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Universite Ogrencilerinin Serbest Zaman
Tutumlari ile Serbest Zamanda Sikilma
Algilar: Arasindaki iliski

Emrah Serdar*

Duygu Harmandar Demirel**

Oz

Bu aragtirmanin amaci, katilimcilarin serbest zaman tutumlar ile serbest zamanda sikilma algilari arasindaki
farkliliklarin ortaya koyulmasidir. Ayrica, Universite 6grencilerinin serbest zaman tutumlar ile serbest zamanda
sikilma algilar arasindaki iliskinin belirlenmesidir. Arastirmanin calisma grubunu, amagh 6rnekleme yontemi
ile Istanbul Universitesi-Cerrahpasa Spor Bilimleri Fakiiltesinde okuyan 132 erkek ve 119 kadin olmak iizere
toplamda 251 kisi olusturmustur. Calismada kullanilan veri toplama araclari; kisisel bilgi formuna ek olarak,
Iso-Ahola ve Weissinger (1990) tarafindan gelistirilen, Kara ile ark., (2014) tarafindan Tirkce’ye uyarlanan “Bog
Zamanlarda Sikilma Algis1 Olgegi (BZSAO)” ile Ragheb ve Beard (1982) tarafindan gelistirilen ve Akgiil ile Giirbiiz
(2011) tarafindan Tiirkce'ye uyarlanan “Bos Zaman Tutum Olgegi (BZTO)” kullanilmistir. Verilerin analizinde ise,
MANOVA ve Pearson Korelasyon analizlerinden faydalanilmistir. MANOVA analizi sonuglarina gore; “Cinsiyet”
ve “Refah Durumlar” degiskenlerinin BZTO ile BZSAO’niin alt faktorleri tizerindeki ana etkisinin manidar oldugu
tespit edilmistir. BZTO’niin alt boyutlar ile BZSAOniin “Sikilma” alt boyutu arasinda diisiik ve negatif yénde bir
iliski oldugu goriilirken; BZSAO niin “Doyum” alt boyutu ile arasinda ise orta ve pozitif yonde bir iliski oldugu
belirlenmistir. Sonug olarak; katilimcilarin sosyo-demografik 6zelliklerine gére, BZTO ile BZSAO diizeylerinin
farklilik gésterdigi belirlenmistir. Son olarak ise, bireylerin serbest zaman tutum dizeyleri ile sikilma algilar
arasinda diisiik yonde ve negatif bir iligki oldugu saptanmistir.

Anahtar Kelimeler: Serbest Zaman, Serbest Zaman Tutumu, Serbest Zamanda Sikilma Algisi.

Dr. Ogr. Uyesi, Istanbul Universitesi-Cerrahpasa, Spor Bilimleri Fakiiltesi, Rekreasyon Béliimii, serdar-emrah@hotmail.com,
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Abstract

This study aims to ascertain (i) the relationship between and (ii) the differences in participants’ leisure
attitudes and leisure boredom. The study sample consisted of 251 university students—132 males and 119
females—enrolled in Istanbul University-Cerrahpasa’s Faculty of Sport Sciences selected through purposeful
sampling. The Leisure Boredom Scale (LBS) (Iso-Ahola & Weissinger,1990), adapted into Turkish by Kara et
al. (2014), and the Leisure Attitude Scale (LAS) (Ragheb & Beard, 1982), adapted into Turkish by Akgiil and
Gurbtz (2011), and a personal information form were used to collect data for the study. Both a MANOVA and
Pearson’s correlation coefficient were used to analyze the data collected. The MANOVA analysis revealed
that gender and welfare status had a statistically significant effect on the sub-dimensions of both the LAS and
LBS. We furthermore found a negative, low-level relationship both with the subscales of LAS and with the
boredom subscales of LBS as well as also a positive, medium-level relationship with satisfaction. As a result,
we found that scores on the LAS and LBS differed by participants’ socio-demographic characteristics. Finally,

we found a negative, low-level relationship between participants’ leisure attitudes and boredom.

Keywords: Leisure, Leisure Attitude, Leisure Boredom

Giris

Bilimsel ve teknolojik alanda meydana gelen gelismeler, yasam sartlarinin kolaylagmas: ve ¢aligma
yasaminin dlzene girmesi bireylerin serbest zamanlarinin artmasini saglamis ve serbest zaman
aktivitelerinin daha 6nemli bir hale geldigi belirtilmistir. (Derman, 2018). Genel olarak serbest zaman
aktiviteleri, bireylerin serbest zamanlarinda katihm gosterdikleri egzersizler ve sosyallesme gibi
faaliyetler seklinde tanimlanmaktadir (Paggi ve ark., 2016; Pressman ve ark., 2009). Diger bir ifadeyle,
serbest zaman aktivitelerinin bireylerin sosyal hayatlarinda ve yorucu ¢alisma yagsamlarinda giindelik
sorunlardan ka¢malarina firsat veren aktivitelerin biitiinti oldugu (Gokytirek, 2016) ve sosyal etkilesimi
ifade ettigi belirtilmistir (Kelly, 1994; Serdar ve ark., 2017). Bu gortise paralel olarak, giindelik hayatin
kacinilmaz bir neticesi olarak meydana gelen fizyolojik ve psikolojik problemlerle basa ¢ikmada ve
insan organizmasinin saglikli ve zinde olmasinda, serbest zamanda katilim gosterilen serbest zaman
aktivitelerinin 6nemli bir rol oynadig belirtilmektedir (Cuhadar ve ark., 2019; Glingormiis ve ark., 2014;
Rhodes ve Dean, 2009).

Kisilerin serbest zamanlarinda kigisel gelisimlerine katki saglayacak ya da bu zamanin verimli sekilde
degerlendirilmesini saglayacak serbest zaman aktivitelerine katilimin artmasinin ise, bu aktivitelere
iliskin sonradan 6grenilecek tutumlar ile yakindan iligkili oldugu belirtilmistir (Akgil ve Giirbiiz,
2011). Bu baglamda, serbest zaman tutumu, kisilerin serbest zamana ve serbest zaman aktivitelerine
iliskin duygu, diistince ve davraniglarini, katilim gosterdikleri aktivitelerden elde ettikleri bilgi, beceri,

deneyim, an1 ve duygulardan ortaya ¢ikan, olumlu veya olumsuz tepkiler ya da egilimler seklinde
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ifade edilmektedir (Karadeniz ve ark., 2019; Teaff ve ark., 1975). Mannell ve Kleiber (1997) ise, serbest
zaman tutumunun bireylerin potansiyel serbest zaman katilimlarina iligskin isteklilik durumlarini
yansittigini belirtmislerdir. (Gao ve ark., 2019). Diger bir deyisle, bireylerin serbest zaman tutumlarinin,
onlarin serbest zaman aktivitelerine katilim gostermelerinde motivasyon kaynagi oldugu séylenebilir
(Kesici, 2019). Ragheb ve Beard (1982)’a gore serbest zaman tutumu biligsel, duyussal ve davranigsal
olmak tizere ti¢ bilesenden olugmaktadir (Kim ve ark., 2015). Biligsel bilesen; bireylerin serbest zaman
aktivitelerine iliskin genel bilgi ve inanclarini icermektedir. Duyussal bilesen; bireylerin serbest
zaman aktivitelerinden elde ettikleri deneyimlerin degerlendirmesini ifade etmektedir. Davranissal
bilegen ise; bireylerin ge¢mis veya mevcut serbest zaman aktivitelerine katilim sikliklarini ve davranis
egilimlerini yansitmaktadir (Kara ve ark., 2019; Teixeira ve Freire, 2013).

Bireylerin serbest zaman aktivitelerine katilim gostermelerini ve etkinliklere yonelik devamliligi
azalttigr distintlen serbest zamanda sikilma algisi kavrami ise (Aydin ve ark. 2019), bireylerin
ilgilerini karsilayacak bir etkinligin olmamasi neticesinde ortaya cikan mutsuzluk ya da doyumsuzluk
durumu olarak ifade edilmektedir (Yasartiirk ve ark., 2017). Baska bir deyisle, kisilerin serbest zaman
deneyimlerinden yeterince tatmin olmadiklarinda, serbest zaman deneyimleri sirasinda ihtiyaclar
karsilanmadiginda, aktivitelere katilmak icin gerekli olan becerilerden yoksun olduklarinda ve
aktiviteleri yeterince zorlayici bulmadiklarinda serbest zamanda sikilma algisinin ortaya cikacagi
belirtilmistir (Iso-Ahola ve Weissinger, 1990; Kaas ve Ugur, 2017; Wegner ve ark., 2008). Serbest
zamanda sikilma algisina neden olan etmenler ise, Iso-Ahola ve Weissinger (1987) tarafindan kisilerde
serbest zamana yonelik var olan olumsuz tutumlar, kisilerdeki eksik motivasyon kaynaklari ve serbest
zaman aktivitelerine katilim gostermede engelleyici faktorlerin fazla olmasi seklinde belirtilmistir
(Iskender ve Giiger, 2018).

Konuya iliskin alanyazinda serbest zaman tutumuna yonelik yapilan calismalar incelendiginde; serbest
zaman tutumu ile serbest zaman engelleri (Karadeniz ve ark., 2019; Kesici, 2019), serbest zaman
motivasyonu (Arguz ve Erdogdu, 2021), serbest zaman doyumu (Siegenthaler ve O’Dell, 2000; Kim ve
ark., 2015), serbest zamanda algilanan 6zgtrlik (Siegenthaler ve O’Dell, 2000), umutsuzluk (Yildiz ve
Yigiter, 2018), mutluluk (Karaman ve ark., 2016), yasam doyumu (Ayhan ve Ozel, 2020) gibi konular
tizerinde arastirmalarin yapildig: goriilmektedir. Yine, alanyazinda serbest zamanda sikilma algisina
iligkinyapilan arastirmalar incelendiginde; serbest zamanda sikilma algisi ile serbest zaman yonetimleri
(Er ve ark., 2020; Wang, 2019; Wang ve ark., 2012), serbest zamanda algilanan 6zgtirlik (Kara, 2019),
serbest zaman doyumu (Dogan ve ark., 2019), internet bagimliligi (Kara, 2019), yasam doyumu (Kara ve
ark, 2018; Yasartirk ve ark., 2017), egzersiz bagimlilig1 (Kose ve Baykose, 2019), benlik saygis: (Kara ve
ark., 2018), is tatmini (Dogan ve ark., 2019) gibi konular tizerinde ¢alismalarin yapildigi goriilmektedir.
Bireylerin serbest zaman aktivitelerine yonelik olumlu tutum gostermeleri neticesinde onlarin serbest
zamana iligkin sikilma algilarinin azalacagi distinilmektedir. Yukarida belirtilen bilgiler 1s181inda,
calismanin amaci katilimeilarin serbest zaman tutumlari ile serbest zaman sikilma algilar1 arasindaki
farkliliklarin ortaya koyulmasidir. Ayni zamanda, tiniversite 6grencilerinin serbest zaman tutumlari ile

serbest zamanda sikilma algilari arasindaki iligskinin belirlenmesidir.
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Yontem

Arastirma Modeli: Calismanin amaci kapsaminda tarama modeli kullamilmigtir. Evrene iliskin genel
bir kaniya ulasabilmek i¢in, evrenin timiini veya temsil ettigi varsayilan bir 6rneklem grubunda
aragtirmanin yapilmasi tarama modeli seklinde ifade edilmektedir (Islamoglu ve Alniacik, 2014).
Iliskisel tarama modeli ise, iki ya da daha fazla degiskenin birlikte degisim varligini, yoniinii ve
siddetini belirlemesi seklinde aciklanmaktadir (Karasar, 2014).

Arastirma Grubu: Calismanin evrenini Tirkiye’deki lniversitelerde 6grenim goren ogrenciler
olusturmaktadir. Bu baglamda arastirmanin érneklem grubunu, Istanbul Universitesi-Cerrahpaga
Spor Bilimleri Fakiiltesinde okuyan 132 erkek (Ortya§:21.33¢3.25) ile 119 kadin (Ortm: 20.73+2.62)
olmak tizere toplamda 251 kisi olusturmaktadir. Caligmaya katilanlarin %41,8'inin “Spor Yoneticiligi”
bolimiinde 6grenim gordigl, %31,1’inin haftalik serbest zaman stirelerinin “6-10 Saat” arasinda iken,

%474 linlin ise refah durumunun “Normal” oldugu belirlenmistir.

Bos Zaman Tutum Olcegi (BZTO): Katilimcilarin serbest zaman tutum diizeylerini tespit etmek
amaciyla Ragheb ve Beard (1982) tarafindan gelistirilen ve Tirkgeye Akgiil ve Giirbiiz (2011) tarafindan
uyarlanan “Bos Zaman Tutum Olcegi (BZTO)” kullanilmistir. Olgek, 36 madde ve “Bilissel”, “Duyussal”
ve “Davranigsal” alt boyutlardan olugsmaktadir. Olcek alt boyutlarinin ig tutarlilik katsayilar sirasiyla;
“Biligsel” alt boyutta .81, “Duyusgsal” alt boyutta .92 ve “Davranigsal” alt boyutta ise .91 olarak
hesaplanmistir. Bu ¢alismada ise i¢ tutarlilik katsayilari sirasiyla; .90, .90 ve .84 olarak belirlenmistir.
Olcek formundaki maddeler ise, (1) Kesinlikle Katilmiyorum, (5) Kesinlikle Katiliyorum seklinde
cevaplanmaktadir.

Bos Zamanlarda Sikilma Algis1 Olgegi (BZSAQO): Katilimcilarin serbest zamanda sikilma algilarin
belirlemek i¢in Iso-Ahola ve Weissinger (1990) tarafindan gelistirilen, Tiirkceye Kara ve ark., (2014)
tarafindan uyarlanan “Bos Zamanlarda Sikilma Algisi Olcegi (BZSAO)” kullanilmistir. Olcek,
“Sikilma” ve “Doyum” olmak iizere iki alt boyuttan ve 10 maddeden olusmaktadir. Alt boyutlar i¢in
ic tutarlilik katsayilari sirasiyla; “Sikilma” alt boyutu icin .72 ve “Doyum” alt boyutu icin ise, .77
olarak belirlenmigtir. Alt boyutlarin i¢ tutarlilik katsayilari bu ¢aligma icin sirasiyla; .70 ve .67 olarak
belirlenmistir. Olcek formundaki maddeler ise, (1) Kesinlikle Katilmiyorum, (5) Tamamen Katiliyorum
seklinde cevaplanmaktadir.

Arastirma Yayin Etigi: Bu arastirmanin Istanbul Universitesi-Cerrahpasa Sosyal ve Beseri Bilimler
Arastirmalar1 Etik Kurul bagkanlhiginin 02.02.2021 tarihli 20528 sayili karar1 sonucunda etik agidan
uygun olduguna oybirligi ile karar verilmistir.

Verilerin Analizi

Aragtirma kapsaminda toplanan verilerin, SPSS 20.0 paket programindan faydalanilarak analizleri
yapilmistir. Caligmaya dahil olan bireylerin kisisel bilgilerine iligkin dagilimlarini tespit etmek amaciyla
yuzde ve frekans yontemleri kullanilmistir. Verilerin basiklik ve carpiklik degerleri incelenmis ve
verilerin normal dagilim gésterdiginin anlasilmas: tizerine verilerin analizinde MANOVA ve Pearson
Korelasyon analizlerinden faydalanilmistir. Ayrica, 6lceklerin ic tutarhlik katsayilarini belirlemek icin

Cronbach Alpha hesaplamasi yapilmistir.
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Bulgular
Tablo 1. Olcek Puanlarinin Dagilimi

Alt Madde
Ort. Ss. Car. Bas.

Boyutlar Sayisi
Bilissel 12 251 4.18 0.56 -0.60 0.40
BZTO Duyussal 12 251 4.01 0.59 -0.48 0.64
Davranigsal 12 251 3.65 0.61 0.68 0.35
Sikilma 5 251 245 0.77 0.49 -0.15

BZSAO

Doyum 5 251 3.67 0.65 -0.47 1.05

Tablo 1’de c¢alisgmaya katilan katilimeilarin 6lcek alt faktorlerinden aldiklari ortalama puanlar
degerlendirildiginde; BZTO’niin alt faktérlerinde, en yiiksek ortalama puanin “Biligsel” (4.18) alt
faktortiinde oldugu, endiistik ortalama puaninise, Davranigsal” (3.65) alt faktoriinde oldugu belirlenmistir.
BZSAO’niin alt faktérlerinde ise, en yiiksek ortalama puanin “Doyum” (3.67) alt faktriinde, en diigiik

ortalama puanin ise, “Sikilma” (2.45) alt faktoriinde oldugu tespit edilmistir.

Tablo 2. BZTO-BZSAO Ol¢ek Puanlarinin Cinsiyete Gore MANOVA Sonugclar1

Erkek (n=132) Kadin (n=119)
Olcekler

Ort. Ss. Ort. Ss.
Biligsel 413 0.59 4.23 0.52
BZTO Duyussal 3.94 0.65 4.09 0.52
Davranigsal 3.66 0.63 3.64 0.59
Sikilma 2.61 0.79 2.28 0.71

BZSAO
Doyum 3.58 0.71 3.77 0.57

Tablo 2’de MANOVA analizi sonuclarina gére, cinsiyetin BZTO’niin alt faktorleri {izerindeki ana
=3.044; p<0.05]. Al faktérler diizeyinde ise,
=3.679; p<0.05]. Kadinlarin

etkisinin manidar oldugu belirlenmistir [A= 0.964, F .

yalnizca “Duyugsal” alt boyutta anlamli farklilik oldugu belirlenmistir [F .

ortalamaaltboyut puanlarinin erkeklerin puanlarindan dahayiiksek oldugu belirlenmistir. Katilimcilarin
cinsiyetlerinin BZSAO niin alt faktdrleri tizerindeki temel etkisinin manidar oldugu saptanmistir [A=

0.949, F ,,,,=6.617; p<0.05]. Alt boyutlar diizeyinde ise, “Sikilma” alt boyutu [F ,,,=11.436; p<0.05] ve

(2,248) 1249
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“Doyum” alt boyutunda [F(1-249)=5.336; p<0.05] anlamli farklilik oldugu tespit edilmistir. Sikilma alt
boyutunda erkeklerin ortalama puanlari daha yiiksek iken, doyum alt boyutunda kadin katilimcilarin

puanlarinin daha ytiksek oldugu belirlenmistir.

Tablo 3. BZTO-BZSAO Olcek Puanlarinin Haftalik Serbest Zaman Siirelerine Gore
MANOVA Sonuglari

) 1-5 Saat 6-10 Saat 11-15 Saat 16 Saat ve iizeri
% (n=55) n=78) (n=47) n=71)
=
© Ort. Ss. Ort. Ss. Ort. Ss. Ort. Ss.
Biligsel 4.07 0.64 4.27 0.55 4.13 0.53 4.18 0.51
O
E Duyussal 3.95 0.68 4.10 0.62 4.03 0.55 3.95 0.51
[aa]
Davranigsal 3.71 0.64 3.71 0.70 3.61 0.54 3.56 0.51
o Sikilma 2.58 0.76 2.34 0.85 241 0.66 2.50 0.75
5
2
Doyum 3.60 0.60 3.68 0.74 3.77 0.68 3.66 0.57

Tablo 3de MANOVA sonuglarina gére, haftalik serbest zaman siirelerinin BZTO’niin alt faktorleri
izerindeki temel etkisinin istatistiksel olarak manidar olmadigi gibi alt boyutlar diizeyinde de

anlaml farkhlik tespit edilememigtir [A= 0.950, F ;. =1.421; p>0.05]. Bireylerin haftalik serbest zaman

9,596)
siirelerinin BZSAO’niin alt faktorleri tizerindeki temel etkisinin manidar olmadigi gibi alt boyutlarda

da anlaml farklilik tespit edilememistir [\= 0.981, F ., =.784; p>0.05].

(6,492

Tablo 4. BZTO-BZSAO Ol¢ek Puanlarinin Refah Durumuna Gére MANOVA Sonugclari

5 Koti Normal Iyi
= (n=58) n=119) n=74)
&
O
Ort. Ss. Ort. Ss. Ort. Ss.
Biligsel 3.98 0.62 441 0.38 3.96 0.62
O
S Duyugsal 3.81 0.58 423 0.46 3.83 0.67
m
Davranigsal 3.57 0.61 3.80 0.54 3.46 0.65
o Sikilma 2.66 0.81 2.33 0.71 249 0.80
5
=
Doyum 3.45 0.74 3.87 0.56 3.54 0.63
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Tablo 4de MANOVA analizi sonuglarina gore, bireylerin refah durumlarinin BZTO’niin alt faktorleri
aon=7-693; p<0.05]. Alt faktdrler
=16.504; p<0.05] ve “Davranigsal”

tizerindeki ana etkisinin manidar oldugu belirlenmistir [A= 0.836, F
diizeyinde ise, “Biligsel” [F,,,=21.754; p<0.05], “Duyussal” [F

[F

(2-248) (2-248)

=8.056; p<0.05] alt boyutlarinda anlamli farklilik oldugu tespit edilmistir. Tiim alt boyutlarda

(2248

refah durumu normal olan katilimeilarin ortalama puanlari diger katilimcilarin puanlarindan daha
yitksektir. Katilimcilarin refah durumlarinin BZSAO niin alt boyutlari iizerindeki ana etkisinin anlaml

oldugu belirlenmistir [A=0.911, F  ,,=5.882; p<0.05]. Alt faktérler diizeyinde ise, “Sikilma” [F , ,, =3.778;

(4,494) (2-248)

p<0.05] ve “Doyum” [F,,,)=10.780; p<0.05] alt boyutlarinda anlamli farklilik oldugu tespit edilmistir.

)
2-248
“Sikilma” alt boyutunda refah durumu kot olan bireylerin ortalama puanlari daha yiiksek iken,
“Doyum” alt boyutunda refah durumu normal olan bireylerin ortalama puanlarinin daha yiiksek oldugu
belirlenmistir.

Tablo 5. BZTO ile BZSAO Olcek Puanlar1 Arasindaki Korelasyon Analizi Sonuclar

Bilissel Duyussal Davranigsal Sikilma Doyum
Bilissel 1
Duyussal 776" 1
Davranigsal 575" 716™ 1
Sikilma -.228" -.264™" -.140* 1
Doyum 514 .504* 421 -.320" 1

*(p<0.01)

Tablo 5°’de BZTO ile BZSAQO arasindaki iliskinin tespitine ydnelik Pearson Korelasyon analizi yapilmistir.
Analiz sonuglarina gére; BZTO’niin alt faktérleri ile BZSAO niin “Sikilma” alt boyutu arasinda negatif
ve distik yonde iligki, “Doyum” alt boyutu ile pozitif ve orta yonde iliski oldugu belirlenmistir.
Tartisma

Katilimcilarin cinsiyetlerinin serbest zaman tutumlarinin alt faktorleri tzerindeki ana etkisinin
manidar oldugu ve alt faktérler diizeyinde ise sadece “Duyugsal” boyutta kadinlarin puanlarinin
erkeklerin puanlarindan daha yiiksek oldugu belirlenmistir. Elde edilen bulgular 1s1g1nda, alanyazinda
Karadeniz ve ark., (2019), Karakulluk¢u (2020), Kaya ve Gurbiiz (2015) ve Yasartiirk (2016) tarafindan
yapilan c¢alismalarin sonuclari ile bu arastirmanin sonuglari paralellik gostermektedir. Bu durum,
kadinlarin serbest zamanlarini degerlendirmede erkeklere oranla duyussal yonden daha fazla egilim
gosterdikleri seklinde yorumlanabilir.

Kadin ve erkeklerin BZSAO niin alt faktérleri {izerindeki ana etkisinin manidar oldugu, “Sikilma”
boyuttunda erkeklerin, “Doyum” boyutunda ise, kadinlarin puanlarinin daha yiiksek oldugu

belirlenmistir. Diger bir deyisle, erkeklerin serbest zamanlarina yonelik sikilma algilarinin kadinlara
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oranla daha yiiksek oldugu, kadinlarin ise, serbest zamanlarini degerlendirmede erkeklere oranla daha
fazla doyum elde ettikleri seklinde aciklanabilir. Bu durum, genel olarak kadin ve erkeklerin serbest
zamanlarini degerlendirmeye iligkin gosterdikleri egilim ve beklenti durumlarinin birbirlerine gore
farklilik gosterdigi seklinde agiklanabilir. Alanyazinda yapilan caligmalar incelendiginde ise, Kaas
ve Ugur (2017), Kara (2019), Dogan ve ark., (2019) ve Cakir (2019) tarafindan yapilan ¢alismalar ile bu
aragtirmanin sonuclari ortsiirken, Kara ve ark., (2018), Kara ve Gucal (2016) ve Aydin ve ark., (2019)
tarafindan yapilan ¢calismanin sonuclar ile 6rtismemektedir.

Bireylerin haftalik serbest zaman siirelerinin BZTO’niin alt faktorleri tizerindeki temel etkisinin
manidar olmadigi gibi alt faktorler diizeylerinde de istatistiksel olarak anlamli farklilik saptanamamuistir.
Diger bir deyisle, 6-10 saat arasinda haftalik serbest zaman siiresine sahip olan bireylerin alt boyut
ortalama puanlari diger bireylerin ortalama puanlarindan daha yiiksek olmasina ragmen bu farklilik
anlamli degildir. Bu durum, bireylerin haftalik olarak sahip olduklari serbest zaman siirelerinin onlarin
serbest zamana yonelik tutumlarini belirlemede 6nemli bir etmen olmadig: seklinde yorumlanabilir.
Bu noktadan hareketle, Celik (2014) tarafindan yapilan ¢alismada katilimcilarin haftalik serbest zaman
stirelerine gore serbest zaman tutumlari arasinda farkliligin saptanamadigi belirtilmistir. Bu baglamda,
Celik (2014) tarafindan yapilan aragtirmanin sonuglari ile bu ¢calismanin sonuglari értiismektedir.
Bireylerin haftalik serbest zaman siirelerinin BZSAO’niin alt faktérleri iizerindeki ana etkisinin
anlamli olmadig: gibi alt boyutlar arasinda da anlamli farklilik belirlenememistir. Baska bir deyisle,
katilimcilarin haftalik serbest zaman strelerinin onlarin serbest zamana iligkin sikilma algilarini
belirlemede bir etken olmadig: ve bireylerin sahip olduklari haftalik serbest zaman stirelerinin etkili
ve verimli bir sekilde degerlendirme gerekliliginin ortaya ¢iktig1 soylenebilir. Elde edilen bulgular
1s1ginda, Yagartiirk ve ark., (2017)nin yaptigi arastirmada katilimcilarin giinlik serbest zaman
sirelerine gére BZSAO niin sikilma alt boyutu arasinda diisiik ve pozitif yonde anlamli bir iliski oldugu
belirtilmistir. Serdar ve ark., (2019) tarafindan yapilan ¢alismada BZSAO’niin doyum alt boyutunda
1-5 saat arasinda haftalik serbest zaman siiresine sahip bireylerin ortalama puanlarinin daha yiiksek
oldugu belirlenmistir.

Katilimcilarin refah durumlarinin serbest zaman tutumlarinin alt faktorleri tizerindeki temel etkisinin
manidar oldugu ve tiim alt boyutlarda farklilik oldugu belirlenmistir. Baska bir deyisle, refah durumu
normal olan bireylerin biligsel, duyussal ve davranigsal alt boyut puanlarinin diger katilimcilarin alt
boyut puanlarindan daha ytiksek oldugu tespit edilmistir. Bu durum, bireylerin refah durumlarinin
serbest zamana iligskin tutumlarini belirlemede 6nemli bir degisken oldugu seklinde yorumlanabilir. Bu
noktadan hareketle, Serdar (2020) tarafindan yapilan arastirmada BZTO’niin tiim alt boyutlarinda refah
durumu iyi olan bireylerin ortalama puanlarinin diger bireylerin puanlarindan daha yiiksek oldugu
belirtilmistir. Ancak, Gokce (2019) tarafindan yapilan calismada bireylerin refah durumlarina gore
BZTO’niin alt faktérleri arasinda farklilik olmadigi belirlenmistir. Bu noktadan hareketle, Serdar (2020)

tarafindan yapilan aragtirmanin sonuglari ile bu aragtirmanin sonuglar: értiismektedir.
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Bireylerin refah durumlarinin BZSAO niin alt faktorleri iizerindeki ana etkisinin manidar oldugu gibi
stkilma ve doyum boyutlarin da anlamli farklilik oldugu saptanmistir. “Sikilma” alt boyutunda refah
durumu koti olan katilimeilarin ortalama puanlarinin yiiksek oldugu, “Doyum” alt boyutunda ise,
refah durumu normal olan katilimcilarin puanlarinin daha yiiksek oldugu belirlenmistir. Bu noktadan
hareketle, katilimcilarin gelir ya da refah durumlarinin onlarin serbest zamanlarini degerlendirmede ya
da kendi istek ve arzular1 dogrultusunda katilim gosterecekleri aktivitelerin belirlenmesinde 6nemli bir
etken oldugu seklinde yorumlanabilir. Konuya iliskin alanyazinda yapilan arastirmalar incelendiginde,
Kara ve ark., (2018), Cakir (2019) ve Serdar ve ark., (2019) tarafindan yapilan arastirmalarin sonuglariyla
bu aragtirmanin sonuglar 6rtiismemektedir.

