a province in the Aegean Region during the academic year of 2016-2017. The participants were
selected using the convenience sampling. This type of sampling refers to choosing a group of
participants who can be easily accessible and analysed in terms of time constraints, financial constraints
and other limitations (Blylkozturk, Cakmak, Akgin, Karadeniz & Demirel, 2008). The demographic
characteristics of participants are given in Table 1.

Table 1.
Demographic Characteristics of Participants

5t grade 6'" grade 7t grade 8" grade Total
Female 52 49 36 62 199
Male 84 65 a7 62 258
Total 136 114 83 124 457

Data Collection Tools
Science Learning Motivation Scale

The “Science learning motivation scale” (SLMS) developed by Dede and Yaman (2008) was used to
determine the motivation levels of the participants. The scale consists of 23 items and 5 factors. The
factors included are as follows: motivation for research, motivation for performance, motivation for
communication, motivation for collaborative work and motivation for participation. The answers to the
items are given on a five-point Likert-type scale: “5=completely agree”, “4=agree”, “3=no idea”, “2=
disagree” and “1= completely disagree”. The formula of “range width/group number” (Tekin, 1996) was
used and the following arithmetic mean ranges were used in interpreting the data: “1.00-
1.80=completely disagree”, “1.81-2.60=disagree”, “2.61-3.40=no idea”, “3.41- 4.20=agree” and “4.21-
5.00=completely agree.” Given that the scale scores are between 1.00 and 5.00, the scores near to 5.00
indicate that the participants agree with the item and those near to 1.00 indicate that the participants
disagree with the item (Dede & Yaman, 2008). Dede and Yaman (2008) found the total Cronbach Alpha
reliability coefficient of the scale is 0.80. In the present study the Cronbach Alpha reliability coefficient
of the scale was found to be 0.84.
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Emotional Intelligence Scale

The emotional intelligence scale (EIS) developed by Kiiglikkaragdz and Kocabas (2012) was used to
determine the emotional intelligence of the participants. The scale has 18 items and 4 dimensions. The
dimensions of the scale are emotional awareness, empathy, motivation and managing emotions. The
answers to the items are given on a four-point Likert-type scale (4="always”, 3="“frequently”, 2=
“sometimes”, 1=“never”). The formula of “range width/group number” (Tekin, 1996) was used and the
following arithmetic mean ranges were used in interpreting the data: “1.00-1.75=never”, “1.76-
2.50=sometimes”, “2.51-3.25=frequently” and “3.26-4.00=always.” Kugiikkarag6z and Kocabas (2012)
found that the Cronbach Alpha reliability coefficient of the scale is 0.72. In the present study the
Cronbach Alpha reliability coefficient of the scale was found to be 0.74.

Data Analysis

The data were analysed using SPSS statistic program. More specifically, the data obtained were
analysed using the descriptive statistics (arithmetic mean, standard deviation and percentage). In order
to employ the pearson correlation and multiple regression analysis the scores for dependent variables
should be distributed normally for independent variables and at the same time variance should be
homogeneous (Blyukoztirk, 2008). The Kolmogorov Smirnov test was used to analyse the scores from
the scales and the value for variance homogeneity was analysed. It was found that the scores meet the
normality criteria (p>.05). In addition to descriptive statistics, the Pearson correlation was used to
determine the relationship between emotional intelligence level and motivation of students. The
hierarchical regression analysis was used to determine the students' emotional intelligence to predict
their motivation to learn science. The hierarchical regression analysis is used when the correlation
between independent and dependent variables. In the analysis some of the independent variables are
controlled. Independent variables are included in the model in sequence as specific blocks. These blocks
can have more than one independent variable. The coefficient of determination refers to the predictive
power of independent variables in regard to dependent variables (Blylikoztirk, 2008). In the study the
hierarchical regression analysis was used to see whether or not emotional intelligence predicts the
students’ motivation to learn science. The dependent variable of the study was student motivation and
the independent variables are emotional intelligence scores of the participants. In addition, the
correlations between dependent and independent variables are interpreted based on the following
correlation coefficients: between .70 and 1.00 “high correlation”, between .70 and .30 “medium
correlation” and between .30 and .00 “low correlation” (Biiyikoztiirk, 2008).

Findings

The descriptive statistics on the scores of the participants from the emotional intelligence scale (EIS)
and the science learning motivation scale (SLMS) are given in Table 2.

Table 2.

The Descriptive Statistics of EIS and SLMS Scale Scores

Sub Dimensions N Y SS Min Max
Emotional Awareness 457 3.38 .51 1.50 4.00
Empathy 457 298 .60 1.00 4.00

EIS Motivation 457 349 49 1.25 4.00
Managing Feelings 457 272 .85 1.00 4.00
Total 457 312 39 156 3,94
Motivation for Research 457 4,26 .65 1.83 5.00
Motivation for Performance 457 423 69 1.40 5.00
Motivation for Communication 457 427 .61 2.20 5.00

SLMS Motivation for Collaborative Work 457 404 .70 2.00 5.00
Motivation for Participation 457 4.45 .67 1.00 5.00
Total 457 424 47 248 5.00
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As can be seen in Table 2 the mean score of the participants for the EIS is 3.12, and their mean score
for the dimensions is between 2.72 and 3.49. These scores refer to the options of “frequently” and
“always”. Therefore, it can be stated that emotional intelligence of the participants is at a favorable
level. The mean score of the participants for the SLMS is 4.24, and their mean score for the dimensions
is between 4.04 and 4.45 which refer to the options of “agree” and “completely agree”. Therefore, it can
be stated that motivation of the participants to learn science is at a higher level.

The first research problem of the study is as follows: “Is there any significant correlation between
emotional intelligence of secondary school students and their motivation?” The results of the Pearson
correlations used to determine the relationship between emotional intelligence and motivation of the
participants in regard to science education are presented in Table 3.

Table 3.
The Relationships Between Sub Dimensions of SLMS and EIS

Emotional Intelligence

Motivation Emotional Managing

Empathy  Motivation Total

Awareness Feelings
Research .336* .306* .348* .055 .760*
Performance .316* .221% .368 -.060 .732%
Communication .392%* .383* .325%* .021 751%*
Collaborative Work .268* .238* .234 .216* .399%*
Participation .179* .315%* .365 -.018 .705%*
Total .650* .719%* .611%* .546* A72%

N=457, *p<.05

As can be seen in Table 3 there are medium-level, positive and significant correlations between the
participants’ total and dimension scores from the EIS and their total score from the SLMS. However,
there are low-level, positive and significant correlations between their total scores from the EIS and the
scores of the emotional awareness and empathy scores and their scores from the SLMS. In addition,
there are medium-level, positive and significant correlations between their scores for the EIS’s
motivation dimension and their scores for the motivation for research and communication and total
scores from the SLMS. The correlations between their scores for the EIS’s managing feelings and their
scores for the motivation for collaborative work and total scores from the SLMS are low-level, positive
and significant.

The second research question of the study was as follows: “Does the emotional intelligence of
secondary school students significantly predict their motivation about science education?” Table 4
presents the results of the hierarchical regression analysis conducted to determine secondary school
students' motivation for learning science through emotional intelligence.

Table 4.
The Results of Regression Analysis (EIS-SLMS)

R R? F B t
Emotional Awareness 459 211 121.366 A17 11.017%*
Empathy 410 .168 92.173 322 9.601*
Motivation 446 .199 113.080 427 10.634*
Total .490 .240 144.048 .582 12.002*
*p<.05

The hierarchical regression analysis indicates that except for the dimension of managing feelings the
participants’ scores from the EIS significantly predict their total score from the SLMS. The results of the
hierarchical regression analysis are given in Table 4. It is also found that the emotional awareness scores
of the participants predict their total score for the SLMS and that it accounts for 21% of the variance. In
addition, the empathy scores of the participants predict their total score for the SLMS and that it
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accounts for 17% of the variance. It is also determined that the motivation scores of the participants
predict their total score for the SLMS and that it accounts for 20% of the variance. It is also found that
the total EIS scores of the participants predict their total score for the SLMS and that it accounts for 24%
of the variance.

