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One Cikanlar

o (Ogretmen stresi ile is tatmini arasinda giiclii bir negatif iliski
belirlenmistir.

o (Ogretmen 6z-yeterligi ile is tatmini arasinda pozitif bir iliski
kestirilmistir.

o Ogretmen o6z-yeterligi, 6gretmen stresi ile is tatmini iliskisini
diizenlemektedir

0Oz
Bu ¢alisma, Tiirkiye’deki égretmenler arasinda yeterince arastirlmamis
olan stres ve is tatmini iliskisini ve bu iliskide éz-yeterligin diizenleyici

roliinii incelemeyi amaglamaktadir. Arastirma, TALIS 2018 Tiirkiye veri
setinden elde edilen 8.164 6gretmene ait verileri kullanmaktadir. Nicel

arastirma  yéntemleri kapsaminda  kesitsel desenle tasarlanan
calismada, Bayesci parametre kestirim ydntemi uygulanan yapisal esitlik
modellemesi  kullanilarak  analizler  gergeklestirilmistir.  Bulgular,

6dgretmen stresinin is tatmini ile yliksek diizeyde ve negatif iliskili
oldugunu ortaya koymustur. Benzer sekilde dgretmen 6z-yeterlidi ile is
tatmini arasinda pozitif bir iliski kestirilmistir. Bununla birlikte, égretmen
Oz-yeterliginin 6gretmen stresi ile is tatmini iliskisinde diizenleyici bir
role sahip oldugu tespit edilmistir. Sonuglar, dgretmen stresinin is
tatminlerine 6nemli oranda zarar verebildigini géstermektedir. Ayrica,
mevcut ¢alismanin sonuglari, 6z yeterlik diizeyi yiiksek 6gretmenlerin
daha fazla is tatmini yasayabildiklerini ve stresin is tatmini lzerindeki
olumsuz etkisini daha az deneyimleyebildiklerini gdstermektedir. Bu
bulgu, égretmen &z-yeterliginin gliclendirilmesinin, stresin is tatmini
lizerindeki zararl etkilerini azaltmada énemli bir koruyucu faktér
olabilecegine isaret etmektedir. Calisma, politika yapicilar, uygulayicilar
ve arastirmacilar igin énerilerle sonlandiriimistir.

Anahtar Kelimeler: Ogretmen stresi, Odretmen is tatmini, Ogretmen 6z-
yeterligi, TALIS 2018
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1. Girig

Uluslararasi egitim literattrld, okul baglamindaki dinamikler dikkate alindiginda,
ogretmenlerin 6grenci ciktilari Gzerinde en blyilk etkiye sahip aktorler oldugunu ortaya
koymaktadir (Toropova, Myrberg ve Johansson, 2021). Arastirmalar, is tatmini yliksek
O0gretmenlerin daha iyi bir 6znel iyi olusa sahip oldugunu (Kumar, 2022), motivasyonlarinin
daha yiiksek oldugunu (Shah vd., 2012) ve 6gretim performanslarinin daha etkili oldugunu
gdstermektedir (Blylikgdze ve Ozdemir, 2017). Ancak, 6gretmen is tatmini konusunun politika
yapicilar ve uygulayicilar tarafindan yeterince ele alinmamis olmasi (Toropova vd., 2021), bu
alandaki arastirmalarin ve mudahale politikalarinin gelisimini sinirlandirmaktadir. Basarili
O0gretmenlere olan ihtiyacinin giderek arttigi ginimizde (Klusmann vd., 20028), 6gretmen is
tatminini engelleyen faktorleri tespit edememek, 6grencilere kaliteli bir egitim sunulmasini
zorlastirmaktadir (lwu vd., 2018).

Calisanlarin ise yonelik tutumlarini ve performanslarini agiklayan kuramsal modeller
(6rnegin, is Talepleri-Kaynaklari Modeli), stresli calisma ortamlarinin ¢alisanlarin is tatmini
Gzerinde olumsuz bir etkiye sahip oldugunu vurgulamaktadir (Bakker ve Demerouti, 2017;
Schaufeli ve Taris, 2014). Egitim alaninda yapilan arastirmalar da benzer sonuglar ortaya
koymakta ve stresli okul ortamlarinin 6gretmenlerin is tatminini dnemli 6lclide azalttigini
gostermektedir (Liu ve Onwuegbuzie, 2014). Lise 6gretmenleri s6z konusu oldugunda, ergenlik
dénemindeki 6grencilerin davranissal ve duygusal degiskenligi ile merkezi sinav sistemlerinin
yarattigi ek baskilar, is tatmini Gzerinde daha derin bir etkiye sahip olabilir. Bununla birlikte, 6z-
yeterlik (Luthans vd., 2007) gibi psikolojik kaynaklar, 6gretmenlerin stresin olumsuz etkilerine
karsi direng gelistirmelerine ve is tatminlerini korumalarina yardimci olabilir. Ne var ki
Turkiye’de oOgretmen stresinin is tatmini Uzerindeki etkisi ve 06z-yeterligin bu slrecteki
dizenleyici rolline iliskin yeterli ampirik calisma bulunmamaktadir.

Bu eksiklikten hareketle, bu calisma, 2018 Uluslararasi Ogretme ve Ogrenme Anketi
(TALIS) verilerini kullanarak Turkiye’deki lise 6gretmenlerinde okul kaynakl stresin is tatmini
Uzerindeki etkisini ve 6z-yeterligin bu iliskideki dlizenleyici rolini{ incelemeyi amaclamaktadir
(Sekil 1). OECD tarafindan yariatilen TALIS 2018, 6gretmenlerin mesleki deneyimleri, 6gretim
uygulamalari ve ¢alisma kosullarina iliskin kapsamli veri saglayan uluslararasi bir arastirmadir.
Bu veri seti, 6gretmenlerin is tatmini ile iliskili faktorleri cok boyutlu olarak analiz etme olanagi
sunmaktadir. Calismanin bir sonraki bolimiinde, teorik cerceve ve ilgili literatiir detaylh bir
sekilde ele alinacaktir.

1.1.Teorik Arka Plan ve Hipotezler
1.1.1. Ogretmen is Tatmini

is tatminiyle ilgili birden ¢ok tanim bulunmakla birlikte, Locke’un (1969) bireyin isini
veya is deneyimlerini degerlendirmesi sonucunda ortaya ¢ikan hos bir duygusal durum olarak
yaptigl tanim, en yaygin sekilde atifta bulunulan tanimlardan biridir (Buri¢ ve Kim, 2021). TALIS
2018 projesi de Locke’un bu kavramini benimseyerek 6gretmen is tatminini, 6gretmenlerin
meslekleri araciligiyla yasadigi doyum ve memnuniyet duygusu olarak ele almistir (OECD,
2019a). Bu ¢ercevede, mevcut calismada 6gretmen is tatmini, okul ortamina yonelik tatmin ve
mesleki tatmin olmak lzere iki boyutta degerlendirilmistir. Okul ortamina yonelik tatmin,
ogretmenin okulda calismaktan keyif almasi ve okulu ¢alismak icin iyi bir yer olarak énermesi
gibi unsurlari icermektedir. Mesleki tatmin ise O0gretmenin O6gretmenlik meslegini se¢mis
olmaktan duydugu memnuniyeti ifade etmektedir. TALIS 2018 6gretmen verileri Uzerine
yapilan metodolojik bir calisma da (Zakariya, 2020) 6gretmen is tatmininin bu iki boyutunu
dogrulamistir

Gelismis (lkelerde giderek artan 6gretmenlerin meslegi birakma egilimlerinin, is
tatmini dizeyleriyle yakindan iliskili olduguna dair bulgular, akademik cevrelerde bu konuya
olan ilgiyi artirmistir (Klassen ve Chiu, 2010; Madigan ve Kim, 2021; Wang, Hall ve Rahimi,
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2015). Ogretmen is tatmini yalnizca bireysel diizeyde dnemli bir psikolojik sonu¢ olmakla
kalmamakta, ayni zamanda orglitsel baghlik, 6gretim kalitesi ve 6grenci basarisi gibi sonuclarla
da yakindan iliskilidir (Banerjee vd., 2017; Bashir ve Gani, 2020; Ilwu vd., 2018; Karatas ve
Giiles, 2010). Ozellikle dgretmenlerin sinif ici etkilesimleri ve mesleki bagliliklari iizerinde
belirleyici bir rol oynayan is tatmini, 6gretim sirecinin niteligini ve strdurilebilirligini dogrudan
etkilemektedir. Tilrkiye baglaminda yapilan arastirmalar, 6gretmenlerin is tatmin dizeylerinin
genellikle ortalama ve Uzerinde oldugunu (Akkog ve Distikcan, 2021; Karatas ve Giles, 2010)
ve bu tatminin okul yonetimi, is yliki ve sinif yonetimi gibi cesitli faktorlerden etkilendigini
ortaya koymaktadir (Acar ve Karaaslan, 2022; Safia ve Ayik, 2022; Saglamcubukcu ve Bulug,
2023).