BZTO’niin alt boyutlari ile BZSAO nin “Sikilma” boyutu arasinda negatif ve diisiik yénde iligki, “Doyum”
boyutu ile arasinda pozitif ve orta yonde iliski oldugu belirlenmistir. Diger bir deyisle, katilimcilarin
serbest zamana iliskin bilissel, duyussal ve davranigsal diizeyleri ile serbest zamanda sikilma algilarn
arasinda negatif ve dusiik diizeyde bir iligki oldugu, yine bireylerin serbest zamana iliskin biligsel,
duyussal ve davranigsal diizeyleri ile serbest zamanda sikilma algilarinin doyum diizeyinde pozitif ve
orta seviyede bir iligki oldugu saptanmistir. Bu durum, bireylerin serbest zamanlari degerlendirmeye
yonelik olumsuz bir tutuma sahip olduklarinda sikilma algilarinin arttigi, olumlu bir tutuma sahip
olduklarinda ise doyum diizeylerinin arttig1 seklinde aciklanabilir. Alanyazinda yapilan ¢aligmalar
incelendiginde ise, Yasartiirk (2016) tarafindan yapilan calismada BZTO’niin biligsel ve duyussal
alt boyutlar1 ile BZSAO’niin sikilma boyutu arasinda negatif ve diisiik yonde iliski oldugunu, yine
BZSAO’niin doyum boyutu ile BZTO’niin tiim boyutlari arasinda orta ve pozitif yonde iliski oldugunu
belirtmistir. Yildiran (2019) tarafindan yapilan calismada ise, BZTO’niin alt boyutlari ile BZSAO niin
stkilma boyutu arasinda negatif ve anlamli iligki oldugu, BZT O niin alt faktdrleri ile BZSAO niin doyum
boyutu arasinda pozitif ve anlamli iligki oldugu belirtilmistir. Bu baglamda, Yasartiirk (2016) ile Yildiran

(2019) tarafindan yapilan ¢alismalarin sonuglariyla bu aragtirmanin sonuglari 6rtiismektedir.

Sonug

Kadinlarin duyussal alt boyut puanlarinin erkeklerin puanlarindan daha yiiksek oldugu belirlenmistir.
Yine kadinlarin doyum alt boyut puanlari daha yiiksek iken, erkeklerin sikilma alt boyut puanlarinin
kadinlara oranla daha yiiksek oldugu goriilmektedir. Bireylerin haftalik serbest zaman siirelerine gore
BZTO ile BZSAO alt faktérleri arasinda farklilik olmadigi saptanmistir. Refah durumu normal olan
bireylerin BZT O’ niin tiim alt boyutlarinda yiiksek puan elde ettikleri, refah durumu kétii olan bireylerin
sikilma alt boyut puanlarinin, refah durumu normal olan katilimeilarin ise doyum alt boyut puanlarinin
daha yiiksek oldugu tespit edilmistir. Son olarak ise, BZTO’niin alt boyutlar1 ile BZSAO nin “Sikilma”
boyutu ile negatif ve disiik yonde iliski, “Doyum” boyutu arasinda pozitif ve orta yonde iligski oldugu
belirlenmistir. Bundan sonra yapilacak olan aragtirmalarda, katilimcilarin serbest zamanda sikilma
algilari ile serbest zaman doyumu, yasam doyumu ve mutluluk gibi konular ile birlikte ele alinabilir.
Yine, bireylerin serbest zamana yonelik tutumlarina iligkin serbest zamanda algilanan 6zgurlik,
serbest zaman engelleri ve serbest zaman motivasyonu gibi konularla ele alinarak aralarindaki iliski

incelenebilir.
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The Relationship between University
Students’ Leisure Attitudes and Leisure
Boredom

Emrah Serdar*

Duygu Harmandar Demirel**

Introduction

Developments in the scientific and technological fields, combined with the regularization of working
life and more convenient living conditions have engendered an increase in people’s leisure, and thus
making leisure activities more important (Derman, 2018). Increased participation in leisure activities,
is closely related to the attitudes to be learned by means of these very activities (Akgtl & Gtirbiiz,
2011). The concept of leisure attitude can therefore be defined as positive or negative reactions or
tendencies that consist of individuals’ feelings, thoughts and behaviors regarding leisure time and
leisure activities, as well as the knowledge, skills, experiences, memories and emotions they have
gained from participation in such activities (Karadeniz et al., 2019 Teaff et al., 1975). Boredom during
leisure time manifest as feelings of unhappiness or dissatisfaction brought about by a lack of interest in
the activity (Yasartiirk et al., 2017). Based on this, our study aims to determine the relationship between

university students’ leisure attitudes and their feeling of boredom during leisure time.

Method

We employed a survey model in our study, as such models allow researchers to reach a general conclusion
about the population under investigation, either by surveying the entire population or a sample group
deemed to be representative of said population (Islamoglu & Alniacik, 2014). The relational screening
model explained as two or more variables determining the presence, direction and severity of change
together (Karasar, 2014). The study group consisted of 251 participants, 132 males (Meanage:21.33i3.25)
and 119 females (Mean, =20.73£2.62) selected by purposeful sampling. The Leisure Boredom Scale
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(LBS), the Leisure Attitude Scale (LAS) and a personal information form were used to collect data,

which were subsequently analyzed using MANOVA and Pearson’s correlation coefficient.
Results

The MANOVA results revealed that gender has a significant impact on the subscales of LAS [A=0.964,
F,,,=3.044]. We only found there to be a significant difference in the affective sub-dimension of the

scale [F,,,,=3.679]. Females’ mean sub-dimension scores were higher than their male counterparts.
2248):6.6]7]

):5.336]. While males

(1-249

scores o the male counterparts. Gender was also found to have a meaningful [A= 0.949, F

impact on the LBS subscales of boredom [F ,,=11.436] and satisfaction |F

1-249) (1-249

had higher mean scores for boredom, females had higher scores for satisfaction. We found that there
was no impact of weekly leisure variable in the sub-dimensions of the LAS [A= 0.950, F (9,596)=1.421].
The main effect of the participants’ weekly leisure on the subscales of LBS was not meaningful, and
)=.784|. We further found that
o10=7-693).
)216.504]

there was no meaningful difference in the subscales [A= 0.981, F
participants’ welfare status has a significant impact on LAS sub-dimensions [A= 0.836, F,

We found a significant difference in the subscales of cognitive [F, =21.754], affective [F

2-248 (2-248

and behavioral [F , ,,,=8.056] sub-dimensions. Participants with normal welfare status had higher mean

2-248)
scores than other participants. Participants welfare status has a significant impact on LBS subscales

[A= 0911, F =3.778] and
(

4)494):5.882]. We likewise found a significant difference in the boredom [F,

2-248)

satisfaction [F =10.780] sub-dimensions. Individuals with bad welfare status had higher mean scores

(2-248
in the “boredom” sub-dimension, whereas individuals with normal welfare status scored higher in
the “satisfaction” sub-dimension. While Pearson’s correlation analysis revealed a negative low-level
correlation between LAS sub-dimensions, and the “boredom” sub-dimension in the LBS, it revealed a

positive medium-level correlation with the “satisfaction” sub-dimension.

Conclusion

We found that female students’ scored higher on the affective sub-dimension than their male
counterparts. We also found that while females’ scored in satisfaction, males scored higher in boredom.
We discovered no significant difference between the LAS and LBS sub-dimensions regarding the
time students spent at leisure each week. Respondents with normal welfare status scored high in all
LAS sub-dimensions. While individuals with poor welfare status scored high in the boredom sub-
dimension, individuals with normal welfare status had higher scores in the satisfaction sub-dimension.
Finally, we found a negative, low-level correlation between LAS sub-dimensions and the boredom
sub-dimension of the LBS, as well as a positive, medium-level correlation with satisfaction. Future
studies, can examine the relationship between participants’ leisure boredom, leisure satisfaction,
life satisfaction, happiness, attitudes toward leisure, perceived freedom during leisure time, leisure

constraints, and leisure motivation.
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Abstract

Turkey’s full participation in the European Union’s Education and Youth Programmes (i.e., Erasmus+
Programme) since 2004 has been one of the ongoing components of Turkey-EU relations. As indicated by
the Director of the National Agency of Turkey in 2021, the programme has supported 700,000 participants
from Turkey in 36,000 projects over the course of 17 years. Youth organisations taking part in the learning
mobility opportunities of the youth component of the Erasmus+ programme are just one of the programme’s
many beneficiaries.

In an effort to perform a theoretical analysis of the effects of Erasmus+ on youth organisations in Turkey,
this article suggests that owing to their contextual characteristics, youth organisations have the potential to
transform into learning organisation stimulated by their involvement in Erasmus+ youth projects. To answer
how Erasmus+ may act as a trigger for this, qualitative data were collected from fifteen youth organisations
from Turkey active in the programme and analysed around four components of the integrated model on
learning organisation developed by Ortenblad (2004) (i.e., organisational learning, learning at work, learning
climate and learning structure). The findings suggest that three major factors, namely organisational
consciousness on learning, participatory mechanisms in the organisation and team-based working structures,
are mutually reinforcing characteristics able to help youth organisations transform into learning organisation

through participation in Erasmus+/YiA training and support activities.
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Tirkiye'nin 2004 yilindan bu yana Avrupa Birligi Egitim ve Genglik Programlarina (Erasmus+ Programi) tam
katilimi, Tiirkiye-AB iligkilerinin kesintisiz bir bileseni olmustur. Tirkiye Ulusal Ajans1 Bagkani tarafindan
2021de belirtildigi tizere, 17 yilda 36.000 projede Tiirkiye’den 700.000 katilimciy1 desteklemistir. Ozellikle
Erasmus+ Programi’nin genclik bileseni kapsamindaki 6grenme hareketliligi firsatlarina katilan genclik

kuruluslart programin bir¢ok yararlanicisindan biridir.

Erasmus+ Programimin Tirkiye'deki genglik orgiitleri tizerindeki etkilerini kuramsal bir perspektiften
analiz etmek amaciyla, bu makale, 6zellikle baglamsal 6zellikleri nedeniyle genclik orgiitlerinin 6grenen
orglite doniigme potansiyeline sahip olduklarini ve Erasmus+ Programr’nin genglik bilesenine katilimin, bu
potansiyeli tegvik edebilecek mekanizmalardan biri olabilecegini 6ne stirmektedir. Erasmus+ Programi’nin
nasil bir tegvik saglayabilecegi sorusunu yanitlamak icin, Tiirkiye'den Program’a aktif katilan onbes genclik
kurulusundan toplanan nitel veriler, Ortenblad (2004) tarafindan gelistirilen biitiinlesik 6grenen &rgiit
modelinin dort bileseni, (yani 6rgiitsel 6grenme, iste 6grenme, 6grenme iklimi ve 6grenme yapisi), etrafinda
analiz edilmektedir. Bulgular, 6grenmeye iliskin 6rgiitsel biling, kurulustaki katilimer mekanizmalar ve ekip
tabanli calisma yapilari olmak tizere li¢ ana faktoriin, genclik kuruluslarinin, Erasmus+ Programr’nin egitim
ve destek faaliyetlerine katilimlari yoluyla 6grenen orgiite doniismesine yardimet olacak sekilde, pekistirici

ozellikler olarak tanimlanabilecegini gostermektedir.

Anahtar Kelimeler: Genglik Kuruluslari, Erasmus+ Programi, Ogrenen Orgiit, Genglik Calismalari.

Introduction

Turkey has fully participated in the European Union (EU) Education and Youth Programmes (known today
as the Erasmus+ Programme) in 2004 (Hocaoglu Bahadir & Giirsoy, 2020, p. 732). Implemented in Turkey
for the last 17 years, the Erasmus+ Programme is one of the continuous, uninterrupted components of
Turkey-EU relations. As indicated by the Director of the National Agency of Turkey, Erasmus+ has been
an important instrument in strengthening dialogue between the EU and Turkey with more than 700,000
participants and 36,000 projects by 2021'. Even at a point where Turkey-EU relations seem to be “at a
standstill” (Eralp, 2018, p. 3), Erasmus+ continues to be lauded as one of the building blocks of “people-
to-people contact” in a way to ensure “confidence-building” between Turkey and the EU.?

The co-operation between the EU and Turkey in the field of education and youth has precipitated an
academic interest to analyse the impact of Erasmus+ on its different beneficiaries in Turkey. However,
these studies are mainly confined to formal education, such as the impact of the Erasmus+ and
learning mobility in Turkey on university students (Kuloglu, 2020; Gokten & Emil, 2019), on academic/
administrative staff (Kasalak, 2013; Hocaoglu & Gursoy, 2020) and on higher education institutions
(Ozdem, 2013; Hatisaru, 2017). Several other studies focus on teachers (Demirer & Dak, 2019, Topag,
2019) and secondary schools (Kesik & Beycioglu, 2020). Nevertheless, the youth component of Erasmus+

1 Speech of Mr. ilker Astarci on 22 February 2021. Available at https://m.facebook.com/watch/?v=166941211901570.

2 Statement by Josep Borrell-Fontelles, the High Representative and Vice-President of the European Commission. “LEAK: Borrell
report suggests new carrot-and-stick approach for Turkey”, Euractiv, 21 March 2021. Retrieved from: https://www.euractiv.com/
section/global-europe/news/leak-borrell-report-suggests-new-carrot-and-stick-approach-for-turkey/.
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has received limited attention, and that attention focuses primarily on the effects of participation in
European Voluntary Service projects (Caki, 2014; Akgiin et al., 2020). Thus, there is an identifiable
gap in the literature analysing the impact of Erasmus+ in Turkey on youth leaders/workers, youth
organisations or youth work at large.

This article aims to explore the effects of participation in Erasmus+ on youth organisations in Turkey in
light of the learning organisation conceptual framework developed by Ortenblad (2004). There is limited
research in the literature analysing youth organisations as learning organisation and the dynamics behind
such a transition (for two rare examples, see Del Felice & Solheim, 2011; Soghomonyan, 2012). Learning
organisation as a concept in Turkey has not been studied in relation to youth organisations; rather, it
has been studied in relation to schools and school administrators/teachers (Aslan, 2019; Banoglu &
Peker, 2012) or higher education institutions (Yildiz et al., 2016).

This article suggests that, owing to their contextual characteristics, youth organisations have the
potential to transform into learning organisation and one of the mechanisms to stimulate such a
potential is the youth organisations’ participation in the training and support activities of Erasmus+
youth component. In support of this hypothesis, this article attempts to answer how the learning
organisation potential of the youth organisations in Turkey is triggered at different stages of their
participation in Erasmus+. Accordingly, the article is structured as follows: The first part elaborates
on the conceptual framework of learning organisation and introduces what Ortenblad (2004) labels as
an integrated approach of learning organisation. The following section identifies generalised organisational
contexts of youth organisations to show how youth organisations are conducive to learning. The next
section details the qualitative data collection methods and research sample. Following this, qualitative
data are analysed in four dimensions of the integrated model learning organisation (Ortenblad,
2004) to identify each dimension’s specific mechanisms and characteristics. The article finds that
the co-existence of all four of the model’s dimensions and their mutually reinforcing characteristics
analysed on the basis of their participation in the Erasmus+ training and support activities help youth
organisations transform into learning organisation in light of three major factors: organisational
consciousness with regards to learning, participatory mechanisms in the organisation and team-based

working structures.

Conceptual Framework

Learning organisation emerged as a research agenda toward the end of the 1980s. Senge (1990, p.
3) described the concept as venues “where people continually expand their capacity to create the
results they truly desire, where new and expansive patterns of thinking are nurtured, where collective
aspiration is set free, and where people are continually learning how to learn together.” Such a learning
process is maintained to result in the “eventual transformation of an organisation” (Pedler et al., 1989)
that precipitates a “change in the behaviour of the organisation” (Huber, 1991). Voolaid and Ehrlich
(2017, pp. 341-342) summarise the major emphases found in extant definitions of learning organisation
as “continuously learning individuals, learning expressed in transformation is a natural part of the

organisation; learning is a strategic and knowledgeably conducted process, an organisation has
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structures and systems that promote learning and knowledge sharing, an organisation has learning

capacity, and knowledge is taken as a competitive advantage”.

The originality of learning organisation conceptualisation lies in its “action-oriented” nature that
seeks to develop “diagnostic and evaluative methodological tools” for the promotion of superior-quality
learning experiences within the organisations (Greenan & Lorenz, 2009, p. 6). As such, a learning
organisation implies systematic, empirical and functional analysis, the operationalisation of research
on “how organisations make the transition to being a learning organisation” and whether or not there

is a trigger for this transition (Tuggle, 2016, p. 455).

One of the functional approaches to the analysis of learning organisation is provided by Ortenblad’s
(2004) integrated model of learning organisation. The integrated characteristics of the model stem from the
effort undertaken to overview and blend various definitions of learning organisation in the literature
into a functional approach that provides a “new, workable model” to organisations in their endeavour
to function as learning organisation (Ortenblad, 2004, p. 132). This integrated model operationalises
an empirical analysis of learning organisation by examining four complementary dimensions (i.e.,
organisational learning, learning at work, learning climate and learning structure) deemed to co-exist,
albeit without equal emphasis (Ortenblad, 2004, p. 135).

The first dimension of the integrated model of learning organisation is organisational learning. Ortenblad
(2004, pp. 132-133) states that it refers to “being aware of the need for different levels of learning,
and storing of knowledge in the organisation”, where stored knowledge may be used in actual, real-
life practices of the organisation, thus constituting organisational, as opposed to individual memory.
Learning is suggested to be initiated by individuals who act as agents for the organisation and whose
learning outcomes are collected and stored in the organisational memory as “routines, standard operating
procedures, shared mental models, documents, manuals etc.” to make the learning and knowledge
organisational (Ortenblad, 2004, p. 133). The second dimension of the model—learning at work—refers to
learning on the job (Ortenblad, 2004, p. 133). This suggests that members of the organisation also learn
while practicing their daily activities, which may also occur through interaction with customers in a way
to satisfy their demands and needs. The third dimension is learning climate and is defined as “a positive
atmosphere that makes learning easy and natural” to be ensured by the organisation in a “facilitated
but not controlled” manner (Ortenblad, 2004, p. 134). The fourth dimension of the integrated model
is learning structure, which is to be “flexible” and “decentralised” so as to facilitate its members’ ability
to learn from their environment and customers and to respond to their changing needs and demands
through quick decisions (Ortenblad, 2004, p. 134). Such a learning structure is to be shaped around an
“organic team-based structure” where teams assume authority to make quick decisions with a “holistic
perspective of the organisation’s business” and are informed about other team members’ tasks to replace
their colleagues whenever necessary (Ortenblad, 2004, p. 134).

In his later works, Ortenblad (2015, p. 164) further develops the model by adding context-adapted
characteristics of learning organisation into the model, referring to the identification of generalised

organisational contexts in which particular types of organisations are embedded to identify the
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conditions under which organisations may better perform as learning organisation. Before discussing
the qualitative analysis, the following section aims to summarise the overall context in which youth
organisations both exist and function in order to demonstrate how conducive they are in their ability

to transform into a learning organisation.
Contextual Characteristics of Youth Organisations

Three general characteristics of the context in which youth organisations are embedded can be
identified from the literature: their wider universe (i.e., youth work), their nature and the availability of

structural learning instruments/programmes.

The first contextual characteristic of youth organisations is youth work—considered as “a tool for
personal development, social integration and active citizenship of young people” through “activities
with, for and by young people of a social, cultural, educational or political nature™. Lauritzen (2006)
defines the overarching aim of youth work as “integration and inclusion of young people in society”
to ensure “personal and social emancipation of young people” often to be pursued by learning situated
within out-of-school education characterised by non-formal education/learning. Non-formal education
within youth work is suggested to be “structured, based on learning objectives, learning time and
specific learning support and it is intentional”, and includes, but is not limited to “voluntary and often

» o«

self-organised character of learning”, “participative and learner-centred approach” and “a supportive
learning environment” (EC & COE, 2004, pp. 5-6). Non-formal education exists in a “learning continuum”
with informal and formal education (Fennes & Otten, 2008) that complement each other. An integral
part of learning in youth work is intercultural learning, developed to tackle societal challenges, aiming
at “social and cultural learning in international training and learning settings in terms of empathy, role
distance and tolerating ambiguity” (Fennes & Otten, 2008). Lastly, youth work depends on the voluntary
participation of young people (Coussée, 2012, p. 84) in all youth work activities. Key actors of youth work
are “the youth organisation, the youth worker and the young person” (Siurala, 2017, p. 227). The aims
of youth work are usually fulfilled by youth organisations and their youth workers/leaders, either in a

professional or voluntary manner, to “respond positively and purposefully to the different needs, wants

and issues facing a diversity of young people” (Williamson, 201, p. 20).

The second context-related characteristic is that youth work actors are, given the myriad forms that
youth work takes, incredibly diverse. Defined by their own diverse historical, cultural and political
backgrounds, youth work actors exist at the local, regional, national and international levels.
Accordingly, youth work can be delivered by public or non-governmental organisations (NGOs), led
either by young people themselves, by informal groups or through governmental youth services to serve
young people (Dunne et al., 2014). In such a diverse context, youth organisations can take the form of a
public institution (e.g., youth centres of a ministry or municipality), a non-governmental organisation
(e.g., associations, foundations, charities) or even a group of young people who have come together

under a single roof to pursue youth-related activities.

3 Council of Europe, “Youth Work Essentials”. Available online at https:/fwww.coe.int/en/web/youth-portfolio/youth-work-essenti-

als.
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The final contextual characteristic of youth organisations is the availability of structural learning
instruments—mostly in form of youth programmes—purposefully designed for those working with and
for young people, namely youth workers/leaders and youth organisations. Operating at different levels
and financed by governments and/or international/supranational organisations, these programmes
support non-formal education/learning, volunteering and mobility. Here, learning mobility appears as
a concept bridging (usually cross-country) movement and the (usually non-formal/informal) education
of young people, youth leaders and youth workers to develop “personal and professional competences,
communication, interpersonal and intercultural skills, and active citizenship” (Kristensen, 2019,
p- 5). A prominent example is the youth component of the EU’s Erasmus+ programme. The youth
component of the programme (formerly called Youth in Action) supports and funds youth exchanges,
youth volunteering, and training and support activities for youth workers/leaders. Mobility of youth
workers (MoYW) and Transnational Cooperation Activities (TCA) are two components that directly target
youth workers, youth leaders/trainers and youth organisations. MoYW activities cover “transnational/
international seminars, training courses, contact-making events, study visits and job shadowing visits”
that aim “to support professional development of youth workers”, on the one hand, and “to contribute
to capacity building of the youth organisations” and “its impact on youth workers’ daily work with
young people”, on the other®. Comprising a range of events (e.g., seminars, workshops, training
courses and partnership-building activities), TCA aims not only to “improve the quality and impact
of the programme at a systemic level” by providing opportunities to create and/or extend contacts/
cooperation between youth organisations across Europe but also to gain knowledge and practical skills
on Erasmus+ and project ideas®.

The literature presented above suggests that youth organisations exist and function in a context
conducive to learning where non-formal and intercultural learning are promoted. Youth workers/
leaders act not only as agents providing learning opportunities to young people but also as recipients
of learning themselves through structured programmes purposefully designed and implemented
by youth organisations for them. Here, the research question is how those structured programmes
actually stimulate learning for the youth organisations, structurally or through youth workers, in a way

to enhance their capacities as learning organisation.

Data Collection and Sampling

The field work for the empirical analysis presented in this article was conducted as a part of the
Competence Development and Capacity Building in Erasmus+: Youth in Action (RAY-CAP) research

project designed and implemented by the RAY Network® Qualitative data were collected in line

4 Erasmus+ Programme Guide, Version 1, 20/10/2016, pp.79. Available online at: http://ec.europa.eu/programmes/erasmus-plus/
sites/erasmusplus/files/files/resources/erasmus-plus-programme-guide_en.pdf.

5  “https://www.erasmusplus.org.uk/transnational-cooperation-activities” and “https://www.salto-youth.net/rc/training-and-coope-
ration/nationalagencies/”.

6  For more details about the RAY Network - Research-based Analysis of European Youth Programmes, please see https:/fwww.
researchyouth.net/.
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with Module C of the RAY-CAP research project, which aimed to analyse “how training and support
activities within Erasmus+/YiA contribute to the development of organisations involved in Erasmus+/
YiA”". The field work conducted in Turkey was facilitated and funded by the Centre for EU Education
and Youth Programmes (Turkish National Agency ), a member of the RAY Network since 2012.
Permission to use the qualitative data collected within the scope of RAY-CAP for academic purposes
in this article was officially granted by the Centre for EU Education and Youth Programmes in letter
no. E-54424665-619-12104.

This article adopts a qualitative research approach to analyse the role that Erasmus+/YiA training
and support activities play in stimulating youth organisations to become learning organisations
whilst simultaneously identifying the mechanisms and characteristics in this process. Such a
processual phenomenon (Blaikie, 2010) is to be traced through the experiences and perceptions of
the organisational actors collected through semi-structured interviews in an attempt to establish a
relational understanding of the process, as opposed to making generalisations.

The questions set used to collect qualitative data for this study was prepared by RAY-CAP working
group composed of researchers from various European countries including the author of this article. The
questions set was informed by the conceptual framework paper® published by RAY-CAP and contained
five principal question categories regarding (i) the selection, preparation and follow-up of training and
support activities, (i) the previous and future organisational change and development of the youth
organisations interviewed and (iii) between three and five questions for each of these five categories. To
ensure validity and reliability, the interviews were audio-recorded and transcribed verbatim for coding.
In presenting the analysis, direct quotes from the interviewees were provided to illustrate interviewees’
experiences and to show how certain conclusions were derived from the evidence.

For the qualitative analysis in this article, a two-cycle qualitative coding method was adopted (Saldana,
J., 2009). The first cycle of coding sought to identify the mechanisms and their characteristics adopted
by the interviewed youth organisations throughout the initiation, preparation, participation and follow
up of Erasmus+/YiA training and support activities. The second cycle regrouped the coded data into
four aspects of integrated model of Ortenblad (2004).

The interviews were conducted with twenty-one representatives/key staff members (including
directors, staff and/or team members) of fifteen youth organisations in Turkey between 1 March and 14

May 2018. Nine interviews were conducted face-to-face and six by telephone (Table 1).

7 https://www.researchyouth.net/projects/cap/.

8 Research Project on competence development and capacity building in Erasmus+: Youth in Action - Conceptual Framework
for Youth Work within E+/YiA focused on competences, training and learning [draft version], 18 April 2016, prepared by Doris

Bammer, Andreas Karsten and Helmut Fennes.
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Table 1. List of Interviewees

1d Type of Year of Type of Erasmus+/YiA Number of Type of
No. Organisation  Establishment Projects Between 2014-2018 Interviewees  Interview
Public . )
TR-01 Lo 2013 8 TCA; 1 KA1 2 Face-to-face
organlsanon
TR-02 Public 2016 2 TCA; 2KA1 (non-MoYW) 1 Face-to-face
Orgamsatlon
TR-03 NGO 2014 2TCA; 4 KA1 2 Face-to-face
TR-04 NGO 2012 2 KAT; 1; KA3 1 Telephone
TR-05 NGO 2006 1 TCA; 4 KA1; 8 KA1 (non-MoYW); 2 KA3 1 Telephone
TR-06 NGO 2008 1TCA; 5 KAT; 1 KA1 (non-MoYW) 2 Face-to-face
TR-07 NGO 2009 1TCA; 1 KAT; 11 KA1 (non-MoYW) 1 Telephone
TR0y Public 2013 4 TCA; 1 KA1; 1KA3 1 Telephone
orgamsatlon
TR-09 NGO 2010 3 TCA; 6 KA1 (non-MoYW) 1 Telephone
Public . . . .
TR-10 e 2012 7 TCA; 7 KA1 (non-MoYW); 1 KA2 2 Face-to-face
organlsanon
TR-11 NGO 2014 2 TCA; 2 KA1, 2 KA3 3 Face-to-face
TRz Dublic 2014 6 TCA; 7 KA1 (non-MoYW) 1 Face-to-face
organlsatlon
TR-13 Publie 2011 5 TCA; 3 KA1 (non-MoYW) 1 Telephone

organisation

TR-14 NGO 2002 9 TCA; 1 KAT; 1 KA2 1 Face-to-face

TR-15 NGO 2012 1 TCA; 4 KA1; 9 KA1 (non-MoYW) 1 Face-to-face

In line with criterion sampling (Patton, 1990, p. 176), the major selection criteria for the youth
organisations interviewed were that they (i) be repeatedly/regularly involved in international training
and support activities for youth workers and (ii) having implemented several relevant youth work
projects in Erasmus+/YiA between 2014 and 2018, and particularly Key Action 1 (KA1) - Mobility of
Youth Workers (MoYW) and Transnational Cooperation Activities (TCA). In addition, the research
sample aimed at a diversity in terms of type of organisation, size of organisation, level of Erasmus+/

YiA involvement, approaches to international youth work and activity types. Such criteria are to ensure
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ample variety whilst analysing how youth organisations differed in their experiences with Erasmus+/

YiA training and support activities.