Table 5.
The Results of Regression Analysis (EIS-Research)

R R? F B t
Emotional Awareness 335 112 57.509 426 7.583*
Empathy .301 .092 45.311 .330 6.731%
Motivation .329 .108 55.126 441 7.425%*
Total .370 .135 72.314 .615 8.504*
*p<.05

The hierarchical regression analysis also indicates that except for the dimension of managing feelings
in the EIS the scores for all other dimensions and the total score for it significantly predict the
motivation dimension scores in the SLMS. As can be seen in Table 5 the scores for the dimension of
emotional awareness in the EIS significantly predict the motivation dimension scores in the SLMS and
account for 11% of the total variance. The scores for the dimension of emotional awareness in the EIS
significantly predict the motivation for making research dimension scores in the SLMS and account for
9% of the total variance. The scores for the dimension of empathy in the EIS significantly predict the
motivation for making research dimension scores in the SLMS and account for 11% of the total variance.
The scores for the EIS significantly predict the motivation for making research dimension scores in the
SLMS and account for 13% of the total variance.

Table 6.
The Results of Regression Analysis (EIS- Performance)

R R? F B t
Emotional Awareness 322 .104 52.647 433 7.256*
Empathy 217 .047 22.443 252 4.737*
Motivation .348 121 62.551 .493 7.909*
Total 272 .074 36.278 478 6.023*
*p<.05

The hierarchical regression analysis also indicates that that except for the dimension of managing
feelings in the EIS the scores for all other dimensions and the total score for it significantly predict the
motivation for performance dimension scores in the SLMS. Table 6 shows that the scores for the
dimension of emotional awareness in the EIS significantly predict the motivation for performance
dimension scores in the SLMS and account for 10% of the total variance. The scores for the dimension of
empathy in the EIS significantly predict the motivation for performance dimension scores in the SLMS
and account for 4% of the total variance. The scores for the dimension of motivation in the EIS
significantly predict the motivation for performance dimension scores in the SLMS and account for 12%
of the total variance. The scores for the EIS significantly predict the motivation for performance
dimension scores in the SLMS and account for 7% of the total variance.

Table 7.
The Results of Regression Analysis (EIS- Communication)

R R? F B t
Emotional Awareness 411 .169 92.445 486 9.615*
Empathy 408 .167 91.076 417 9.543%*
Motivation .302 .091 45.784 377 6.766*
Total 413 171 93.543 .638 9.672*
*p<.05
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The hierarchical regression analysis also indicates that that except for the dimension of managing
feelings in the EIS the scores for all other dimensions and the total score for it significantly predict the
motivation for communication dimension scores in the SLMS. Table 7 shows that the scores for the
dimension of emotional awareness in the EIS significantly predict the motivation for communication
dimension scores in the SLMS and account for 17% of the total variance. The scores for the dimension of
empathy in the EIS significantly predict the motivation for communication dimension scores in the SLMS
and account for 17% of the total variance. The scores for the dimension of motivation in the EIS
significantly predict the motivation for communication dimension scores in the SLMS and account for 9%
of the total variance. The scores for the EIS significantly predict the motivation for communication
dimension scores in the SLMS and account for 17% of the total variance.

Table 8.
The Results of Regression Analysis (EIS- Collaborative Work)

R R? F B t
Emotional Awareness .208 .043 20.652 .281 4.544*
Empathy 226 .051 24.382 .263 4.938*
Managing Feelings .205 .042 20.057 .168 4.479%*
Motivation .235 .055 26.561 334 5.154*
Total .338 114 58.625 .596 7.657*
*p<.05

The hierarchical regression analysis also indicates that the EIS the scores for all other dimensions and
the total score for it significantly predict the motivation for collaborative work dimension scores in the
SLMS. Table 8 shows that the scores for the dimension of emotional awareness in the EIS significantly
predict the motivation for collaborative work dimension scores in the SLMS and account for 4 % of the
total variance. The scores for the dimension of empathy in the EIS significantly predict the motivation
for collaborative work dimension scores in the SLMS and account for 5 % of the total variance. The
scores for the dimension of managing feelings in the EIS significantly predict the motivation for
collaborative work dimension scores in the SLMS and account for 4% of the total variance. The scores
for the dimension of motivation in the EIS significantly predict the motivation for collaborative work
dimension scores in the SLMS and account for 5% of the total variance. The total score for the EIS
significantly predict the motivation for collaborative work dimension scores in the SLMS and account for
11 % of the total variance.

Tablo 9.
The Results of Regression Analysis (EIS- Participation)

R R? F B t
Emotional Awareness 334 112 57.135 436 7.559*
Empathy .303 .092 45.960 341 6.779*
Motivation .362 131 68.524 .498 8.278*
Total .338 114 58.696 .576 7.661*
*p<.05

The hierarchical regression analysis also indicates that that except for the dimension of managing
feelings in the EIS the scores for all other dimensions and the total score for it significantly predict the
motivation for participation dimension scores in the SLMS. Table 9 shows that the scores for the
dimension of emotional awareness in the EIS significantly predict the motivation for participation
dimension scores in the SLMS and account for 11 % of the total variance. The scores for the dimension
of empathy in the EIS significantly predict the motivation for collaborative work dimension scores in the
SLMS and account for 9 % of the total variance. The scores for the dimension of motivation in the EIS
significantly predict the motivation for collaborative work dimension scores in the SLMS and account for
13 % of the total variance. The total score for the EIS significantly predict the motivation for
collaborative work dimension scores in the SLMS and account for 11 % of the total variance.
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Conclusion and Discussion

The pearson correlation analysis used to determine whether there is a significant relationship
between emotional intelligence and motivation of the participants indicated the followings: except for
the dimensions of motivation and managing feelings in the EIS the scores for all the other dimensions
and the total EIS score are related with the scores for the dimensions of the SLMS and the total score at
the medium-level which are positive and significant. Therefore, it can be argued that the students with
high emotional intelligence have higher motivation to learn science. The dimension of motivation in the
EIS have a medium-level, positive and significant correlations with the dimensions of motivation for
making research and for communication in the SLMS. This situation shows that the students who are
able to mobilize emotions for a specific purpose may have higher levels of motivation for making
research and communication in science learning. The managing feelings dimension of the EIS has a low-
level, positive and significant correlation with the dimensions of motivation for collaborative work in the
SLMS. This finding suggests that those students who are able to manage their feelings appropriately, ie
those with high self-control, may have higher motivations for cooperative work. Onder (2010) analysed
the correlation between emotional intelligence of leaders and motivation. It was found that there is a
significant correlation between emotional intelligence of leaders and motivation. Akbolat and Isik (2012)
found that there is a statistically significant correlation between emotional intelligence and motivation.
However, they concluded that emotional intelligence positively affects the motivation of health workers.
Similarly, Uslu, Kartal and Durukan (2018) concluded that there is a positive correlation between
emotional intelligence of call center workers and motivation. Eniola and Adebiyi (2007) analysed the
ways of improving the motivation of the children with visual impairment using an education based on
emotional intelligence. They concluded that such an education produced significant results for
improving motivation. Therefore, it is safe to argue that this finding is consistent the findings of the
present study. However, Ozbezek and Paksoy (2017) found that emotional intelligence does not
significantly affect the motivation concerning leadership. However, the researchers emphasized that this
situation is due to the fact that the sample is kept small and consists of only pre-graduate students.

The hierarchical regression analysis indicates that the scores for the EIS dimensions of emotional
awareness, empathy, motivation and the EIS total score predict the scores of the participants about the
motivation to learn science. The scores for the EIS dimensions of managing feelings only predict the
SLMS dimension of motivation for collaborative work. Given that motivation is one of the key factors in
student achievement (Martin, 2001) this finding suggests that emotional intelligence including being
aware of one’s own feelings and being decisive under unsuccessful conditions and being able to make
sense of others’ feelings is very significant in student achievement and in having higher levels of
performance.

Given that the EIS dimensions of emotional awareness, empathy and motivation predict the
motivation for making research in science education in the SLMS it can be stated that being able to
observe the self and others and showing the effects of the efforts towards development have significant
effects on the motivation towards research in science learning. Given that the EIS dimensions of
emotional awareness, empathy and motivation predict the motivation for performance in the SLMS it
can be argued that students who know how to relate to people, can perceive and respond to
unspecified anxiety or feelings, and develop motivation for performance in science learning. Given that
the EIS dimensions of emotional awareness, empathy and motivation predict the motivation for
communication in the SLMS it can be stated that students who are self-confident, can identify their
wishes and can sense the reactions of individuals can have a higher level of motivation for
communication in science learning. Given that the EIS dimensions of emotional awareness, empathy and
motivation predict the motivation for participation in the SLMS it can be argued that to understand how
to relate to people, to see the truth from the point of view of others and to mobilize itself in this
direction is influential on the motivation to participate. Considering that all dimension and total scores
of the EIS may predict the motivation for collaborative work in science learning; it can be said that the
students who can recognize themselves, control their negative emotions and impulses, strive for
development and understand the worries of others have improved their motivation to work
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collaboratively in science learning. There are studies dealing with the correlation between emotional
intelligence and motivation among health-care workers, call center workers and leaders. There are also
studies dealing with the correlation between mothers’ educational backgrounds and employment status
and emotional intelligence in the field of education (Oksiiz& Coskun, 2017). However, the correlation
between emotional intelligence of secondary school students and their motivation to learn science has
not been studied yet. Therefore, it can be said that the present study is an original study, and it will
contribute to the literature in this point.