1.1.2. Ogretmen Stresi

Stres, calisanlarin islerinin talepleriyle basa ¢cikma kapasiteleri arasindaki dengesizlikten
kaynaklanan psikolojik ve fizyolojik bir tepki olarak tanimlanmaktadir (Lazarus ve Folkman,
1984). Ogretmenlerin bireysel refahini, meslekte kalma siirelerini, performansini ve 6gretim
kalitesini dogrudan etkileyen stres énemli bir sorundur (Harmsen vd., 2018). Dahasi, bu stres
ogretmenlerin 0z-yeterliklerinin ve mesleki bagliliklarinin azalmasina, dolayisiyla meslegi
birakma egilimlerinin artmasina neden olabilmektedir (Klassen ve Chiu, 2011). TALIS 2018
projesi Ogretmenlerin okullarda karsilastiklari stres kaynaklarini sistematik bir sekilde
inceleyerek ogretmen stresini U¢ farkh boyutta ele almistir: is yiki stresi, 6grenci
davranislariyla ilgili stres ve genel okul refahi ile ilgili stres (OECD, 2019a).

is yikii stresi, 6gretmenlerin fazla ders hazirhigl yapma, cok sayida dersi yénetme, sinav
kagitlarini degerlendirme ve idari isler gibi zaman alici gorevlerle karsi karsiya kalmalarindan
kaynaklanmaktadir. is yiikii stresinin dégretmenlerin iyi olma hali ve dolayli olarak baglliklari
Gzerinde olumsuz etkileri oldugu bircok calismada vurgulanmistir (6rn., Bellibas, Gimis ve
Chen, 2024). Ogrenci davranislariyla ilgili stres ise sinif disiplini saglama, 6grencilerin akademik
basarisindan sorumlu tutulma ve 6grenciler tarafindan sozli veya fiziksel tacize ugrama gibi
faktorleri icermektedir. Ogretmenlerin sinif yénetimi konusunda yasadiklari stresin mesleki
baglihgin azalmasina ve 06gretmenlerin meslegi birakma egilimlerinin artmasina neden
olabilecegi ortaya konmustur (Klassen ve Chiu, 2011). Genel okul refahi ile ilgili stres ise
ogretmenlerin islerinin 6zel yasamlarina etkisi, ruhsal ve fiziksel sagliklarini nasil etkiledigi gibi
unsurlari icermektedir. TALIS 2018 sonuclarina gore bu stresin okul iklimini negatif etkileyerek
O0gretmenlerin is tatminine ve Oz-yeterligine zarar verebildigini ortaya koymustur (Zhang vd.,
2021).

1.1.3. Ogretmen Oz-yeterligi

Oz-yeterlik kavrami, Bandura (1997) tarafindan psikolojik ve islevsel bir kavram olarak
tanimlanmis ve bireyin belirli bir durumda basarili olabilecegine dair inan¢ diizeyi olarak
kavramsallastirilmistir. Ogretmen 6z-yeterliginin 6grenci basarisi ile iliskili oldugunu ortaya
koyan tatmin edici ampirik kanitlar (Zee ve Koomen, 2016), egitim politikasi belgelerinde bu
kavrami merkezi bir konuma tasimis ve 6gretmenlerin mesleki gelisimi ile egitimde kaliteyi
artirmaya yonelik stratejilerin temel bilesenlerinden biri héline getirmistir (Benoliel ve
Berkovich, 2021). Gergekten de 6gretmen 6z-yeterligi bir 6gretmenin 6grencilerinde olumlu ve
arzu edilebilen 6grenme ciktilarini 6nemli bir sekilde gelistirebilmektedir (Tschannen-Moran ve
Hoy, 2001). Dahasi, 6gretmen 6z-yeterligi, mifredati nasil uygulayacagini, ders materyallerini
etkili bir sekilde kullanmasini ve 6grenci taleplerine yanit verme durumunu etkileyen temel bir
yapi olarak kabul edilmektedir (Blonder, Benny ve Jones, 2014).

TALIS 2018 projesi kapsaminda, oOgretmen 0Oz-yeterligi sinif yonetimi, 6gretim
uygulamalari ve 6grenci katilimini saglama olmak Gzere (¢ temel boyutta incelenmistir (OECD,
2019a). Sinif yonetimi 6z-yeterligi, 6gretmenlerin sinifta diizeni saglama ve 6grenci katilimi
saglama becerilerine olan inanclarini kapsamaktadir. Ogretmenlerin, siniftaki dikkat
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daginikliklarini yonetme, problemli 6grenci davranislarini kontrol etme ve sinif ici etkilesimi
diizenleme konusundaki 6z-yeterlik algilari bu kategoride degerlendiriimektedir. Ogretim
uygulamalari 6z-yeterligi, 6gretmenlerin ders planlama, 6gretim yontemlerini etkili kullanma
ve Ogrencilerin akademik gelisimini destekleme konusundaki yeterlik algilarini kapsar. Bu
boyut altinda 6gretmenlerin cesitli stratejiler kullanma, bireysel farkliliklara uyum saglama ve
ders materyallerini etkili sunma gibi konulardaki 6z-yeterlik algilarini 6lgmektedir. Ogrenci
katihmini saglama 6z-yeterligi ise 6gretmenlerin 6grencileri derse aktif katilma tesvik etme ve
0grenme motivasyonunu artirma konusundaki yeterlik algilarini igerir (Klassen vd., 2011;
Tschannen-Moran ve Hoy, 2001).

1.1.4. Ogretmen Stresi, Oz-yeterligi ve is Tatmini Arasindaki iliskiler

Calisma ortamindaki is stresi ile calisanlarin tutum ve davranislari arasindaki baglantiyi
aciklayan ve orgiitsel davranis literatiiriinde siklikla basvurulan is Talepleri-Kaynaklari Modeli
(Bakker, Demerouti ve Sanz-Vergel, 2023), stres altindaki calisanlarin zaman icinde kendi
islerinin gereklerini yerine getirirken enerjilerinin tiikenecegini ve bunun da is tatminsizligine
neden olacagini 6ngorir (Bakker ve Demerouti, 2017). Modele gore ¢alisanlari stresli kilan
cesitli is dinamikleri bulunmaktadir ve bunlar genel olarak is talepleri olarak tanimlanir. is
talepleri surekli fiziksel ve/veya psikolojik caba gerektiren isin fiziksel, psikolojik, sosyal ve
orgitsel yonlerine karsilik gelir (Demerouti vd., 2001). Dolayisiyla modele goére calisma
ortamindaki asiri is ylkd, olumsuz sosyal iliskiler ve refahi bozan stresli olaylar is talebine
dolayisiyla stres kaynagina karsilik gelir (Bakker vd., 2023). is talepleri-kaynaklari modeli
cercevesinde yuksek is talepleri ve bunlarin olusturdugu stres calisanlarin refahinin azalmasi,
daha yiiksek tikenmislik seviyeleri ve dolayisiyla disik is tatmini ile sonuclanir (Bakker ve
Demerouti, 2017).

Farkli Glkelerde yapilan bir dizi calismada, 6gretmenligin genel olarak stresli bir meslek
oldugu wvurgulanmistir (Hakanen, Bakker ve Schaufeli, 2006; Kyriacou, 2001; Liu ve
Onwuegbuzie, 2012). Ogretmenlik mesleginin dogasindan kaynaklanan asiri is yiikii nemli bir
stres kaynagidir. Ayrica, Skaalvik ve Skaalvik’in (2018) belirttigi gibi, dinya genelinde
ogretmenlerin is yika hizla artmaktadir. Asiri is yiki, 6gretmenlerin yeterliliklerini zayiflatarak
enerijilerini tliketebilir ve sonug¢ olarak, bir stres kaynagl olarak 6gretmenlerin is tatminini
olumsuz etkileyebilir (Collie, Shapka ve Perry, 2012). Ayrica 6grenci davranislari da 6gretmenler
icin onemli bir stres kaynagi olabilmektedir. Ortadgretimdeki 6grencilerin ergenlik doneminde
olmalari duygusal dalgalanmalara ve disiplin sorunlarina yol acabilir; bu disiplin sorunlari ise
O0gretmenlerde artan stres yaratarak is tatminlerini olumsuz etkileyebilir (Sahin, 2013). Son
olarak, okul refahi ve stres, 6gretmenlerin is tatminleri tGzerinde 6nemli bir etkiye sahiptir.
isyerinde yasanan stres, yani disik yonetim destegi, is glivencesizligi, rol belirsizligi ve
catismalar gibi olumsuz kosullar, calisanlarin mesleklerine karsi duyduklari baghhgi kaybedebilir
ve bu da motivasyonlarini, performanslarini ve tatmin diizeylerini olumsuz yonde etkileyebilir
(Bakker ve Demerouti, 2017). Bircok amprik calisma da 6gretmenlerin deneyimledigi bu stres
trlerinin 6gretmenlerin is tatmini ile negatif iliskisini ortaya koymustur (6rn. Collie vd., 2012;
Klassen ve Chiu, 2010). Bu teorik aciklamalara ve amprik kanitlara dayanarak 6gretmen
stresinin 6gretmen is tatmini ile negatif iliskili olacagi beklenmektedir (Hipotez 1).