Six of the youth organisations interviewed were public and nine were NGOs. Among the public
organisations, one was a specialised youth unit of a state university, two were international affairs
units affiliated with two separate municipalities and one was the project unit associated with the
district governor’s office. While these four organisations were units specialised to conduct youth work
as under the purview of a larger public institution, the remaining two public institutions were youth
centres—one affiliated with a municipality and the other with Turkey’s Ministry of Youth and Sports.
For the purposes of this study, these specific units were deemed independent organisations and,
when necessary, their relationship to a larger organisation is taken into consideration. Out of fifteen
youth organisations in the sample, nine were NGOs that worked directly with young people (eight
associations and one foundation).

The youth organisations interviewed were located in six geographical regions of Turkey. The oldest
was established in 2002, the youngest in 2016 and the remaining ten were founded between 2010 and
2015. The size of these organisations’ core staff varied between five and twenty-five members, and
were further bolstered by a wider circle of volunteers, interns and experts taking part in their activities.
All the team members in public organisations were full-time staff members whereas almost all team
members in the NGOs were volunteers. All fifteen youth organisations worked directly with and for
young people at the local, national and international level by organising activities promoting youth
mobility, structured dialogue, strategic partnership projects, social responsibility projects, and both
cultural and sports activities. The themes embraced by their activities include active participation
to social/democratic life, social/personal development, volunteering, skills development, leadership
and social entrepreneurship. All of these organisations arrange and provide trainings and projects to
support youth work and/or build civil society capacity. As shown in Table 1, the youth organisations
in the research sample were actively involved in numerous training and support activities within the
Erasmus+/YiA between 2014 and 2018. In addition, those youth organisations had also participated
in or hosted other types of Erasmus+/YiA projects, the most wide-spread of which being European

Voluntary Service (EVS) projects.

Field Work Findings

The emphasis that youth work places on learning combined with the availability of structured learning
activities for youth organisations imbue youth organisations with the potential to become learning
organisation. To analyse whether or not their participation in those activities would stimulate their
transformation into learning organisation, the respondents in the research sample were asked
questions about the processes of initiation, preparation, participation and follow up of Erasmus+/
YiA training and support activities that they either attended or hosted. This section details the
qualitative findings for the fifteen youth organisations included in the research sample under the
four dimensions of Ortenblad’s (2004; 2015) integrated model (i.e., organisational learning, learning

at work, learning climate and learning structure). The mechanisms and characteristics developed and
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adopted by the youth organisations interviewed during their involvement in Erasmus+/YiA training
and support activities are presented at the end of each sub-section together with their relation to the

aforementioned dimensions of the model.

Organisational Learning

In line with the integrated model, organisational learning can be categorised and explored by (i)
awareness about and identification of the learning needs of the individuals, teams and the organisation,
(ii) storing knowledge so as to nurture organisational memory and (iii) using this collective memory in
organisational practices.

The qualitative data evince a considerable degree of awareness with regards to different learning needs
both at the organisational and team level. Indeed, this need explains why an organisation’s members
participate in Erasmus+/YiA training and support activities. Moreover, organisational learning needs
were reconciled with those of the beneficiaries of the youth organisations. Teams’ learning needs
during the process were deliberated over before being shared with the organisation’s management to

take an action.

“The point is to perceive the needs of this organisation. If we are to spare time for training,
then it must add something to us. Otherwise, we lack the capacity to organise training
programmes just for responding to individual needs and requests. Any need must benefit the
association’s activities.” [TR-07, NGO|

“Our team focuses on three benefits while making decisions. The first benefit—an absolute
must—pertains to social benefits and responding to needs. The second pertains to how the
act benefits the organisation. The third pertains to how the act contributes to individual

development.” [TR-12, Public organisation]

Nearly all the interviewees responded that either formal or informal team reflection was a common
method employed to identify learning needs. This cooperative process generally functioned either
within or between different units of the organisation in the form of extensive discussion among
team members, thus permitting the expertise and opinions of different units to be integrated into
the process. A needs analysis was observed to be used to feed the team reflection process. Surveys
and participatory, purposeful feedback were employed to identify needs. The data reveal that once
the learning needs and corresponding activities were identified, the participants planned to attend
these activities were informed of organisations’ expectations in a participatory way, as they were also
considered agents of the organisation and thus expected to transfer the learning outcomes from the
activity to the youth organisation.

“Almost all of the trainings are shaped according to requests fielded from the youth. They

drop by the centre both individually and in groups to convey their training needs. We also

conduct an annual survey on local needs. These surveys include questions on the problems

and needs of youth [in our city]l. Then trainings are planned based on survey findings.

Apart from this, our staff members are also able to voice their opinions.” [TR-13, Public

organisation]
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The second dimension of organisational learning pertains to the digital and physical storage of
knowledge gathered from the activities. The data demonstrate that youth organisations first collectivise
the experiences and learning outcomes of the organisation’s training and support activities and they
archive them in such a way that forms collective organisational memory. This is observed to ensure
continuity in the organisation and to communicate the achievements of activities to beneficiaries, local
partners and wider networks of the organisation. Team meetings—either in regular formal settings
or in more spontaneous, informal settings—were also indicated to be yet another method of sharing
learning outcomes, to collect participants’ feedback about activities, to share materials collected from
activities and to discuss any potential follow-up initiatives.
The data also pointed to the various ways of using the knowledge stored in the organisations’ activities,
such as tailoring materials to organisations’ objectives, putting them into practice in their activities
with young people or preparing new training materials by using them. Putting learning outcomes into
action at the organisational level includes developing novel project ideas and forging relationships
with new partners.

“If there are some tools and outputs, then we use them in our system. If they do not fit into

our system in their original forms, then we adapt them. We also think about developing tools

in the projects we host.” [TR-03, NGO]

“If the theme is relevant, we practice what we have learned by conducting workshops with
young people whenever the situation allows. We even developed a brochure on gender, for
instance, and use in all of our activities.” [TR-14, NGO|

Table 2 presents an overview of the findings attained from the qualitative analysis and how they relate

to organisational learning.

Table 2. Mechanisms and Their Characteristics Identified for Organisational Learning

Organisational . Bt
& . Mechanisms Characteristics
learning
- Needs analysis - Co-operative
Identification of needs - Formal and informal team reflection - Participatory
- Surveys and feedback - Purposetul

- Collectivising knowledge
Storage of knowledge 6 6 - Collective

- Storing knowledge

Putting knowledge

. ) - Tailoring knowledge to objectives/needs - Integrative
nto practice

Learning at Work
The integrated model enabled to perform an examination of learning at work as to (i) how organisations’
actual practices aid them in learning new and efficient ways of satisfying young people’s demands and

needs and (ii) how youth organisations interact with their “customers”, or, in other words, young people.
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The data show that the majority of the youth organisations interviewed consider their activities to
be learning processes. Evaluating the experiences gained through extant activities and projects was
considered an effective way of identifying an organisation’s learning needs. By reflecting upon the
problems faced and the needs of young people, organisations were observed to likewise able to enhance
their learning initiatives and improve their training and support programmes. One method utilised by
youth organisations was to develop or use existing tools to gather feedback from participants who have
completed said activities and then use them to draw a relevant needs map.

“We complete our activity reports in a specific format. We share information under several

headings, namely, how did we benefit from this activity, what should we do, what kind of institutional

gaps are observed, what can we contribute and the like.” [TR-10, Public organisation]
Another observed mechanism is to learn from the other organisations in the activities, and especially
those at international level. The vast majority of respondents reported that they learned different
approaches during activities as well as styles, best practices, notions of youth work, management
cultures, and methods that can be used later on.
It was possible to observe that youth organisations learned both from positive interactions and from
the challenges they faced whilst performing activities. Those respondents that experienced such
problems reported having reflected upon the problems—sometimes even with their project partners;
and adopting new methods to overcome these difficulties, which increased their problem-solving
capacities. Respondents also reported instances where the experiences they gained from activities led
to a new division of labour within the organisation, adding that they regarded this restructuring to
incentivise improved organisational performance.

“Earlier, we faced budgeting, reporting and archiving problems as an organisation. In those

early years, there was no one we could get support from. We have learned about financial

reporting, EU project reporting and their follow-up procedures through hands-on experiences.

Though this was a painful process, we have matured by learning through experience and then

by incorporating these experience into our institutional capacity.” [TR-07, NGO]
The data likewise suggests that constant contact between youth organisations and young people (as
their “customers”) was maintained. Respondents reported that maintaining an open mind towards
young people and showing concern for their needs and demands were two skills that organisations
had developed as a result of their experiences. Nearly all of the respondents indicated that the more
they listened to young people and worked to respond to their demands, the more these young people
engaged in activities.

“There has been an increase in the number of participants. Of course, this didn’t happen

overnight, as various factors converged to bring about this increase. We responded directly

to young people’s requests through our activities, designed training programmes according

to the needs they expressed and led activities with headings that young people would be

interested in rather than standardised ones, such as giving a course on graffiti instead of

paper marbling.” [TR-13, Public organisation]
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Table 3 presents an overview of the findings attained from the qualitative analysis and how they related

to learning at work.

Table 3. Mechanisms and Characteristics Identified for Learning At Work

Learning at work Mechanisms Characteristics

- Evaluation

. . - Reflection ‘ ‘
On-the-job learning . - Increased problem-solving capacity
- Receiving feedback

- Learning from challenges
Interaction with - Open-minded

o - Listening to beneficiaries )
beneficiaries - Engaging

Learning Climate
The qualitative data also shed light on learning climate, which refers to the ways youth organisations
encourage and provide space for learning at different levels training and support activities.
All the organisations interviewed valued structured learning activities as an instrument of learning
for organisations’ individual members, teams and the organisation at large. Consequently, all of the
youth organisations interviewed were observed to strongly encourage and facilitate their members’
participation in training and support activities, and particularly in Erasmus+/YiA projects.
Respondents’ most preferred structured-learning activity was to attend and host training courses that
equipped the “agent of organisation” —the participants— with diverse skills. Training courses were
generally reported to aid participants in acquiring the skills needed to prepare and manage projects,
to facilitate non-formal learning opportunities, to bring together newcomers and experienced youth
workers in an environment in which they can learn from each other and from the trainers, to establish and
enlarge extant networks and to expedite future co-operation. More specifically, respondents considered
training courses on project preparation and management to offer participants the opportunity to
integrate their ideas into new projects. Respondents indicated that training courses on non-formal
education allowed them to learn new methods, novel ways of thinking and new attitudes—all of which
they believed help increase the potential of youth organisations. Lastly, respondents considered training
courses on a particular topic to increase organisations’ problem-solving capacities, as they focused on
difficult situations that could be faced during activities conducted with young people.

“Non-formal learning methods and relevant educational programmes in youth projects—you

learn these through practise and by developing a strong memory. I have come across learning

methods that use games and have even applied these methods in many of the projects

organised by my organisation. They help you understand different ways of thinking, such as

the importance of empathy while role playing.” [TR-10, Public organisation]
Another indicator of an effective learning climate is when youth organisations are open to receive

suggestions and support learning opportunities. This occurs mostly in the form of teams but can also
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happen through the participation of volunteers or the organisation’s management boards. The data
illustrate that suggestions for organising or participating in a learning activity were welcomed and
seriously considered in a participatory way.

“Everybody has their own specific area of responsibility. Each person follows up on the

project calls, grants and partners related to their specific area. Then we discuss these with

the office team here and participate if we all agree on it.” [TR-11, NGO

“Ideas may also come from the management. For instance, we are running a project on

combating cyber-bullying and that idea came directly [from our manager|. Now the team also

believe that it was truly an issue to be addressed.” [TR-12, Public organisation]
Organisational support for preparing structured-learning activities point out to a positive, conducive
learning atmosphere in the youth organisations. Nearly all of the respondents reported that suggested
learning activities were collectively discussed and responsibilities (e.g., informing participants about
the activity, providing them with information that might be useful during the activity, sharing their own
past experiences and both gathering and responding to participants’ questions and concerns about the
activity) were collectively assumed. Respondents also reported that these structured-support activities
were ensured that a visible bond be established between participants—one that would facilitate the
transfer of their learning experiences to the organisation following the activity.
Table 4 presents an overview of the findings attained from the qualitative analysis and how they related
to learning climate.

Table 4. Mechanisms and Characteristics Identified for Learning Climate

Learning Climate Mechanisms Characteristics
A positive atmosphere - Valuing structured-learning activities )
; L . . - Encouraging
that makes learning easy - Facilitating participation in structured- )
d al . o - - Supportive
and natura learning activities, such as training courses
. - Supporting preparation activities - Collective
Facilitated but not o o .
. - Communicating the organisation’s - Participatory
controlled learning ] T
expectations - Supportive

Learning Structure

In youth organisations, learning structure involves active, team-based organisational engagement that
ensures flexible and decentralised decision-making and implementation mechanisms.

The data collected reveal that all the youth organisations interviewed—both public and non-
governmental—have team-based structures inwhich division of labourwas ensured among the members
and awareness of each other’s workload was assured through regular meetings and communication.
Organisations were observed to benefit from methods such as double responsibility or a back-up
system in which responsibility is shared simultaneously among team members in a way that guarantees

that each other’s tasks be fulfilled in the absence of their colleagues when, for instance, they are busy
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participating in training and support activities. An outcome of such flexibility, respondents perceived
workloads to be a collective responsibility shared among all team members, encouraging participation
in structured-learning activities.

“We follow up on each other’s work. We have a meeting at least once a week when we’re all

together. We make a list of things to be done in these meetings so that each team member

knows what the other members are working on. There is also a double support system in

which we try to have at least two people in charge of each task. This back-up system works in

cases where some cannot fulfil their responsibilities.” [TR-13, Public organisation]
The data further demonstrate that although some variation exists at the procedural level between public
and non-governmental youth organisations, teams are the major decision-making agents in nearly
all of the youth organisations interviewed. The interviewees from all six public youth organisations
indicated that teams ensured preparations and made preliminary decisions to identify and implement
structured-learning activities. They also indicated, however, the obligation to follow a number of
formal procedures in public organisations in order to obtain managerial approval to organise or attend
learning activities.

“We submit out application to the activities after identifying needs and determining a

relevant activity. In fact, we make that decision together as a team and then inform upper

management about it. Since we’re sure of our direction, our director gives us the authority to

do this. This is what we mean when we say youth empowerment.” [TR-01, Public organisation]
For non-governmental youth organisations, teams seem to be the main decision makers. Respondents
affiliated with non-governmental youth organisations expressed that teams held regular meetings to
consult a wider audience on structured-learning activities. Respondents reported that the relationship
between teams—particularly in the smaller organisations—and executive boards in the decision-
making process was less formal and more participatory. In such situations, the executive board
assumed a supportive role and generally made formal decisions relating to activities’ finances and
administration.

“The executive board makes decision solely on administrative and financial matters. We

solicit everyone’s opinion in all other activities related to a project. Decisions are made

through a majority vote in a democratic manner. It’s not possible for the executive board to

do this by itself. In larger contexts, people need to persuade each other to reach a majority.”

[TR-03, NGO]
Finally, the data also support the existence of decentralised, flexible learning structures in the
youth organisations interviewed, thus substantiating the role of team-based structures with respect
to operational daily functions. Firstly, all respondents agreed that teams were heavily engaged in
to identifying organisations’ learning needs in a participatory manner. Secondly, the respondents
indicated that teams were the actual decision-makers for learning activities. Thirdly, respondents
described numerous cases in which teams were highly engaged at different stages of learning activities

(e.g., preparation and support for the participants). Fourthly, teams assumed an integral role in
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ensuring that learning outcomes are embraced through formal and informal exchanges between team
members by their respective organisations. Lastly, teams dealt with new project ideas and networks/
partners that arose during learning activities, reflecting on new ways to implement these activities in real
life, deciding on how to prepare new projects, developing procedures for new learning activities and
taking responsibility for scouting out, contacting and dealing with new partners.

Table 5 presents an overview of the findings obtained from the qualitative analysis and how they are

related to learning structures.

Table 5. Mechanisms and Characteristics of Learning Structure

Learning Structure Mechanisms Characteristics

- Team-based structure
- Division of tasks - Collective
- Double responsibility or back-up systems - Supportive

- Uninterrupted communication within organisation

Flexible and - Participatory
decentralised structure - Decision-making - Consultative

- Supportive

- Participatory
] ) o - Engagin

- Conducting daily organisational work g g g
- Facilitative

- Innovative

Synthesis of The Findings

The results of the qualitative analysis suggest that youth organisations may realise their full potential
as learning organisation by participating in diverse Erasmus+/YiA training and support activities
(see Tables 2, 3, 4 and 5). Figure 1 synthesises the learning mechanisms in four stages of the process
(i.e., initiation, preparation, participation and follow up), emphasising their potential in engendering
interaction and reinforcement. The implications of this finding for the learning organisation literature
are discussed in the following section.

Figure 1. Learning Mechanisms in The Different Stages of Erasmus+/YiA Training and
Support Activities

Valuing structured leaming activities ‘ Initiatior

v

(- Needs’ analysis = z . S —

- Formal and informal team reflection - Decision-making - Supportto participants’ preparation |

- Surveys and feedback * | - Facilitation to participation in - C ication of the expectati Preparation
\- Listening to beneficiaries ) structured learning activities ) of the organisation )

(- Division of tasks

- Double responsibility or back-up systems

- Uninterrupted ication within i
\_- Conducting daily work of the organisation

v ) v
) B [ - Evaluation
‘ - Tailoring knowledge to the « | - Collectivising knowledge - Reflection
_ objectives and needs )| - Storing knowledge || - Receiving feedback Follow

& Leamning from challenges
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Discussion of Findings

A synthesis of the results obtained from the qualitative analysis suggest that the four dimensions of
learning organisation conceptualisation of Ortenblad (2004) co-exist with one another and that the
mechanisms under each dimension may co-function in a way that reinforces organisational structure
and functioning of youth organisations.

To begin with, the value placed on structured-learning activities is observed to depend on youth
organisations’ contextual characteristics, which include a focus on non-formal learning (Lauritzen,
2006), intercultural learning (Fennes & Otten, 2008) and learning mobility (Kristiansen, 2019). A
learning climate that considers structured-learning activities to be a learning instrument for members,
teams and the organisation at large helps foster a high degree of awareness on learning needs.
Different dimensions of learning organisations were observed to reinforce each other at different stages
of training and support activities. As highlighted in other studies (Arslan, 2019; Del Felice & Solheim,
2011; Senge, 1990), teams constitute an essential part of the learning structure. However, the results
of the qualitative analysis allow to argue that existence of the teams is a necessary, albeit insufficient
condition for being a learning organisation. An organisation’s learning climate should facilitate both
ideational and practical learning on the large scale so that teams can communicate organisations’
expectations to participants and transferring activities’ outcomes back into the organisation. Further
authority should be assumed by teams, because this is a factor to contribute to the learning at work
processes by ensuring evaluation, reflection and learning from challenges upon participation in
structured-learning activities. Finally, teams help collectivise and store knowledge, tailoring it to
fit into youth organisations’ day-to-day activities, as a part of organisational learning dimension. In
this sense, the qualitative analysis shows that the importance of teams surpasses the cultural aspects
of learning organisations defined by some scholars in relation to the importance of learning leaders
(Hailey & James, 2002) or of structural elements such as the capable professionals (Kinder, 2002). Rather,
teams form the relational or horizontal component of learning organisation conceptualisation and
are delegated the power to make decisions by formal managers through a participatory, supportive
managerial approach. Accordingly, teams actually stand at the intersection of all four dimensions of
Ortenblad’s (2004) integrated model.

The qualitative analysis also shows that cognitive and structural elements in the learning organisation
conceptualisation should reinforce each other. As such, an analysis of learning organisation based on
“collective/shared dimensions of learning and knowledge construction” (Soghomonyan, 2012, p. 37) that
emphasises the role of cognitive processes of “meaning creation” may refer to the learning climate or
learning at work aspects of learning organisation. However, the qualitative analysis shows that learning
structure also plays an important role in the process of tailoring knowledge to the objectives and needs
of the organisation. Therefore, learning at work mechanisms (e.g., evaluation, reflection, feedback,
learning from challenges and listening to beneficiaries) may collectivise knowledge construction
when there is a team-based learning structure, division of tasks and enhanced decision-making and

implementation processes.

JOURNAL OF YOUTH RESEARCH @1\



Both the existence of these mechanisms and their specific characteristics are observed as factors that
can stimulate youth organisations’ potential to transform into learning organisation. The qualitative
analysis shows that mechanisms work in a collective, participatory, supportive and facilitative manner
at various levels. These characteristics are suggested to enhance youth organisations’ learning
capacities by engaging the beneficiaries of the organisations into the learning activities, empowering
the teams to fulfil a facilitative role, and, assuming a collective responsibility for learning.

Finally, the qualitative analysis shows that as a result of developing and implementing participatory,
supportive and facilitative learning mechanisms, the youth organisations can modify or change their
behaviours or actions through learning as proposed by Garvin (1993) or Huber (1991). This can indeed
increase their problem-solving capacity and flexibility in a rapidly changing environment, defined as
the ultimate objective of being a learning organisation by the scholars such as Senge (1990).
Conclusions

This article analyses youth organisations’ involvement in structured-learning activities (i.e., training
and support activities within the context of Erasmus+/YiA) as one of the mechanisms effective in
stimulating youth organisations’ transition into learning organisation. This process is reinforced by the
contextual characteristics of youth organisations, in which non-formal and intercultural learning are
promoted, youth workers not only provide learning opportunities to young people but learn themselves
and there are structured programmes purposefully from which youth organisations may benefit.

The results of the qualitative analysis suggest that the co-existence of four dimensions of learning
organisation, given their mutually reinforcing characteristics, can help youth organisations transform
into learning organisation. Three emergent factors to help youth organisations are identified as:
(i) organisational consciousness with regards to learning, (ii) participatory mechanisms in the
organisation and (iii) team-based working structures. Considering that the characteristics of youth
work are conducive to learning, the youth organisations interviewed seem to be highly conscious
about learning. Learning opportunities are regarded as an integral part of team-based structures, and
these structures usually employ participatory decision-making and implementation mechanisms even
in bureaucratic public organisations. This, in turn, increases organisational flexibility and facilitates
youth organisations’ functions and activities.

This article contends that in its potential capacity to act not only as a trigger (Tuggle, 2016) for youth
organisations’ transformation into learning organisations but also as a constructive component in
Turkey-EU relations, the Erasmus+ Programme’s training and support activities go beyond being
merely a financial resource for youth organisations in Turkey; and they function as a mechanism that
helps them enhance their abilities, redefine their objectives and increase their potential to serve young
people in Turkey and Europe. Thus, support schemes for youth and youth work should be further
diversified and implemented at different levels—particularly at the local, national and European
levels—in order to realise youth organisations’ potential to become learning organisation. This would
in turn contribute to better targeting and empowering young people whose needs continue to change

rapidly in today’s world.
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In sum, it must be highlighted that the analysis in this study is limited to the analytical synthesis of
the experiences of fifteen youth organisations in Turkey regarding their involvement in the initiation,
preparation, participation and follow up stages of Erasmus+/YiA training and support activities
between 2014 and 2018. As such, one should acknowledge that there could be other mechanisms that
facilitate youth organisations’ transformation into learning organisation, such as their own human and
financial resources, but there may exist certain bottlenecks that might adversely affect the potential
of youth organisations’ transition, such as rigid organisational structures and organisational culture.
In this sense, further qualitative and quantitative studies are needed to enrich the literature on youth

organisations’ becoming learning organisation.

JOURNAL OF YOUTH RESEARCH @;)\



.

P R
*

Copyright © 2022 T.C. Genglik ve Spor Bakanligi ISSN 2791-8157
http://genclikarastirmalari.gsb.gov.tr/ Basvuru | 14 Agu 2021
P Genglik Arastirmalari Dergisi « Agustos 2022 « 10(27)  34-38 Kabul | 10 Sub 2022

’\.‘ \\* *‘:._.'
GENISLETILMIS OZET ARASTIRMA / INCELEME

Erasmus+ Vasitasiyla Ogrenen Orgiitii
Tesvik Etmek: Tiirkiye'de Genclik

Kuruluslart®

Asuman Goksel**

Girig

Tirkiye'nin Avrupa Birligi (AB) adayligi kapsaminda 2004 ten itibaren kesintisiz bir sekilde uygulamakta
oldugu AB Egitim ve Genglik Programlar1 (Erasmus+ Programi), Tiirkiye-AB iligkilerinin uzun soluklu
ciktilarindan biridir. izleyen yillarda, Erasmus+ Programr’na katilimin Tiirkiye'deki cesitli program
yararlanicilar: Gzerindeki etkisini inceleyen eden bir literatiir olusmaya baslamistir.

Bu makale, Erasmus+ Programinin Tirkiye’den programa katilan genclik kuruluslar tizerindeki
etkilerini Ortenblad’in (2004) gelistirdigi “biitiinlesik 6grenen 6rgiit modeli” kavramsal gergevesinden
yararlanarak incelemektedir. Makale, Tirkiye’deki 15 genclik kurulusundan toplanan nitel veriler
1s181inda, baglamsal oOzellikleri nedeniyle genclik kuruluslarinin  6grenen orgiitlere dontisme
potansiyelinin yiiksek oldugunu ve Erasmus+ Programinin yapilandirilmis egitim ve destek
faaliyetlerine dahil olmanin bu potansiyeli harekete gecirilebilecek mekanizmalardan biri oldugunu

savunmaktadir.

Yazar, Disisleri Bakanhgi Avrupa Birligi Baskanligi Avrupa Birligi Egitim ve Genglik Programlari Merkezi Bagkanhgi'na (Tirkiye
Ulusal Ajansi) finansmanini sagladigi “Erasmus+ Genglik Programi’nda Yeterlik Gelisimi ve Kapasite Gelistirme (RAY-CAP)”
aragtirma projesi kapsamindaki verilerin akademik amaclarla kullanilmas: i¢in vermis oldugu resmi izin igin tesekkir eder.
Bu makalede yer alan icerik yazarin goriislerini yansitmaktadir ve bu gériislerden Avrupa Komisyonu ve Tiirkiye Ulusal Ajansi
sorumlu tutulamaz.
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Kavramsal Cerceve

Senge (1990) ile birlikte 6zgiin bir kavram olarak 1990’larda literatiire giren “6grenen orgiit”
kavramsallastirmasinin temel vurgular: Voolaid ve Ehrlich (2017: 341-342) tarafindan “siirekli 6grenen
bireylerin varligi; dontisiimle agiklanan 6grenmenin orgiitiin dogal bir parcasi olmasi; 6grenmenin
stratejik ve bilingli bir sekilde yiiriitiilen bir siire¢ olmasi; bir 6rgiitiin 6grenmeyi ve bilgi paylagimini
tesvik eden yapilara ve sistemlere sahip olmasi; bir orgiitiin 6grenme kapasitesinin varligi ve bilginin
rekabet avantaji olarak algilanmasi” olarak dzetlenmektedir. Ortenblad (2004) ise mevcut 6grenen
orglt tanimlarini islevsel bir yaklagimla harmanlayarak “biitlinlesik 6grenen 6rgiit modeli”ni ortaya
koymus, bu modelin dort tamamlayici yontnt “orgiitsel 6grenme”, “iste 6grenme”, “6grenme ortami”
ve “6grenme yapis1” olarak tanimlamistir.

Bu makale, dncelikle genclik orgiitlerinin “genellestirilmis 6rgiitsel baglamlari”n1 (Ortenblad, 2015)
ti¢ temel 6zellige dayanarak incelemektedir. Birinci 6zellik, genglik orgiitlerinin genis evreni olarak
genclik calismalarinin 6grenmeyi yaygin 6grenme, kiiltiirleraras1 6grenme ve genclerin gonilli katilim:
diizeylerinde desteklemesidir. Ikinci 6zellik, yerel, bolgesel, ulusal, uluslararas: diizeylerde genclik
calismasi aktorlerinin ¢esitliligidir; genglik kuruluslari da bu aktérlerden birisidir. Son 6zellik ise,
cogunlukla gencglik programlari bi¢imini alan ¢esitli yapilandirilmis 6grenme araclarinin varligidir. Bu
tur “6grenme hareketliligi” programlarinin 6ne ¢ikan 6rneklerinden biri de AB Erasmus+ Programi’nin
genclik bilesenidir.