In conclusion, it is found that there are a medium-level, positive and significant correlations between
emotional intelligence and motivation and that emotional intelligence is one of the predictors of the
student motivation to learn science. Motivation is to guide the person to the target that he has
determined and to guide him in achieving this target and to make use of the preferences that will make
him strong and patient with the obstacles (Goleman, 2003). It can be achieved only if individuals
recognize their emotions, needs and goals, make choices and are aware of their power and sources.
Given that emotional intelligence is the ability to successfully integrate various aspects of personality
(Erikson, 1985) the relationship between emotional intelligence and motivation become much clearer.

Based on the findings of the study the following suggestions are developed:

e The reasons for not being able to find a significant relationship between secondary school
students' managing feelings dimension and motivation for participation in science learning can
be investigated in future studies.

e The reasons for the lack of a significant effect of motivation on motivation for performance,
collaborative work and participation in the motivation of the secondary school students as an
factor of emotional intelligence can be investigated in the future studies.
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Tiirkge Siirimu

Giris

Son Gegtigimiz ylizyilda zeka, insanlarin kognitif kapasite ve fonksiyonlarini ele alan bilissel zeka (1Q)
ile ifade edilmis ve dlciilmiistiir (Onder, 2010). Wechsler, zekayi, “Bir biitiin olarak gayeli hareket etme,
mantiki disiinme ve cevresine tesir edebilme konularinda bireyin bir genel kapasitesi” olarak
tanimlamistir (Ozgiliven, 1994). Mayer ve Salovey (1993) ise zekayi, disiinme, akil yiiriitme, objektif
gercekleri algilama, yargilama ve sonug ¢ikarabilme yetenegi olarak ifade etmislerdir. Zeka ile ilgili
yapilan arastirmalar incelendiginde, ¢alisma hayati ve kisisel yasamdaki basarinin sadece bilissel zeka
(1Q) ile ilgili olmadigini, ayni zamanda diger kisisel faktorlerle iliskili oldugunu ortaya koymustur. Nitekim,
yasamdaki basari ve mutlulugun, yalnizca okulda en yilksek notlari almakla saglanamamasi, bireyleri
giderek zekanin sosyal, duygusal, mizikal, kinestetik vb. alanlardaki yetenekleri de kapsamasi gerektigini
kabul etmeye yoneltmis ve diger zeka alanlarinin da énemli oldugunu gostermistir (Mabogoglu, 2006).
Benzer sekilde yapilan arastirmalar, bilissel zekanin (1Q) kisilerin basarili ve mutlu bir hayat stirmelerinde
yeterli olamadigini géstermistir (Goleman, 1996; Onder, 2010). Ciinkii, esit bilissel zeka (IQ) diizeyine
sahip iki kisiden biri, hayatta basarili olurken, digerinin basarisiz olma durumunun agiklamasi ancak,
zekanin duygusal, kisisel, sosyal boyutlarina isaret eden duygusal zekd kavrami sayesinde
yapilabilmektedir (Onder, 2010). Dolayisiyla, hayatta basarili olmayi etkileyecek kisisel faktdrlerin neler
olabilecegi arastirilirken, karsimiza cikan en 6nemli kavramlardan birinin “duygusal zeka " kavrami
oldugu sdylenebilir (ismen, 2004).

Duygusal zeka kavrami, ilk olarak Mayer ve Salovey (1990) tarafindan ortaya atilmis olup Thorndike
tarafindan olusturulan sosyal zeka kavraminin temeline dayanmaktadir (Acar, 2002). Mayer ve Salovey
(1990) duygusal zekayl “sosyal zekanin bir formu olarak bireyin kendine ve baskalarina ait duygular
izleyebilme, bunlar arasinda ayrim yapabilme ve bu siireglerden elde ettigi bilgiyi diisince ve
davranislarinda kullanabilme yetenegi” olarak tanimlamislardir. Goleman (1995) ise duygusal zekayi;
“bireyin kendisini harekete gecirebilmesi, aksiliklere ragmen yoluna devam edebilmesi, dirtileri kontrol
ederek tatmini erteleyebilmesi, ruh halini diizenleyebilmesi, empati kurmasi, umut etmesi, duygularin
diisinmeyi engelleme-sine izin vermemesi” olarak ifade etmistir. Goleman, duygusal zeka becerilerinin,
bilissel zekayi ifade eden IQ'dan daha 6nemli olduguna dair gorislerini, 1995 yilinda yayinlanan
“duygusal zeka” adli kitabinda kanitlamaya ¢alismistir. Bagari icin 6nemli gibi gériinen duygusal nitelikleri
(empati, duygulari ifade etme ve anlama, mizacini kontrol etme, bagimsizlik, uyum saglayabilme,
begenilme, kisiler arasi sorunlari ¢ozme, sebat, sevecenlik, nezaket ve saygi) betimlemek igin bu
terimden yararlanmistir. Ayrica Goleman (1995), duygusal zekayi 6nemli 6lglide etkileyen 5 faktorin var
oldugunu ve Kkisiler isterlerse bunlari gelistirebileceklerini belirtmistir. Bu faktérler; Kendinin farkinda
olma (6z farkindalik), Oz diizenleme, Sosyal beceriler, Empati ve Motivasyon’dur (Wong & Law, 2002).
Mayer ve Salovey (1993) tarafindan ise, duygu ve dislncelerin anlamh ve uyarlanabilen yollarla
etkilesime girdigi bir zeka alani icinde duygularla ilgili mantik ylritme kapasitesi seklinde yorumladiklari
kisinin kendinin ve digerlerinin duygularini (1) algilama, (2) 6zimseme, (3) anlama ve (4) yénetme
yetenekleri olmak Uzere dort farkli boyuttan olusan duygusal zekd tanimi benimsenmistir. Ancak,
duygusal zekanin yapisini agiklamak amaciyla gelistirilen ¢ok sayidaki modellerde ortak olarak
benimsenen duygusal zeka sistemini olusturan alt faktorler; duygulari algilama, duygulari agiklama,
empati, duygulari yonlendirme, etkili iletisim, ve motivasyon olarak ifade edilmektedir (Uslu, Kartal &
Durukan, 2018).

Duygusal zekayi etkileyen 6nemli faktorlerden biri olan motivasyon, bireyleri davranisa yonlendiren,
bu davranislarin kararliligini ve enerjisini belirleyen, davranislari yonlendirip onlarin devamini saglayan
duyussal bir faktérdir (Arik, 1996; Dunn & Stephens, 1972). Zor durumlarda dahi motivasyonunu
kaybetmeme ve tepkilerini kontrol edebilmeyi de iceren duygusal zekanin bu yoéni ile motivasyon
arasinda olumlu bir iliski bulunmaktadir (Atak & Ceylan, 2015). Nitekim duygusal zekdnin duygularin
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akila kullanimi (Weisinger, 1998) oldugu diisiintldigli zaman duygusal zeka ve motivasyon arasindaki
iliski kolayca kavranabilir. Clnkiu duygusal zeka, bir kisinin zor sartlar altinda bile motivasyonunu
kaybetmeme ve tepkilerini kontrol edebilme, duygularini yénetebilme ve baskalarinin duygularini
anlayabilme vyeteneklerinin toplamidir (Johnson, 1999). Goleman (2011) ise, duygusal zeka
yeteneklerinin motivasyon lzerindeki etkisini “Hedeflerimizi gergeklestirmek (lizere bizi harekete gegiren
sey duygulardir; onlar motivasyonumuzun yakitidir.” seklinde ifade etmistir.Dolayisiyla duygusal zekasi
yuksek kisiler para, (in, begeni gibi odiller degil; daha ¢ok i¢ dunyalarini doyuracak motivasyon
kaynaklari ararlar. Genelde bu kisiler deneyimlemeye ve harekete gegmeye dnem verirler. Kendilerine
hedefler belirler, hedefleri i¢in ¢abalar ve her zaman daha iyisini yapmak icin yeni yollar ararlar; boylece
ic diinyalarini zenginlestirirler. Ayrica duygusal zeka, uyum saglayici stratejilerin diizeyini arttirmaktadir.
Dolayisiyla, yiliksek duygusal zekali 6grenciler, akademik performansta baskinin olumsuz etkisini
azaltarak ve stresle daha iyi bas ederek daha yiiksek notlara sahip olabilmektedir (Petrides, Fredericson
& Furnham, 2004). Dolayisiyla, 6grenme ortamlarinda 6grencilerin sadece bilissel zekalarinin degil; ayni
zamanda duygusal zekalarinin da dikkate alinmasinin 6grencilerin akademik basarilarinin yikselmesine
yardimci olabilecegi diistiniilebilir.