Bununla birlikte, 6gretmen stresinin is tatmini Uzerindeki olumsuz etkisinin her
O0gretmen icin ayni diizeyde hissedilmedigi soylenebilir. Bu iliskiyi sekillendiren 6nemli bir
faktor, dgretmenlerin 6z-yeterlik diizeyleridir. Oz-yeterlik, bireylerin belirli bir gérevi basariyla
yerine getirebileceklerine dair inanclarini ifade eder ve bireylerin stresle basa c¢ikma
mekanizmalarinda kritik bir rol oynar (Bandura, 1997). Ozellikle 6gretmen 6z-yeterligi,
ogretmenlerin sinif yénetimi, 6grenci basarisini destekleme ve 6gretim siireclerini etkili bir
sekilde yurtutme konusundaki kendine giivenini yansitir (Tschannen-Moran ve Hoy, 2001).
Arastirmalar, ylksek Oz-yeterlik algisina sahip 6gretmenlerin mesleki zorluklarla daha etkili
basa ciktigini ve stresin olumsuz etkilerini daha az hissettigini gostermektedir (Makara-
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Studzinska vd., 2019). Yiiksek 6z-yeterlik diizeyine sahip 6gretmenler, is yliki veya 6grenci
davranislari gibi stres kaynaklariyla karsilastiklarinda bunlari daha yonetilebilir gorerek stres
dizeylerini disirebilir ve mesleki tatminlerini koruyabilirler. Buna karsilik, distk 6z-yeterlik
algisina sahip ogretmenler, stres faktorlerini daha yipratici olarak deneyimleyebilir ve bu
durum is tatminlerinde daha belirgin bir diisiise neden olabilir (Makara-Studzinska vd., 2019).
Bu baglamda, O0gretmen 06z-yeterliginin, 6gretmen stresinin is tatmini Uzerindeki etkisini
dizenleyici bir rol oynayacagl ongorilmektedir. Dolayisiyla yliksek 6z-yeterlik diizeyine sahip
ogretmenlerde, stres ile is tatmini arasindaki negatif iliskinin, diisiik 6z-yeterlik diizeyine sahip
O0gretmenlere kiyasla daha zayif olabilecegi beklenmektedir (Hipotez 2).

2. Yontem
2.1. Aragtirmanin Modeli

Bu arastirma, nicel arastirma yontemlerinden kesitsel desen ile tasarlanmistir. Kesitsel
arastirmalar gézlemsel nitelikte olup belirli bir zaman noktasinda toplanan verilerle es zamanli
iliskileri sunar (Wang ve Cheng, 2020). Bu tir arastirmalar, egitim bilimleri alaninda siklikla
tercih edilmektedir. Bunun baslica nedenleri arasinda; (1) arastirmacinin verileri manipile
etmesinin zor olmasi, (2) veri toplama sirecinin nispeten ekonomik ve kolay olmasi, (3) kisa
siirede tamamlanabilmesi ve (4) cok sayida degiskenin ayni anda incelenebilmesi sayilabilir
(Pandis, 2014). Bu calisma, TALIS 2018 veri setini kullanarak 6gretmenlerin yasadigi stres ile is
tatmini arasindaki iliskiyi ve bu iliskide 0Ogretmen 06z-yeterliginin dlizenleyici rollni
incelemektedir. Arastirmanin analiz siireci iki temel asamadan olusmaktadir: ilk olarak,
O0gretmen stresi ile is tatmini arasindaki iliski analiz edilecek; ardindan bu iliskinin yonu ve glicl
lzerinde O6gretmen Oz-yeterliginin dizenleyici etkisi incelenecektir. Arastirma kapsaminda
analiz edilen kavramsal model Sekil 1'de sunulmustur.

sekil 1.

Kavramsal Model

Ogretmen
6z-yeterligi

Ogretmen is

Ogretmen
stresi

tatmini

2.2. Veri Kaynagi

Bu calismada OECD tarafindan 2019 yilinda yayimlanan TALIS 2018 verilerinden lise
ogretmenlerinden toplanan ana veri kiimesi kullaniimistir. Arastirmaya toplamda 8362
O0gretmen katilmistir ve bu 6gretmenlerden 3834’G (%46) kadin ve 4508'i (%54) erkeklerden
olusmaktadir. Bu katilimcilarin 44’G (%0.5) 6n lisans, 6612’si (%79.3) lisans, 1609'u (119.3)
yiuksek lisans ve 52’si (%0.6) doktora egitimine sahiptirler. Mevcut ¢alismada kullanilan anahtar
degiskenlere iliskin OECD tarafindan gerceklestirilen analizler, her ¢ degisken modeli icin iyi
uyum indeks degerleri elde edildigini ve bdylece yapi gecerliginin saglandigini gostermistir.
Ayrica, ilgili 6lceklerin i¢ tutarlilik katsayilarinin yiiksek oldugu belirlenmistir (bkz. OECD 2019b).
Olgiilen gizil degiskenlere dair diger bilgiler asagida sunulmustur.
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Sonu¢ degiskeni OECD (2019b) tarafindan gelistirilen “Ogretmenlerin is tatmini
(T3JOBSA)” olmustur. Mevcut calisma bu 6lcegin 6gretmenlerin genel olarak mesleklerinden ve
calisma ortamlarindan ne o6l¢tide tatmin olduklari boyutlarina odaklanmistir. Boylece iki alt
boyuttan olusan gizil degiskenli bir is tatmini yapisi ortaya cikmistir. “Meslekten tatmin
(T3JSPRO)” dort maddeden olusmaktadir ve “Ogretmen olmanin avantajlari
dezavantajlarindan agik¢a daha agir basiyor (TT3G53A)” bu boyut altindaki 6rnek bir maddedir.
“Is ortamindan tatmin (T3JSENV)” benzer sekilde dort maddeden olusmaktadir ve “Miimkiin
olsaydi baska bir okula geg¢mek isterdim (Ters madde, TT3G53C)” bu boyuttaki Ornek
maddelerden biridir. Cevaplar “kesinlikle katiimiyorum (1)” ve “kesinlikle katiliyorum (4)”
biciminde dortli likert olarak derecelendirilmistir.

Baslangi¢c degiskeni OECD (2019b) tarafindan gelistirilen “6gretmen isyeri refahi ve
stresi” (T3WELS) olmustur. Olgek dgretmenlerin calisma ortaminda, is yiiklerinde ve égrenci
davranislari ile ilgili ne 6lgctide stres yasadiklarini degerlendirmektedir. Boylece ¢ alt boyuttan
olusan gizil degiskenli bir 6gretmen stresi yapisi ortaya cikmistir. “is ortamindaki stres
(TT3G51)” dért maddeden olusmaktadir. “isimde stres yasiyorum (TT3G51A)” bu boyutu temsil
eden maddelerden biridir. “is yiikii stresi (T3WLOAD)” ise bes maddeden olusmaktadir ve
ornek maddelerden biri su sekildedir: “Cok fazla ders hazirlhigi yapmak (TT3G52A)”. “Ogrenci
davranislari stresi (T3STBEH)” {¢ maddeden olusmaktadir. “Ogrencilerin basarilarindan
sorumlu tutulmak (TT3G52F)” bu boyut altindaki 6érnek maddelerden biridir. Cevaplar “tam
olarak hayir (1)” ve “cok fazla (4)” biciminde dortli likert olarak derecelendirilmistir.

Bu calismanin dizenleyici degiskeni OECD (2019b) tarafindan gelistirilen “6gretmen 6z-
yeterligidir (T3SELF)”. Olcek dgretmenlerin sinif ydnetimi, dgretim uygulamalari ve &grenci
katihmini saglama konularinda 6z-yeterliklerinin ne diizeyde oldugunu degerlendirmektedir.
Boylece Ui¢ alt boyuttan olusan gizil degiskenli bir 6gretmen 6z-yeterlik yapisi ortaya ¢ikmistir.
“Sinif yonetimi 6z-yeterligi (T3SECLS)” dért maddeden olusmaktadir ve 6rnek maddelerden biri
su sekildedir: “Sinifta yikici davranislari kontrol etme (TT3G34D).” “Ogretim uygulamalari 6z-
yeterligi de (T3SEINS)” benzer sekilde dért maddeden olusmaktadir. “Ogrenciler icin iyi sorular
hazirlama (TT3G34C)” bu boyut altinda degerlendirilen 6rnek bir maddedir. Son olarak
“Ogrenci katiimini saglama o6z-yeterligi de (T3SEENG)” dért maddeden olusmaktadir ve
“Ogrencilerin okul calismalarinda basarili olabileceklerine inanmalarini saglama (TT3G34A)” bu
boyutu temsil eden 6rnek maddelerden biridir. Cevaplar “tam olarak hayir (1)” ve “cok fazla
(4)” biciminde dortla likert olarak derecelendirilmistir.