Bu cercevede, 6grenmeye elverisli bir baglam icerisinde mevcudiyetlerini ve faaliyetlerini stirdiirmekte
olan genclik 6rgiitleri sadece genclere 6grenme firsatlari saglayan aracilar degil; ayn1 zamanda kendileri
de 6grenmenin alicilart olarak tanimlanmaktadir. Burada arastirma sorusu, genglik kuruluslarinin
katildiklar1 Erasmus+ Programi egitim ve destek faaliyetlerinin bu kuruluslarda 6grenen orgiit

kapasitesini nasil arttirdigidir.

Veri Toplama ve Orneklem

Bu makale nitel arastirma yaklasimi kullanarak, genclik kuruluslarinin 6grenen orgiite doniisme
potansiyelini siire¢sel bir yaklasimla (Blaikie, 2010) incelemektedir. Nitel veriler, “Erasmus+ Genclik
Programi’nda Yeterlilik Gelisimi ve Kapasite Gelistirme Arastirma Projesi” (RAY-CAP) isimli Avrupa
arastirma projesi kapsaminda Turkiye’deki 15 genclik 6rgiitiintin temsilcileri ile gerceklestirilen yari-
yapilandirilmig gériigmelerle toplamistir. Orneklem 2014-2018 yillari arasinda Erasmus+ Programi
egitim ve destek faaliyetlerine miikerreren/diizenli olarak katilan genclik kuruluglari arasindan
olctit 6rneklem (Patton, 1990, s.176) yontemiyle secilmistir. Veriler iki dongtli kodlama sistemiyle

gruplanmis ve analiz edilmistir.

Bulgular

Alan aragtirmasinin bulgulari, Ortenblad’in (2004) biitiinlesik 6grenen &rgiit analizinde yer alan dért
boyutta incelenmis, bu boyutlara iliskin mekanizmalar ve bu mekanizmalarin nitelikleri tespit edilmistir.

Ilk olarak “érgiitsel 6grenme” boyutunda bulgular, genclik kuruluslarinda sadece bireylerin degil, ayni
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zamanda ekipler ve genel olarak orgiitiin de 6grenme ihtiyaclar konusunda yiiksek derecede bilince
sahip oldugunu géstermekte; kurumsal bir hafiza olugturmak i¢in bilginin kurulusta depolanmasinin
ve kuruluglarinin fiili pratiklerinde kullanilmasinin saglandigi goriilmektedir.

Ikinci boyut olan “iste 6grenme” iki yonlii bir etkilesimle islev gsrmektedir. Genglik kuruluslari kendi
faaliyetlerinden, ortaklarindan ve hedef gruplarindan 6grenmeye meyillidirler ve 6grendiklerini,
orgiitlerinin performansini iyilestirmek, kurumsal sorun ¢6zme kapasitelerini gelistirmek ve hedef
gruplarinin ihtiyag ve taleplerine daha iyi yanit vermek icin kullanmaktadirlar.

“Ogrenme ortami” boyutunda, goériisiilen genclik kuruluglarinin bireyler, ekipler ve kuruluslarin
kendileri i¢in yapilandirilmis 6grenme etkinliklerine deger vererek “kolaylastirilmis” ve “kolay ve
dogal” bir 6grenme ortami saglamak icin mekanizmalar gelistirdigi gérilmektedir. Ayrica, goriisiilen
genglik kuruluslar sadece tartisma ve 6grenme etkinliklerinin hazirlanmasi icin alanlar saglamakla
kalmamakta, ayn1 zamanda ekip tiyelerine, onlar1 6grenme etkinliklerine katilmak icin tegvik edecek
sekilde, is ytikt agisindan da esneklik saglamaktadir.

Son olarak “6grenme yapisi” boyutunda ise analiz, gortsilen genclik kuruluglarinin esnek ve
ademi merkeziyetci 6grenme yapilar gelistirebildigini ve bu yapilara islerlik kazandirabildigini
gostermektedir. Boylesi bir esnekligin en belirgin gostergesi, goriisiilen genclik kuruluslarinin

istisnasiz timiinde ekip bazli yapilarin varligidir.

Sonug ve Degerlendirme

Ortenblad’in (2004) 5grenen 6rgiit biitiinlesik modeline dayanarak gerceklestirilen, Tiirkiye’deki genclik
orgiite ait dort ozelligin varliginin yani sira, bu 6zelliklerin birbirlerini desteklemesi gerektigini
gostermektedir. Bu baglamda gerceklestirilen analiz, 6grenmeyi kolaylastiran ve ayni zamanda birbirini
destekleyen, iic faktdre isaret etmektedir. Oncelikle, genclik ¢aligmalarinin temel niteliklerinin de
destegiyle, genclik kuruluslar1 6grenme konusunda hayli bilingli gériinmektedir. Ikinci olarak, 6grenme
firsatlar, ekip bazli yapilarinin ayrilmaz bir pargasi olarak kabul edilmekte ve bu yapilar genellikle
karar verme ve faaliyetlerin uygulanmasi igin katilimci mekanizmalardan faydalanmaktadir. Uglincii
olarak ise, goriisiilen genclik kuruluslarinda ekip yapilarinin bulunmasi, orgiitsel esnekligi artirma
potansiyeli tagiyan 6grenme ciktilarini ve pratiklerini arttirici bir rol oynamaktadir. Bu ¢iktilarin
saglanmasi anlaminda, Erasmus+ Programir’nin genglik alanindaki egitim ve destek faaliyetlerinin
genclik kuruluslarinin 6grenen orglite dontismesi i¢in “kolaylastirici” (Tuggle, 2016) mekanizmalardan
biri oldugu gozlenebilmektedir. Dolayisiyla, Tiirkiye-AB iliskilerinin yapict ¢iktilarindan biri olan
Erasmus+ Programu gibi destek girisimlerinin genglik kuruluglarinin kapasitelerini ve genclere hizmet
etme potansiyellerini arttiracak sekilde 6grenen 6rgiit olarak gelismelerine yardimci oldugu iddia

edilebilir.
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Bu arastirmada yedinci ve sekizinci sinifa devam eden ortaokul 6grencilerinin stirekli 6ftke dizeyi ve 6fke ifade
tarzlari ile duygusal zeka ve 6z duyarlilik diizeyleri arasindaki iligkiler incelenmistir. Aragtirmanin 6rneklemi 339 kiz
ve 285 erkek 6grenci olmak tizere toplam 624 6grenciden olusmustur. Arastirma Ege bolgesindeki bir biytik sehirde

SRTN

yer alan iki devlet okulunda yiiriitiilmiistiir. Veriler “Ofke ifade Tarz1 Olcegi”, “Bar-On Duygusal Zeka Olgegi Cocuk
ve Ergen Formu” ve “Oz-Duyarhilik Olgegi” ile toplanmistir. Arastirmadan elde edilen verilerin analizi SPSS 21 paket
programiyla gerceklestirilmistir. Arastirmada ergenlerin 6z duyarlilik ve duygusal zeka diizeyleri ile siirekli 6fke,

ofke-icte ve 6fke-disa degiskenleri arasinda negatif; 6fke-kontrol puan ortalamalar: arasinda pozitif yonde anlamli

iligkiler saptanmustir.

Regresyon analizi sonucunda, ergenlerin stirekli 6fke, 6fke-icte ve 6fke disa degiskenlerinin ilk adimda 6z duyarlilik,
ikinci adimda duygusal zeka tarafindan negatif yonde yordandigi sonucuna ulagilmistir. Ofke-kontrol degiskeninin
ise ilk adimda 6z duyarhlik, ikinci adimda duygusal zeka tarafindan pozitif yonde yordandigi sonucuna ulasilmistir.
Elde edilen bulgular, literatiirde daha 6nce yapilan arastirma sonuclar ile kargilastirilmig ve benzerlik ile farkliliklar:

tartisilmigtir.
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Abstract

This study examines the relationships between seventh- and eighth-grade students’ trait anger level and
anger expression styles, on the one hand, and their emotional intelligence and self-compassion levels, on the
other. The study sample consisted of 624 students, of which 339 were female and 285 were male. Research
was carried out in two public schools located in a large metropole in the Aegean region of Turkey. Data
were collected using the Anger Expression Style Scale, the Bar-On Emotional Intelligence Scale Child and
Adolescent Form, and the Self-Compassion Scale and then analyzed using SPSS 21. We discovered a negative
relationship between adolescents’ self-compassion and emotional intelligence levels and their trait anger,
anger-in and anger-out variables. Beyond this, we found a positive, significant relationship between anger-

control mean scores.

The regression analysis conducted as part of our study revealed that self-compassion and emotional
intelligence negatively predicted adolescents’ trait anger, anger-in, and anger-out variables in the first and
second steps, respectively. On the other hand, we discovered that self-compassion and emotional intelligence
positively predicted anger control in the first and second steps, respectively. After comparing our findings

with those of previous studies in the literature, we discussed the similarities and differences between them.

Keywords: Adolescence, Anger, Emotional Intelligence, Self-Compassion, Anger Styles

Giris

Ergenlik, fizyolojik, ruhsal, biligsel ve sosyal yonden gelisme ve olgunlagsmanin meydana geldigi
cocukluk yasamindan erigkin yagamina gecis stirecidir (Memmott-Elison vd., 2020). Hemen hemen biitiin
toplumlarda firtinali gegen bu dénemde yasanan bedensel, cinsel, duygusal, sosyal ve kisisel gelisimlerin
ergende meydana getirdigi hizh farklilasmaya bagh olarak bircok problem ve ¢atisma yasanmaktadir
(Sahin ve Ozcelik, 2016). Ergen bu donemde, yakin cevresinin bakis agis1 ve yonlendirmeleri, 6te yandan
kendi yapmak istedikleri ve olmak istedigi arasinda gelis gidisler yasadig1 gibi bagimsizligini kazanma
ya da kazanamama arasinda da kalmaktadir (Sahin ve Ozcelik, 2016). Bedensel gelisme ve degisme
ile baslayan ergenlik donemi, zaman i¢inde gittik¢e yavaglarken bu hizli degisim ve gelisimin etkisi
ile ergende birtakim ruhsal degismeler meydana gelmektedir. Meydana gelen bu ruhsal degisimler
nedeniyle ergen, duygularini daha dengesiz yasamaya baslamakta ve daha kaygili, daha huzursuz bir
duygu durumu i¢ine girmektedir (Brodbeck vd., 2011; Sayeed vd., 2014). Ergenlik doneminde 6fke
siklikla kargi kargiya kalinan ve bas edilmesi gereken duygulardan biridir. Dénemin kendine has
ozelliklerinin de etkisiyle ergenlikte yasanan 6fke duygusu, onlarin yagsam kalitesinin sekillenmesinde
de 6nemli bir rol oynar (Thomson vd., 2014; Walker ve Lewis-Jones, 2006). Ofke, yerine getirilmemis
istekler, istenmeyen sonugclar, karsilanmayan beklentiler neticesinde ortaya cikabilen dogal ve evrensel
duygusal bir tepkidir (Taverner, 2021). Ote yandan, kontrolsiiz haliyle duygusal tepkiler arasinda kontrol
edilmediginde en yikici olanlardan bir tanesi oldugu soylenebilir. Ciinki kontrolstiz 6fke, bireyin

cevre ile olan iliskilerinde ¢atisma yaratip, kendisini yalnizlastirmasina yol acabilmektedir (Stern,
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1999). Ofke iki bilesenden meydan gelmektedir. Bunlar; durumluk &fke ve siirekli 6fkedir (Spielberger
vd., 1991). Durumluk &fke bireyin belirli bir olaya yonelik gecici olarak yasadigi, kaslarda meydana
gelen gerilim ve otonom sinir sistemi tizerinde uyarilmiglik durumu meydana getiren subjektif bir
ofke bicimidir (Eroglu ve irdem, 2016). Durumluk dfkenin yogunlugu, bireyin yasadigi engellenme ve
haksizliga ugramanin siddetine bagh olarak degiskenlik gosterir. Stirekli ofke ise, bireyin yasadig:
bir¢ok durumun engelleyici ya da can sikici olarak algilanmasi, sik sik durumluk 6fkenin yasanmasi
ve bireyin siiregen bir sekilde 6fke halinde olmasi ile tanimlanir (Ozmen vd., 2016). Ofke iizerinde
calisma yapan arastirmacilar, farkli pek cok gortise sahip olsalar da 6fkenin ifade edilmesiyle ilgili
olarak 6fkenin ice yoneltilmesi, 6fkenin disa vurulmasi ve 6fke kontrol stireclerinin bulunduguna dair
goriis birligine varmislardir (Balkaya, 2001; Spielberger vd., 1991; Starner ve Peters, 2004). ice yéneltilen
ofke, kisinin 6fkesini icinde tutarak gizlemesi, bastirmasi, 6fke olusturan etmenlere karsi olusturdugu,
benligini koruma amaciyla yapilan uyum saglama mekanizmasidir (Starner ve Peters, 2004). Ofkenin
disa yoneltilmesi yani ofke-digsa vurumu, ofke duygusunun cevredeki kisilere veya objelere karsi
yoneltilmesi ile kendini gostermektedir (Spielberger vd., 1991). Bireyin ¢evresine karsi 6fke duygusunu
fiziksel ve sozel olarak disar1 yansitmasi onun 6fke duygusunun ortaya cikardigi stresle basa ¢cikma
mekanizmasidir (Starner ve Peters, 2004). Ofkenin kontrol edilmesi ise bireyin diger kisilere zarar
vermeden 6fkenin gosterilmesini ve kisinin gerceklestirmek istedigi hedefi engellemeyecek sekilde
ofkenin ifade edilmesini saglar. Ofke kontroliinde temel amag; saldirganliktan uzak, siddet icermeyen,
kisinin kendisine ve cevresindekilere zarar vermeyecek sekilde duygusunu ifade etme becerisini
kazanmasi ve daha saglikli sosyal iligkilerin kurulmasini saglamaktir (Howells ve Day, 2003).

Ergenlik doneminde bireyleri etkileyen ¢esitli yasantilar, o doneme 6zgti sorunlarla bir araya gelince
6fke duygusu daha yogun ve sik yasanabilir. Cevresi tarafindan anlagilamayan, kendi duygularin:
ifade edemeyen ergenlerin yasadigi 6fke, hissettigi diger duygularla ve deneyimlerle birlikte icinden
cikilmaz hal aldiginda saldirganliga dontisebilir (Pullen vd., 2015; Yarcheski vd., 2002; Ziaee vd., 2012;).
Ergen uyumsuz, saldirgan, ge¢imsiz davranabilir; hatta bu durum intihar girisimlerine neden olabilir
(Bursztein ve Apter, 2009; Miller ve Prinstein, 2019; Yilmaz, 2004). Ergen genellikle 6fke duygusunu
kendine, baskalarina ve yasadigi cevreye karsi yonlendirmektedir (Avei, 2006; Ledina ve Lice-
Zikmane, 2020; Shao ve Wang, 2019). Ofke duygusunun ergenlik déneminde yasanmasi, bu dénemde
birtakim sorunlara neden olmakla birlikte, zaman icinde kalicilik gostererek ilerleyen yillarda anti
sosyal davraniglara, saldirganlhiga, su¢ islemeye, intihar gibi olumsuz durumlara neden olabilecegi
bildirilmistir (Bjérkenstam vd., 2018; Pratzlich vd., 2019; Stitci vd., 2010).

Sonug olarak ergenlikte yasanan, ifade edilemeyen ve kontrolstiz 6fkenin etkili bir sekilde ifade edilip
kontrol edilmesi oldukca 6nemli gozitkmektedir. Bu nedenle ergenlerin 6fkesini anlamak ve yonetmek
icin yapilacak terapi ve danigsmanlik ¢caligmalarina yol gosterici olmasi agisindan, ofke ile iliskili ¢esitli
faktorleri anlamakta yarar vardir. Sonuc olarak ergenlikte yasanan, ifade edilemeyen ve kontrolsiiz
ofkenin etkili bir sekilde ifade edilip kontrol edilmesi olduk¢a énemli gézitkmektedir. Bu nedenle
ergenlerin 6fkesini anlamak ve yonetmek icin yapilacak terapive danigmanlik ¢calismalarinayol gosterici

olmasi acisindan, ofke ile iligkili gesitli faktorleri anlamakta yarar vardir. Ergenlerin 6fke durumu
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veya saldirganlik davranislar ile iligkili olan faktorler arasinda farkindalik (Tao vd., 2021); baglanma
bicimleri, narsistik, antisosyal ve sinirda kisilik 6riintiisit (Meeker, 2002); algilanan aile kontrolii (Coles
vd., 2002), 6z duyarlilik (Barry vd., 2015, Fresnics ve Borders, 2017; Neff ve Vonk, 2009); 6z duyarliligin
alt boyutlarindan bir tanesi olan bilinglilik (Barcaccia vd., 2020); duygusal zeka (Castillo vd., 2013;
Johnston, 2003); duygusal okuryazarlik (Shaikh ve Shinde, 2018) bulunmaktadir. Ayrica 6z duyarlilik
alt boyutlarindan birisi olan farkindalik temelli terapi yontemlerinin ya da egitimlerin 6fke diizeyi
ve saldirganlik davranislarini azaltmada etkili oldugu cesitli etkililik ¢alismalar ile ortaya konmustur
(Amutio vd., 2015; Momeni vd., 2016). Tirk kiltiiriinde de 6fke/saldirganligi azaltmaya yonelik cesitli
psiko-egitim programlarinin (Yavuzer ve Ure, 2010) veya bilissel davranisci terapi uygulamalarinin
(Stit¢ti vd., 2010) etkili oldugu saptanmistir. Benzer sekilde 6fke ile duygusal zeka arasindaki etkilegimi
gosteren bircok etkililik calismasi da mevcuttur (Garaigordobil ve Pefia-Sarrionandia, 2015; Safari vd.,
2014).

Goruldugt gibi 6fke yonetimi icin bagvurulan 6nemli degiskenlerden biri duygusal zeka digeri 6z
duyarliliktir. Ozellikle ergenlik déneminde 6fke problemlerinin bireyin yasaminda bircok olumsuzluga
yol actigi bilinmektedir. Ulusal literatiir incelendiginde, arastirma degiskenlerinin diger bir¢ok
degiskenle iligskisinin oldugu gérilmektedir. Mutluluk ile saldirganlik (Dogan ve Giitok, 2020),
saldirganlik ile 6znel iyi olus ve algilanan sosyal destek (Glindogan ve Sargin, 2018) veya duygusal
zeka ile saldirganlik (Cenkseven-Onder ve Yalnizca-Yildirim, 2020) arasindaki iliskilerin incelendigi
arastirmalar, ulusal literattirde yapilan calismalara 6rnek olarak gosterilebilir. Bununla birlikte, ergen
6rneklem grubunda duygusal zeka, 6z duyarlik ve 6fke ifade tarzlar arasindaki iligkinin incelendigi
bir arastirmaya rastlanmamistir. Bu nedenle sozli gecen degiskenlerle iligkileri inceleme tzerine
planlanan aragtirmanin bu kisminda 6z duyarlilik ve duygusal zeka kavramlarina aciklik getirilecektir.
Kendini, duygularini anlayabilen ve iletisim icinde oldugu kisilerin duygularinin farkinda olan
bireylerin sosyal iliskileri giicludiir. Kendi duygularina iliskin farkindaliga sahip olma, bu duygular
degerlendirip gerektiginde duygu durumunu degistirebilme ve bunu davranislarina yansitabilme,
sorunlarint ¢ozebilmek igin duygusal bilgiyi kullanabilme becerilerinin tamami “duygusal zeka”
olarak tanimlanmaktadir (Tadjuddin, 2020; Sandhu, 2017; Uysal-Irak, 2002). Salowey ve Grewal’a
(2005) gore, duygusal zeka, problem ¢6zmede duygusal bilgiyi kullanma yetenegidir ve birey duygusal
bilgiyi kullanarak yasadigi problemlerde, islevsel olmayan ¢o6ziimlerden kurtulup alternatif ¢oztimler
tretebilir.

Literatlir incelendiginde Goleman’in Duygusal Zeka Modeli, Mayer-Salovey Duygusal Zeka Modeli ve
Reuven Bar-On Modeli olmak tizere cesitli duygusal zeka modellerinin oldugu gérilmektedir (Guler
ve Marsap, 2019). Yapilan arastirmada Reuven Bar-On Duygusal Zekd Modeli esas alinmistir. Bu
model bes bélimden meydana gelir. Bu bolimlerden ilki kisisel becerilerdir. Bu bélim bireyin igsel
farkindaligina vurgu yapar ve bireyin duygusal olarak herhangi birisine bagimli olmamasi ile iligkilidir.
Tkinci boliim ise kisileraras1 boyuttur. Bu béliimde bireyin gevresiyle yaptig1 empatiye ve kisilerarasi
iliskilere vurgu yapilir ve bu bireyin sosyal iliskilerinde ne kadar yapici oldugu ile ilgilidir. Uciincii

bolim ise uyum saglama olarak adlandirilmaktadir. Bu béliim, bireyin etrafindan gelen istekleri
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ne kadar gercek¢i degerlendirdigi, bireyin i¢inde bulundugu durumda ne kadar esnek olabildigi ve
karsilastigi problemleri etkili bir sekilde ¢oziip ¢6zemedigi ile ilgilidir. Modelin dérdincii bélimi
stres yonetimidir. Bu boliim bireyin i¢inde bulundugu stres verici durumla ne kadar iyi bag edebildigi,
bu durumu nasil ve hangi diizeyde tolere edebildigi ile ilgilidir. Modelin son bélimii ise bireyin genel
duygu durumdur. Bu béliim bireyin duygusal olarak ne kadar olumlu oldugu, kendisine ve cevresine
yonelik hangi diizeyde olumlu etki yapabildigi ile iligkilidir (Lozano-Pefa vd., 2021).

Duygusal zeka diizeyi arttikca; stres, depresyon, somatik sikayetler, saldirganlik ve suc islemeyi iceren
davranig problemlerinin azaldig: ortaya ¢ikmistir (Liau vd.., 2003). Tim bu aragtirmalara bakildiginda
duygusal zekanin 6fke yonetimini sagladigi, bireylerin iliskilerinde catisma yasamasinin ontine gectigi
ve saldirganlik davraniglarini azalttigi goriilmektedir. Buna ek olarak, duygusal zeka ile 6z duyarlilik
arasinda bir iliski oldugu rapor edilmistir. Ornegin, Di Fabio ve Saklofske (2021) yaptig1 arastirmada
duygusal zeka ve 6z duyarhilik arasinda pozitif yonli bir iligki saptamislardir.

Neff’e (2003a) gore 6z duyarlilik, bireylerin hata yaptiklari durumlarda veya aci veren duygu ve
deneyimlerle kargilastiklarinda, kendilerine yonelik yargilayici tutumdan uzak durmalar: ve acilarini
hafifletmeye yonelik eylemlerde bulunmalaridir. Oz-duyarhiga sahip olan kisilerin 6znel iyi olus
diizeyleri de ylksektir ve bu bireylerin ayni zamanda daha huzurlu ve daha olumlu psikolojik yapilar:
vardir (Neff vd., 2007). Yarnel ve Neff’in (2013) yaptig1 ¢calismaya gore, 6z duyarlilik diizeyleri yliksek
olan kisilerin problem ¢6zme becerileri daha sagliklidir. Neff ve McGehee’nin (2010) caligmasina gore
ise 6z duyarlilik duzeyi yiiksek olan gencler, aile ve sosyal cevreleri ile daha uyumlu iliskiler kurmakta
ve ergenlik doneminde yasanilan sosyal ve duygusal sorunlarla daha iyi basa cikmaktadir. Oz duyarhilik
ile ilgili yapilan bir diger calismada bireylerin diger kisilerle iletisiminde yasadig1 catismalar ve catisma
¢ozme davranislart incelenmis, kisilerarasi iligkilerde yasanan catigmalarin ¢oziimi, iyilik hali ve
bunlarin 6z duyarhlik arasindaki iligkiler arastirilmistir. Bu calismanin sonucunda 6z-duyarhig: ytiksek
olan bireylerin ¢atisma durumunda uzlasma, 6zgtinliik ve iliskisel iyilik hali yasadiklari rapor edilmistir
(Yarnell ve Neff, 2013). Oz duyarhilik bireyin kendi yetersizliklerine, basarisizliklarina kars: toleransl
olmasi ve kendisini sevmesi ile iligkilidir. Ayn1 zamanda 6fke duygusunun yetersizlik, basarisizlik ve
sevgisizlik gibi durumlardan kaynaklandigi distintildigiinde 6z duyarhlik ile 6fke arasinda bir iliski
olmas: arastirmacilar tarafindan da beklenmektedir. Ergenlerde 6z duyarlilik ile 6fke ya da ofke
tarzlar arasindaki iliski incelendiginde yapilan arastirmalarin oldukca sinirli oldugu gorilmustir
(Bagaran, 2008; Erisen, 2019). Yapilan bu aragtirma ile bu sinirliligin ¢éziimlenmesine katk: saglanacagi
distinilmektedir.

Sonug olarak yapilan arastirma ile ergenlerin 6fke yonetimini daha iyi saglayabilmesi i¢in 6z duyarlilik
ve duygusal zeka degiskenleri ile olan iliskisinin ortaya konmas ve ilgili literatiirtin genisletilmesi
hedeflenmektedir. Béylece aragtirmadan elde edilen bulgularla ergenlik déneminde ortaya ¢ikan 6fke
sorunlarina yonelik ulusal baglamda yapilacak psikolojik danismanlik ve psikoterapi caligmalarina
katki saglanacag: 6n gortilmektedir. Ortaokul 6grencilerinin siirekli 6fke-6fkeyi ifade etme tarzlar ile
6z duyarhilik ve duygusal zeka diizeyleri arasindaki iligkileri incelemek amaciyla yapilan bu calismanin,

arastirma problemlerinin su sekilde oldugunu séylemek mimkindiir:

GENGLiK ARASTIRMALARI DERGISI ﬁ?)\



P,: Ergenlerin siirekli 6fke toplam puani, 6fke icte, 6fke dista ve 6fke kontrol alt boyutlari ve duygusal
zeka diizeyi arasinda bir iligki var midir?

P,: Ergenlerin siirekli 6fke toplam puani, éfke igte, 6fke dista ve o6fke kontrol alt boyutlar1 ve 6z
duyarhilik diizeyi arasinda bir iliski vardir midir?

P,: Duygusal zeka ve 6z duyarlilik diizeyleri siirekli 6fke toplam puanini yordamakta midir?

P,: Duygusal zeka ve 6z duyarlilik diizeyleri stirekli 6fke igte alt boyutunu yordamakta midir?

P_: Duygusal zeka ve 6z duyarlilik diizeyleri siirekli 6fke disa alt boyutunu yordamakta midir?

P,: Duygusal zeka ve 6z duyarlilik diizeyleri siirekli 6fke kontrol alt boyutunu yordamakta midir?

Yontem

Arastirmanin Modeli

Nicel verilerin kullanildig1 bu aragtirma, kesitsel bir calisma olup, iliskisel calisma modeli kullanilmigtir.
Bu model, iki veya daha ¢ok degisken arasinda birlikte degisim varligini ya da bu degisimin diizeyini
belirlemeyi amaclayan aragtirmalarda kullanilir. Bu tiir bir aragtirmada aralarinda iliski aranacak
degiskenler, ayri ayr1 toplanarak sembollestirilir. Bununla birlikte, bu sembollestirme iligkisel bir
coziimlemeye olanak saglayacak sekilde yapilir (Cokluk vd., 2018).