Ogrenme ortamlarinda yiiksek bilissel zekanin (1Q), akademik basari veya mutlu bir yasama katkisinin
sinirll diizeyde oldugu belirlenmis olsa da, okullarda bilissel beceriler halen 6n planda tutulmakta ve
ginlik hayatta blylk 6nem tasiyan duygusal beceriler ihmal edilmektedir (Cetinkaya ve Alparslan,
2011). Ancak yapilan bir¢cok calismada, 6grencilerin basarili olmalarinda duyussal alan becerilerinin de
o6nemli bir etken oldugu belirtiimektedir (Alsop & Watts, 2000; Duit & Treagust, 1998; Duit & Treagust,
2003; Lee & Brophy, 1996; Meredith, Fortner & Mullins, 1997; Thompson & Mintzes, 2002). Bununla
birlikte, 6gretim ortamlarinda 6grencilerin motivasyonlarinin istenilen diizeyde olmasi &grencilerin
basarili olmalarinin 6nemli bir 6gesi olarak kabul edilmektedir (Freedman, 1997; Lee ve Brophy, 1996).
Spitzer(1996)’ya gére, 6gretim ortamlarinda motivasyon boyutunun ihmal edilmesi 6gretimin basarisiz
veya istenilen dizeyde olmamasinin onemli nedenlerinden biridir. Motivasyon; 0grencilerin
yaraticiliklari, 6grenme stilleri ve akademik basarilari vs. izerinde de 6nemli ve etkili bir faktor olarak
kabul edilmektedir (Kuyper, Van der Werf & Lubbers, 2000; Wolters, 1999). Yapilan arastirmalar fen
derslerinde motivasyonun goz ardi edilemeyecek kadar 6nemli duyussal faktérlerden biri oldugunu
gostermektedir. Ogrencilerin fen kavramlarini daha iyi 6grenebilmeleri, fen derslerinde gésterdikleri
basarinin artmasi, bilimsel stire¢ becerilerinin gelisimi icin motive olmalari gerekmektedir (Uzun & Keles,
2012).

ilgili alan yazin incelendiginde yurt icinde (Azizoglu & Cetin, 2009; Dede & Yaman, 2008; Sungur &
Glingoren, 2009; Glvercin, 2008; Yazici, 2009; Yenice, Saydam & Telli, 2012; Yilmaz & Huyugiizel Cavas,
2007) ve yurt disinda (Barlia & Beeth 1999; Debacker & Nelson, 2000; George, 2006; Gonzalez-DeHass
vd., 2005; Hynd, Holschuh & Nist, 2000; Lee & Brophy, 1996; Napier & Riley, 1985; Tuan, vd., 2005;
Urdan & Midgley, 2003; Wigfield & Wentzel, 2007) fen 6grenimi Uzerinde motivasyonu etkileyen
faktorleri inceleyen gesitli arastirmalara rastlanilmaktadir. Bunun yani sira yurt icinde (Arli, Altunay &
Yalcinkaya, 2011; Kéksal, 2012; Sahin, Ozer & Deniz, 2016; Vural & Kocabas, 2011; Yurdakavustu, 2012)
ve yurt disinda (Harrod & Scheer, 2005; Mayer & Salovey 1993; Parker, 2004; Williford 2000;
Woitaszewski & Aalsma, 2004) duygusal zeka ile ilgili cesitli calismalara da rastlanilmaktadir. Ornegin;
Williford (2000), 11. sinifta 6grenim goren o6grencilerin akademik basarilari ile duygusal zekalar
arasindaki iliskiyi inceleyen arastirmasinda duygusal zekdnin akademik basari tizerinde olumlu yonde
etkili oldugunu tespit etmistir. Arli vd. (2011); 6gretmen adaylarinda duygusal zeka, problem ¢ézme ve
akademik basari iliskisini inceledikleri ¢alismalarinda, 6gretmen adaylarinin duygusal zeka dizeyleri ile
problem ¢6zme becerileri ve akademik basarilari arasinda negatif yonde bir iliski, problem ¢6zme
becerisi ile akademik basari arasinda ise pozitif yénde bir iliski oldugu sonucuna ulasmislardir. Sahin vd.
(2016); yaptiklari cahismada duygusal zekdnin alana 6zgl yaraticilligl yordama dizeyini incelemisler,
duygusal zeké sosyallik alt boyutunun akademik yaraticilik, sanatsal performans ve 6z/glinliik yaraticiligi
yordayabildigi sonucuna ulasmislardir. ilgili alan yazin incelendiginde; duygusal zekd ve motivasyonun
incelendigi sinirli sayida c¢alismaya rastlanilmistir (Eniola & Adebiyi, 2007; Onder, 2010; Akbolat & Isik,
2012; Ozbezek & Paksoy, 2017; Uslu, Kartal & Durukan, 2018). Eniola ve Adebiyi (2007) gérme bozuklugu
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olan gocuklar ile yaptiklari ¢alismalarinda motivasyonun arttirilmasi strecinde duygusal zekaya dayal
egitimin énemli bir faktdr oldugu sonucuna ulasmislardir. Onder (2010), liderlerde duygusal zeka ve
motivasyon iliskisini inceledigi calismasinda, duygusal zeka ve motivasyon arasinda anlamli bir iliskinin
oldugu sonucuna ulasmistir. Akbolat ve Isik (2012), calismalarinda saglik ¢alisanlarinin duygusal zekalari
ile motivasyonlari arasinda olumlu ve anlamh bir iliski tespit etmislerdir. Benzer sekilde Uslu, Kartal ve
Durukan (2018) calismalarinda ¢agri merkezi ¢alisanlarinin duygusal zekalari ile motivasyonlari arasinda
olumlu bir iliski oldugu sonucuna ulasmiglardir. Sézi edilen galismalar dikkate alindiginda, egitim
alaninda duygusal zeka ile motivasyon arasindaki iliskiyi ortaya koyan herhangi bir ¢alismaya
rastlanilamamaistir.

Fen bilimlerinin temel amaglarindan biri biligsel, duyugsal ve devinigsel alan becerilerini bir bitiin
halinde gelistirmektir (Yaman ve Dede, 2007). Ancak egitim alanindaki ¢alismalarda genellikle duyussal
boyut ihmal edilmektedir (Main, 1993; Seah & Bishop, 2000; Tuan, Chin & Shieh, 2005; Yaman ve Dede,
2007). Gunlak yasamin bir pargasi olan fen bilimleri ¢cocuklarin en ¢ok merak ettikleri, arastirdiklari ve
soru sorduklari alanlarin basinda gelmektedir (Baytok, 2007; Girdal, 1992). Bu noktadan hareketle,
ogrencilere fen alanini sevdirmek, bilimsel yontemin temel ilkelerinin farkina varmalarini saglamak,
0grenme merak ve zevkinin devamini gerceklestirmek, kisilerde bulunmasi beklenen bilimsel siireg
becerilerini kazandirmak ve ileride fenle ilgili uygun bir alanla tercih yapmalarina olanak saglamak
hedeflenmelidir (Bikmaz, 2001). Ogrencilerin fen bilimleri dersine yénelik bilgi ve becerilerinin ortaya
cikartilmasinda motivasyonlarinin ve duygusal zekalarinin anahtar kavramlar oldugu gbéz onilne
alindiginda 6grencilerin duygusal zeka dizeyleri ile fen 6grenmeye yonelik motivasyonlari arasindaki
iliskinin varhigini belirlemek énem kazanmaktadir. ilgili alan yazin incelendiginde ortaokul 8grencilerinin
duygusal zeka diizeylerinin ve fen 6grenmeye yodnelik motivasyonlarinin incelendigi herhangi bir
¢alismaya rastlanilamamistir. Dolayisiyla, arastirmanin alan yazina bu noktada katki getirecegi
soylenebilir. Bu ¢alismanin amaci, ortaokul 6grencilerinin fen 6grenmeye yonelik motivasyonlarinin
yordanmasinda duygusal zekalarinin etkisinin incelenmesidir. Bu temel amag ciimlesinden hareketle
asagidaki sorulara yanit aranmistir:

1. Ortaokul 6grencilerinin duygusal zekalari ile fen 6grenmeye yonelik motivasyonlari arasinda
anlamli bir iligki var midir?