2.3. Veri analizi

Veri analizi sirecine kayip veri analizi ile baslanmistir. Yapilan inceleme sonucunda, 198
ogretmenin Olcllen degiskenlerden en az birindeki tim maddelere cevap vermedigi tespit
edilmis ve bu katilimcilar veri setinden c¢ikarilarak analizler 8.164 6gretmenin verileri lizerinden
yurGtilmustdar. Verilerin 6z-bildirim Olgeklerine dayanmasi nedeniyle, bir sonraki asamada veri
setinin ortak yontem yanliligi riski tasiyip tasimadigi degerlendirilmistir. Harman'in tek faktor
testi sonuglari, toplam varyansin %50'sinden daha az bir kismini (%20.329) acikladigini
gostermistir. Bu bulgu, veri setindeki varyansin biyilk 6lclide degiskenlerden kaynaklandigini
ve veri setinin ortak yontem vyanliligi riski tasimadigini ortaya koymaktadir (Podsakoff,
MacKenzie ve Podsakoff, 2012). Veri seti daha sonra tekli normallik ve coklu normallik
varsayimlari agisindan incelenmistir. Tiim degiskenlerin basiklik ve carpiklik degerlerinin +2
sinirlari icinde olmasi nedeniyle tekli normallik varsayiminin karsilandigi goriilmustiir. Ancak
Mardia'nin ¢oklu normallik testi sonuclari, carpiklik (b = 39.37876, z = 50962.6757, p < 0.001)
ve basiklik (b = 1263.28871, z = 165.5637, p < 0.001) degerlerinin anlamli oldugunu gostermis,
bu da veri setinin ¢coklu normallik varsayimini karsilamadigi sonucuna ulastirmistir.

Analiz slrecinin bir sonraki asamasinda, anahtar degiskenlerin betimsel istatistikleri ve
Sperman korelasyon katsayilari hesaplanmistir. Kavramsal cercevede yer alan degiskenler
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arasindaki yapisal iliskileri belirlemek amaciyla, Mplus 8.11 paket programi kullanilarak Bayesci
parametre kestirim yontemiyle yapisal esitlik modellemesi gerceklestiriimistir. Bayesci
parametre kestirim yonteminin tercih edilmesinin iki temel nedeni bulunmaktadir: (1) veri
setinin ¢oklu normallik varsayimini saglamamasi ve (2) kavramsal modelin sayisal entegrasyon
(duzenleyicilik) gerektirmesidir. Bayesci tahminleyici, normal dagilim gostermeyen veri
setlerinde degiskenler arasi iliskilerin daha glvenilir sekilde kestirilmesini saglamaktadir
(Baldwin ve Fellingham, 2013). Ayrica, sayisal entegrasyon gerektiren karmasik modellerde
yakinsama problemlerinin Ustesinden gelme avantaji sunmaktadir (Asparouhov ve Muthén,
2019). Yontem ayni zamanda degiskenler arasindaki yapisal iliskileri gliven araliklariyla ortaya
koymaktadir. Glven araliklarinin alt ve Ust sinirlarinin sifir degerini icermemesi, kestirimlerin
anlamli oldugu seklinde yorumlanmistir (Preacher ve Hayes, 2008). Ogretmen stresi ile is
tatmini arasindaki iliskide 6z-yeterligin dlizenleyici roliinl analiz edebilmek igin, 6z-yeterligin
farkli seviyelerinde bu iliski incelenmis, egim grafigi olusturulmus ve varyanslar kontrol
edilmistir.

3. Bulgular
3.1. Betimleyici istatistikler

Arastirma cercevesinde ele alinan degiskenlere ait betimleyici istatistikler Tablo 1'de
sunulmustur. Sonuglar 6gretmen 6z-yeterliginin en yiksek ortalama seviyesine (x = 3.252, SS=
.498) ancak 6gretmen stresinin en dusik ortalama seviyesine sahip oldugunu géstermektedir %
= 1.995, SS= .478). Sperman korelasyon katsayilari da tiim anahtar degiskenlerin ve
boyutlarinin tutarli olarak karsilikli anlamli iliskilere sahip oldugunu géstermektedir. Bu sonug
anahtar degiskenler arasindaki vyapisal iliskilere iliskin daha fazla arastirmaya ihtiyac
duyulduguna isaret etmektedir.

Tablo 1.

Dediskenlere Ait Betimleyici Istatistikler ve Sperman Korelasyon Katsayilari

Degiskenler X SS 1 2 3 4 5 6 7 8 9 10 11
1. Ogretmen Is tatmini 3.146 434 1

2. isyeri tatmini 3.130 519 .867* 1

3. Mesleki tatmin 3.162 .492 .850*% .474* 1

4. Ogretmen Stresi 1.995 478 -359* -340*% -276* 1

5. isyeri stresi 2.163 497 -.392* -382* -.289* .733* 1

6. isyliki stresi 1.952 .635 -.229* -200% -195% .873* .409* 1

7. Ogrenci davranigi stresi 1.840 .632 -.294* -294* -209* .792* .478* .534* 1

8. Ogretmen &z-yeterligi 3.252 498 .289* .262* .233* -.117* -104* -050* -.164* 1

9. Sinif yénetimi 6z-yeterligi 3.296 .548 .228* .203* .187* -097* -.078* -050* -130* .884* 1

10. Ogretim uygulamalari 6z-yeterligi 3.222 544 .245% 218* .201* -085* -074* -030* -129% .892* .683* 1

11. Ogrenci katimi 6z-yeterligi 3.236 .581 .300* .279* .235* -134* -128* -056* -.183* .902* .691* .711* 1

*p <. 01

3.2. Kavramsal model testi

Degiskenler arasindaki yapisal iliskileri test etmeden ©nce Ogretmen stresinin
o0gretmen is tatmini ile dogrudan iliskilerini test eden temel bir model olusturuldu. Daha sonra
O0gretmen Oz-yeterliginin diizenleyici degisken olarak entegre edildigi kavramsal model test
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edilerek Bayesci uyum indekleri incelendi. Potansiyel dlcek azaltma (PSR) degeri yaklasik olarak
2.000 yinelemede (fbiteration= 1.800) 1.05’in altina ayarlandi (1.021) bu da modelin
yakinsandigini gostermektedir. Temel model ile kavramsal model karsilastirmalarinda Akaike
bilgi kriteri (A307), Bayesci bilgi kriteri (A293) ve 6rneklem buyukligine uyarlanmis Bayesci
bilgi kriteri (A301) degerlerinin kavramsal modelde distiigu kestirilmistir. Bu sonu¢ kavramsal
modelin verilere daha iyi uyum gosterdigini ve glcli bir amprik destek aldigi anlamina
gelmektedir (Barnes ve Moon, 2006; Nylund, Asparouhov ve Muthén, 2007). Kavramsal model
ile elde edilen standartlastiriimis yol katsayilari Sekil 2’de gosterilmektedir.

Sekil 2.
Yapisal Esitlik Modellemesi Sonuclari

Ogretmen
oz-yeterligi
(w)

.268***

’
] xX*W

' (Etkilesim),,

’v\~ -7 \
- -
-
-
s
~ 439***

- >
>»

Ogretmen is
tatmini
Y)

Ogretmen
stresi
(X)

Sonuglar 6gretmen stresinin, 6gretmen is tatmini ile glicli ve negatif iliskili oldugunu
gostermektedir (B= -.439, 95% Cl [-.461, .-418]). Bu sonug “Ogretmen stresi dgretmen is
tatmini ile negatif iliskilidir” bicimindeki 1. hipotezi dogrulamaktadir. Ogretmen 6z-yeterliginin
ise is tatmini ile pozitif iliskili oldugu kestirilmistir (= .268, 95% Cl [.246, .290]). Dahasi
Ogretmen Oz-yeterliginin, 6gretmen stresi ile 6gretmen is tatmini iliskisindeki dlzenleyici
rolliniin gostergesi olan etkilesim katsayisi (X*W) anlaml kestirilmistir (B=-.023, 95% CI [-.046,
-.001]). Bu sonu¢ 2. hipotezi dogrulamaktadir. Ogretmen 6z-yeterliginin potansiyel
duzenleyicilik roliini daha iyi analiz edebilmek icin farkli seviyelerde 6gretmen 6z-yeterligi
diizeylerinde (ortalama ve *1 standart sapma) 6gretmen stresi ile 6gretmen is-tatmini iliskisi
analiz edilmis ve sonuglar Tablo 2’de sunulmustur.

Tablo 2.
Ogretmen Stresi ve is Tatmini lliskisinde Ogretmen Oz-Yeterliginin Diizenleyicilik Rol(i.

B PSS 95% LLCI 95%ULCI
+1SS -.073 .006 -.086 -.061
Ortalama -.081 .005 -.092 -.071
-1S8S -.089 .010 -.118 -.078

Not(lar): B= standartlastiriimis yol katsayilari; PSS= 6nsel standart sapma; LLCl= en disiik gliven araligi; ULCl= en
yiksek giiven aralig.

Tablo 2’'deki bulgular yiliksek 6gretmen 0z-yeterligi diizeyinde stresin is tatmini
Gzerindeki negatif etkisi daha dislikken (= +1 SD; B= -.073, [-.086, -.061]) duslk 6gretmen 6z-
yeterligi diizeyinde bu etkinin gorece giclendigini géstermistir (> -1 SD; B= -.089, [-.118, -
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.078]). Ayrica olusturulan egim grafiginde bu iliskinin farkh o6z-yeterlik diizeyinde egim
varyansina sahip olmadigini ancak kesen varyansinin farkh oldugu gozlenmistir (Sekil 3). Bu
bulgu da 6z-yeterligin, 6gretmen stresi ile is tatmini iliskisini diizenleyici bir rolline isaret
ederek 2. hipotezi desteklemektedir.

sekil 3.