Evren ve Orneklem

Arastirma, Izmir ili Karsiyaka ilge Merkezinde bulunan 2 ortaokula devam eden 7. ve 8. sinif 6grencileri
ile yurttilmugtir. Sadece 7. ve 8. Sinif 6grencileri ile calismasinin nedeni bu 6grencilerin 5. ve 6. sinifa
devam eden 6grencilere gore daha fazla ortak ozelliklere sahip oldugu diisiiniilmektedir. Ornegin
ergenlik doneminde sahip olunan bilissel degerlendirmelerinin (6rn: cevreyi daha olumsuz algilama),
fizyolojik gelisimlerinin (6rn: boy uzamasi) ve yasam deneyimlerinin (6rn: liseye giris sinavlarina
hazirlanma) birbirine daha yakin oldugunu séylemek miimkindir. Bu nedenle 5. ve 6. sinif 6grencileri
aragtirmaya dahil edilmemistir (Dogan, 2017; Gékkaya, 2018; Pullen vd., 2015). Orneklem, 12-14 yas
araliginda olan 339 (%54.3) kiz ve 285 (%45.7) erkek, toplam 624 ortaokul 6grencisinden olusmaktadir.
Katilimcilarin 355’1 (%56.9) 7. simif, 269’u (%43.1) 8. sinifta okumaktadir. Arastirma grubuna uygun

6rnekleme yontemiyle ulagilmigtir.

islem

Calismanin baslangicinda &lcek izinleri alinmistir. Ardindan Yakin Dogu Universitesi etik kurulu
(11.06.2018 tarihli, YDU/BB/2018/192 numarali etik kurul izni) ve Il Milli Egitim Midiirliigii'nden
gerekli izinler alinmistir. Okul Mudirligt araciligi ile 7. ve 8. Simif 6grencilerinin velilerine caligma
amacinin anlatildigi bir onam formu yollanmistir. Calismaya katilimi konusunda yazili onam veren
ailelerin cocuklarina 6l¢ekler verilmistir. Toplamda 853 veliye gonderilen onam formlarindan 54’G geri
donmemistir. 175 veli ¢ocuklarinin ¢alismaya katilimina izin vermemistir. Arastirmaya dahil edilen
cocuklarin ebeveynlerinden oncelikle yazili bir sekilde onay alinmis ve olgekler, ailesi caligmaya
katilim onay1 veren 6grencilere aragtirmanin birinci yazari tarafindan, sinif ortaminda uygulanmaistir.
Ogrencilerden dlceklerde kendileri icin ayrilan bdliime cinsiyet, yas ve sinif diizeylerini yazmalari

istenmistir. Elde edilen bilgilerin aragtirmac tarafindan saklanacagi ve bilimsel amaclarla kullanilacag:
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aciklanmistir. Uygulamalar ders saatleri icinde okul midiirlerinin de uygun gordigi zamanlarda
yapilmistir. Uygulamaya baslamadan 6nce arastirmanin birinci yazar tarafindan arastirmanin amaci
ogrencilere aciklanmis ve gonitlliligiin esas oldugu 6zellikle belirtilmistir. Ayrica uygulama sirasinda

6grencilerin sordugu sorulara yanitlar verilmistir.

Veri Toplama Araglari

Bar-On Duygusal Zeka Olgegi-Cocuk Ergen Formu: Bar-On ve Parker (2000) tarafindan gelistirilen
bu 6lcek, 7-18 yaslar1 arasindaki ergenlere yoneliktir ve 6lcekte toplam 60 madde vardir. Bar-On
Duygusal Zeka Olcegi Cocuk Ergen Formu (Bar-On Emotional Quotient inventory Youth Version
EQ-i:YV), Bar-On’un Duygusal Zekd Modeli iizerine temellendirilmistir. Bar-On Modeline gore,
duygusal zeka, zekanin kisisel, sosyal ve duygusal yonleri ile ilgilidir. Test likert tipinde 1-4 arasinda
puanlanan bir &lgektir. Testin uygulama siiresi ortalama 20-25 dakika siirmektedir. Olgek Tiirkce'ye
Kéksal (2007) tarafindan uyarlanmustir. Olcek, bireyici, bireylerarasi, stres yonetimi, uyum, genel ruh
hali ve olumlu etki alt boyutlarindan olusmaktadir. Bu uyarlama ¢aligmasinda gegerligin sinanmast igin
kapsam gecerligi uygulanmigtir. Buna gore, 6l¢egin orijinal maddeleri ve 6nerilen Tirkce cevirileri
ile birlikte, toplam 10 uzman gértsii alinmigtir. Uzmanlarin kabul ettikleri ve diizelttikleri maddeler
oneriler dogrultusunda degistirilmis, maddeler bazinda ¢cogunluk uzmanin dlcek icin uygun bulduklar:
ifadeler 6l¢ege alinmistir. Ayrica yine bu ¢alismada dlcegin toplam puani ve bireylerarasi, bireyigi,
stres yonetimi, uyum, genel ruh hali ve olumlu etki alt boyutlari i¢in sirasiyla; .91, .80, .62, .68, .85, .85 ve
.62 Cronbach Alfa katsayr degerleri bulunmustur. Olcek toplamindan ve alt boyutlarindan elde edilen
puanlarin disiik olmas: duygusal zeka diizeyinin yliksek oldugunu gostermektedir (Yeniceri vd., 2015).
Yapilan bu arastirmada ise Bar On Duygusal Zeka Olcegi toplam puani ve bireyici, bireylerarasi, stres
yonetimi, uyum, genel ruh hali ve olumlu etki alt boyut degiskenleri icin sirasiyla; .92, .82, .78, .88,
.78, .80 ve .70 Cronbach Alfa degerleri bulunmustur. Bu sonug, degiskenlerin giivenilir bir yapisinin
oldugunu gostermektedir.

Ofke ifade Tarzi Olgegi: Ofke ifade tarzlarini belirlemek amaciyla Spielberger ve digerleri
(1983) tarafindan gelistirilen bu &lcegin Tiirkce’ye uyarlama calismasi Ozer (1994) tarafindan
gerceklestirilmistir. Ergen ve yetiskinlere uygulanabilen bu élcek 34 maddeden olusmaktadir. Olcek,
4’lu Likert tipine sahip bir 6l¢ektir. Hic (1 puan), biraz (2 puan), oldukc¢a (3 puan) ve tiimiiyle (4 puan)
seklinde degerlendirilir. Olcegin, ilk 10 maddesi siirekli 6fkeyi, sonraki 24 maddesi 6fke ifade tarzlarini
6l¢mektedir. Stirekli 6fke, kisinin genelde kendini nasil hissettigini, ne derece 6fke yasadigini ifade
etmektedir. Siirekli Ofke 6lceginden alinabilecek en diisiik puan 10, en yiiksek puan 40'tir. Ofke Ifade
Tarz1 Olgegi, 6fke ice vurumu (13, 15, 16, 20, 23, 26, 27 ve 31. maddeleri), 6tke disa vurumu (12, 17, 19,
22,24, 29, 32 ve 33. maddeleri) ve dfke kontroli (11, 14, 18, 21, 25, 28, 30 ve 34. maddeleri) olmak tlizere
tic alt gruptan olusmaktadir. Ofke ice vurumu, 6fke disa vurumu ve 6fke kontrolii alt dlceklerinden
alinabilecek en diisiik puan 8, en yiiksek puan 32'dir. Olcekten alinan yiiksek puanlar alt 6lcekler gore
sunlari temsil etmektedir, stirekli 6fke 6l¢cegi acisindan 6fke diizeyinin yiiksek oldugunu géstermektedir.
Orijinal 6lcegin Cronbach Alfa degeri .77 ile .88 arasindadir. Olcegin Tiirkge’ye uyarlama calismasinda
Cronbach Alfa degerleri “6fke kontroli” boyutu icin .84; “6fke disa vurumu” boyutu i¢in .78 ve “6fke
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ice vurumu” boyutu icin .62 olarak bulunmustur (Ozer, 1994). Ayrica bu uyarlama calismasinda 6lgegin
yapt gecerligini incelenmek amaciyla agimlayici faktor analizi yapilmigtir. Buna gére, {niversite
ogrencilerinin orneklem olarak kullanildigi bu arastirmada, 6fke kontrol alt boyutuna iliskin faktor
yiklerinin .59 ile .81, 6fke-disa alt boyutuna iliskin faktor yiiklerinin .32 ile .71 ve 6fke ige alt boyutuna
yonelik faktor yiiklerinin .45 ile .69 arasinda degistigi saptanmistir. Ayrica 6fke kontrol, 6fke disa ve
6fke ice alt boyutlarinin degisime katk: ytizdeleri sirasiyla; %25,9, %13,4 ve %7,2 olarak saptanmistir.
Buna ek olarak, 6fke kontrol, dfke disa ve 6fke ice alt boyutlarinin Eigen degerlerinin sirasiyla; 6.22,
3.20 ve 1.72 oldugu bulunmugtur. Tiim bu sonuglar birlikte degerlendirildiginde dlcegin giivenilir ve
gecerli bir yapisinin oldugu goriilmektedir.

Yapilan bu arastirmada ise stirekli 6fke, ofke-icte, 6fke-disa ve 6fke-kontrol degiskenleri icin sirasiyla;
.86, .65, .82 ve .84 Cronbach Alfa degerleri bulunmustur.

Oz Duyarlilik Olgegi (ODO): Neff (2003a) tarafindan gelistirilen bu élgek, 26 maddeden olugmaktadir.
Olcek, (1) hicbir zaman, (2) nadiren, (3) sik sik, (4) genellikle ve (5) her zaman seklinde derecelendirilmis
5’li likert tipi bir 8lcektir. Olgek, 6z-sevecenlik (2, 6,13,17,21), z-yargilama (4, 7,15, 20, 26), paylasimlarin
bilincinde olma (1, 8, 12, 22), izolasyon (5, 11, 19, 25), bilinclilik (9, 14, 18, 23) ve asir1 6zdeslesme (3, 10,
16, 24) alt 6lceklerinden olusmaktadir. Alt 6lceklerden edinilen yiiksek puanlar, o alt 6lceklerin dlctigi
niteliklere sahip olundugunu ifade eder. (Toksoy, 2018). Olcegin Tiirkce’ye uyarlama calismasi Akin,
Akin ve Abaci (2007) tarafindan yapilmistir. Olcegin 12-14 yas grubu icin yapilan gecerlik giivenirlik
icin calismasi ise Erisen, Gokkaya ve Yurdalan (2021) tarafindan gerceklestirilmistir. Ergen grubu i¢in
yapilan bu arastirmada gecerligi test etmek i¢in birinci diizey dogrulayici faktor analizi uygulanmis ve
6lgegin gecerli bir yapisinin oldugu ortaya konmustur (x%df=2.363 (p=.000); RMSEA= .047; GFI= .922;
AGFI= .904; CFI=.926; NFI= .879; SRMR= .0507). Ayrica bu gecerlik giivenirlik ¢alismasinda toplam
puan ve 6z sevecenlik, 6z yargilama, paylagimlarin bilincinde olma, izolasyon, bilinclilik ve asiri
ozdeslegme alt boyutlari icin sirasiyla; .89, .78, .77, .64, .74, .70 ve .71 Cronbach Alfa katsay1 degerleri
saptanmistir.

Yapilan bu arastirmada ise Oz Duyarlilik Olgegi toplam puanive 6z sevecenlik, paylagimlarin bilincinde
olma, bilinglilik, 6z yargilama, izolasyon ve asir1 6zdeslesme alt boyut degiskenleri i¢in sirasiyla; .89,
.78,.77, .64, .74, .70 ve .71 Cronbach Alfa degerleri bulunmustur. Bu sonug, degiskenlerin giivenilir bir
yapisinin oldugunu gostermektedir.

Verilerin Analizi

Bu calismada veri ¢6zlimlemesi islemlerinin ilk basamaginda, veriler, SPSS 21 paket programi ile
yapilmistir. Degiskenler arasinda oto korelasyon olup olmadiginin tespit edilmesi amaciyla katsayi
hesaplanmis, veri setinde oto koreldsyon olmadigi ispatlanmistir. Arastirma siirecinde normallik
varsayiminin degerlendirilmesi asamasinda carpiklik ve basiklik katsayilari incelenmis, Kurtosis
ve Skewness degerlerinin -1 ile +1 araliginda degerler aldig: bulunmustur. Bu sonug, arastirmada
kullanilan veri setinin normal bir dagilim gosterdigine isaret etmektedir (Buytkoztirk vd., 2018).
Bu nedenle arastirmada ele alinan degiskenlerin birbiri ile iligkilerinin incelenmesinde Pearson

Momentler Carpimi Korelasyon Katsayist kullanilmistir.
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Aragtirmanin ana problemini olusturan ortaokul 6grencilerinin stirekli 6fke duzeyleri, 6fke-icte, ofke-
disa ve ofke-kontrol puanlarinin duygusal zekd ve 6z duyarhlik tarafindan yordanma diizeylerinin
belirlenmesi amaciyla yapilan veri ¢6ztimleme siirecinde agamali dogrusal ¢ok degiskenli regresyon
analizi teknigi kullanilmis ve sonuglar raporlandirilmistir. Regresyon analizi yapilmadan 6nce ¢oklu
baglanti sorununun olup olmadig: kontrol edilmistir. Arastirmada incelenen bagimsiz degiskenler
arasinda yiksek korelasyon s6z konusuysa (o= .90 civari) veya VIF degerleri (= 10) yiiksekse ¢oklu
baglanti sorunundan s6z edilebilir (Topal vd., 2010). Yapilan arastirmada degiskenler arasinda coklu
baglanti ve tekilligin incelenmesi amaciyla degiskenler arasinda korelasyon katsayilari hesaplanmis
ve anlamli korelasyon katsayilarinin. 08 ile. 69 arasinda degistigi ve VIF degerlerinin 10’dan distik
oldugu bulunmustur. Dolayisiyla yapilan aragtirma kapsaminda c¢oklu baglanti sorununun olmadig:
soylenebilir.

Bulgular

Olcek Toplam Puanlari ve Alt Boyutlarina iliskin Tanimlayic Bilgiler

Arastirma kapsaminda toplanan verilere yonelik ortalama, standart sapma, minimum, maksimum,

carpiklik ve basiklik degerleri Tablo 1’de gosterilmektedir.

Tablo 1. Betimleyici istatistikler

Ortalama SS Minimum  Maksimum  Carpiklik Basiklik
Siirekli Ofke 21.91 47.16 10.00 40.00 385 -562
Ofke icte 17.37 458 8.00 32.00 477 -233
Ofke Disa 16.66 5.25 8.00 32.00 647 110
Ofke Kontrolii 2144 550 8.00 32.00 -.005 -684
Bar On DZO 176.91 23.61 106.00 234.00 -281 -178
(Toplam)
Bireyici 15.51 452 6.00 24.00 -123 -527
Bireylerarasi 39.25 5.59 17.00 48.00 -.664 239
Uyum 28.43 6.53 10.00 40.00 -286 -480
Stres Yonetimi 33.72 6.91 14.00 48.00 -281 412
Genel Ruh Hali 43.95 7.90 14.00 56.00 676 -.033
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Olumlu Etki 13.84

ODO (Toplam) 4.27
Oz Sevecenlik 15.69
PBO 11.55
Bilinglilik 12.92
0Oz yargilama 5.71
izolasyon 4.60
(")zc{:z;:;me 420

2.95

4.86

4.87

4.12

3.94

4.00

4.00

2.00

24.00

11.17

25.00

20.00

20.00

19.00

14.00

14.00

193 133
-.192 -.225
-.057 -.630
216 -426
-.107 -.596
-.617 -271
-.389 -.668
-.394 -.758

ODO: Oz Duyarlilik Olgegi, DZO: Duygusal Zeka Olgegi, PBO: Paylagimlarin Bilincinde Olma

Tablo 1’e gore, arastirmada kullanilan Siirekli Ofke ve Ofke ifade Tarzi Olgegi, Bar-On Duygusal

Zeka Olcegi, Oz Duyarlilik Olcegi’nin toplam puan ve alt boyut puanlarinin garpiklik ve basiklik

degerleri +1 ile -1 arasindadir. George ve Mallery’nin (2010) belirttigi sinirlar igerisinde (1 ile +1; 1.5

ile +1.5; 2.0 ile +2.0) carpiklik ve basiklik degerlerine sahip olan veri setinin normal bir dagilima sahip

oldugu gorilmiistiir. Bu nedenle arastirma kapsaminda parametrik testler kullanilmigtir.

Ogrencilerin Ofke, Duygusal Zeka ve Oz Duyarliliklar1 Arasindaki iliskiler

Ortaokul 6grencilerinin siirekli 6fke diizeyleri, 6fke-icte, 6fke-disa ve 6fke-kontrol puanlar: ile

duygusal zeka ve 6z duyarlilik diizeyleri arasindaki iligkilerin belirlenmesine yo6nelik korelasyon

analizi sonuclari Tablo 2’de verilmisgtir.

Tablo 2. Arastirma Degiskenleri Arasindaki iliskilere Yonelik Pearson Korelasyon Analizi

Sonuglar1 N= (624)

1 2 3 4 5 6
Siirekli Ofke -
Ofke igte .507** —
Ofke-Disa 765" A54**
Ofke-Kontrol -.593** -.209* -.599%*
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Ergenlerde Ofke, Duygusal Zeka ve Oz Duyarhilik Arasindaki iliskinin Incelenmesi

Duygusal Zeka -.448* -.370™ 377 .543* -

Oz duyarlilik -.532% -.425* -486™ 545%* .667* -—-

*p<.05, *p<.001

Tablo 2 incelendiginde arastirmanin bagimli degiskenlerinden biri olan siirekli 6fke ile duygusal
zeka (r(624)=-.44, p<.001) ve 6z duyarlilik (r(624)=-.53, p< .001) degiskenleri arasinda negatif yonde ve
istatiksel olarak anlamliiligkiler oldugu gozlenmektedir. Arastirmanindiger bagimli degiskenlerinden
biri olan 6fke-icte ile duygusal zeka (r(624)=-.37, p< .001) ve 6z duyarlilik (r(624)=-.42, p< .001) bagimsiz
degiskenleri arasinda negatif yonde istatiksel olarak anlaml: iliskiler oldugu bulunmustur. Benzer
sekilde ofke-disa ile duygusal zeka (r(624) = -.37, p<.001) ve 6z duyarlilik (r(624)=-.48, p<.001) diizeyleri
arasinda negatif yonde istatiksel olarak anlamli iliskiler oldugu saptanmistir. Ogrencilerin 6fke-
kontrolii diizeyleri ile duygusal zeka (r(624) = .54, p<.001) ve 6z duyarlilik (r(624)=.54, p< .001) bagimsiz
degiskenleri arasinda ise pozitif yonde istatiksel olarak anlamli iligkiler oldugu gézlenmektedir.
Arastirmada ayrica duygusal zeka ile 6z duyarlilik arasinda (r(624)=.66, p<.001) pozitif yonde anlaml:
iliski oldugu sonucuna ulagilmistir.

Siirekli Ofkenin Yordanmasina iliskin Coklu Regresyon Analizi Bulgular

Ortaokul 6grencilerinin stirekli 6fke diizeylerinin, duygusal zeka ve 6z duyarlilik tarafindan yordanma
diizeyini belirlemek adina asamali dogrusal ¢cok degiskenli regresyon analizi teknigi kullanilmig ve

analiz sonuglar1 Tablo 3’te sunulmustur.

Tablo 3. Siirekli Ofke Diizeyinin Yordanmasina iliskin Coklu Regresyon Analizi Sonuglari

Uyarlanmis Sig. F

<. . .
Model Degisken R R? AR Change SH f t
(Sabit) 5.786
1
OD .285 284 285 .000 -.532 -15.653*
(Sabit) 5.726
2 oD -419 -9.282"*
DZ .297 .294 .012 .001 -.169 -3.743"

**p<0.001, OD: Oz Duyarlilik, DZ: Duygusal Zekd, SH: Standart Hata

Tablo 3 incelendiginde ilk modelde, 6grencilerin stirekli 6fke diizeylerini 6z duyarlilik degiskeni
anlamli sekilde yordamaktadir. Model 1 olarak adlandirilan bu esitlige dayali olarak 6z duyarlilik
degiskeni tek basina, katilimeilarin siirekli 6fke diizeylerindeki degiskenligin %28’ini aciklamaktadir
(R*=.28). Regresyon katsayis: incelendiginde, 6z duyarlilik degiskeni siirekli 6fke diizeyini negatif
yonde ve anlamli sekilde yordamaktadir (B=-.532,p<.001). Bu durum artan 6z duyarliligin ofke

diizeyinde azalmaya yol agtigini gostermektedir.
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Katilimcilarin stirekli 6fke diizeylerini yordayan 6z duyarlilik degiskenine ek olarak devreye giren
bir diger 6nemli degisken de 6grencilerin duygusal zeka diizeyleridir. Ogrencilerin duygusal zeka
diizeyleri, 6z duyarlilik diizeyleri ile birlikte siirekli 6fke puanlarindaki varyansin toplamda %29 unu
aciklamaktadir (R*=.29). Surekli 6fke puanlarinin agiklanmasina %71’lik katk: saglayan duygusal
zekanin Beta katsayisi ve F degerinde degisimi gosteren anlamlilik katsayisi incelendiginde,
duygusal zekanin stirekli 6fke diizeyini negatif yonde ve anlamli sekilde yordadig: gériilmektedir.
(B= -.169, p<.001). Bu durumda ortaokul 6grencilerinin duygusal zeka diizeyleri arttikca stirekli 6fke

diizeylerinin azalacagi sdylenebilir.

Ofke-icte Alt Boyutunun Yordanmasina iliskin Coklu Regresyon Analizi Bulgular
Ortaokul 6grencilerinin 6fke-icte diizeylerinin, duygusal zeka ve 6z duyarlilik tarafindan yordanma
diizeylerini belirlemek adina asamali dogrusal ¢cok degiskenli regresyon analizi teknigi kullanilmis ve

analiz sonuglari Tablo 4’te sunulmustur.

Tablo 4. Ofke-i¢te Puanlarinin Yordanmasina iligkin Coklu Regresyon Analizi Sonuclar

e 2 Uyarlanmis ) Sig. F
Model Degisken R R? AR Change SH f t
(Sabit) 4.096
1
OD 183 182 183 .000 -.425 -11.713™
(Sabit) 4.066
2 oD -321 -6.642"*
DZ 297 294 .012 .001 -.156 -3.219*

*p<0.05, **p<0.001, OD: Oz Duyarlilik, DZ: Duygusal Zekd, SH: Standart Hata

Tablo 4 incelendiginde ilk modelde, 6grencilerin siirekli 6fke-igte diizeylerini 6z duyarhilik degiskeni
anlamli sekilde yordamaktadir. Model 1 olarak adlandirilan bu esitlige dayali olarak 6z duyarlilik
degiskeni tek basina, katilimcilarin 6fke-igte puanlarindaki degiskenligin %18’ini agiklamaktadir
(R?=.18). Regresyon katsayisi incelendiginde, 6z duyarlilik degiskeni 6fke-igte alt boyutunu negatif
yonde ve anlamli sekilde yordamaktadir (B=-.425, p<.001). Bu durum artan 6z duyarliligin ige yoneltilen
ofke dlizeyinde azalmaya yol actigini gostermektedir.

Katilimcilarin 6fke-icte puanlarini yordayan 6z duyarlilik degiskenine ek olarak devreye giren
bir diger 6nemli degisken de dgrencilerin duygusal zeka diizeyleridir. Ogrencilerin duygusal zeka
diizeyleri, 6z duyarlilik diizeyleri ile birlikte 6fke-igte puanlarindaki varyansin toplamda %19 unu
agiklamaktadir (R>=.19). Ofke-igte puanlarinin agiklanmasina %1’lik katk: saglayan duygusal zekanin
Beta katsayisi ve F degerinde degisimi gosteren anlamlilik katsayisi incelendiginde, duygusal zekanin
ofke-icte diizeyini negatif yonde ve anlamli sekilde yordadig: gériilmektedir (B=-.156, p<.001). Bu
durum duygusal zeka diizeyinin yiiksek olmasinin ice yoneltilen 6fke diizeyinde azalmaya yol agtigin:

gostermektedir.
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Ofke-Disa Alt Boyutunun Yordanmasina iliskin Coklu Regresyon Analizi Bulgular
Ortaokul 6grencilerinin 6fke-disa puanlarinin, duygusal zeka ve 6z duyarlilik tarafindan yordanma
diizeyini belirlemek adina asamali dogrusal ¢ok degiskenli regresyon analizi teknigi kullanilmis ve

analiz sonuglar1 Tablo 5°de sunulmustur.

Tablo 5. Ofke-Disa Puanlarinin Yordanmasina iliskin Coklu Regresyon Analizi Sonuglari

5 2 Uyarlanmig ) Sig. F
Model Degisken R R? AR Change SH f t
(Sabit) 4.540
1
OD 232 231 232 .000 -.486 -13.867™
(Sabit) 4.529
2 oD -423 -9.008™*
DZ .238 .235 .006 .028 -.095 -2.018™

**p<0.001, OD: Oz Duyarlilik, DZ: Duygusal Zekd, SH: Standart Hata

Tablo Sincelendiginde ilk modelde, 6grencilerin 6fke-disa diizeylerini 6z duyarlilik degiskeni anlaml
sekilde yordamaktadir. Model 1 olarak adlandirilan bu esitlige dayali olarak 6z duyarlilik degiskeni
tek bagina, katilimcilarin 6fke-disa puanlarindaki degiskenligin %23’tinii agiklamaktadir (R*=.23).
Regresyon katsayisi incelendiginde, 6z duyarlilik degiskeni 6fke-disa alt boyutunu negatif yonde ve
anlaml sekilde yordamaktadir (B=-.486, p<.001). Bu durum artan 6z duyarliligin disa yoneltilen 6fke
diizeyinde azalmaya yol actigini gostermektedir.

Katilimcilarin 6fke-disa puanlarini yordayan 6z duyarlilik degiskenine ek olarak devreye giren
bir diger 6nemli degisken de dgrencilerin duygusal zeka diizeyleridir. Ogrencilerin duygusal zeka
diizeyleri, 6z duyarlilik diizeyleri ile birlikte 6fke-disa puanlarindaki varyansin toplamda %24’ tni
agiklamaktadir (R?=.24). Ofke-dista puanlarinin agiklanmasina %1’lik katki saglayan duygusal zekanin
Beta katsayisi ve F degerinde degisimi gosteren anlamlilik katsayisi incelendiginde, duygusal zekanin
ofke-disa dizeyini negatif yonde ve anlamli sekilde yordadigi gériilmektedir (f=-.095, p<.001). Bu
durum duygusal zeka diizeyinin yiiksek olmasinin ice yoneltilen 6fke diizeyinde azalmaya yol agtigini
gostermektedir.

Ofke-Kontrol Alt Boyutunun Yordanmasina iliskin Coklu Regresyon Analizi Bulgulari
Ortaokul 6grencilerinin 6fke-kontrol puanlarinin, duygusal zeka ve 6z duyarlilik tarafindan yordanma
diizeyini belirlemek adina asamali dogrusal cok degiskenli regresyon analizi teknigi kullanilmig ve

analiz sonuglar1 Tablo 6'da sunulmugtur.
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Tablo 6. Ofke-Kontrol Puanlarinin Yordanmasina iliskin Coklu Regresyon Analizi Sonuglar

o ) Uyarlanms ) Sig. F
Model Degisken R R? AR Change SH f t
(Sabit) 4.606
1
OD .303 .302 .303 .000 .545 16.225™
(Sabit) 4416
2 oD .330 7.619%*
DZ .353 .351 .049 .000 .323 7.474™

**p<0.001, OD: Oz Duyarlilik, DZ: Duygusal Zekd, SH: Standart Hata

Tablo 6 incelendiginde ilk modelde, 6grencilerin 6fke kontrol diizeylerini 6z duyarlilik degiskeni
anlamli sekilde yordamaktadir. Model 1 olarak adlandirilan bu esitlige dayali olarak 6z duyarlilik
degiskeni tek bagina, katilimcilarin 6fke-kontrolii puanlarindaki degiskenligin  %30’unu
aciklamaktadir (R?=.30). Regresyon katsayisi incelendiginde, 6z duyarlilik degiskeni 6fke kontroli
alt boyutunu pozitif yéonde ve anlamli sekilde yordamaktadir ($=.545, p<.001). Bu durum artan 6z
duyarliligin 6fke kontrol diizeyinde artig1 sagladigini gostermektedir.

Katilimcilarin 6fke kontrolii puanlarini yordayan 6z duyarlilik degiskenine ek olarak devreye giren
bir diger 6nemli degisken de 6grencilerin duygusal zeka diizeyleridir. Ogrencilerin duygusal zeka
duizeyleri, 6z duyarlilik diizeyleri ile birlikte 6fke-i¢te puanlarindaki varyansin toplamda %35’ini
agiklamaktadir (R%= .35). Ofke-igte puanlarinin agiklanmasina %5’lik katki saglayan duygusal zekanin
Beta katsayisi ve F degerinde degisimi gosteren anlamlilik katsayisi incelendiginde, duygusal zekanin
ofke kontrolu diizeyini pozitif yonde ve anlamli sekilde yordadigi gorilmektedir ($=.323, p<.001).
Bu durum duygusal zeka diizeyinin yiiksek olmasinin 6fke kontrolii diizeyinde artisi sagladigini

gostermektedir.