2. Ortaokul 6grencilerinin duygusal zekalari fen 6grenmeye yonelik motivasyonlarini anlamli bir
sekilde yordamakta midir?

Yontem
Arastirma Modeli

Arastirmada genel tarama modellerinden iliskisel tarama modeli kullanilmistir. Karasar (2014)’e gore
iliskisel tarama modeli, iki ve daha ¢ok sayidaki degisken arasinda birlikte degisimin varligini veya
derecesini belirlemeyi amacglayan arastirma modelidir. Bu calismada, ortaokul Ogrencilerinin fen
6grenmeye yonelik motivasyonlarinin yordanmasinda duygusal zekalarinin etkisini incelemek
amagclandigindan ¢alismada temel alinan iki degisken arasindaki iliskiyi ortaya koyabilmek igin iliskisel
tarama modelinden yararlaniimistir.

Calisma Grubu

Calisma, 2016-2017 egitim 6gretim yilinda Ege Bolgesinde yer alan bir ilin merkez ilgesindeki 2
ortaokulda 6grenim gdérmekte olan 457 6grencinin katilimiyla gergeklestirilmistir. Bu galismada uygun
ornekleme yontemi kullaniimistir. Uygun 6rnekleme yéntemi, zaman, para ve is glicli agisindan var olan
sinirhliklar nedeniyle 6rneklemin kolay ulasilabilir ve uygulama yapilabilir birimlerden segilmesidir
(Buyukoztirk, Cakmak, Akgilin, Karadeniz & Demirel, 2008). Calisma grubuna ait bilgiler Tablo 1’ de yer
almaktadir.
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Tablo 1.
Calisma Grubuna Ait Demografik Ozellikler

5. sinif 6. sinif 7. sinif 8. sinif Toplam
Kiz 52 49 36 62 199
Erkek 84 65 47 62 258
Toplam 136 114 83 124 457

Veri Toplama Araglari
Fen Ogrenmeye Yénelik Motivasyon Olgegi

Ogrencilerin fen dgrenmeye yénelik motivasyonlarini belirlemek amaciyla Dede ve Yaman (2008)
tarafindan gelistirilmis olan “Fen Ogrenmeye Yénelik Motivasyon Olgegi” kullaniimistir. Olgek 23 madde
ve 5 alt faktdrden olusmaktadir. Olgekteki alt boyutlar; arastirmaya yénelik motivasyon, performansa
yonelik motivasyon, iletisime yonelik motivasyon, isbirlikli ¢calismaya yonelik motivasyon ve katilima
yonelik motivasyon olarak isimlendirilmistir. Olgek besli likert tipinde olup maddelerin cevap secenekleri,
“5=Kesinlikle Katiliyorum”, “4=Katiiyorum”, “3=Kararsizim”, “2=Katilmiyorum” ve “1=Kesinlikle
Katilmiyorum” seklinde diizenlenmistir. Olgegin aralik genisliginin, “dizi genisligi/yapilacak grup sayis”
(Tekin, 1996) formili ile hesaplanmasi g6z Oninde tutularak, arastirma bulgularinin
degerlendiriimesinde esas alinan aritmetik ortalama araliklari; “1.00-1.80=Kesinlikle Katilmiyorum”,
“1.81-2.60=Katilmiyorum”, “2.61-3.40=Kararsizim”, “3.41- 4.20=Katiliyorum” ve “4.21-5.00=Kesinlikle
Katiliyorum” seklindedir. Olgekteki puanlar, 1.00 ile 5.00 arasinda oldugundan, puanlar 5.00°e
yaklastikca 6grencilerin 6nermeye katilim dizeylerinin yiiksek, 1.00’e yaklastikca ise dusiik oldugu kabul
edilmistir (Dede & Yaman, 2008). Dede ve Yaman (2008) tarafindan yapilan glvenirlik galismasi
sonucunda Olgegin toplam Cronbach Alpha gilvenirlik katsayisi 0.80 bulunmustur. Bu c¢alisma igin
tekrarlanan glivenirlik analizi sonucunda ise Cronbach Alpha glvenirlik katsayisi 0.84 olarak
belirlenmistir.

Duygusal Zeké Olgedi

Ogrencilerin duygusal zekd diizeylerini belirlemek amaciyla Kiigiikkaragéz ve Kocabas (2012)
tarafindan gelistirilmis olan, 18 madde ve 4 alt boyuttan olusan “Duygusal Zeka Olgegi” kullanilmistir.
Olgekteki alt boyutlar; duygusal farkindalik, empati, motivasyon ve duygulari ydnetme olarak
adlandinimistir. Her bir madde dortlt likert tirl bir Olcek Gzerinden degerlendirilmekte ve
puanlanmaktadir (4 “Her zaman”, 3 “ Sik SIk”, 2 “Ara Sira”, 1 “Higbir Zaman”). Olgegin aralik genisliginin,
“dizi genisligi/yapilacak grup sayis”” (Tekin, 1996) formilu ile hesaplanmasi gz 6niinde tutularak,
arastirma bulgularinin degerlendirilmesinde esas alinan aritmetik ortalama araliklari; “1.00-1.75=Hicbir
zaman”, “1.76-2.50=Ara sira”, “2.51-3.25=Sik sik” ve “3.26-4.00=Her zaman” seklindedir. Kigikkaragoz
ve Kocabas (2012) tarafindan gerceklestirilen giivenirlik calismasi sonucunda 6lgegin Cronbach Alpha
glvenirlik katsayisi 0.72 olarak hesaplanmistir. Bu galisma igin yapilan giivenirlik analizi sonucunda ise
Cronbach Alpha glivenirlik katsayisi 0.74 olarak belirlenmistir.

Veri Analizi

Verilerin ¢éziimlenmesinde SPSS istatistik paket programi kullaniimistir. Veri toplama araglarindan
elde edilen veriler, betimsel istatistikler (aritmetik ortalama, standart sapma ve ylzde) kullanilarak analiz
edilmistir. Pearson korelasyonu ve ¢oklu regresyon analizi ¢ézlimleme tekniklerinin kullanilabilmesi igin,
bagimli degisken puanlarinin bagimsiz degiskenin her bir alt boyutunda normal dagilim gostermesi ve
ayni zamanda varyanslarin homojen olmasi gerekmektedir (Buyukoztiirk, 2008). Elde edilen duygusal
zeka puanlari ile fen 6grenmeye yonelik motivasyon puanlari icin yapilan Kolmogorov Smirnov testi ve
varyans homojenligi degerleri incelenmis, elde edilen puanlarin normallik varsayimini karsiladigi tespit
edilmistir (p>.05). Betimsel istatistiklere ek olarak, ortaokul 6grencilerinin duygusal zeka dizeyleri ile
fen 6grenmeye yonelik motivasyonlari arasindaki iliskiyi belirlemek amaciyla yapilan pearson momentler
carpimi korelasyonu ve Ogrencilerin duygusal zekalarinin fen 6grenmeye yonelik motivasyonlarini
yordamasini belirlemek amaciyla hiyerarsik regresyon analizinden yararlanilmistir. Hiyerarsik regresyon
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analizi, belirli bir grup bagimsiz degiskenin bagiml degisken ile iligkisini arastirirken bazi bagimsiz
degiskenlerin sabit tutularak (kontrol edilerek) uygulanan bir yéntemdir. Bagimsiz degiskenler modele
belirli bloklar halinde sira ile dahil edilirler. Bu bloklarda birden fazla bagimsiz degisken
bulunabilmektedir. Bagimsiz degiskenlerin bagimh degiskenin ne kadarini agikladigi belirleme katsayisi
(determinasyon katsayisi) ile ifade edilmektedir (Buytkoztlirk, 2008). Bu ¢alismada 6grencilerin duygusal
zekalarinin fen 6grenmeye yonelik motivasyonlarinin bir yordayicisi olup olmadigini anlamak amaciyla
hiyerarsik regresyon analizi yapilmistir. Arastirmanin bagimli degiskeni fen 06grenmeye yodnelik
motivasyon, bagimsiz degiskenleri ise duygusal zeka alt boyut ve toplam puanlaridir. Ayrica ¢alismada
bagimli ve bagimsiz degiskenler arasindaki iliskiler, korelasyon katsayisinin mutlak deger olarak .70- 1.00
arasinda olmasi “Yiksek”, .70- .30 arasinda olmasi “Orta” ve .30- .00 arasinda olmasi “Disiik” dizeyde
iliski olarak yorumlanmistir (Buyukoztiirk, 2008).