Oz-yeterligin Diizenleyici Roliine iliskin E§im Analizi

3,40
Oz_yeterlilik
=1 SS

== Ortalama
— 1 SS

is tatmini

3,00

1,50 1,75 2,00 2,25 2,50

Stres

4. Tartisma, Sonug ve Oneriler

Bu calisma, 2018 TALIS ortadgretim 6gretmen verilerinden faydalanarak 6gretmenlerin
deneyimledigi stresin is tatmini ile iliskisini ve bu iliskide 6z-yeterligin dizenleyici roliini
incelemeyi amaglamaktadir. Sonugclar, 6gretmen stresinin (yani okul ortaminda deneyimlenen,
is yukinlin neden oldugu ve 06grenci davranislarinin olusturdugu stresin) 6gretmenlerin is
tatmini ile glicli ve negatif yonde iliskili oldugunu ortaya koymaktadir. Bu sonug, stres altindaki
calisanlarin ise yonelik olumlu tutum ve performanslarinin zarar gorecegini varsayan is
talepleri-kaynaklari modelinin (Bakker ve Demerouti, 2017) iddialarini desteklemektedir.
Ayrica, egitim baglaminda bu iliskiyi ampirik olarak dogrulayan calismalarla da tutarhdir (6rn.,
Collie vd., 2012; Klassen ve Chiu, 2010). Bu calisma, oldukga biylik bir 6rneklemde elde edilen
bulgularla bu iliskiye dair glivenilirligi ve gecerligi yliksek kanitlar sunarak egitim literattrini
genisletmektedir. Ayrica, Tirkiye baglaminda genellikle goz ardi edilen 6gretmen stresi ile is
tatmini iliskisini ele alarak bu alandaki literatiire 6nemli bir katki saglamaktadir.

Bu bulgu, 6gretmenlerin is tatminlerinin calisma kosullari, is yiuki ve sinif ici davranis
sorunlari gibi dissal faktorlere duyarli oldugunu géstermektedir. Ozellikle yiiksek 6gretmen 6z-
yeterligi kosullarinda bile 6gretmen stresinin, is tatminini negatif etkileyebildigine yonelik
mevcut ¢alismanin bulgusu 6gretmen is tatmininin ana belirleyicilerinden birinin 6gretmenlerin
yasadigl stres oldugunu gostermektedir. Ogretmen is tatmininin sinif i¢i 6gretimin kalitesini
belirleyen 6nemli bir dinamik oldugu (lwu vd., 2018) g6z 6nine alindiginda, bu ¢alisma
O0gretmen stresini minimize etmenin, 6grenci basarisini artirmada ve kaliteli bir egitimin
surdirulebilirligini saglamada kritik bir rol oynadigini ortaya koymaktadir. Bu baglamda,
O0gretmen stresinin azaltilmasi yalnizca 6gretmenler icin degil, 6grenciler, okullar ve tiim egitim
sistemi acisindan ele alinmasi gereken énemli bir konudur. Bu nedenle politika belirleyicilere,
ogretmenlerin stres diizeylerini azaltmaya ya da bu stresin is tatmini Gzerindeki etkisini
azaltmaya yonelik diizenlemeler yapmalari gelistirmeleri dnerilmektedir. Bunun icin mesleki
gelisim olanaklari, sosyal destek sistemleri ve etkili iletisim ortamlarinin saglanmasi, stresin
azaltilmasina ve olumsuz etkilerinin minimize edilmesine katkida bulunabilir (Punch ve
Tuetteman, 1996; Hall, Woodhouse ve Wooster, 1988). Ayrica 6rgilitsel davranis literatirinden
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elde edilen bulgular pozitif liderlik, 6zerklik, sosyal destek ve kogluk gibi kaynaklarin ¢cok oldugu
ortamlarda stresin negatif etkilerini tampolandigini ortaya koymustur (Bknz, Schaufeli ve Taris,
2014). Bu nedenle okul yoneticilerine, 6gretmenlere destekleyici, gliven temelli ve katilimci bir
liderlik anlayisiyla yaklasmalari; 6gretmenlere karar alma siireclerinde 6zerklik tanimalari ve is
birligine dayal bir okul iklimi olusturmalari 6nerilmektedir.

Bu calismada dikkate deger bir diger bulgu, 6gretmen stresi ve is tatmini iliskisinin
Ogretmen Oz-yeterligi tarafindan dizenlenebildigidir. Bulgular yiliksek 6z-yeterlige sahip
ogretmenlerin, distk 6z-yeterlige sahip 6gretmenlere kiyasla is-tatminlerinin stresten daha az
etkilenebildigini ortaya koymustur. Bu sonu¢ hem is talepleri-kaynaklari modelinin ¢alisanlarin
oz-yeterlik gibi kisisel kaynaklarinin stresli calisma ortamlarindan daha az etkilenebilecegine
doniik hipotezini (Bakker ve Demerouti, 2017) hem de egitim baglaminda gerceklestirilen
amprik calismalari desteklemektedir (Makara-Studzinska vd., 2019). Bu bulgu egitim
baglaminda 6zellikle dnemlidir. Ogretmenleri uygunsuz 6grenci davranislari, yiiksek is yiikii ve
0gretimin dogasindan kaynakli stresten (Hakanen vd., 2006; Kyriacou, 2001; Travers ve Cooper,
1996) izole etmek acgikcasi oldukgca zordur. Cooley ve Yovanoff (1996) bu durumu isin
dogasindan kaynakh “verilenler” olarak nitelendirir ve bunun blylk sistematik ¢abalarla bile
degistirilmesinin pek mimkin olmadigini belirtir. Bu ag¢idan 6gretmenlerin 0z-yeterligini
gelistirmek ¢ok 6nemlidir ¢linkli 6z-yeterlik stresin olumsuz etkisini azaltarak 6gretmenlerin is-
tatmini surdiirebilir ve genel refahini koruyabilir. Onceki boylamsal ¢alismalar sosyal destek
alan, ozerk bir c¢alisma ortaminda calisan, yoneticileri tarafindan kogluk vyapilan ve
performanslari ile ilgili geri bildirimde bulunulan ¢alisanlarin 6z-yeterlik diizeylerinin arttigini
gostermistir (6rn. Xanthopoulou vd., 2009). Bu nedenle okul middurlerine, 6gretmenlerin 6z-
yeterliklerini gelistirmek icin yapilandiriimis mentoérlik programlari tasarlamalari, sinif ici
ozerkligi artiran uygulamalari tesvik etmeleri ve dlzenli geri bildirim mekanizmalari
olusturmalari onerilmektedir. Ayrica, 6gretmenler arasinda is birligini destekleyerek sosyal
destegi gliclendirmeleri, stresin olumsuz etkilerini tamponlamada kritik bir rol oynayacaktir
(Xanthopoulou vd., 2009).

4.1. Sinirhiliklar ve aragtirmacilar igin oneriler

Bu calisma, dikkate alinmasi gereken bazi sinirliliklara sahiptir. ilk olarak, kesitsel bir
arastirma desenine dayanmaktadir ve bu nedenle bulgularimiz degiskenler arasinda nedensel
iliskiler kurmak icin kullanilamaz. Kesitsel ¢alismalar yalnizca degiskenler arasindaki eszamanli
iliskileri ortaya koyabilmektedir (Rindfleisch vd., 2008). Bu nedenle gelecekte anahtar
degiskenler arasindaki iliskileri saglam bir sekilde ortaya koyabilecek boylamsal veya deneysel
calismalarin yapilmasi onerilmektedir. ikinci olarak, bu calisma vyalnizca Tirkiye'deki
ortadgretim kurumlarinda gbrev yapan o6gretmenlerden toplanan verilerle sinirlidir. Bu
nedenle, elde edilen bulgularin hem diger egitim kademelerindeki (ilkokul ve ortaokul)
ogretmenlere hem de farkl kdltirel baglamlardaki 6gretmenlere genellenmesi konusunda
temkinli olunmalidir. Ugiincii bir sinirlilik olarak, calismada yalnizca bireysel diizeydeki verilerin
analiz edilmis olmasi gosterilebilir. Oysa okullar gibi kiimelenmis yapilarda 6gretmenlerin
benzer stres faktorlerini paylasmalari ve bu durumun kolektif is tatmini tizerinde etkili olmasi
muhtemeldir. Bu baglamda, gelecekteki arastirmalarda okul dizeyinin de dahil edildigi cok
dizeyli analizlerin yapilmasi 6nerilmektedir. Bu tiir analizler, 6gretmen stresi ve is tatmini
arasindaki iliskilerin daha kapsamli bir sekilde anlasiimasina katki saglayacaktir.

Hakem Degerlendirmesi: Dis bagimsiz.

Cikar Catismasi: Yazar; bu makalenin arastirilmasi, yazarligi ve yayimlanmasina iliskin herhangi
bir potansiyel ¢ikar catismasi beyan etmemistir.