Tartisma ve Sonug

Ergenlikte en sik yasanan duygulardan biri de 6fkedir. Ofke duygusu kontrolsiiz yasandiginda,
ergenin yasaminda bir takim olumsuz etkiler yarattig: gibi yasaminin kalitesini de bozar. Ergen
genellikle 6fke duygusunu kendine, bagkalarina ve yasadigi cevreye karsi yonlendirmektedir (Avci,
2006; Beirami vd., 2016). Ofke duygusunun ergenlik déneminde yasanmasi, bu dénemde birtakim
sorunlara neden olmakla birlikte, zaman icinde kalicilik gostererek ilerleyen yillarda anti sosyal
davraniglara, saldirganliga, suc islemeye, intihar gibi olumsuz durumlara neden olabilmektedir
(Anderson ve Rickard, 2007; Siit¢ti vd., 2010). Uluslararas: literatiirde duygusal zeka ve 6z duyarlilik
diizeylerinin ofke ile iligkili oldugu ve ayni zamanda bu degiskenlerin 6fke ve saldirganlik
davraniglarini azaltabileceginin belirtilmesi (Castilho vd., 2017; Mavroveli vd., 2007) nedeniyle, ulusal
literatiire katki saglamak ve onleme calismalarina yol gosterici olmasi amaci ile bu arastirmada,

ergenlerin duygusal zeka, 6z duyarlilik, 6fke ve 6fke ifade tarzlari arasindaki iligkiler incelenmistir.
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Gergeklegtirilen korelasyon analizi sonuglarina gore, ergenlerin siirekli 6fke toplam puanlari, 6fke
icte, 6fke disa ile duygusal zeka ve 6z duyarlilik diizeyleri arasinda negatif yonde ve istatiksel olarak
anlamli iligkiler tespit edilmistir. Ofke kontrol alt boyutu ile duygusal zeka ve 6z duyarlilik diizeyleri
arasinda pozitif yonde istatiksel olarak anlamli bir iliski bulunmustur. Buna gére, 6fke kontroliiniin
saglanmasinda duygusal zeka ile 6z duyarliligin roli oldugunu séylemek miimkiindiir. Buna ek olarak,
yapilan regresyon analizi sonuglar1 duygusal zekd ve 6z duyarligin siirekli 6fke toplam puanini,
ofke-icte ile ofke disa alt boyutlarini negatif; 6fke kontrol alt boyutunu ise pozitif yéonde yordadig:
bulunmustur. Buna gore, bireylerin duygusal zeka ve 6z duyarlilik yoksunlugu yasamas: durumunda
ofkelerini daha fazla icine ve gevresine yansittigi; duygusal zeka ve 6z duyarlilik diizeyinin yiiksek
olmasi durumunda ise daha kolay bir sekilde 6fke kontroliinii sagladigi séylenebilir. Ofkenin ice ve
disa yansitilmasinda 6z duyarligin duygusal zekddan daha 6nemli bir yordayici oldugu sonucuna
ulagilmistir. Ayrica duygusal zekd ve 6z duyarligin en fazla 6fke kontrol alt boyutunu yordadig:
saptanmistir. Arastirmadan elde edilen bulgular benzer arastirma sonuglariyla uyumlu bulunmustur
(Bluth vd., 2016; Freidman ve Miller-Herringer, 1991; Garcia-Sancho vd.,2014; Goget, 2006; Neff vd.,
2007; Yasarsoy, 2006).

Ergenlerin duygusal zekd ve 6z duyarhilik diizeyleri arttikca; karsi tarafin duygularini anlama,
algilama, diger bireylerin duygularini fark etme becerileri de yiikselecektir ve bu durum ergenlerin
ofke yaratan durumlar kargisinda duygularini akillica kullanip yonetebilmelerini saglayabilir (Zareian
vd., 2017). Bu baglamda duygusal zeka ve 6z duyarlilik dizeyleri yiiksek olan bireylerin 6fkelerini
daha kolay kontrol edebilecegi soylenebilir. Ayrica ergenlerin duygusal zekd ve 6z duyarlilik
duizeyleri arttikca; yasadiklart olumsuz olaylar1 pozitif degerlendirme, duygularini yonetebilme ve
uygun yollarla ifade edebilme becerileri de artabilmektedir (Ugoani, 2015). Boylelikle yasadiklar: 6fke
duygusunu bastirmadan, iclerine atmadan, sessiz, kirgin, inat¢i ve diigmanca tavirlar sergilemeden,

uygun iletisim yontemlerini kullanarak iletisime gegecekleri séylenebilir.

Yapilan aragtirmada 6z duyarlilik ve duygusal zeka diizeyi ylikseldikge disa yoneltilen 6fke diizeyinde
azalma oldugu sonucuna ulagilmigtir. Disa yoneltilen 6fke de kapilari carpma, egyalari kirip dokme,
onlarla kavga etmek i¢in firsat kollama, stirekli karsisindaki kisileri suclama gibi s6zel ya da fiziksel
olarak kirici ve yikicr tutumlar ile iliskili oldugundan 6z duyarlilik ve duygusal zeka diizeyi yiiksek olan
ergenlerin bu davranislar icine girmeyecegi sylenebilir. Bu durumun duygusal zeka ve 6z duyarlilig:
yiiksek diizeyde olan ergenlerin kendini bagkasinin yerine koyabilme, ruh halini diizenleyebilme gibi
ozelliklere daha fazla sahip olmasindan kaynakli ortaya ciktig1 seklinde diigtiniilmektedir (Kerman,
2021). Ayrica bu bireylerin gevresindeki kisilerle daha kolay etkilesime girdigi, anlagmazliklarda
uzlagma ve bunlara ¢6ziim yolu bulabilecegi, is birligi ve ekip ¢aligmasini basarili bir bi¢imde
yliriitebilecegi ve bu nedenle 6fke duygusunu kontrol edebilecegi sdylenebilir (Oztiirk vd., 2021).
Buna ek olarak, duygusal zeka ve 6z duyarlilik dizeyi yiiksek kisiler, kendi duygularinin farkinda
olan, duygu ve ihtiyaglarini da ifade eden, cevreleri ile iligkileri devam ettirmede basarili olan,
baskalarini dinleme ve baskalarinin duygularini anlayabilme yeterligine sahip, yeni durumlara ve

olaylara kolay aligip uyum saglayan, problemlerin tstesinden gelmede oldukca basarili, yasadiklar:
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strese ragmen sakin kalabilme becerisine sahip, fevri davranmayip, duygularini kontrol altina alan,
mantikli hareket edebilen, olaylar1 ve durumlar: iyi yonleriyle degerlendiren, baskalarinda iyi izlenim
birakmak icin ¢abalayan kisilerdir (Di Fabio ve Saklofske, 2021; Koksal, 2007). Dolayisiyla duygusal
zeka ve 6z duyarlilik diizeyi yiiksek olan bireylerin 6fkelerini daha kolay kontrol altina alip, dogru bir

sekilde ifade edebilmeleri beklenebilecek bir sonuctur (Solmazer vd., 2021; Sen vd., 2018).

Duygusal zekd ve 6z duyarlilik duzeyi yitksek olan bireyler daha giiclii sosyal iliskiler
kurabilmektedirler (Zessin, 2015). Bu durum, duygusal zekda ve 6z duyarlilik duzeyleri yiiksek
olan bireylerin, karsilastiklar1 olumsuz duygular, yasadiklar: sikinti, tiziintii ve deneyimledikleri
haksizliklar karsisinda daha fazla sosyal destek bulabilecegine isaret etmektedir. Bu tip bireylerin
aldig1 sosyal destek sayesinde 6fkelerini daha kolay kontrol edebilecekleri ve 6fkelerini daha iyi ifade

edebilecekleri dustiniilmektedir (Akal, 2010).

Regresyon analizi sonuglari incelendiginde ofke ice ve ofke disa alt boyutlarini yordamada 6z
duyarliligin, duygusal zekddan daha onemli oldugu gorilmektedir. Arastirmacilar tarafindan
duygusal zeka gelisiminin duygularin ifade edilis bicimi tzerinde genis etkilere sahip oldugu
distintilse de (Ozariska-Ponikwia, 2017) duygularin bireyin kendisine ya da ¢evresine yansitilmasinda
6z duyarligin daha kritik bir rol aldigi yoniinde degerlendirilmektedir (Inwood ve Ferrari, 2018).
Clnki 6z-duyarliligin sikintili duygu ve diisiinceleri dengede tutabilme, onlarla agir1 6zdegleme
yapmay1 engelleme, ¢atigsma ¢6zme becerilerini kullanabilme ve olumsuz duygular ile bas edebilmeyi
saglayan bir kaynak oldugu digtiniilmekte (Diedrich vd., 2014) ve bundan dolay: béyle bir sonucun

ortaya ¢iktig1 yoniinde bir degerlendirme yapilmaktadir.

Regresyon analizi sonuclarina bakildiginda duygusal zeka ve 6z duyarligin 6fke kontrol alt boyutunu,
ofke icte ve ofke disa alt boyutlarindan daha fazla yordadig: sonucuna ulasilmistir. Oz duyarlilik
diizeyi arttikca ergenlerin, duygu ve distincelerde bilinglilik gelistirerek, olumsuz duygu ve
disiinceleri asir1 6zdeslesmeyi engelleyebildikleri, stresli yasam olaylar1 karsisinda yasadig: ofkeyi
mantiga biiriime, belirli biligsel siireclerden gecirme ve uygun bir sekilde ifade edebilme becerisi
gosterebildikleri soylenebilir. Ayrica ergenlerin duygusal zeki diizeyinin yiikseldik¢ce olumsuz
yasam olaylar1 ve istenmedik durumlar karsisinda, kendi duygularini taniyabildigi gibi karsisindaki
kisilerin duygularini da tanryip, duygularini yonlendirme becerilerini kullanarak daha pozitif, yeterli
ve hizli ¢6ztim yollar: tiretebildikleri ifade edilebilir. Bu baglamda, ergenlerde 6fke kontrolii gelisimi
icin hem 6z duyarlilik hem de duygusal zeka diizeylerinin gerekli oldugu arastirmacilar tarafindan

beklenebilecek bir sonug olarak goriilmektedir.

Regresyon analizleri sonucunda 6z duyarlilik diizeyinin 6fke duygusunu, duygusal zeka diizeyinden
daha fazla yordadigi saptanmigtir. Bu sonucun temel nedeninin ergenligin getirmis oldugu degisimler
nedeniyle oldugu diistiniilmektedir. Bireyler ergenlik doneminde diger yasam dénemlerine gore daha
benmerkezcidir (Young, 2010). Bu yas grubunda olan bireyler cevresindeki diger kisilerle empati
yapmakta zorlanabilir ve catigma yasayabilir (Van Lissa vd., 2015). Oz duyarlilik kavraminin bireyin
kendisini sevmesiyle ve duygusal zeka kavraminin diger bireylerle empati yapip duygularini anlamak

ile iligkili oldugu disiintildiigiinde ergenlik dénemindeki bireylerde 6z duyarliligin 6fkeyi, duygusal
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zekadan daha fazla yordayici bir etkiye sahip olmasi dogal olarak goriilmektedir.

Ozetle, ergenlerin duygusal zekd ve 6z duyarlilik diizeyleri arttikca kendilerine karsi nazik ve
anlayisli olduklari, benliklerine karsi yargilayici bir tutum géstermedikleri, ayni duyarligi cevrelerine
gosterme becerisini de kullanabildikleri, diger bireylerin duygularini daha iyi anlayabildikleri ve
buna goére davranis oruntiileri gosterdikleri soylenebilir. Ergenlerin bu 6zellikleri kullanabilmesi
nedeniyle gevrelerine karsi sozel ya da davranig olarak o6fkelerini yonlendirmedikleri, 6fkeyi yogun
ve sik yasama durumlarinin azaldigi ve ofkelerini etkili bir sekilde ifade ederek digerlerine sinir

koyabildikleri ifade edilebilir.

Sinirliliklar ve Oneriler

Arastirmadan elde edilen sonuglara gore ergenlerin 6z duyarlilik ve duygusal zeka diizeyi arttik¢a
stirekli 6fke, 6fke-icte ve 6fke-disa diizeyi azalmakta, 6fke-kontrol diizeyi ise artmaktadir. Bu durum
6grencilerin sosyal, duygusal, biligsel gelisimi i¢in olduk¢a olumlu bir sonuctur. Bu dogrultuda
konuyla ilgili benzer arastirmalar, farkl: okul tiirleri ve farkli illerde 6grenim goren ergen gruplarinda
tekrarlanarak yapilmasi sonuclarin genellemesi acisindan 6nemli bir adim olacaktir.

Ayrica, ergenlerde 6fke ile yapilacak ¢aligmalarda uygulanacak psikoegitim programlarindaya da sinif
rehberlik etkinliklerinde dogrudan 6fke kontrolii tizerine etkinlikler yapmak yerine 6z duyarlilik ve
duygusal zeka diizeylerini gelistirmeye yonelik calisma ve etkinliklere yer verilmesi onlarin ergenlik
donemini daha saglikli atlatmalarina ve yetiskinlik yagamlarinda daha tiretken, daha mutlu ve saglikl:
iliskiler olusturmalarina olanak verecektir.

Yapilan calisma, fzmir ili Karsiyaka ilcesinde farkli sosyoekonomik ve kiiltiirel bolgelerden,
rastgele secilen 2 devlet ortaokulunda 7. ve 8. siniflarda egitim 6grenimlerini stirdiiren, 12-14 yas
araliginda bulunan kiz ve erkek 6grencilerin gorigleriyle sinirlidir. Elde edilen sonuglarin daha fazla
genellenebilirlik diizeyine ulagmasi igin daha genis 6rneklem hacmiyle ve yas grubuyla calisilmas:
onerilmektedir.

Yapilan arastirmada toplanan veriler 6z bildirime dayali 6l¢tim araciligiyla toplanmigtir. Bu 6l¢iim
araglarinin dogas: geregi katilimcilar kendisini oldugundan daha iyi géstermeye calisabilir ve bir
yanlilik ortaya cikabilir. Gelecekte benzer konularda ¢alisacak arastirmacilarin deneysel desenler
kullanarak bu sinirlilig: ortadan kaldirabilecegi diisiiniilmekte ve 6nerilmektedir.

Yapilan arastirmanin niteligi kesitsel olmasindan dolay: katilimcilarin 6fke diizeylerindeki degisim
zaman icerisinde incelenememistir. Bu sinirliligin agilmasi adina gelecekte ergenlerde 6fke degiskeni

lizerine boylamsal ¢aligmalarin yapilmas: onerilmektedir.
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Introduction

Anger is one of the emotions that adolescents face and thus need to learn to deal with as they mature.
Anger experienced during this developmental period plays an important role in shaping adolecents’
quality of life (Thomson et al., 2014; Walker & Lewis-Jones, 2006). Anger is a natural, universal
emotional reaction that occurs as a result of unfulfilled wishes, undesirable consequences, and unmet
expectations (Taverner, 2021). On the other hand, anger is one of the most destructive emotional
reactions when it is left uncontrolled (Stern, 1999).

Emotional intelligence is one of the important components used to manage feelings of anger. Anger-
management issues experienecd during adolescence cause many problems in the lives of growing
individuals. Because emotional intelligence refers to one’s ability to use emotional information to solve
everyday problems, thus allowing individuals to eliminate impractical solutions and, in turn, produce
alternative solutions.

Self-compassion is yet another important variable important in anger management. Self-compassionate
individuals avoid judging themselves and instead take deliberate actions to alleviate the pain they

feel after making mistakes or encountering painful feelings and experiences. Since self-compassionate
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individuals also have high levels of subjective well-being, they are generally more at peace with
themselves and psychologically healthier (Neff et al., 2007). Considering all this information, we decided
to study the relationship between emotional intelligence, anger, and self-compassion in adolescents.
The sample of the study consisted of 624 students, of which 339 were female and 285 were male. The
study sample consisted of 624 students, of which 339 were female and 285 were male. Research was
carried out in two public schools located in a large metropole in the Aegean region of Turkey. Data were
collected using the Trait Anger and Anger Expression Style Scale, the Bar-On Emotional Intelligence
Scale Child and Adolescent Form, and the Self-Compassion Scale and then analyzed using SPSS 21. We
discovered a negative relationship between adolescents’ self-compassion and emotional intelligence
levels and their trait anger, anger-in and anger-out variables. Beyond this, we found a positive,
significant relationship between anger-control mean scores. The regression analysis conducted
as part of our study revealed that self-compassion and emotional intelligence negatively predicted
adolescents’ trait anger, anger-in, and anger-out variables in the first and second steps, respectively.
On the other hand, we discovered that self-compassion and emotional intelligence positively predicted
anger control in the first and second steps, respectively.

To our study results, if individuals lack of emotional intelligence and self-compassion, they are more
likely to experience anger in themselves and project it outward. Individuals with high emotional
intelligence and self-compassion have an easier time controlling their anger. Our findings were in line
with those of similar studies in the literature (Bluth et al., 2016; Freidman & Miller-Herringer, 1991;
Garcia-Sancho et al., 2014; Géget, 2006; Neff et al., 2007; Yasarsoy, 2006).

People with high emotional intelligence and self-compassion are aware of their own feelings, able
to express their feelings and needs, have robust relationships with their others in their environment,
possess the ability to listen to others and understand their feelings, adapt easily to new situations and
events, and overcome the problems they face. They are highly successful people with the ability to
remain calm in the face of the stress they experience, do not act impulsively, control their emotions,
act rationally, see the good in events and situations, and strive to make a good impression on others
(Di Fabio & Saklofske, 2021; Koksal, 2007). We therefore expect that individuals with high levels of
emotional intelligence and self-compassion will be able to control their anger more easily and express
them effectively (Solmazer et al., 2021; Sen et al., 2018).

In summary, as adolescents’ emotional intelligence and self-compassion levels increase, they show
understanding toward themselves, are not judgmental toward themselves, show the same degree of
compassion to their environment, can better understand others’ emotions, and display appropriate
behavioral patterns. Such adolescents abstain from directing their anger toward their environment
either in word or action, experience anger intensely and frequently, and can express their anger in an

effective manner.
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Abstract

This study aims to reveal how high school and university students use metaphors to talk about universities.
Adopting a phenomenological research design in our study, we collected qualitative data from 182 high school
and 252 university students. After collecting data, we performed a content analysis to assist us in developing
relevant codes and themes for the metaphors used by students. The content analysis allowed us to devise the
following themes for the metaphors cited by high school students: universities’ being a personal development
center, a place to prepare for and start life, a center of knowledge and learning, a social and cultural hub, a
center for career development, freedom, a place that fosters happiness, and a place that is difficult to access.
The themes for university students’ metaphors were: universities’ being center for a personal development,
a place to prepare for and start life, a center for knowledge and learning, a social and cultural hub, a center
for career development, freedom, missed expectations, and a place that fosters happiness and a feeling of
belonging. Our study revealed certain differences in how high school and university students regarded
universities. Using the findings of our study, university administrators can revise their visions and services to

fit the themes emerging from this study.
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Oz

Bu caligma lise ve Universite 6grencilerinin tniversiteler hakkinda kurduklari metaforlar: ortaya ¢ikarmay:
amaclamaktadir. Caligmamizda fenomenolojik arastirma deseni benimsenmistir ve 182 lise ve 252 tiniversite
6grencisinden nitel veri toplanmistir. Verileri topladiktan sonra, 6grencilerin kullandiklari metaforlara
uygun kodlar ve temalar icerik analizi ile belirlenmistir. Lise 6grencilerinin olusturduklari metaforlar
“Universitelerin kisisel gelisim merkezi”, “hayata hazirlanma ve hayata baglama yeri”, “bilgi ve 6grenme
merkezi”, “sosyal ve kiiltiirel alan”, “kariyer gelisim merkezi”, “6zgiir yasam alan1”, “mutlulugu besleyen bir
yer” ve “erisilmesi zor bir yer” temalar1 altinda toplanmistir. Universite 6grencilerinin metaforlarina yonelik
temalar ise “kigisel gelisim merkezi”, “yasama hazirlanma ve hayata baglama”, “bilgi ve 6grenme merkezi”,
“sosyal ve kilttrel alan”, “kariyer gelisim merkezi”, “6zgiir yasam alani”, “beklentilerin karsilanmadig: yer”,
“ait hissedilen ve mutlu olunan yer” olarak ortaya ¢cikmigtir. Arastirmamiz, lise ve tUniversite 6grencilerinin
{iniversite kavramina bakis agilarinda bazi farkliliklar oldugunu ortaya koymustur. Universite yoneticileri,
aragtirmamizin bulgularini kullanarak vizyonlarini ve hizmetlerini bu calismada ortaya ¢ikan temalara uyacak

sekilde revize edebilirler.

Anahtar Kelimeler: Universite, Metafor, Lise, Egitim.

Introduction

Universities are educational institutions whose primary objective is to prepare individuals for their
future professions. Renowned for the diverse educational activities they offer (Charle & Verger, 1994),
universities have evolved from offering solely an education to a multi-layered, dynamic institution that
synthesizes education, public benefit, psychosocial development, and science (Ertem & Ar1, 2016).
Universities play avariety of roles, such as conducting educational activities to support career development
(Erdem, 2013; Griffiths, 1965; Hamlyn, 1996; Toylan & Goktepe, 2010), performing scientific research to
develop innovative practices and technologies (Altbach & Salmi, 2011; Erdem, 2013; Etzkowitz, 2001;
Griffiths, 1965; Hamlyn, 1996; Martin & Verdaguer, 1995; McGregor & Volckmann, 2010; Rasmussena et
al., 2006; Rothman et al., 2011; Toylan & Goktepe, 2010), and carrying out activities to meet the needs of the
communities in which they exist (Erdem, 2013; Etzkowitz, 2001; Martin & Verdaguer, 1995; Rasmussena
et al., 2006; Taylor & Miroiu, 2002). By supporting their psychosocial development, universities also play
an important role in cultivating intellectual individuals (McGregor & Volckmann, 2010; Radmard &
Soysal, 2019). Universities’ roles constitute a dynamic structure replete with a wide array of rich content.
That said, the meanings students attribute to universities differ. Extant studies reveal that students
associate universities with educational activities that support career development (Argon, 2015; Ertem
& Ari, 2016).Students are reported in the literature to associate the following aspects with universities:
socializing environment (Argon, 2015; Celik & Yarim, 2019; Jorgensen-Earp & Staton, 1993; Korkmaz &
Bagceci, 2013; Radmard & Soysal, 2019), freedom (Altun & Uzuner, 2017; Celik & Yarim, 2019; Demirtag
& Coban, 2014; Kahu & Picton, 2020; Korkmaz & Bagceci, 2013; Ugurly, 2018), multiculturalism (Argon,
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2015; Celik & Yarim, 2019; Demirtas & Coban, 2014; Kahu & Picton, 2020; Korkmaz & Bagceci, 2013;
Oyman & Sentiirk, 2015; Ugurlu, 2018), the beginning of real life (Altun & Uzuner, 2017; Argon, 2015;
Kahu & Picton, 2020), and identity development (Argon, 2015; Kahu & Picton, 2020; Radmard & Soysal,
2019). Students perceive universities to have a multidimensional nature. Using metaphors is one of the
most important tools enabling students to explore all the different facets of universities.
According to Conceptual Metaphor Theory (Kovecses, 2017; Kovecses & Benczes, 2010; Lakoff & Johnson,
1980), conceptual metaphors are mental mapping and modeling mechanisms where one phenomenon is
used to make another, separate phenomenon more concrete. This theory focuses on mental structuring
and reinterpretation (Kovecses, 2017; Lakoff, 1993; Lakoff & Johson, 1980). According to this theory,
conceptual metaphors incorporate several features. One is that they map and match the conceptual
system’s domains (Lakoff, 2006). Another feature is that conceptual metaphors transform an abstract
experience area to more concrete area. This transformation is facilitated by the similarities in nested
hierarchical structures (Kovecses, 2017; Kovecses & Benczes, 2010).
When using metaphors, a complex phenomenon is associated with an experienced phenomenon, thus
facilitating interpretation. In other words, conceptual metaphors are mostly shaped by life experience
(Kovecses, 2017; Lakoff & Johnson, 1980). Language and culture are subjective structures that direct the
wider context in this process. Metaphors include linguistic processes because they establish connections
with the outside world for mental signification (Cameron, 1996). Likewise, since mental configurations
are context sensitive, they are sociocultural (Kévecses, 2010; Moser, 2000). Based on these explanations,
metaphors are symbols that evoke a phenomenon through conscious and subconscious processes, thereby
making concepts easier to grasp.
Knowing the above, it has thus become important to understand how students—given their central role
in universities —regard these institutions and how their perceptions have changed as universities have
shifted from being unidimensional organizations to multi-layered, dynamic ones. The literature contains
several studies investigating how high school (Altun & Uzuner, 2017; Ertem & Ari, 2016; Korkmaz &
Bagceci, 2013) and university students regard universities (Argon, 2015; Celik & Yarim, 2019; Demirtas &
Coban, 2014; Jorgensen-Earp & Staton, 1993; Kahu & Picton, 2020; Landau et al., 2014; Oyman & Senttirk,
2015; Radmard & Soysal, 2019; Ugurly, 2018; Yang & Liu, 2009). A holistic and comparative consideration
of the meanings attributed to universities before, during, and after one’s time there will aid researchers
to gain a better understanding of students’ expectations and experiences. This study will help clarify
what universities mean to students and thus serve as a guide to help institutions meet their students’
expectations.
In this study, we aim to reveal how both high school and university students regard universities through
metaphors. To this end, we sought answers to the following questions:

1. How do high school students regard universities?

2. How do university students regard universities?

3. What are the similarities and differences in how high school and university students regard

universities?
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Methodology

Research Design
We adopted a qualitative research method, a phenomenological design, as this was in line with our

objective of examining participants’ lived experiences (Merriam, 2009).

Study Group

We collected data from two separate study groups, both of whose members were recruited through
purposeful sampling. The first study group consisted of twelfth-grade (senior) high school students
from Bilecik, Turkey. The majority of the families from this region are classified as middle income. This
group of students attended an Anatolian high school— a type of school geared to preparing students
for study in universities—in said city. Though we initially reached two-hundred students, eighteen
were excluded from the analysis because they had failed to complete the section on metaphors. All
students from this group were between seventeen and nineteen years old; 53.3% (n = 97) were female
and 46.7% (n= 85) were male.

The second study group consisted of university students from one of the three state universities located
in Eskisehir, Turkey— the twenty-fifth most populated city in Turkey. Though we contacted a total
of 302 students, only 252 were included in the analysis. Of this total, 69% were female and 31% male.
First-year students constituted 50% of all participants, second-year students 11.9%, third-year students

9.1%, and fourth-year students 27.8%.

Data Collection Tools

We developed a specialized, two-part metric to collect data for our study. Whereas the first part solicited
respondents’ demographic information, the second asked them to write metaphors representing
universities, to explain their metaphors, and to reveal their rationale for using said metaphors.
Following a survey of extant studies on metaphors (Altinsoy & Ozabaci, 2019; Fetah et al., 2014; Yalcin
et al., 2016), we developed a metric that we then administered online. Accordingly, respondents were

asked to complete the following sentence: “Universities resemble ... because....”

The questionnaire was administered to high school students face to face in their own classrooms.
A paper-based version was distributed to high school students who were then given ten minutes to

complete. University students, on the other hand, completed this questionnaire online as a Google Form.

Data Analysis

Respondents’ answers were entered into two separate columns, i.e., metaphors and explanations.
Twenty-one statements that did not include metaphors were excluded from analysis. Such imagery
as the sun, festivals, and bridges were marked in a separate column, thereby rendering a total of fifty
different expressions.

Respondents’ answers were then reviewed and the meaningfulness of their metaphors and explanations
checked. A subsequent twenty-nine questionnaires were excluded from analysis since their answers

were unrelated to universities.

We then subjected the data to a content analysis for classification and interpretation. Creswell and

Poth (2016) list five steps during content analysis: (i) collecting data and performing data dumps, (ii)
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arranging and classifying data into themes, (iii) determining connections in order to show how themes
interact with one another, (iv) reviewing conflicting data and coming up with alternative descriptions,
and (v) presenting the findings. During the first stage of the analysis, we created preliminary codes for
each metaphor. While creating codes, the metaphors were considered together with the explanations
provided by respondents. The researchers exchanged ideas while devising codes and left blank those
metaphors for which a consensus could not be reached. After completing the coding process, we
returned to the uncoded metaphors and discussed among ourselves whether it would be appropriate to
assign one of the existing codes. Metaphors that could not be assigned an existing code were excluded
from analysis. Three weeks after the first coding, we came together and performed a second coding
session. All of the metaphors were recoded without considering the results of the first session during
this session. Codes were created after considering the codes and themes found in the literature.
After this session, inconsistent codes were reviewed and a final decision was made as to what code
they should be assigned. As a result of the two coding sessions, we decided that metaphors could
be represented by more than one code. For example, one student likening universities to a shining
star reasoned that this was “because [students| improve themselves, further their careers, and learn
about life.” This metaphor was therefore assigned more than one code. Considering universities’
complex nature, it is not surprising that respondents brought up diverse rationale. We then calculated
the percentages and frequencies of each code. After creating the final codes, we devised themes by

associating them with one another.