Bulgular

Ortaokul &grencilerinin, Duygusal Zeka Olgegi (DZO) ve Fen Ogrenmeye Yonelik Motivasyon Olgegi
(FOYMO) alt faktdr ve toplam puanlarinin betimsel istatistikleri yapilmis olup Tablo 2’de yer verilmistir.

Tablo 2.
DZ0 ve FOYMO Alt Faktér ve Toplam Puanlarinin Betimsel istatistikleri
Alt faktorler N Y SS Min Max
Duygusal farkindalik 457 3.38 .51 1.50 4.00
Empati 457 298 .60 1.00 4.00
Dz0O Motivasyon 457 3.49 49 1.25 4.00
Duygulari yénetme 457 2.72 .85 1.00 4.00
Toplam 457 3.12 .39 1.56 3,94
Arastirma yapmaya yonelik motivasyon 457 4,26 .65 1.83 5.00
Performansa yonelik motivasyon 457 4.23 .69 1.40 5.00
L iletisime yénelik motivasyon 457 4.27 .61 2.20 5.00
FOYMO isbirlikli calismaya ydnelik motivasyon 457 4.04 .70 2.00 5.00
Katilima yonelik motivasyon 457 4.45 .67 1.00 5.00
Toplam 457 4.24 47 2.48 5.00

Tablo 2 incelendiginde; 6grencilerin DZO toplam puan ortalamasinin 3.12, alt boyut puan
ortalamalarinin ise 2.72 ile 3.49 araliginda oldugu goriilmektedir. Bu puanlarin “Sik sik” ve “ Her zaman”
araliginda yer aldigi dikkate alindiginda 6grencilerin duygusal zekalarinin olumlu dizeyde oldugu
sdylenebilir. Ogrencilerin, FOYMO ortalamasinin 4.24, alt boyut puan ortalamalarinin ise 4.04 ile 4.45
araliginda oldugu tespit edilmistir. Bu puanlarin “Katiliyorum” ve “Kesinlikle katiliyorum” araliginda yer
aldig1 gortlmektedir. Elde edilen bu degerler ile 6grencilerin fen 6grenmeye yonelik motivasyonlarinin
yiiksek diizeyde oldugu soylenebilir.

Arastirmanin birinci alt problemi, “Ortaokul 6grencilerinin duygusal zekalari ile fen 6grenmeye
yonelik motivasyonlari arasinda anlamli bir iliski var midir?” seklinde ifade edilmistir. Ortaokul
ogrencilerinin duygusal zekalari ile fen 6grenmeye yonelik motivasyonlari arasindaki iliskiyi belirlemek
amaclyla yapilan pearson momentler ¢arpimi korelasyonu sonuglari Tablo 3’de sunulmaktadir.
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Tablo 3.
Dz0 ve FOYMO’niin Alt Boyutlari Arasindaki iliskiler

Duygusal zeka

Duygusal Duygulari

Motivasyon Farlandalik Empati Motivasyon Yénetme Toplam
Arastirma yapmaya yonelik .336* .306* .348* .055 .760*
Performansa yonelik .316* .221% .368 -.060 .732%*
iletisime yonelik .392%* .383* .325%* .021 751*
isbirlikli calismaya yonelik .268* .238* .234 .216* .399*
Katilima yonelik 179* .315* .365 -.018 .705*
Toplam .650* .719%* .611%* .546* A72%*

N=457, *p<.001

Tablo 3 incelendiginde ortaokul égrencilerinin DZO tiim alt boyut ve toplam puanlari ile FOYMO
toplam puani arasinda genel olarak orta diizeyde, pozitif ve anlamli iliskilerin oldugu gorilmektedir.
Bununla birlikte DZO duygusal farkindalik, empati alt boyutu ve toplam puanlari ile FOYMO tim alt
boyut ve toplam puanlari arasinda da genel olarak distk diizeyde, pozitif ve anlamli iliskilerin oldugu
tespit edilmistir. DZO motivasyon alt boyut puanlari ile FOYMO arastirmaya yonelik motivasyon,
iletisime yonelik motivasyon ve toplam puanlari arasinda genel olarak orta diizeyde, pozitif ve anlamh
iliskilerin oldugu sonucuna ulasilmistir. DZO duygular yénetme alt boyut puanlari ile FOYMO isbirlikli
calismaya yonelik motivasyon ve toplam puanlari arasinda genel olarak disiik diizeyde, pozitif ve anlamli
iliskilerin oldugu soylenebilir.

Arastirmanin ikinci alt problemi, “Ortaokul 6grencilerinin duygusal zekalari fen 6grenmeye yonelik
motivasyonlarini anlaml bir sekilde yordamakta midir?” seklinde ifade edilmistir. Ortaokul 6grencilerinin
duygusal zekalari ile fen 6grenmeye yonelik motivasyonlarini yordamasini belirlemek amaciyla yapilan
hiyerarsik regresyon analizlerine ait bulgular Tablo 4’te verilmistir.

Tablo 4.
Duygusal Zeké - Fen Odrenmeye Yénelik Motivasyon Regresyon Analizi Sonuglari

R R? F B t
Duygusal Farkindalik 459 211 121.366 417 11.017*
Empati 410 .168 92.173 322 9.601*
Motivasyon 446 .199 113.080 427 10.634*
Toplam .490 .240 144.048 .582 12.002*
*p<.05

Ortaokul 6grencilerinin DZO alt boyut ve toplam puanlarinin FOYMO toplam puanini yordayip
yordamadigina iliskin yapilan hiyerarsik regresyon analizi sonucunda, DZO duygulari yénetme alt boyutu
harig tiim alt boyut ve toplam puanlarin FOYMO toplam puanini anlamli bir sekilde yordayabildigi tespit
edilmistir. Regresyon modeline anlamli katki sunan analizler Tablo 4’te yer almaktadir. DZO duygusal
farkindalik alt boyutunun, FOYMO toplam puanini anlamli bir sekilde yordayabildigi ve toplam varyansin
%21’ini aciklayabildigi belirlenmistir. DZO empati alt boyutunun, FOYMO toplam puanini anlamli bir
sekilde yordayabildigi ve toplam varyansin %17’sini aciklayabildigi tespit edilmistir. DZO motivasyon alt
boyutunun, FOYMO toplam puanini anlamli bir sekilde yordayabildigi ve toplam varyansin %20’sini
aciklayabildigi sonucuna ulasilmistir. DZO toplam puanlarinin, FOYMO toplam puanini anlamli bir sekilde
yordayabildigi ve toplam varyansin %24’in{ agiklayabildigi belirlenmistir.
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Tablo 5.
Duygusal Zekd - Arastirmaya Yénelik Motivasyon Regresyon Analizi Sonuglari

R R? F B t
Duygusal Farkindalik .335 112 57.509 426 7.583*
Empati .301 .092 45.311 .330 6.731*
Motivasyon .329 .108 55.126 441 7.425%*
Toplam .370 .135 72.314 .615 8.504*
*p<.05

Ortaokul égrencilerinin DZO alt boyut ve toplam puanlarinin FOYMO arastirmaya yonelik motivasyon
alt boyut puanini yordayip yordamadigina iliskin yapilan hiyerarsik regresyon analizi sonucunda, DZ0O
duygulari yénetme alt boyutu hari¢ tim alt boyut ve toplam puanlarin FOYMO arastirmaya yoénelik
motivasyon alt boyut puanini anlamh bir sekilde yordayabildigi goriilmektedir. Tablo 5 incelendiginde
DZO duygusal farkindalk alt boyutunun, FOYMO arastirmaya yoénelik motivasyon alt boyut puanini
anlamli bir sekilde yordayabildigi ve toplam varyansin %11’ini aciklayabildigi belirlenmistir. DZO empati
alt boyutunun, FOYMO arastirmaya yonelik motivasyon alt boyut puanini anlamli bir sekilde
yordayabildigi ve toplam varyansin %9’unu aciklayabildigi tespit edilmistir. DZO motivasyon alt
boyutunun, FOYMO arastirmaya ydnelik motivasyon alt boyut puanini anlamli bir sekilde yordayabildigi
ve toplam varyansin %11’ini aciklayabildigi sonucuna ulasiimistir. DZO toplam puanlarinin, FOYMO
arastirmaya yonelik motivasyon alt boyut puanini anlamli bir sekilde yordayabildigi ve toplam varyansin
%13’lin0 agiklayabildigi belirlenmistir.