Finansal Destek: Yazar; bu makalenin arastirilmasi, yazarligi ve yayimlanmasi igin herhangi bir
finansal destek almamustir.
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Yapay Zeka Kullanimi Bildirimi: Yazar; bu makalenin arastirilmasi, yazarligi ve yayimlanmasi
icin herhangi bir yapay zeka aracindan faydalanmamistir. ingilizce tam metnin dil kontrolii icin
ChatGPT yapay zeka aracindan yer yer faydalaniimistir.

Tesekkiir: Yazar, bu arastirmada kullanilan TALIS veri setine erisim sagladigi ve verilerin
akademik amaclarla kullanilmasina imkan tanidigi icin OECD’ye tesekkir eder.
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1. Introduction

International educational literature emphasizes that, within the dynamics of the school
context, teachers are the key actors who have the greatest impact on student outcomes
(Toropova, Myrberg, & Johansson, 2021). Research has shown that teachers with higher levels
of job satisfaction experience better subjective well-being (Kumar, 2022), demonstrate greater
motivation (Shah et al., 2012), and, consequently, exhibit more effective teaching performance
(Buyiikgdze & Ozdemir, 2017). However, the issue of teacher job satisfaction has not received
sufficient attention from policymakers and practitioners (Toropova et al., 2021), thereby
limiting the development of research and intervention policies in this field. In today’s world,
where the need for successful teachers is steadily increasing (Klusmann et al., 20028), the
inability to identify the factors that hinder teacher job satisfaction makes it difficult to provide
students with a high-quality education (lwu et al., 2018).

Theoretical models explaining employees’ work-related attitudes and performance
(e.g., the Job Demands-Resources Model; Demerouti et al., 2001) underline that stressful
working environments negatively influence job satisfaction (Bakker & Demerouti, 2017,
Schaufeli & Taris, 2014). This view is supported by research in educational settings, showing
that stressful school environments significantly reduce teachers’ job satisfaction (Liu &
Onwuegbuzie, 2014). In the case of high school teachers, the behavioral and emotional
variability of adolescents, combined with the additional pressures of centralized examination
systems, may exert an even stronger influence on job satisfaction. Nonetheless, psychological
resources such as self-efficacy (Luthans et al., 2007) may help teachers build resilience against
the adverse effects of stress and protect their job satisfaction.

Despite these insights, there is a lack of empirical evidence in Tiirkiye regarding the
impact of teacher stress on job satisfaction and the moderating role of self-efficacy in this
process. Addressing this gap, the present study aims to investigate the effect of school-related
stress on job satisfaction among Turkish high school teachers and to examine the moderating
role of self-efficacy, using data from the 2018 Teaching and Learning International Survey
(TALIS) (see Figure 1). Conducted by the OECD, TALIS 2018 provides comprehensive data on
teachers’ professional experiences, instructional practices, and working conditions, thereby
offering an opportunity to analyze the multifaceted factors associated with teacher job
satisfaction. The following section presents the theoretical framework and a detailed review of
the relevant literature.

1.1. Theoretical Background and Hypotheses
1.1.1. Teacher Job Satisfaction

Although multiple definitions of job satisfaction exist, one of the most frequently cited
is Locke’s (1969) definition, which conceptualizes it as a pleasurable emotional state resulting
from the evaluation of one’s job or job experiences (Buri¢ & Kim, 2021). The TALIS 2018
project adopted this conceptualization, defining teacher job satisfaction as the sense of
fulfillment and contentment that teachers derive from their profession (OECD, 2019a). In this
study, teacher job satisfaction is examined across two dimensions: satisfaction with the school
environment and satisfaction with the profession. Satisfaction with the school environment
encompasses aspects such as teachers’ enjoyment of working at their school and their
willingness to recommend it as a good place to work. Professional satisfaction, on the other
hand, reflects teachers’ contentment with having chosen the teaching profession. A
methodological study using TALIS 2018 teacher data (Zakariya, 2020) also validated this two-
dimensional conceptualization of teacher job satisfaction.

Growing evidence that increasing teacher attrition rates in developed countries are
closely linked to levels of job satisfaction has heightened scholarly interest in this topic
(Klassen & Chiu, 2010; Madigan & Kim, 2021; Wang, Hall, & Rahimi, 2015). Teacher job
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satisfaction is not only an important psychological outcome at the individual level, but is also
closely associated with organizational commitment, teaching quality, and student achievement
(Banerjee et al., 2017; Bashir & Gani, 2020; Ilwu et al., 2018; Karatas & Giiles, 2010). As a
critical factor shaping teachers’ classroom interactions and professional commitment, job
satisfaction directly influences the quality and sustainability of the teaching process. In the
Turkiye context, studies suggest that teachers generally report moderate to high levels of job
satisfaction (Akko¢ & Duslikcan, 2021; Karatas & Giiles, 2010) and that this satisfaction is
influenced by factors such as school leadership, workload, and classroom management (Acar &
Karaaslan, 2022; Safia & Ayik, 2022; Saglamcubukcu & Bulug, 2023).

1.1.2. Teacher Stress

Stress is defined as a psychological and physiological response that arises from an
imbalance between the demands of one’s job and the individual’s capacity to cope with those
demands (Lazarus & Folkman, 1984). Stress is a critical issue for teachers, as it directly affects
their well-being, retention in the profession, performance, and instructional quality (Harmsen
et al.,, 2018). Moreover, this stress may lead to a decrease in teachers’ self-efficacy and
professional commitment, thereby increasing their tendency to leave the profession (Klassen
& Chiu, 2011). The TALIS 2018 project systematically examined the sources of teacher stress in
schools and conceptualized teacher stress in three dimensions: workload-related stress, stress
related to student behavior, and stress related to general school well-being (OECD, 2019a).

Workload-related stress stems from teachers’ engagement in time-consuming tasks
such as lesson preparation, managing multiple classes, grading exams, and carrying out
administrative duties. The negative effects of workload stress on teachers’ well-being and,
indirectly, on their commitment have also been highlighted in numerous studies (e.g., Bellibas,
GUmis & Chen, 2024). Stress related to student behavior includes challenges such as
maintaining classroom discipline, being held accountable for students’ academic achievement,
and exposure to verbal or physical harassment from students. It has been shown that the
stress teachers experience regarding classroom management may lead to a decrease in their
professional commitment and increase their tendency to leave the profession (Klassen & Chiu,
2011). Stress related to general school well-being, in turn, refers to the impact of teachers’
work on their private lives and on their mental and physical health. Findings from TALIS 2018
indicate that this form of stress negatively affects the school climate and can undermine
teachers’ job satisfaction and self-efficacy (Zhang et al., 2021).

1.1.3. Teacher Self-Efficacy

The concept of self-efficacy was defined by Bandura (1997) as a psychological and
functional construct, conceptualized as the individual’s belief in their ability to succeed in a
given situation. Convincing empirical evidence demonstrating the relationship between
teacher self-efficacy and student achievement (Zee & Koomen, 2016) has placed this concept
at the center of educational policy documents, making it a key component of strategies aimed
at improving teachers’ professional development and enhancing educational quality (Benoliel
& Berkovich, 2021). Indeed, teacher self-efficacy has been found to substantially improve
desirable learning outcomes among students (Tschannen-Moran & Hoy, 2001). Moreover,
teacher self-efficacy is regarded as a fundamental construct that influences how teachers
implement the curriculum, use instructional materials effectively, and respond to students’
needs (Blonder, Benny and Jones, 2014).

Within the TALIS 2018 framework, teacher self-efficacy was examined across three
core dimensions: classroom management, instructional practices, and student engagement
(OECD, 2019a). Classroom management self-efficacy refers to teachers’ beliefs in their ability
to maintain order in the classroom and foster student participation. This dimension includes
teachers’ perceptions of their capacity to manage distractions, address problematic student
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behavior, and regulate classroom interactions. Instructional practices self-efficacy
encompasses teachers’ perceptions of their ability to plan lessons, effectively employ teaching
methods, and support students’ academic development. This dimension captures teachers’
perceived competence in using diverse strategies, accommodating individual differences, and
delivering instructional materials effectively. Finally, student engagement self-efficacy involves
teachers’ beliefs in their ability to actively engage students in lessons and enhance their
learning motivation (Klassen et al., 2011; Tschannen-Moran & Hoy, 2001).

1.1.4. Relationships Between Teacher Stress, Self-Efficacy, and Job Satisfaction

The Job Demands—Resources (JD-R) model (Bakker, Demerouti, & Sanz-Vergel, 2023),
which is frequently referenced in organizational behavior literature to explain the link between
job stress and employees’ attitudes and behaviors, predicts that employees under stress will
gradually deplete their energy while fulfilling their job requirements, which in turn may lead to
job dissatisfaction (Bakker & Demerouti, 2017). According to the model, the various job
dynamics that create stress are broadly defined as job demands. Job demands refer to the
physical, psychological, social, and organizational aspects of work that require sustained
physical and/or psychological effort (Demerouti et al., 2001). Thus, within this framework,
excessive workload, negative social interactions, and stressful events that undermine well-
being correspond to job demands and, consequently, sources of stress (Bakker et al., 2023). In
line with the JD-R model, high job demands and the stress they generate are expected to
reduce employee well-being, increase burnout, and ultimately lower job satisfaction (Bakker &
Demerouti, 2017).