Validity and Reliability

Protracted interaction with data sources, detailed data collection, and data diversity are all important
in qualitative research (Merriam, 2009; Miles & Huberman, 1994). We repeated the coding process
twice over a three-week period to gain familiarity with and make better sense of the data. Furthermore,
study data were diversified to increase credibility. We were careful to select both high school and
university students studying in different fields in order to represent a wider diversity of experiences.

Credibility was further bolstered by including verbatim quotations made by respondents.

Applicability to similar settings or situations can be mentioned in qualitative studies (Creswell &
Poth, 2016). Detailed descriptions and purposeful sampling are integral in ensuring transferability. We
deliberately selected students from the same university and high school in an attempt to eliminate any
differences arising from the institutions they attended. Additionally, we have presented each phase of

the study to the reader in meticulous detail.

Since an outside perspective is one factor that affects research consistency (Christensen et al., 2014),
we sent the codes and themes devised to two different experts to attain their opinion. We then revised

the themes and codes based on their feedback.

We carried out this study after receiving permission from Eskisehir Osmangazi University’s Social and
Human Scientific Research and Publication Ethics Committee (decision number 2020/22 reached on

25 November 2020).
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The researchers’ roles have been laid out in detail in order to verify the study. Both the data collection

metric and the data obtained as a result have been preserved in case of any audit.

Researchers’ Roles

Providing a detailed description of the roles fulfilled by researchers is important in qualitative research.
One researcher had previously worked as a guidance and psychological counselor in the high school
included in this study. Prior to conducting the study, this researcher conducted field observations
and interviews to gain a preliminary understanding of how students perceived universities. The other
researcher has worked as a research assistant for more than five years at the university where data were
collected.

Findings

High School Students

The high school students came up with 145 metaphors for universities, several of which were used
more than once (See Table 1). Upon further review, however, we observed that some of the repeated
metaphors were used in more than one sense. One student, for example, used a ladder to represent
career development whereas another student used it to symbolize the transition into adult life. Another
student used steps to describe universities as an environment where one learns a profession and gains
autonomy. Likewise, different metaphors were sometimes used to symbolize similar things. While one
student used a compass to represent universities’ role in directing one’s life, another student used a kite
to represent the same thing. We therefore devised codes that took into consideration both metaphors

and their particular explanations.

Table 1. Codes and Themes for High School Students

Themes Frequencies Codes Frequencies Sample metaphors
60 Directing life 31 Compass
A new beginning 14 White paper
fi,)lazzé(;gsz;; Preparation for life 6 Boxing match break
Diverse experiences 5 Deepest point of an ocean
Life simulation 4 House
59 :
Earning through
hard work 2 Cup
Learning ho_w to 17 House
manage life
Personal
Development Making decisions
Center that lead to new 9 Road
acquisitions
Identity development 5 Meeting point
Autonomy 5 Steps
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Career C
Development 25 d areer 25 Attic
evelopment area
Center
Know.ledge and 14 Knowledge transfer 14 Book
Learning Center
Freedom 13 A place to live freely 13 Bird
Multicultural 6 Detention cam
Social and 9 environment ! p
Cultural Venue
Socialization 3 Home
Difficult to Reach 8 Difficult to reach 8 European Union
Enjoyable Place 3 An enjoyable place 3 Chocolate

Table 1 shows that eight themes and seventeen codes were created from the 145 metaphors written
by high school students. These themes are: (i) a place to prepare for and start life, (ii) a personal
development center, (iii) a career development center, (iv) a knowledge and learning center, (v) a place
to live freely, (vi) an enjoyable place, (vii) a place hard to reach, and (viii) a social and cultural area.
Most of these metaphors (N = 60) were related to preparing for and starting life. The codes falling
under this theme were: directing life, a new beginning, preparation for life, diverse experiences, and
life simulation. Many high school students thought universities would direct the course of their lives.
Participants stated that they believed their lives would change significantly after going to university
and that their experiences there would impact their future. They further stated that positive university
experiences would greatly enhance their future lives.

Several students believed they would experience a completely different environment than high
school in that they would have a new beginning. Some students considered that the time spent at
university would prepare them for their adult lives. One student, for instance, likened universities
to a gateway, explaining that “an important life awaits us after [university].” Some participants stated
that universities were a simulation of adult life, adding that the experiences and activities in which
students participated there would prepare them for real life. One participant regarded universities as
the place where “people have to follow a certain path so that they can be ready for real life.” Students
thought that they would have a wide array of novel experiences while preparing for adult life away
at university. One participant likened universities to life, highlighting that he expected to have both
uplifting and upsetting experiences there. One student explained: “[University| offers people a variety
of experiences; some of which cause pain and others joy.”

The metaphors that high school students came up with revealed that they perceived universities to
function as a center for personal development (N = 59). The codes falling under this theme were: earning
through hard work, learning how to manage one’s life, making decisions that lead to new acquisitions,
identity development, and autonomy. High school students primarily regarded universities as a place

where they would need to work hard, as exemplified by one student who stated that “universities
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are like trees because the better you look after at them, the better fruits you get.” They thought that
students needed to make a concerted effort to benefit from university life. There, they believe they
will acquire new knowledge and behaviors that will benefit them throughout their entire university
career. High school students saw universities as an opportunity to learn how to manage their lives.
One student explained his metaphor as follows: “There, we will improve and learn how to take care
of ourselves.” Given that, students regarded universities as an environment to develop their life skills.
Some students stated that their choices would be given greater importance there. They also stated that
although there were both positive and negative sides to universities, it was up to each individual to
derive benefit from his or her time there. One student likened universities to an oven that produced
different results depending on how one used it: “It can either cook or burn a person.”

The high school students who came up with these metaphors emphasized the importance of self-
control while at university, arguing that people can realize their dreams by making the right choices and
taking the appropriate steps. One aspect of self-improvement is identity development, and university
may offer students opportunities to deepen and enrich how they perceive themselves. The study data
showed that some high school students considered universities to be environment for maturation and
self-discovery. Similarly, some students perceived universities as a place where they could realize their
autonomy. They believed that students would have the opportunity to make their own decisions and
take responsibility for the consequences while studying at university.

One of the most popular themes spoken about by high school students was universities’ role as career
development centers. Some students (N = 25) regarded universities as a place to acquire a profession.
One participant likened universities to a bridge: “For me, [university] will serve as a bridge for my
future plans and career.” This and other similar metaphors indicate that high school students perceive
universities as a stepping stone to realize their dreams and goals.

Only fourteen metaphors—or 7.7% of the high school students included in our study—considered
universities as centers of knowledge and learning. These students referred to universities as places where
existing knowledge is transferred, as opposed to being produced. One student likened universities to a
library, stating: “We can obtain all kinds of knowledge from both people and experiences.” In summary,
high school students view universities as the place where knowledge is stored and transferred via
people and experiences.

The high school students saw universities as a place where they could live independently and free
from external control. One student described universities as being without limits: “[Universities] allow
us the opportunity to do whatever we want.” Further review of this theme showed that students felt
restricted in their current situation and saw universities as a means to escape.

Some high school students viewed universities as an uplifting place. Two codes fell under this theme:
being a place that fosters happiness and being one’s ideal place. Accordingly, students considered
attending university to be one of their primary goals. One student, for instance, complained about
the difficulty of being accepted to a university, likening it to admission to the European Union. In

other words, students regarded universities as being difficult to attend yet a desirable environment
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for students. Some students described universities as a place where positive emotions are felt. One
student, for instance, likened universities to a home garden, describing them as “comfortable and
beautiful places.”

Finally, some high school students described universities as a social and cultural venue. Two codes fall
under this theme: multicultural environment and socialization. Students viewed universities as a place
where people from different cities and cultures come together. One participant, for instance, likened
universities to Istanbul: “There are different communities and circles of people at every corner.” The
metaphors students brought up were: the world, Istanbul, and training camps. Students who viewed
universities as an environment for socialization also likened universities to a home environment in
which “[people] shared an environment with others and are influenced by their ideas.”

Findings from University Students

Table 2 below displays the eight themes and twenty-six codes derived from the metaphors that university

students used to describe universities. Similar to with high school students, codes the themes were

finalized after considering metaphors together with the explanations students gave for them.

Table 2. Codes and Themes for University Students

Themes Frequencies Codes Frequencies Sample metaphors
80 Personal development 26 Stairs
Place guided
by choices 15 Map
Identity development 13 Seed
Personal )
Development Earning through 1 Agriculture
Center hard work
Learmng_to 8 Abroad
manage life
Opportunity 6 Bus terminal
Autonomy 1 Life
59 Diverse experiences 21 Winter vacation
Simulation of life 18 Family
Preparation for life 12 Teacher
Preparation and
Staging Point Competitive 3 c .
for Life environment ompetition
Life-guiding 3 Compass
Che_lllengmg 2 Computer games
environment
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39 Multicultural

. 26 Forrest
Social and Cultural environment
Hub
Socialization 13 Playground
36 .
Knowledge center 33 Fruit tree
Knowledge and
Learning Center
Production center 3 Bee hive
25 Disappointment 20 Village
Place Where One
Feels Negative .
Emotions and Difficult to escape 5 Bog
Disappointment
Standardization 2 Factory
19
Career Career development 18 Consultant
Development
Center Seminal 1 Book
10 P]ljace to_feel 4 House
elonging
Place Fostering
Feels Belonging Place to be happy 4 Surprise gift
and Happiness
Ideal place 2 Orange
Freedom 6 Place to live freely 6 Utopia

The metaphors most frequently brought up by university students were used to liken universities to
centers for personal development. The following codes fell under this theme: personal development,
a place guided by one’s choices, identity development, earning through hard work, learning how to
manage one’s life, opportunity, and autonomy. University students thought that their universities
enabled them to gain an education. One participant likened universities to fitness centers “because the
goal in both is to push your limits and improve yourself.” Students who articulated similar metaphors
viewed universities both as a step forward and as an environment that facilitates one’s continued
improvement. Here, metaphors refer to a holistic perspective that contributes to one’s personal
development rather than to increasing knowledge.

Some university students mentioned that willpower and personal choices were central aspects of their
developmental process. Consequently, they concluded that personal development was dependent on
one’s choices. For example, one student said that “universities are like the Internet. If you use it well
and spend your time wisely, you'll benefit greatly. However, if you don’t make proper use of it, you'll
leave without gaining anything whatsoever.” This indicates that universities offer different things
to different people; those who wish to improve themselves can do so by making the right choices.
Universities provide an environment where students can discover their identities, strengths, and

weaknesses. One student said that “universities are like a key; they open doors for you to discover

/7_2\ Kiibra Karakaya Ozyer & Fatma Alainsoy



Universities in the Eyes of High School and University Students: Using Metaphors to Describe Universities

different aspects of yourself.” Such comments indicate that university students saw universities as
fulfilling an important role in their inner journey.

Several participants regarded universities as a place where they reaped the benefits of their hard work
and effort. Students asserted that universities were where people should strive to work hard. One
student said that “universities are like the harvest. The person who works reaps the benefits whereas
the person who doesn’t simply looks on.” Another student said that “universities are like agriculture;
you benefit the more you water the soil and make it fertile.” These and other similar statements
demonstrate that university students regarded universities as a place where effort is rewarded.
Another factor driving personal development is the acquisition of skills that help individuals manage
their lives. Several students stated that universities enabled them to acquire the skills they would need
in life. One student likened universities to being away from home, bringing up his struggle to live
away from his family. Some students who perceived universities as centers for personal development
regarded universities as gateways to new life experiences. Another student who described universities
as inns in which young people could spend the night said that “luniversities’| doors are open to everyone
and offer vital opportunities to those who still have a long way to go.” A few students described their
time at university as the period when they gained autonomy. They further described universities as a
place where individuals learned to stand on their own two feet, make their own decisions, and shoulder
the consequences of these decisions.

Six codes were created for this theme: diverse experiences, a simulation of one’s future life, preparation
for life—a competitive, challenging, yet still life-guiding environment. A holistic evaluation of these
six codes revealed that universities play an important role in aiding students in their transition from
high school to adult life. Students gain experiences similar to those they will experience during their
future adult lives and prepare themselves for their next stage of development. Universities offer
students uplifting, unforgettable, peaceful, challenging, boring, and trying experiences. One student
likened universities to heaven and hell, adding that both can be experienced there. Another student
emphasized that universities are where one can experience opposite poles: “Universities are like an
elevator because they’re full of ups and downs.”

Several students regarded universities as a simulation of real life, adding that since the situations
experienced during one’s adult life can also be experienced as university students, universities act as
a training ground for their future lives. One student expressed that “[universities] are the last stop on
a bus because the transition to full adulthood begins after university.” Students thought that real life
would begin after graduation and that their time at university was a preparatory phase.

In addition to seeing universities as a preparation stage, several students regarded universities as
a competitive environment where one continues to push forward to accumulate as much benefit as
possible. One student likened universities to a high-speed train race where trains need to increase
their speed constantly in order to overtake others. Some students viewed university as a challenging
environment. In fact, one student who believed that overcoming difficulties experienced at university

was an integral part of life commented that “universities are like a single-player computer game; you
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think that the level you just beat was the hardest, but you realize you were wrong once you begin the
next level.” Several students regarded universities as the period that directed where they would go in
their lives. Likening universities to a compass, one student said that “universities are like a compass
because they direct where you go in your life.”
Another theme derived from university students’ metaphors was universities’ role as a social and
cultural hub. Codes relevant to this theme were: socialization and fostering a multicultural environment.
Students viewed universities as a hub where people from different cultures interacted. For example,
one student likened universities to the world, adding that she encountered people from different cities,
cultures, and linguistic backgrounds. Students also brought up social status, with one student likening
universities to a festival “because [universities] are full of energetic people where everyone has the
same or similar goals.”
Yet another theme derived from university students’ metaphors was how universities acted as centers
of knowledge and learning. The codes for this theme were knowledge transfer and production center.
Here, several students viewed universities as centers where knowledge was produced, stored, and
transferred. One student likened universities to a fruit tree, with knowledge being the metaphorical
tree’s fruits. Another student likened universities to factories that produced knowledge. Here, we
observe that students emphasized universities’ roles of producing and transferring knowledge. Several
students regarded universities as production centers. One student, for instance, likened universities to
a beehive whose honey was the work done by the professionals working there.
In addition to positive descriptions, some students associated universities with negative emotions and
disappointment. Several students said that universities were similar to their previous primary, middle,
or high school experiences, adding that their expectations went unmet. One student said:

My university is nothing more than a high school because it goes to great lengths

to portray itself as being better than it really is. However, instead of providing real

academic instruction, it busies students with nonsensical things. Real universities

are like the Renaissance and the Reformation because they use science to shatter

meaningless traditions so as to create a smart, prudent young generation able to think

and criticize.
From this, we understand that several students were disappointed with their university experience, as
they had negative experiences and concluded that university did not resemble how they had imagined
it to be. Some participants described their university experiences as challenging and difficult to escape,
as evinced from one students’ statement: “Universities are like a bottomless pit because you feel like
you’ll never be able to get out of it.”
Yet another theme derived from university students’ metaphors was university’s role as career
development centers. Codes relevant to this theme were: career development and being seminal.
Students believed that universities were integral in laying a sound foundation for their careers. One
participant likened universities to apprenticeship training and emphasized that universities were a

means to gain specialization in a particular field or profession: “[Universities] aim to instill students
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with specialized knowledge and skills taught by experts with superior knowledge in a specific field.”
Another theme that emerged from university students’ metaphors was notion that universities were
a place that fostered happiness and a sense of belonging. The codes for this theme were three:
belonging, happiness, and being one’s ideal place. Some participants stated that they had adapted to
the university environment and felt at home there. One participant supported her position with the
following statement: “[University], quite literally, resembles home for me because even though it’s a
formal setting, it provides the warmth of home.” Similarly, some students stated that their time at
university evoked a sense of pleasure and happiness in them, as epitomized by one student’s statement:
“University is like a good book, you don’t want it to end when you read it.” Finally, some participants
considered universities to be simultaneously difficult and desirable.

University students’ metaphors indicate that they associated universities with freedom. Students stated
that they gained unlimited freedom and that the restrictions that had been on them were lifted once
they entered university. One student likened university life to running on clouds while another likened
it to living freely in a forest without being subject to restraints.

Comparison of How High School and University Students Perceive Universities

Most high school and university students regarded universities as centers for personal development
and the place where they would be prepared for their future lives. Whereas high school students
mentioned these two themes at almost the same frequency, university students brought up the fact that
universities served as centers for personal development more than their being places that prepared
them for their futures. While high school students emphasized that their time at university would
direct the course of their lives and that it would constitute the first step toward a new life, university
students were more likely to mention that their experiences at university would prepare them for their
lives as adults.

While the next most cited theme by high school students was the notion that entering university
would be an important step in shaping their professional lives, career development was the least
represented theme in university students’ metaphors. University students brought up how universities
acted as social and cultural hubs, served as centers of knowledge and learning, and did not meet
their expectations more frequently than their role as career development centers. A small portion of
high school students regarded universities as places where knowledge is stored—not produced—and
transferred from teachers to students.

University students, on the other hand, regarded universities as places where knowledge is both
produced and transferred. Both groups regarded universities as places where they were able to live
their lives freely without being bogged down by constraining restrictions.

Both high school and university students believed universities to be uplifting and enjoyable places.
Several students also added that universities offered a peaceful environment. University students
further stressed that they experienced a feeling of belonging at their universities.

While some university students stated that their time in university did not meet their expectations and,
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at least in some cases, were a disappointment, high school students made no such remarks. University
students described universities as an environment that fostered feelings of pessimism, negativity, and
disappointment upon realizing that universities were not what they had imagined them to be and were
places where inequity was experienced. Both groups regarded universities as hubs where people from
different cultures, cities, and backgrounds met with one another and engaged in different social and

cultural activities.

Discussion

In this study, we examined how high school and university students used metaphors to describe
universities. The eight themes created for high school students were: universities’ being a personal
development center, a place to prepare for and start life, a center for knowledge and learning, a social
and cultural hub, a center for career development, freedom, a place that fosters happiness, and a place
that is difficult to access. The eight themes created for university students were: universities’ being
a personal development center, places prepare for and start life, centers of knowledge and learning,
social and cultural hubs, career development centers, freedom, missed expectations, and places
that foster happiness and a feeling of belonging. These findings parallel those of previous studies
conducted with high school and university students. In the literature, high school students defined
universities as the future, cultural diversity, centers for career development, centers of freedom, and
the beginning of real life (Altun & Uzuner, 2017; Korkmaz, & Bagceci, 2013). University students, on the
other hand, described universities as negative places, centers where science is produced, multicultural
environments, intellectual places, a new beginning, places of disappointment, and difficult (Argon,
2015; Kahu & Picton, 2020; Radmard & Soysal, 2019).

The students in our study emphasized four main functions of universities: (i) carrying out educational
activities, (ii) conducting scientific studies, (iii) conducting activities for the public benefit, and
(iv) supporting individuals’ psychosocial development (Griffiths, 1965; Hamlyn, 1996, McGregor
& Volckmann, 2010; Rasmussena et al., 2006). Among these, carrying out educational activities
is similar to two themes in our study: universities’ being centers of knowledge and learning and
career development centers. Conducting scientific research overlaps with the theme of universities’
being centers of knowledge and learning. Conducting activities for the public benefit parallels
universities’ being centers for personal development, a place to prepare for and start life, centers for
knowledge and learning, social and cultural arenas, career development centers, and uplifting places.
Finally, supporting psychosocial development overlaps with universities’ being centers for personal
development and places where students prepare for and start life.

Another notable finding of this study is that both groups of students emphasized identity development.
According to Erikson (1964), high school and university students are still in the process of developing
their identities. The fact that universities offer students opportunities to explore their identities
may very well have impacted the meanings they attributed to universities. This finding suggests that
although it is not one of the universities’ main objectives, it should be included among universities

secondary goals.
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Both groups of students brought up several common themes with respect to universities, namely their
being centers for personal development, places in which students prepare for and start life, a center
for knowledge and learning, a social and cultural hub, a center for career development, freedom, and
an uplifting place. However, it should be noted that high school and university students conceived
themes differently. High school students, for instance, regarded universities as places where students
can prepare for and start life as well as participate in a variety of experiences that simulate real life, that
will give them direction and prepare them for adult life. University students, however, brought up how
universities gave direction to life, prepared them for life, emulated real life, and offered them a variety
of experiences, challenges, and competition. These differences are most likely a result of different
expectations and life experiences.

One difference between the two groups was that high school students considered universities as being
difficult to gain access to. This specific finding differs from what was found by other studies in the
literature (Altun & Uzuner, 2017; Korkmaz & Bagceci, 2013). One possible explanation for why the high
school students in our study hold this belief is because they were in their final year of high school at
the time and may have therefore been influenced by the anxiety brought on by upcoming university
entrance exams. University students, on the other hand, mentioned how universities did not live up to
their expectations, a common finding in the literature (Argon, 2015). One explanation for this is that
prior to attending university, students may have developed a very romanticized understanding of what

life on campus would entail.

Study Limitations

Qualitative studies such as ours are based on the need to reveal how a group of individuals perceive
and attribute meaning to a specific phenomenon. The findings of our study, however, cannot, given
the qualitative nature of our research, be generalized. Though this may be thought to be a limitation,
we reached important findings with respect to the meanings both high school and university students

attributed to universities.

Recommendations for Administrators

University administrations can make new arrangements by revising their visions and services to fit
the themes obtained from the study. Since the current study shows that students associate universities
with personal development centers, universities can diversify existing venues and devise entirely new

ones (e.g., clubs, social activities) to enable students to discover their own identities.

Recommendations for Future Research

The current study has shown that students’ university experiences shape how they perceive universities
themselves. Based on this, the differences in how students of different ages (e.g., high school students,
first- and fourth-year university students) perceive universities can be examined in a longitudinal
study. Given that perceptions of universities change frequently, our study offers researchers working

in the field of educational administration useful insight into how current students regard universities.
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Lise ve Universite Ogrencilerinin
Goziinden “Universite”: Bir Metafor
Calismasi
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Giris

Bireyin icra edecegi meslege hazirlayan ve gelecegini biyiik oranda sekillenmesinde derin izler
birakan egitim ortamlarindan biri de Universitelerdir. Egitim 6gretim faaliyetleriyle 6n plana ¢ikan
tniversitelerin (Charle & Verger, 1994) zamanla bu islevin yaninda tek boyutlu bir yapidan ¢ok katmanl

ve dinamik bir olusuma evrildigi gértilmektedir (Ertem & Ari, 2016).

Universite kavraminin incelendiginde; kariyer gelisimini destekleyecek egitim-ogretim faaliyetleri
yuriitmek (Erdem, 2013; Griffiths, 1965; Hamlyn, 1996; Toylan & Goktepe, 2010), yeniliklere ve buluslara
kap1 aralayacak bilimsel aragtirmalar yapmak (Altbach & Salmi, 2011; Erdem, 2013; Etzkowitz, 2001;
Griffiths, 1965; Hamlyn, 1996; Martin & Verdaguer, 1995; McGregor & Volckmann, 2010; Rasmussena
et al., 2006; Rothman et al., 2011; Toylan & Goktepe, 2010), toplum ihtiyaclarini karsilayacak faaliyetler
yuriitmek (Erdem, 2013; Etzkowitz, 2001; Martin & Verdaguer, 1995; Rasmussena vd., 2006; Taylor &
Miroiu, 2002) gibi roller icerdigi gorilmektedir. Bunlarin yaninda tiniversiteler bireyin psikososyal
gelisimini destekleyerek entelektiiel bireyler yetistirilmesinde de 6nemli bir yere sahiptir (McGregor &

Volckmann, 2010; Radmard & Soysal, 2019).
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Lise ve Universite Ogrencilerinin Géziinden “Universite”™ Bir Metafor Caligmasi

Universite olgusuna dair yapilan agiklamalarin yaninda 6grencilerin bu kavrama yiiklemis oldugu
anlamlarin farkhlasabildigi goriilmektedir. Yapilan calismalarda 6grenciler “iniversite” olgusunu
kariyer gelisimini destekleyecek egitim 6gretim faaliyetleriyle eslestirmektedir (Argon, 2015; Ertem &
Ar1, 2016). Ek olarak; sosyallesme ortamu (Argon, 2015; Celik & Yarim, 2019; Radmard & Soysal, 2019),
6zglir olunan yer (Altun & Uzuner, 2017; Celik & Yarim, 2019; Demirtag & Coban, 2014; Ugurlu, 2018)
cok kilttrltlikle bulusma (Kahu & Picton, 2020; Korkmaz & Bagceci, 2013; Oyman & Sentiirk, 2015),
gercek hayatin baslangici (Altun & Uzuner, 2017; Argon, 2015; Kahu & Picton, 2020) ve kimlik gelisim
sahasi (Argon, 2015; Radmard & Soysal, 2019) gibi ¢esitli anlamlar yiikledigi rapor edilmektedir.

Zaman icinde tek boyutlu bir yapidan ¢ok katmanli ve dinamik bir olusuma evrilen tniversitelerin
6nemli paydaslarindan olan égrencilerin iiniversiteye dair bakis acilarini ortaya koymak 6nemli hale
gelmistir. Alan yazinda lise (Altun & Uzuner, 2017; Ertem & Ar1, 2016; Korkmaz & Baggeci, 2013) ve
tniversite (Argon, 2015; Celik & Yarim, 2019; Demirtas & Coban, 2014; Jorgensen-Earp & Staton,
1993; Ugurlu, 2018) o6grencileri tizerinde ayri ayri gerceklestirilen ¢alismalar mevcuttur. Ancak bu
kavrama iliskin yliklenen anlamlar Giniversite yasami 6ncesi ve iniversite yasamiyla birlikte biitiinciil ve
kargilagtirmali ele alinmasi 6grencilerin hem beklentilerini hem de yasanmisgliklarini daha iyi anlamak
ve bu stirecte 6grencilere yardim edebilmek adina zengin bir kaynak saglayacaktr. Bu c¢alismada
lise ve Universite 6grencilerinin “liniversite” kavramina yiikledikleri anlamlar1 ve algilari metaforlar
araciligiyla agiga ¢ikartmak amaclanmistir. Bu amag¢ dogrultusunda caligmanin arastirma sorular:
soyledir:

1. Lise 6grencilerinin tiniversite kavramina dair benzetmeleri nelerdir?

2. Universite 6grencilerinin {iniversite kavramina dair benzetmeleri nelerdir?

3. Lise ve Universite 6grencilerinin benzetmelerindeki benzerlik ve farkliliklar nelerdir?

Yontem

Bu calismada amaglara ulagsmak icin olgu bilim (fenomenoloji) kullanilmistir. Aragtirmanin verileri
iki farkh ¢alisma grubundan amacli 6rnekleme yontemi ile elde edilmistir. Birinci ¢aligma grubunu
Bilecik ilinin bir ilcesindeki 182 lise 4. simif dgrencileri olusturmaktadir. Tkinci calisma grubunda
ise Eskisehir’deki bir devlet tiniversitesindeki 252 iiniversite 6grencileri bulunmaktadir. Veri toplam
araci arastirmacilar tarafindan gelistirilmis olup iki kissmdan olusmaktadir. ilk boliimde katilimcilara
ait cinsiyet, yas, bélim ve simif diizeyi sorulmustur. Tkinci béliimde katilimcilardan “Universite
... benzer; ciinki .....” cimlesinin tamamlamasi istenmistir. Elde edilen verilerin tasnif edilmesi ve

anlamlandirilmasi i¢in icerik analizi tercih edilmistir.

Bulgular

182 lise 6grencisinin tniversite kavrami i¢in trettigi metaforlar incelendiginde 145 farkli metaforun
iretildigi belirlenmistir. Bu 145 metafordan 17 kod olusturulmustur. Birbiriyle iliskili kodlar
birlestirildiginde 8 farkli tema olusturulmustur. Bu temalar: yagama hazirlanma ve hayata baglama yeri,
kisisel gelisim merkezi, kariyer gelisim merkezi, bilgi ve 6grenme merkezi, 6zgiir yasama alani, haz

alinan yer - mutluluk veren yer ve sosyal ve kiiltiirel alan olarak tespit edilmistir.
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Universite dgrencilerinden alinan 170 farkli metafor ifadeleri sekiz tema altinda toplanmistir. Bu
temalar; kisisel gelisim merkezi, yasama hazirlanma ve hayata baslama, sosyal ve kiilttrel alan, bilgi
ve 6grenme merkezi, beklentilerin kargilanmadig yer, kariyer gelisim merkezi, ait hissedilen ve mutlu

olunan yer ve 6zgiir yasama alani olarak tamimlanmistir.