Tablo 6.
Duygusal Zeka - Performansa Yénelik Motivasyon Regresyon Analizi Sonuglari

R R? F B t
Duygusal Farkindalik 322 .104 52.647 .433 7.256*
Empati 217 .047 22.443 252 4.737*
Motivasyon .348 121 62.551 493 7.909*
Toplam 272 .074 36.278 478 6.023*
*p<.05

Ortaokul 6grencilerinin DZO alt boyut ve toplam puanlarinin FOYMO performansa yonelik
motivasyon alt boyut puanini yordayip yordamadigina iliskin yapilan hiyerarsik regresyon analizi
sonucunda, DZO duygulari yénetme alt boyutu hari¢ tim alt boyut ve toplam puanlarin performansa
yonelik motivasyon alt boyut puanini anlamli bir sekilde yordayabildigi goriilmektedir. Tablo 6
incelendiginde DZO duygusal farkindalik alt boyutunun, FOYMO performansa yénelik motivasyon alt
boyut puanini anlamli bir sekilde yordayabildigi ve toplam varyansin %10’unu agciklayabildigi
belirlenmistir. DZO empati alt boyutunun, FOYMO performansa ydnelik motivasyon alt boyut puanini
anlamh bir sekilde yordayabildigi ve toplam varyansin %4’iinii agiklayabildigi tespit edilmistir. DZO
motivasyon alt boyutunun, FOYMO performansa y&nelik motivasyon alt boyut puanini anlaml bir
sekilde yordayabildigi ve toplam varyansin %12’sini aciklayabildigi sonucuna ulasiimistir. DZO toplam
puanlarinin, FOYMO performansa yénelik motivasyon alt boyut puanini anlamli bir sekilde yordayabildigi
ve toplam varyansin %7’sini agiklayabildigi belirlenmistir.

Tablo 7.
Duygusal Zeké - iletisime Yonelik Motivasyon Regresyon Analizi Sonuglari

R R2 F B t
Duygusal Farkindalik 411 .169 92.445 .A86 9.615*
Empati .408 .167 91.076 417 9.543%*
Motivasyon .302 .091 45.784 377 6.766*
Toplam 413 171 93.543 .638 9.672*
*p<.05
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Ortaokul égrencilerinin DZO alt boyut ve toplam puanlarinin FOYMO iletisime ydnelik motivasyon alt
boyut puanini yordayip yordamadigina iliskin yapilan hiyerarsik regresyon analizi sonucunda, DzZ0O
duygulari yénetme alt boyutu harig tim alt boyut ve toplam puanlarin iletisime yénelik motivasyon alt
boyut puanini anlaml bir sekilde yordayabildigi goriilmektedir. Tablo 7 incelendiginde DZO duygusal
farkindalik alt boyutunun, FOYMO iletisime ydnelik motivasyon alt boyut puanini anlamh bir sekilde
yordayabildigi ve toplam varyansin %17’sini aciklayabildigi belirlenmistir. DZO empati alt boyutunun,
FOYMO iletisime yénelik motivasyon alt boyut puanini anlamli bir sekilde yordayabildigi ve toplam
varyansin %17’sini aciklayabildigi tespit edilmistir. DZO motivasyon alt boyutunun, FOYMO iletisime
yonelik motivasyon alt boyut puanini anlamli bir sekilde yordayabildigi ve toplam varyansin %9’unu
aciklayabildigi sonucuna ulagilmistir. DZO toplam puanlarinin, FOYMO iletisime yénelik motivasyon alt
boyut puanini anlamh bir sekilde yordayabildigi ve toplam varyansin %17’sini aciklayabildigi
belirlenmistir.

Tablo 8.
Duygusal Zekd- Isbirlikli Calismaya Yénelik Motivasyon Regresyon Analizi Sonuglar

R R? F B t
Duygusal Farkindalik .208 .043 20.652 .281 4.544%*
Empati .226 .051 24.382 .263 4.938*
Duygulari Yonetme .205 .042 20.057 .168 4.479*
Motivasyon .235 .055 26.561 334 5.154*
Toplam .338 114 58.625 .596 7.657*
*p<.05

Ortaokul 6grencilerinin DZO alt boyut ve toplam puanlarinin FOYMO isbirlikli calismaya ydnelik
motivasyon alt boyut puanini yordayip yordamadigina iliskin yapilan hiyerarsik regresyon analizi
sonucunda, tiim alt boyut ve toplam puanlarin isbirlikli galismaya yénelik motivasyon alt boyut puanini
anlamli bir sekilde yordayabildigi gériilmektedir. Tablo 8 incelendiginde DZO duygusal farkindalik alt
boyutunun, FOYMO isbirlikli ¢alismaya yénelik motivasyon alt boyut puanini anlamh bir sekilde
yordayabildigi ve toplam varyansin %4’iinii aciklayabildigi belirlenmistir. DZO empati alt boyutunun,
FOYMO isbirlikli calismaya yénelik motivasyon alt boyut puanini anlamli bir sekilde yordayabildigi ve
toplam varyansin %5’ini agiklayabildigi tespit edilmistir. DZO duygulari yénetme alt boyutunun, FOYMO
isbirlikli calismaya yonelik motivasyon alt boyut puanini anlamh bir sekilde yordayabildigi ve toplam
varyansin %4’ini aciklayabildigi tespit edilmistir. DZO motivasyon alt boyutunun, FOYMO isbirlikli
calismaya yonelik motivasyon alt boyut puanini anlamli bir sekilde yordayabildigi ve toplam varyansin
%5’ini agiklayabildigi sonucuna ulasilmistir. DZO toplam puanlarinin, FOYMO isbirlikli calismaya yénelik
motivasyon alt boyut puanini anlamli bir sekilde yordayabildigi ve toplam varyansin %11’ini
aciklayabildigi belirlenmistir.

Tablo 9.
Duygusal Zekd - Katilima Yénelik Motivasyon Regresyon Analizi Sonuglari

R R? F B t
Duygusal Farkindalik .334 112 57.135 436 7.559*
Empati .303 .092 45.960 341 6.779*
Motivasyon .362 131 68.524 .498 8.278*
Toplam .338 .114 58.696 .576 7.661*
*p<.05

Ortaokul dgrencilerinin DZO alt boyut ve toplam puanlarinin FOYMO katilima yénelik motivasyon alt
boyut puanini yordayip yordamadigina iliskin yapilan hiyerarsik regresyon analizi sonucunda, DZ0O
duygulari yonetme alt boyutu hari¢ tiim alt boyut ve toplam puanlarin katihma yonelik motivasyon alt
boyut puanini anlamli bir sekilde yordayabildigi gériiimektedir. Tablo 9 incelendiginde DZO duygusal
farkindalik alt boyutunun, FOYMO katiima ydnelik motivasyon alt boyut puanini anlaml bir sekilde
yordayabildigi ve toplam varyansin %11’ini aciklayabildigi belirlenmistir. DZO empati alt boyutunun,
FOYMO katilma yoénelik motivasyon alt boyut puanini anlamh bir sekilde yordayabildigi ve toplam
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varyansin %9’unu agiklayabildigi tespit edilmistir. DZO motivasyon alt boyutunun, FOYMO katilima
yonelik motivasyon alt boyut puanini anlamh bir sekilde yordayabildigi ve toplam varyansin %13’ni
aciklayabildigi sonucuna ulagilmistir. DZO toplam puanlarinin, FOYMO katilima yénelik motivasyon alt
boyut puanini anlamli bir sekilde yordayabildigi ve toplam varyansin %11’ini agiklayabildigi belirlenmistir.