A series of studies conducted in different countries have emphasised that teaching is
generally a stressful profession (Hakanen, Bakker and Schaufeli, 2006; Kyriacou, 2001; Liu and
Onwuegbuzie, 2012). Excessive workload, which is inherent in the nature of teaching,
constitutes a major source of stress. Furthermore, as Skaalvik and Skaalvik (2018) noted,
teachers’ workload is increasing rapidly worldwide. Excessive workload can undermine
teachers’ competence, deplete their energy, and consequently, as a source of stress,
negatively affect their job satisfaction (Collie, Shapka and Perry, 2012). The fact that secondary
school students are in adolescence can lead to emotional fluctuations and disciplinary
problems; these disciplinary issues, in turn, may create increased stress for teachers and
negatively affect their job satisfaction (Sahin, 2013). Finally, school-related well-being and
stress significantly influence teacher job satisfaction. Stressful working conditions - such as low
administrative support, job insecurity, role ambiguity, and interpersonal conflict - may diminish
employees’ professional commitment, thereby lowering their motivation, performance, and
satisfaction (Bakker & Demerouti, 2017). Numerous empirical studies have confirmed that
such forms of stress are negatively associated with teacher job satisfaction (e.g., Collie et al.,
2012; Klassen & Chiu, 2010). Based on these theoretical explanations and empirical findings, it
is hypothesized that teacher stress will be negatively associated with teacher job satisfaction
(Hypothesis 1).

However, it can be argued that the negative effect of teacher stress on job satisfaction
is not experienced at the same level by all teachers. An important factor shaping this
relationship is teachers’ levels of self-efficacy. Self-efficacy refers to individuals’ beliefs in their
ability to successfully accomplish a specific task and plays a critical role in their coping
mechanisms with stress (Bandura, 1997). In particular, teacher self-efficacy reflects teachers’
confidence in managing classrooms, supporting student achievement, and effectively carrying
out instructional processes (Tschannen-Moran & Hoy, 2001). Research has shown that
teachers with higher levels of self-efficacy cope more effectively with professional challenges
and feel the negative effects of stress to a lesser extent (Makara-Studzinska et al., 2019).
Teachers with high self-efficacy levels may perceive stressors such as workload or student
behavior as more manageable, thereby reducing their stress levels and maintaining their job
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satisfaction. In contrast, teachers with low levels of self-efficacy may experience stressors as
more detrimental, which in turn may lead to a more pronounced decline in their job
satisfaction (Makara-Studzinska et al., 2019). In this context, teacher self-efficacy is expected
to play a moderating role in the relationship between teacher stress and job satisfaction.
Therefore, it is hypothesized that among teachers with high self-efficacy, the negative
relationship between stress and job satisfaction will be weaker compared to those with low
self-efficacy (Hypothesis 2).

2. Method
2.1. Research Model

This study was designed using a cross-sectional design, one of the quantitative
research methods. Cross-sectional studies are observational in nature and present
simultaneous relationships based on data collected at a single point in time (Wang & Cheng,
2020). Such studies are frequently employed in the field of educational sciences. The main
reasons include: (1) the difficulty of manipulating data by the researcher, (2) the relatively
economical and convenient data collection process, (3) the possibility of completion in a short
period of time, and (4) the ability to examine a large number of variables simultaneously
(Pandis, 2014). Using the TALIS 2018 dataset, this study investigates the relationship between
teacher stress and job satisfaction, as well as the moderating role of teacher self-efficacy in
this relationship. The analysis process of the study consists of two main stages: First, the
relationship between teacher stress and job satisfaction will be examined; subsequently, the
moderating effect of teacher self-efficacy on the direction and strength of this relationship will
be analyzed. The conceptual model analyzed in this research is presented in Figure 1.

Figure 1.
Conceptual Model

Teacher self-

efficacy

Teacher
job-satisfaction

Teacher stress

3

2.2. Data Source

The main dataset used in this study was collected from high school teachers as part of
the TALIS 2018 survey, conducted by the OECD in 2019. A total of 8.362 teachers participated
in the study, of whom 3834 (46%) were female and 4508 (54%) were male. Regarding
educational attainment, 44 teachers (0.5%) held an associate degree, 6612 (79.3%) held a
bachelor's degree, 1609 (19.3%) held a master's degree, and 52 (0.6%) held a doctoral degree.
Analyses conducted by the OECD on the key variables used in this study indicated good fit
indices for all three variable models, confirming construct validity. In addition, the internal
consistency coefficients of the relevant scales were reported to be high (see OECD, 2019b).
Further details regarding the measured latent variables are provided below.
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The outcome variable in this study was teacher job satisfaction (T3JOBSA), developed
by the OECD (2019b). This study focused on the extent to which teachers were satisfied with
their profession and work environment, resulting in a latent variable structure comprising two
subdimensions. “Professional satisfaction” (T3JSPRO) consists of four items, with “The
advantages of being a teacher clearly outweigh the disadvantages (TT3G53A)” as an example
item. “Work environment satisfaction” (T3JSENV) also includes four items, with “If | could, |
would transfer to another school (reverse-coded, TT3G53C)” serving as an example item.
Responses were measured on a four-point Likert scale ranging from 1 = strongly disagree to 4 =
strongly agree.

The predictor variable was teacher workplace well-being and stress (T3WELS), also
developed by the OECD (2019b). This scale evaluates the extent to which teachers experience
stress related to their work environment, workload, and student behavior. Accordingly, a
latent variable structure of teacher stress with three subdimensions was established. “Work
environment stress” (TT3G51) consists of four items, with “l experience stress in my work
(TT3G51A)” as an example item. “Workload stress” (T3WLOAD) includes five items, with an
example being “Having to prepare too many lessons (TT3G52A).” “Student behavior stress”
(T3STBEH) comprises three items, such as “Being held responsible for students’ academic
performance (TT3G52F).” Responses were measured on a four-point Likert scale ranging from
l=notatallto4=alot.

The moderator variable was teacher self-efficacy (T3SELF), developed by the OECD
(2019b). This scale assesses teachers’ perceived efficacy in classroom management,
instructional practices, and promoting student engagement, resulting in a latent variable
structure with three subdimensions. “Classroom management self-efficacy” (T3SECLS)
comprises four items, with an example item being “Controlling disruptive behavior in the
classroom (TT3G34D).” “Instructional practices self-efficacy” (T3SEINS) also includes four
items, with “Preparing good questions for students (TT3G34C)” as an example. Lastly, “Student
engagement self-efficacy” (T3SEENG) comprises four items, such as “Encouraging students to
believe they can succeed in schoolwork (TT3G34A).” Responses were measured on a four-
point Likert scale ranging from 1 = not at all to 4 = a lot.

2.3. Data analysis

The data analysis process began with missing data analysis. The examination revealed
that 198 teachers did not respond to any of the items in at least one of the measured
variables. These participants were excluded from the dataset, and analyses were conducted on
the data of 8,164 teachers. Since the data were based on self-report scales, the next step was
to assess whether the dataset carried the risk of common method bias. Results of Harman’s
single-factor test indicated that a single factor explained less than 50% of the total variance
(20.329%). This finding showed that most of the variance in the dataset stemmed from the
variables themselves, suggesting that the dataset did not carry the risk of common method
bias (Podsakoff, MacKenzie, & Podsakoff, 2012).

The dataset was then examined in terms of univariate and multivariate normality
assumptions. Since the skewness and kurtosis values of all variables were within the +2
thresholds, the univariate normality assumption was considered to be met. However, the
results of Mardia’s multivariate normality test showed significant skewness (b = 39.37876, z =
50962.6757, p < 0.001) and kurtosis (b = 1263.28871, z = 165.5637, p < 0.001) values, leading
to the conclusion that the dataset did not meet the multivariate normality assumption.

In the next stage of the analysis, descriptive statistics and Spearman correlation
coefficients of the key variables were calculated. To determine the structural relationships
among the variables in the conceptual framework, structural equation modeling was
performed using the Bayesian parameter estimation method in Mplus 8.11. The choice of
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Bayesian estimation was based on two main reasons: (1) the dataset did not meet the
multivariate normality assumption, and (2) the conceptual model required numerical
integration (moderation). The Bayesian estimator provides more reliable estimation of the
relationships between variables in datasets that do not follow a normal distribution (Baldwin &
Fellingham, 2013). Moreover, it offers the advantage of overcoming convergence issues in
complex models requiring numerical integration (Asparouhov & Muthén, 2019). This method
also presents the structural relationships among the variables with confidence intervals.
Confidence intervals that did not include zero were interpreted as significant estimates
(Preacher & Hayes, 2008). To analyze the moderating role of self-efficacy in the relationship
between teacher stress and job satisfaction, the relationship was examined at different levels
of self-efficacy, a slope graph was generated, and variances were controlled.

3. Results
3.1. Descriptive statistics

The descriptive statistics for the variables examined within the research framework are
presented in Table 1. The results show that teacher self-efficacy has the highest mean level (M
= 3.252, SD = .498), while teacher stress has the lowest mean level (M = 1.995, SD = .478).
Spearman correlation coefficients also indicate that all key variables and their dimensions have
consistently significant mutual relationships. This finding suggests a need for further research
into the structural relationships between the key variables.

Table 1.