Sonug ve Tartisma

Ortaokul 6grencilerinin duygusal zekalari ile fen 6grenmeye yonelik motivasyonlari arasinda anlamli
iliskilerin olup olmadigini belirlemek amaciyla yapilan pearson korelasyon analizi sonucunda; DzZ0O
motivasyon ve duygulari yénetme alt boyutu harig tiim alt boyut ve toplam puanlari ile FOYMO alt boyut
ve toplam puanlari arasinda genel olarak orta diizeyde, pozitif ve anlamli iliskilerin oldugu tespit
edilmistir. Bu durum, duygusal zeka dizeyi yuksek olan 0&grencilerin fen 6grenmeye yodnelik
motivasyonlarinin da yiiksek olacaginin bir gdstergesi sayilabilir. DZO motivasyon alt boyutu ile FOYMO
arastirma yapmaya yonelik motivasyon, iletisime yodnelik motivasyon alt boyut ve toplam puanlari
arasinda genel olarak orta dizeyde, pozitif ve anlamh iliskilerin oldugu belirlenmistir. Bu durum,
duygular bir amag¢ dogrultusunda harekete gecirebilen yani icsel gudilenme diizeyi yiksek olan
O0grencilerin fen 06grenmede arastirma yapmaya ve iletisime yonelik motivasyonlarinin yiksek
olabilecegini gdstermektedir. DZO atilganlik alt boyutu ile FOYMO isbirlikli calismaya yonelik motivasyon
alt boyutu ile toplam puanlari arasinda ise diisiik diizeyde, pozitif ve anlamli iligkilerin oldugu sonucuna
ulasilmistir. S6z konusu bulgu ile duygularini uygun bir bicimde yonetebilme yani 6z denetimi yliksek
olan dgrencilerin isbirlikli calismaya y&nelik motivasyonlarinin daha yiiksek olabilecegi diistiniilebilir. ilgili
alan yazin incelendiginde Onder (2010), liderlerde duygusal zekd ve motivasyon iliskisini inceledigi
calismasinda duygusal zekd ve motivasyon arasinda anlamli bir iliskinin oldugu sonucuna ulasmistir.
Akbolat ve Isik (2012) galismalarinda duygusal zeka ile motivasyon arasinda pozitif yonlii ve anlamli bir
iliski tespit etmislerdir. Bununla birlikte, duygusal zekanin saglik ¢alisanlarinin motivasyonunu olumlu
yonde etkiledigi sonucuna ulasmislardir. Benzer sekilde Uslu, Kartal ve Durukan (2018) g¢alismalarinda
cagri merkezi calisanlarinin duygusal zekalari ile motivasyonlari arasinda pozitif yonli ve anlamh bir iliski
tespit etmislerdir. Eniola ve Adebiyi (2007) yaptiklari calismada gérme bozuklugu olan ¢ocuklar arasinda
motivasyonun artirilmasinda duysusal zekaya dayali egitimin 6grencilerin motivasyonlarini olumlu yonde
arttirmada 6nemli bir faktér oldugunu belirlemislerdir. Dolayisiyla, mevcut arastirma bulgusu ile s6z
konusu galisma bulgusunun birbiri ile &rtiistigl sdylenebilir. Buna karsin Ozbezek ve Paksoy (2017)
¢alismalarinda duygusal zekanin liderlik etme motivasyonunu anlamli olarak etkilemedigini tespit
etmislerdir. Ancak arastirmacilar bu durumun 6rneklemin kiglik tutulmasi ve dnlisans 6grencilerinden
olusmasindan kaynaklandigini vurgulamislardir.

Ortaokul dgrencilerinin DZO alt boyut ve toplam puanlarinin FOYMO alt boyut ve toplam puanlarini
yordayip yordamadigina iliskin yapilan hiyerarsik regresyon analiz sonuglari incelendiginde; ortaokul
ogrencilerinin DZO duygusal farkindalik, empati, motivasyon alt boyut ve toplam puanlarinin, fen
dgrenmeye ydnelik motivasyonlarini yordayabildigi sonucuna ulasilmaktadir. DZO duygulari ydnetme alt
boyutunun ise yalnizca FOYMO isbirlikli calismaya ydnelik motivasyon alt boyutunu yordayabildigi
gorilmektedir. Bu bulgu, motivasyonun 6grencilerin basariya ulasmasinda itici bir glic oldugu dikkate
alindiginda (Martin, 2001) 6grencilerin fen 6grenmede basariya ulasabilme ve Ustiin performans
gosterebilmesinde 6grencinin kendi duygularini taniyabilmesi, basarisizliklara ragmen yilmamasi ve
baskalarinin duygularini anlamlandirabilmesi yani duygusal zekalarinin dnemini vurgulandigi séylenebilir.

DZO duygusal farkindalik, empati, motivasyon alt boyut ve toplam puanlarinin, fen égrenmede
arastirmaya yonelik motivasyonlarini yordamasi ile 6grencilerin kendini ve baskalarini gézlemleyebilme,
gelismeye yonelik ¢aba gosterme davranislarinin fen 6grenmede arastirmaya yonelik motivasyona
etkisini gdstermektedir. DZO duygusal farkindalik, empati, motivasyon alt boyut ve toplam puanlarinin
FOYMO performansa ydnelik motivasyon puanlarini yordayicisi oldugu dikkate alindiginda; insanlarla
nasil iliski kuracagini bilen, ifade edilmemis olan endise ya da hisleri sezebilen ve bunlara karsilik
verebilen, basariya ulasma siirecinde yilmadan harekete gecebilen 6grencilerin fen 6grenmede
performansa yonelik motivasyonlarinin da gelistigi distinilebilir. DZO duygusal farkindalik, empati,
motivasyon alt boyut ve toplam puanlarinin FOYMO iletisime yonelik motivasyon puanlarinin yordayicisi
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olmasi; kendine glvenen, isteklerini tanimlayabilen ve karsisindaki bireylerin tepkilerini sezebilen
ogrencilerin fen 06grenmede iletisime yonelik motivasyonlarinin yilksek dizeyde olabilecegini
gostermektedir. DZO duygusal farkindalik, empati, motivasyon alt boyut ve toplam puanlarinin FOYMO
katilima yonelik motivasyon puanlarini yordamasi ile insanlarla nasil iliski kuracagini anlayabilen, gercegi
baskalarinin bakis agisiyla goérebilen ve kendini bu dogrultuda harekete gegirebilmenin fen 6grenmede
katilima yonelik motivasyonlara etkisinin gdstergesi sayilabilir. DZO tiim alt boyut ve toplam puanlarinin,
fen 6grenmede isbirlikli calismaya yonelik motivasyonlarini yordayabildigi g6z dniine alindiginda; kendini
taniyabilen, olumsuz duygu ve dirtllerini kontrol edebilen, gelismeye ¢aba gdsteren ve karsisindakinin
endiselerini anlayabilen 0Ogrencilerin fen 6grenmede isbirlikli calismaya ydénelik motivasyonlarinin
gelismis oldugu sdylenebilir. ilgili alan yazin incelendiginde saglk calisanlari, cagri merkezi calisanlari ve
liderler izerinde duygusal zeka ve motivasyon iliskisinin arastirildigi, egitim alaninda ise annenin egitim
diizeyi ve calisma durumu ile duygusal zekalari arasindaki iliskinin incelendigi sinirh sayida c¢alisma
(Oksiiz & Coskun, 2017) bulunmakta iken, ortaokul &grencilerinin duygusal zekd diizeylerinin ve fen
o6grenmeye yonelik motivasyonlarinin incelendigi herhangi bir ¢calismaya rastlanilamamistir. Dolayisiyla,
arastirmanin 6zglin bir calisma oldugu ve alan yazina bu noktada katki getirecegi sdylenebilir.

Sonug olarak, duygusal zeka ve motivasyon arasinda orta, pozitif ve anlamli iliskilerin oldugu bununla
birlikte duygusal zekanin fen 6grenmeye yonelik motivasyonlarin yordayicisi oldugu belirlenmistir.
Motivasyon, kisiyi belirlemis oldugu hedefe ulastiracak ve bu hedefte ona yol gosterecek, engeller
karsisinda sabirli ve glgli olmasini saglayacak tercihleri kullanabilmesidir (Goleman, 2003). Bu durum;
bireyin kendi duygularini, ihtiyaclarini, hedeflerini tanimasi; tercihlerini yapabilmesi ve sahip oldugu
sahsi glicinin ve kaynaklarinin farkinda olmasi sayesinde gerceklesebilir. Duygusal zekd'nin “kisiligin
cesitli yonlerini basaril bir sekilde butlnlestirme yetenegi" olarak tanimlamis (Erikson, 1985) olmasi goz
onlinde alindiginda duygusal zeka ve motivasyon arasindaki iliskinin varligi anlamli hale gelmektedir.

Elde edilen bulgular dogrultusunda arastirma sonuglarina dayanarak asagidaki éneriler sunulmustur:

e  Ortaokul 6grencilerinin duygulari yonetme alt boyutu ile fen 6grenmede katilima yoénelik
motivasyonlari arasinda anlamli bir iliski bulunamamasinin sebepleri incelenebilir.

e Ortaokul 6grencilerinin duygusal zekanin unsurlarindan biri olan motivasyonun fen 6grenmeye
yonelik motivasyon alt boyutlarindan performans, isbirlikli ¢alisma ve katilima ydnelik
motivasyona iliskin anlamli bir etkisinin olmamasinin nedenleri arastirilabilir.
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