Descriptive Statistics and Spearman Correlation Coefficients of Variables

Variables M SD 1 2 3 4 5 6 7 8 9 10 11
1. Teacher job-satisfaction 3.146 434 1

2. Workplace satisfaction 3.130 .519 .867* 1

3. Professional satisfaction 3.162  .492 .850*  .474* 1

4. Teacher stress 1.995 .478 -359* -340* -276* 1

5. Workplace stress 2.163  .497 -392* -382* -289* .733* 1

6. Workload stress 1.952 .635 -.229* -200* -.195*% .873* .409* 1

7. Student behavior stress 1.840 .632 -.294* -294*% -209* .792*  .478*  .534* 1

8. Teacher self-efficacy 3.252 498 .289*  .262*  .233* -117* -104* -.050* -.164* 1

9. Classroom management self-efficacy 3.296 .548 .228*  .203* .187* -097* -.078* -.050* -.130* .884* 1

10. Instructional practices self-efficacy 3.222 544 .245*  218*  201* -085* -.074* -030* -.129* .892* .683* 1

11. Student engagement self-efficacy 3.236 .581 .300* .279*  .235*% -134* -128* -056* -.183* .902* .691* .711* 1

3.2. Conceptual model testing

Prior to testing the structural relationships between the variables, a baseline model
was constructed to test the direct relationships between teacher stress and teacher job
satisfaction. Subsequently, the conceptual model, which integrated teacher self-efficacy as a
moderating variable, was tested, and Bayesian fit indices were examined. The Potential Scale
Reduction (PSR) value fell below 1.05 (1.021) at approximately 2000 iterations (fbiteration =
1800), indicating that the model had converged. In comparisons between the baseline model
and the conceptual model, it was estimated that the values of the Akaike Information Criterion
(A307), the Bayesian Information Criterion (A293), and the sample-size adjusted Bayesian
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Information Criterion (A301) decreased in the conceptual model. This result means that the
conceptual model demonstrates a better fit to the data and receives strong empirical support
(Barnes & Moon, 2006; Nylund, Asparouhov, & Muthén, 2007). The standardized path
coefficients obtained from the conceptual model are presented in Figure 2.

Figure 2.

Structural Equation Modeling Results
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Joowx .268***
\ (Interaction) "
~ < -,
1 -~ —— \
4

, -.023*

Teacher
job-satisfaction

(Y)

Teacher stress
(X)

=439

The results indicate that teacher stress is strongly and negatively related to teacher job
satisfaction (B = -.439, 95% ClI [-.461, -.418]). This finding confirms Hypothesis 1, which stated
that 'Teacher stress is negatively related to teacher job satisfaction. Teacher self-efficacy, on
the other hand, was estimated to be positively related to job satisfaction (B = .268, 95% ClI
[.246, .290]). Furthermore, the interaction coefficient (X*W), which indicates the moderating
role of teacher self-efficacy in the relationship between teacher stress and teacher job
satisfaction, was estimated to be significant (B = -.023, 95% Cl [-.046, -.001]). This result
confirms Hypothesis 2. To better analyze the potential moderating role of teacher self-efficacy,
the relationship between teacher stress and teacher job satisfaction was analyzed at different
levels of teacher self-efficacy (mean and *1 standard deviation). The results are presented in
Table 2.

Table 2.

The Moderating Role of Teacher Self-Efficacy in the Relationship Between Teacher Stress and
Job Satisfaction.

B PSS 95% LLCI 95%ULCI
+1SD -.073 .006 -.086 -.061
Mean -.081 .005 -.092 -.071
-1SD -.089 .010 -.118 -.078

Note(s): B= standardized path coefficients; PSS= prior standard deviation; LLCl= lowest
confidence interval; ULCI= highest confidence interval.

The findings in Table 2 showed that the negative effect of stress on job satisfaction was
lower at high levels of teacher self-efficacy (> +1 SD; B = -.073, [-.086, -.061]), whereas this
effect was relatively stronger at low levels of teacher self-efficacy (> -1 SD; B = -.089, [-.118, -
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.078]). Furthermore, the slope plot generated for this relationship indicated that while the
slopes did not vary across different self-efficacy levels, the intercepts differed (Figure 3). This
finding also supports Hypothesis 2 by pointing to the moderating role of self-efficacy in the
relationship between teacher stress and job satisfaction.

Figure 3.
Slope Analysis of the Moderating Role of Self-Efficacy
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4. Discussion, Conclusion and Recommendations

This study aims to examine the relationship between teacher stress and job
satisfaction, as well as the moderating role of self-efficacy in this relationship, using data from
the 2018 TALIS high school teacher survey. The results reveal that teacher stress (i.e., stress
arising from the school environment, induced by workload, and resulting from student
misbehavior) is strongly and negatively associated with teachers’ job satisfaction. This finding
supports the assumptions of the Job Demands—Resources (JD-R) model (Bakker & Demerouti,
2017), which posits that employees’ positive attitudes and performance at work are
undermined under stress. It is also consistent with previous empirical studies that have
validated this relationship in educational contexts (e.g., Collie et al., 2012; Klassen & Chiu,
2010). By presenting robust evidence from a very large sample, this study expands the
educational literature with reliable and valid insights into this relationship. Furthermore, by
addressing the largely overlooked relationship between teacher stress and job satisfaction in
the Turkish context, it makes a significant contribution to the literature.

This finding demonstrates that teachers’ job satisfaction is sensitive to external factors
such as working conditions, workload, and classroom behavioral problems. The current study
also highlights that even under conditions of high teacher self-efficacy, stress can still
negatively affect job satisfaction, underscoring that teacher stress is one of the key
determinants of job satisfaction. Considering that teacher job satisfaction is an important
dynamic influencing the quality of classroom instruction (lwu et al.,, 2018), this study
underscores the critical role of minimizing teacher stress in enhancing student achievement
and ensuring the sustainability of quality education. In this regard, reducing teacher stress is
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not only important for teachers but also for students, schools, and the entire education
system. Therefore, it is recommended that policymakers develop strategies aimed at reducing
teachers’ stress levels or mitigating its impact on job satisfaction. Providing professional
development opportunities, social support systems, and effective communication
environments may contribute to reducing stress and minimizing its negative effects (Punch &
Tuetteman, 1996; Hall, Woodhouse & Wooster, 1988). Moreover, findings from organizational
behavior literature indicate that the negative effects of stress are buffered in environments
rich in resources such as positive leadership, autonomy, social support, and coaching (see
Schaufeli & Taris, 2014). Accordingly, school leaders are advised to adopt a supportive, trust-
based, and participatory leadership approach, grant autonomy to teachers in decision-making
processes, and foster a collaborative school climate.

Another noteworthy finding of this study is that the relationship between teacher
stress and job satisfaction can be moderated by teacher self-efficacy. The results indicate that
teachers with high self-efficacy are less affected by stress in terms of their job satisfaction
compared to those with low self-efficacy. This finding supports both the JD-R model’s
hypothesis that employees’ personal resources, such as self-efficacy, may buffer the negative
effects of stressful working environments (Bakker & Demerouti, 2017), and prior empirical
studies conducted in educational contexts (Makara-Studzinska et al., 2019). This result is
particularly important in education. lIsolating teachers from stress caused by student
misbehavior, heavy workloads, and the inherent demands of teaching (Hakanen et al., 2006;
Kyriacou, 2001; Travers & Cooper, 1996) is, in fact, quite difficult. Cooley and Yovanoff (1996)
describe these as “givens” of the job, noting that they are not easily altered, even with large-
scale systemic efforts. From this perspective, developing teachers’ self-efficacy is crucial, as it
can reduce the negative impact of stress, sustain teachers’ job satisfaction, and protect their
overall well-being. Previous longitudinal studies have shown that employees who receive
social support, work in autonomous environments, are coached by their leaders, and receive
performance feedback exhibit higher levels of self-efficacy (e.g., Xanthopoulou et al., 2009).
Therefore, school principals are encouraged to design structured mentoring programs to
strengthen teachers’ self-efficacy, promote practices that enhance classroom autonomy, and
establish regular feedback mechanisms. In addition, fostering collaboration among teachers to
strengthen social support will play a critical role in buffering the negative effects of stress
(Xanthopoulou et al., 2009).

4.1. Limitations and recommendations for researchers

This study has several limitations that should be considered. First, it is based on a
cross-sectional research design; therefore, our findings cannot be used to establish causal
relationships between the variables. Cross-sectional studies can only reveal concurrent
relationships between variables (Rindfleisch et al., 2008). Consequently, it is recommended
that future research employ longitudinal or experimental designs to more robustly establish
the relationships among the key variables. Second, this study is limited to data collected from
teachers working in high schools in Turkey. Thus, caution should be exercised in generalizing
the obtained findings to teachers at other educational levels (e.g., primary and middle school)
and to teachers in different cultural contexts. A third limitation is that the study analyzed only
data at the individual level. However, in clustered structures such as schools, it is likely that
teachers share similar stress factors, and this situation may influence collective job
satisfaction. In this context, it is recommended that future research conduct multilevel
analyses that incorporate the school level. Such analyses would contribute to a more
comprehensive understanding of the relationships between teacher stress and job satisfaction.
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