Tartigma

Bu calismada, lise ve tniversite O6grencilerinin “Gniversite” kavramina yiikledikleri anlamlar
metaforlar yardimiyla incelenmistir. Sonuc olarak, lise 6grencilerinin tniversite algilari ile iniversite
6grencilerinin iniversite algilarinin farkhilastigr belirlenmistir. Bu sonuglar liseli ve universiteli
katilimcilarla yirttilen calisma bulgularini destekler niteliktedir. Alan yazinda tiniversite kavramina
lise o6grencileri tarafindan “gelecek, kiltirel gesitlilik, kariyer gelisiminin merkezi, 6zgirligin
merkezi, gercek hayatin baslangic1” (Altun & Uzuner, 2017; Korkmaz & Bagceci, 2013); universite
6grencileri tarafindan “olumsuzluk unsuru olarak tniversite, bilim tretim merkezi, cok kilttrla bir
ortam olarak, entelektiiel yer, yeni bir baslangig, hayal kiriklig1 ve zorluk” (Argon, 2015; Kahu & Picton,
2020; Oyman & Sentlirk, 2015; Radmard & Soysal, 2019) biciminde anlamlar ytiklendigi goriilmektedir.

Bu calismaile degisen tiniversite kavrami ve algilanan islevleri 6grencilerin goziinden ortaya konulmaya
caligilmistir. Ozellikle iiniversite yonetimleri vizyonlarini ve sundugu hizmetleri giincellerken mevcut

calismadan elde edilen temalara gore yeni diizenlemeler yapabilir.
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Okul titkenmisligi egitim stireci devam eden her 6grencide belli donemlerde gortilebilen ve birtakim olumsuzluklara
yol acan bir durumdur. Bu ytuzden 6grencilerin okul tikenmisligiyle basa cikabilme becerilerine odaklanmanin
6nemli bir konu oldugu ifade edilebilir. Bu baglamda bu ¢alismada ergenlerin akademik dayanikliliklar: ile okul
tikenmisligiyle basa ¢ikma becerisi arasindaki iliski ele alinmistir. Calismanin katilimer grubu lise egitimine
devam eden yaglar 13 ile 18 arasinda olan 272 (%65) kiz ve 146 (%35) erkek olmak tizere toplam 418 ergen bireyden
olusmaktadir. Calismanin verileri okul tiikenmisligiyle basa ¢ikma becerisi 6l¢cegi ve akademik dayaniklilik dlcegi
ile toplanmustir. Verilerin analizinde korelasyon ve regresyon analizi kullanilmistir. Korelasyon analizi sonucunda
akademik dayaniklilik ve okul tikenmisligiyle basa ¢ikma becerisinin ti¢ alt boyutu arasinda istatistiksel olarak
anlamli iligkiler bulunmusgtur. Regresyon analizi sonucunda ise akademik dayanikliligin okul tiikenmisligiyle basa
citkma becerisinin ¢ alt boyutunun da anlamli bir yordayicist oldugu sonucuna ulasilmistir. Calismada ulasilan
bulgular literatiir dogrultusunda tartisilmis, aragtirmacilar ve uygulayicilar i¢in dneriler sunulmustur.
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Ergenlerde Akademik Dayaniklilik ve Okul Tiikenmisligiyle Baga Cikma Becerisi Arasindaki iliskinin incelenmesi

Abstract

School burnout is seen during certain periods of every student’s educational career and can cause a variety
of problems. Therefore, it can be stated that focusing on students’ ability to cope with school burnout is an
important issue. Give this dearth; we examined the relationship between adolescents’ academic resilience
and their ability to cope with school burnout. The study group consisted of 418 adolescent high school
students—272 (65%) were females and 146 (35%) males—aged between thirteen and eighteen. We collected
data using Coping Skill with School Burnout Scale and the Academic Resilience Scale. We then subjected the
data we had gathered to a correlation and regression analysis. The correlation analysis revealed statistically
significant relationships between the three sub-dimensions of coping with school burnout scale and academic
resilience scale the regression analysis revealed that academic resilience was a significant predictor of all
three sub-dimensions of coping with school burnout. We discussed the findings in light of the literature and

made suggestions for practitioners and future researchers.

Keywords: Academic Resilience, School Burnout, Coping Skill With School Burnout, Adolescents.

Giris

Is yagamina devam eden bireylerde gériilen mesleki tiikenmisligin, sadece is yasamindaki ¢aliganlarda
degil egitim yasamina devam etmekte olan o6grencilerde de ortaya ¢ikabilecegi ifade edilmistir
(Schaufeli vd. 2002). Boylece okul tikenmisligi kavrami son yillarda 6grenciler tizerinde aragtirma
konusu olmaya baslamistir (Aypay ve Eryilmaz 2011; Giindogan ve Ozgen, 2020; Salmela-Aro vd., 2008,
Salmela-Aro vd., 2009; Walburg, 2014).

Okul tiikenmisligi literatiirde okulun asiri beklentilerinin sonucunda ortaya cikan olumsuz bir
durum (Aypay, 2011), 6grencinin egitim stirecinden bikmasi (Salmela-Aro ve Upadyaya, 2020), egitim
stireclerinde 6grencinin doyum elde etmemesi ve egitim stirecinin 6grenci icin bir degerinin kalmamasi
sosyal, hem de akademik agidan olumsuz etkileyen bir durum olmaktadir (Bask ve Salmela-Aro, 2013;
Salmela-Aro ve Upadyaya, 2014). Okul tiikkenmisliginin 6grencilerde cesitli psikolojik problemleri
derinlestiren bir olumsuzluk oldugu ifade edilmistir (Tang, Upadyaya ve Salmela-Aro, 2021). Ozellikle
depresyon, stres ve kaygi gibi olumsuzluklar artiran bir problem oldugu daha yapilan aragtirmalarda
ortaya konulmustur (Lin ve Huang, 2014; Salmela-Aro, Savolainen ve Holopainen, 2009; Secer, 2015).
Okul titkenmisgligi yasayan 6grencilerde akademik agidan basarisizlik artmaktadir (Atik, 2016; Madigan
ve Curran, 2021; Ozdemir, 2015). Okul siirecinde 6grencinin okul tiikenmigliginden kaynakli olarak

motivasyonu diismekte ve 6grencinin okul etkinliklerine katilimi azalmaktadir (Atik ve Celik, 2021;
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Zalts vd., 2021). Ayrica 6grenciler okul tikenmigliginin yol agtigi bikkinlik hissinden dolay: ailesi ve
okul arkadaglariyla iliski problemleri de yasayabilmektedir (Teuber, Nussbeck ve Wild, 2021). Daha
onceki aragtirma sonuglar dikkate alindiginda okul tiikenmisliginin 6grenciler tizerinde gortilen
6nemli bir sorun oldugu ifade edilebilir.

Arastirmalarda okul tiikenmisliginin ortaokul (Giindogan ve Ozgen, 2020; Noh, Ozdemir, 2015; Shin
ve Lee, 2013), lise (Aypay ve Eryilmaz, 2011; Salmela-Aro ve Upadyaya, 2020; Secer ve Geng¢dogan,
2012; Walburg, 2014) ve iiniversite 6grencilerinde (Boyaci ve Ozhan, 2021; Lin ve Huang, 2014; May
vd., 2019; Vizoso, Arias-Gundin ve Rodriguez, 2019) siklikla gortldigii sonucuna ulagilmistir. Bu
baglamda diistintildigiinde okul tiikenmigliginin her 6grenci grubunda goriilebilen bir durum oldugu
ve 6grencilerin bu durumla basa ¢cikma becerilerine odaklanmanin 6nemli oldugu ifade edilebilir (Noh
vd., 2018; Shorosh ve Berkovich, 2022).

Onceki aragtirmalarda okul tiikenmisligine karg1 6grencileri giiclendiren faktdrler oldugu bulunmustur.
Sosyal destegin 6grencileri okul tiikkenmisligine karsi koruyucu bir roli oldugu bulunmustur (Jacobs ve
Dodd, 2003). Psikolojik saglamlik (Fiorilli vd., 2020) ve bilissel esneklik (Gan, Shang ve Zhang, 2007)
kavramlarinin da bireyleri cok yonlii ve etkin bir sekilde problemi ¢6zmeye tegvik etmesinden kaynakli
okul tiikenmisligine kars1 koruyucu bir rol tstlendigi ifade edilmektedir. Okul iklimi (Molinari ve
Grazia, 2021), okula baghlik (Bilge, Tuzgdl-Dost ve Cetin, 2014; Salmela-Aro ve Upadyaya, 2020)
ve okul yasam kalitesi (Giindogan ve Ozgen, 2020) gibi okula iligkin faktorlerin de 6grencileri okul
tikenmisliginin Gstesinden gelebilmelerinde 6nemli roli oldugu ifade edilmistir.

Literattirdeki ¢alismalarda okul tiikenmisligi konusunun ¢ok yonli ele alindigr dikkat ¢ekerken, bu
problem durumuyla basa ¢ikma konusunun sinirli kaldig: gorulmektedir (Ates, 2016; Glindogan, 2021;
Noh vd., 2018). Okul tikenmisligiyle basa ¢ikma becerisi; okul titkenmisligi yasayan bir 6grencinin
bu durumun tstesinden gelmek adina etkin bir sekilde cabalamasi ve okul tiikenmisliginin yol actig:
birtakim olumsuzluklarla basa ¢ikip egitimine devam etmesi seklinde tanimlanmistir (Giindogan, 2021).
Ogrencilerin okul tiikenmisligiyle basa cikma becerisi {izerinde etkisi oldugu diisiiniilen kavramlardan
birisinin akademik dayaniklilik oldugu degerlendirilmektedir. Onceki calismalarda da akademik
dayaniklilik ile okul tiikenmisligi arasinda iligki oldugu bulunmustur. Ergenlerde akademik
dayanikliligin okul tiikenmigliginin negatif yonde bir yordayicist oldugu bulunmustur (Oyoo vd.,
2018; Romano vd., 2021). Bagka bir calismada tip 6grencilerinde akademik dayanikliligin 6grencileri
okul tiikenmisligine kargi koruyucu bir rol istlendigi bulunmustur (Taheri-Kharameh vd., 2017).
Bu caligmalar akademik dayanmiklilig: iyi seviyelerde olan 6grencilerin okul tiikenmisligini daha az
yasadigini isaret etmistir. Bagka bir ifadeyle akademik dayanikliligi iyi diizeyde olan 6grencilerin okul
tikenmisligiyle daha etkin bir sekilde basa ¢ikabildigini gostermistir. Bu baglamda dusiinildigtinde
akademik dayaniklilik kavraminin 6grencilerin okul titkenmisliginin iistesinden gelmelerinde 6nemli
bir rolii oldugu ifade edilebilir.

Akademik dayanikhilik 6grencilerin akademik stiregte kargilagtigi problemler, stresli durumlar ya da
calisma baskisi ile etkin bir sekilde basa ¢ikabilme becerisi olarak tanimlanmaktadir (Martin, 2002).

Cassidy (2016) akademik dayaniklihigin psikolojik saglamligi da gliclendirdigi ve zorluklara ragmen
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6grencinin akademik basarisini artiran bir kavram oldugunu ifade etmistir. Baska bir tanimdaysa
akademik dayaniklilik, 6grencilerin egitim siirecinde sabirli olmasi ve siirece uyum saglayabilme
yetenegi olarak tanimlanmistir (Perrone, Sedlacek ve Alexander, 2001). Daha 6nceki tanimlari
kapsayici bir tanimda ise akademik dayaniklilik kavrami i¢in “bireyin hayat akisi igerisinde karsilastigi
zorluklara karsi direnmesi, pes etmemesi, vazgecmemesi; onlara meydan okumasi akademik alanda
basarili olmak i¢in i¢sel (sebat etme, 6zgiiven, 6z yeterlik, olumlu diistinme vb.) ve dissal (aile, arkadas,
6gretmen, okul vb.) koruyucu faktorleri kullanarak bagarili olma yontinde ¢aba sarf etmesi” seklinde bir
tanim yapilmigtir (Morsiinbtl ve Yazar, 2021, s. 2).

Akademik dayanikliligi iyi diizeyde olan 6grencilerin basa ¢ikma becerilerinin iyi seviyede oldugu ve
karsilastiklari problem durumuyla yilmadan ve daha etkin basa ¢ikabildikleri ifade edilmistir (Kapikiran,
2020; Kennedy ve Bennett, 2006). Benzer sekilde, akademik dayaniklilig: yiiksek 6grencilerin okulda
basarisiz olma ve bunun bir sonucu olarak okulu birakma riskine maruz birakan stresli olay ve kosullara
ragmen yliksek diizeyde basari motivasyonu ve performans: siirdtren kisiler oldugu 6ne siirilmusttr
(Martin ve Marsh, 2006). Yine Martin ve Marsh (2009) tarafindan akademik dayanakliligin bir 6grencinin
egitim stireclerine buiytik riskler olarak gortilen akut veya kronik olumsuzluklarin tistesinden gelmekte
6nemli bir roli iistlendigi belirtilmektedir.

Akademik dayanikliligin 6grencilerin okul siirecinde de yasadigi pek ¢ok problemin tistesinden
gelebilmelerinde 6nemli bir role sahip oldugu ifade edilmistir (Rudd vd., 2021). Morales (2008a) 50
6grenci tzerinde yurlttigt bir arastirmada nitel gorlismeler sonucunda akademik dayanikliligin
6grencilerin stresli bir durumla baga ¢ikabilmelerinde 6nemli bir rol tstlendigini ve 6grencilerin
basa ¢ikma becerisini artirdig1 sonucuna ulagmistir. Meneghel vd. (2019) arastirmalarinda akademik
dayanikliligin 6grencilerin akademik doyumlariyla performanslarini artirdigint ve okul siirecinde
ogrencileri problem durumlarina kargi gliclendirdigini bulmuglardir. Akman, Abash ve Polat (2018)
arastirmalarinda akademik dayanikliligin 6grencilerin problem ¢6zme ve 6gretmene gliven tizerinde
olumlu yonde bir etkisinin oldugunu ve hem problem ¢6zme becerisini hem de 6gretmene giivenlerini
artirmakta oldugu sonucuna ulagmislardir. Sonug olarak akademik dayaniklilik ile ilgili tanimlarda ve
kuramsal gortislerde akademik dayanikliligin 6grencilerin sorunlarla baga cikabilmelerinde 6nemli bir
rol tstlendigi dikkat cekmektedir. Daha once yiriitilmis arastirmalarda da akademik dayaniklihigin
ogrencilerin okul stirecinde farkli problemlerle basa cikabilmelerinde etkili oldugu ve 6grencilere
olumlu y6nde katkilar sundugu sonucuna ulagilmistir. Bu noktadan hareketle 6grencilerin egitim
stireclerinde karsi kargiya kaldigi bir sorun olan okul titkenmisligiyle basa ¢ikabilmelerinde akademik

dayanikliligin roliiniin incelenmesinin 6nemli oldugu distintilmektedir.

Arastirmanin Amaci

Literatiirde son yillarda neredeyse tim ogrencilerde goriilen ve 6grencilerin belli donemlerde az
ya da cok yasadigi bir durum olan okul tiikenmisligi kavrami arastirma konusu yapilmistir. Daha
onceki caligmalarda yukarda da raporlastirildigr gibi genel olarak okul tiikenmisligini artiran ya da
6grencileri okul tiikenmisligine kargi gliclendiren faktérlere, okul tiikenmisliginin 6grencilerde

yol actigi olumsuz durumlara odaklanildig1 gortilmektedir. Ancak okul tiikenmisligiyle basa ¢ikma
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becerisinin arastirilmasinin sinirh kaldigi gortilmektedir (Ates, 2016; Noh vd., 2018). Daha 6nce yapilan
bir aragtirmada Tirk kiltirinde lise 6grencileri tizerinde test edilen bir modelde 6grencilerin okul
tikenmisligiyle basa cikma becerisi tizerinde okul iklimi, akademik giidilenme, 6znel iyi olus ve 6z
dizenlemenin etkili oldugu bulunmustur (Glindogan, 2021). Bu baglamda bu c¢alismada da problem
durumundan ziyade ¢oziime odaklanmak adina okul tiikkenmisligiyle basa cikma becerisi konusu ele
alinmistir. Bu noktadan hareketle daha 6nceki calismalarda okul tiikenmisligi tizerinde etkisi oldugu
bulunan akademik dayaniklilik kavramiyla, okul tiikenmisligiyle basa cikma becerisinin iligkisi ele
alinmistir. Bu arastirmaninin sonuglarinin 6nleyici rehberlik ve psikolojik danigsma hizmetlerine
katki sunacagi dustinilmektedir. Bu kapsamda bu ¢alismanin sonucunun her 6grenci gruplarinda
gortlen bir durum oldugu belirtilen okul tiikenmisligi (Walburg, 2014) problemine karsi ¢6ziim
yollar1 bulabilmelerinde okul psikolojik danismanlari, egitimciler ve sahadaki aragtirmacilar i¢in
veri saglayacagi distinilmektedir. Ayrica literatiirdeki bu konudaki bosluga da katki saglayacag:
degerlendirilmektedir.
Akademik dayanikliligin ergenlerin okul tiikenmisligiyle basa ¢ikma becerisi iizerinde yordayici
etkisinin olup olmadigi calismanin odak noktasini olusturmustur. Bu baglamda c¢alismanin alt
problemleri asagidaki gibi sekillenmistir:

1. Ergenlerde akademik dayaniklilik ve okul tikenmisligiyle basa c¢ikma becerisi arasinda

anlamli bir iligki var midir?
2. Ergenlerde akademik dayaniklilik okul tikkenmisligiyle basa ¢ikma becerisinin anlamli bir

yordayicist midir?

Yontem
Bu aragtirma akademik dayaniklilikla okul tikenmisligiyle basa ¢cikma becerisi arasindaki iliskiyi ele

alan iliskisel modelde yurtitilmis bir calismadir (Biytikozturk vd., 2017).

Caligma Grubu

Bu calismanin katilimci grubu Nigde ilinde 2 farkli lisede egitimine devam eden yaslar1 13 ile 18 arasinda
degismekte olan 272 (%65) kiz ve 146 (%35) erkek olmak tizere toplam 418 ergenden olusmaktadir.
Calismaya katilan ergenlerin 145’1 (%34.7) 9. sinif, 104°G (%34.9) 10. sinif, 82’si (%19.6) 11. sinif ve 87’si

(%20.8) 12. sinifta egitimine devam etmektedir.

Veri Toplama Araclar1

Okul Tiikenmisligiyle Basa Cikma Becerisi Olgegi: Ogrencilerin okul tiikenmisligiyle basa ¢ikma
becerilerini 6l¢gmek amaciyla Giindogan (2021) tarafindan lise 6grencileri tizerinde gelistirilmistir.
Olcek toplam varyansin %44.04’{inii agiklayan 3 faktérlii ve 21 maddeden olugsan 4’lii likert tipinde
bir 8l¢me aracidir. Olcek kaginan (pasif) basa ¢ikma, aktif (islevsel) basa ¢ikma ve duygusal (islevsel
olmayan) basa ¢ikma seklinde tg alt boyuttan olusmaktadir. Kaginan ve duygusal basa ¢ikma alt
boyutlari iglevsel olmayan basa ¢ikmayi dlcerken, aktif basa ¢ikma alt boyutuysa islevsel basa ¢cikma
becerilerini 6l¢mektedir. Her bir boyut kendi igerisinde degerlendirilmekte ve 6lgegin toplam puani

alinmamaktadir. Olgegin i¢ tutarlik katsayisi sirasiyla her bir boyut icin .86, .70 ve .74 seklinde; iki
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yar1 giivenirlikse .82, .71 ve .75 seklinde bulunmustur (Giindogan, 2021). Olgegin DFA sonucu uyum
degerleri X?*/sd= 1.92, AGFI=.88, GFI=.91, CFI=.92, RMSEA=.05, SRMR=.05 olarak bulunmustur
(Glindogan, 2021). Bu calisma kapsamindaysa i¢ tutarlik katsayisi sirasiyla her bir boyut i¢in .84, .75
ve .68 seklinde, dlcegin toplami icinse .76 olarak bulunmugtur. Ayrica bu ¢aligma kapsaminda yapilan
DFA sonucu dlcegin uyum degerleri; X%/sd= 2.36, AGF1=.88, GFI=.91, CF1=.90, TLI=.84, RMSEA=.06 ve
SRMR=.05 olarak bulunmustur

Akademik Dayaniklilik Olcegi:

Akademik Dayaniklilik Olgegi, lise 6grencilerinin, akademik dayanikhiliklarini belirleyebilmek icin
Martin ve Marsh (2006) tarafindan gelistirilmistir. Olcek alt1 madde ve tek boyuttan olusan 7’li likert
tipinde bir él¢me aracidir. Olgegin Tiirk kiiltiiriine uyarlama ¢alismast Kapikiran (2012) tarafindan
yapilmistir. Olcegin ic tutarlilik katsayisi .89, test tekrar test giivenilirligi .82 olarak bulunmustur.
Olcegin madde toplam korelasyonunun .59 ile .78 arasinda degismekte oldugu bulunmustur. Yine
uyarlama calismasi sonucu uyum degerleri; GFI=.98, AGFI=.95 SRMR=.0.036, RMSEA=.068, CFI =.98
ve NNFI=.96 olarak bulunmustur (Kapikiran, 2012). Bu ¢aligma kapsamindaysa i¢ tutarlik katsayis1 .75
olarak bulunmustur. Ayrica bu ¢calisma kapsaminda yapilan DFA sonucu 6lgegin uyum degerleri; X*/sd=

2.01, AGFI=.96, GFI=.98, CFI1=.98 TLI=.96, RMSEA=.04 ve SRMR=.03 olarak bulunmustur.

islem ve Veri Analizi

Gerekli veri toplama izinleri alindiktan sonra veri toplama asamasina gecilmistir (Nigde Omer
Halisdemir Universitesi 26/01/2022 tarihli ve 2022/01-13 nolu etik kurul karari). Evreni yansitma olasilig1
yuksek oldugu distinilen 2 lise belirlenmis ve ¢calismanin verileri bizzat sorumlu aragtirmaci tarafindan
toplanmigtir. Aragtirmaci tarafindan katilimcilara ¢alismanin amaci, kapsami ve katihmin gonullilik
esasina gore oldugu aciklanmistir. Ayrica calismaya katildiktan sonra da arastirmadan istedikleri bir
anda olcekleri doldurmaktan vazgecip ayrilabilecekleri vurgulanmistir. Caligmaya toplam 426 6grenci
katilmayr ve olcekleri doldurmayr kabul etmistir. Olcekleri ciddi eksiklikler birakarak dolduran 8
katilimcinin verileri veri setine dahil edilmemis ve 418 katilimcidan toplanan verilerle analiz stirecine
gecilmisgtir.

Verilerin analizi 6ncesinde verilerin normal dagilim gosterip gostermedigi kontrol edilmistir. Garpiklik
ve basiklik degerlerinde -1.5 ile +1.5 arasinda olma kriteri gézetilmistir (Tabachnick ve Fidell, 2013).
Basiklik ve carpiklik degerleri calismanin degiskenleri igin -.68 ile +1.28 arasinda degismekte
oldugu bulunmustur. S6z konusu degerler verilerin normal dagilmakta oldugunu géstermektedir
(Tabachnick ve Fidell, 2013). Regresyon analizi 6ncesindeyse birtakim 6n kosullar kontrol edilmistir.
i1k olarak verilerin arasinda .80’den kiiciik bir korelasyon degeri olmasi ve ¢oklu baglanti probleminin
olmamast kriteri géz 6niine alinmistir (Biytkoztiirk, 2007). Degiskenler arasindaki ikili iligkilerde
korelasyon degerinin .80’den kii¢lik oldugu bulunmustur. Yine regresyon analizi icin 6n kosullardan
dogrusallik, esvaryanslilik, u¢ degerler, hatalarin bagimsizligi ve tekillik varsayimlari kontrol edilmistir
(Buytikoztiirk, 2007). Elde edilen sonuclar regresyon analizi i¢in 6n kosullarin saglandigini gostermistir.

Veri setinde ug degerler olup olmadig1 incelenmis ve u¢ deger olmadigi gorilmiistir.
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Bulgular

Bu bolimde ilk olarak calismanin degiskenleri olan okul tiikenmisligiyle kacinan basa ¢itkma (OTKBG),
okul tikenmisligiyle aktif basa ¢itkma (OTABC), okul tikenmisligiyle duygusal basa ¢ikma (OTDBC) ve
akademik dayaniklilik (AD) degiskenleri arasindaki iliskiye dair korelasyon analizine iligkin bulgulara
yer verilmistir (Tablo-1). Daha sonra ise akademik dayanikhiligin okul tikkenmisligiyle basa ¢ikma

becerisini yordayiciligina dair regresyon analizine iliskin bulgulara yer verilmistir (Tablo-2).

Tablo 1. Korelasyon Analizine iliskin Bulgular

1 2 3] 4 Ort. ss Carp. Bask.
1. OTKBC -—- 22.81 6.17 1.28 1.03
2. OTABC -.03 - 12.62 3.10 12 -.32
3. OTDBC .25% .05 - 7.25 2.36 .19 -.68
4. AD -.35™ 27 -.29™ -— 25.17 7.63 18 -40

**p<'01

Tablo-1 incelendiginde akademik dayaniklilikla okul tilkenmisligiyle basa ¢ikma becerisinin kaginan
basa ¢ikma alt boyutu (r=-.35, p<.01) ve duygusal basa ¢ikma alt boyutu (r=-.29, p<.01) arasinda
negatif yonde bir iliski; aktif basa ¢ikma alt boyutu (r=.27, p<.01) arasinda pozitif yonde bir iliski

probleminin olmadig1 ifade edilebilir (Biytikoztirk, 2007).

Tablo 2. Regresyon Analizine Dair Bulgular

OTKBC OTABC OTDBC
Yordayicilar B SH B B SH B B SH B
Sabit 29.91 .98 9.91 .51 9.49 .38
Akademik Dayn.  -.28 .03 =35 a1 w.02 277 -.09 .02 =29
R?=12 R*=.07 R?=.08
F=57.66(1-416) F=31.39(1-416) F=36.78(1-416)

***p<.001 (SH= Standart Hata)

Tablo-2 incelendiginde yapilan regresyon analizi sonucunda akademik dayanikliligin okul
tikenmisligiyle basa ¢cikma becerisinin kacinan baga ¢ikma alt boyutunun negatif yonde anlamli bir
yordayicist oldugu ve varyansin %12’sini agikladigi gortilmektedir (B=29.91, B=-.28, p<.001). Ayrica

akademik dayanikliligin okul tiikenmisligiyle basa ¢cikma becerisinin aktif basa ¢ikma alt boyutunun
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pozitif yonde anlamli bir yordayicisi oldugu ve varyansin %7’sini agikladigi gortlmektedir (B=9.91,
B=.11, p<.001). Yine tablo-2 incelendiginde; akademik dayanikliligin okul tiikenmisligiyle basa ¢cikma
becerisinin duygusal basa ¢ikma alt boyutunun negatif yonde anlamli bir yordayicisi oldugu ve
varyansin %8’ini agikladig: goriilmektedir (B=9.49, p=-.29, p<.001).

Tartisma ve Sonug

Okul tikenmisligi her ogrencinin egitim sirecinde belli bir donemde yasadigi ve ogrencilere
olumsuz yansimalar1 olan bir durumdur (Korhonen vd., 2016; Salmela-Aro ve Read, 2017). Daha
onceki aragtirmalarda okul tiikenmisliginin ¢ok boyutlu ele alindigi ancak 6grencilerin yagadig: okul
tiikenmigligi sorunuyla basa ¢ikma becerisinin ¢ok fazla incelenmedigi gorilmektedir. Bu baglamda
bu ¢alismada 6grencilerin okul tikenmisligiyle basa ¢ikma becerisi tizerinde etkisi oldugu distintilen

akademik dayaniklilik kavramiyla okul tiikkenmisligiyle basa ¢cikma becerisinin iliskisi ele alinmusgtir.

Akademik dayanikliligin 6grencilerin giiclti yanlarini fark edip ve giiclii yanlarina odaklanip bir problem
durumunun tstesinden gelebilmelerinde 6nemli bir role sahip oldugu 6ne stirtilmistir (Morales,
2008a; Morales, 2008b). Akademik dayanikliligin okul stireclerindeki problemlerle basa ¢ikmanin
yaninda okul disinda bireylerin karsilastigi problemlerin ¢6zlimiinde de onemli bir rol istlendigi
ifade edilmektedir (Jowkar vd., 2014). Egitim dayaniklilik modelinde akademik dayanikliligin bireyleri
gliclendirici bir faktor oldugu ve okul siireglerinde ortaya ¢ikan problemlerin ¢éziimiinde olumlu
yonde etkili bir rol Gstlendigi ifade edilmistir (Wang vd., 1994; Wang vd., 1999). Ayrica, Richardson vd.
(1990) tarafindan one strilen dayaniklilik modeline gore de bireyler yasamda zorluklarla veya bir kriz
durumuyla miicadele edecek dogustan gelen bir dayaniklilik egilimine sahiptir. Bu baglamda akademik
dayanikliligin da egitim siireclerindeki zorluklarla miicadelede ve basa cikabilmekte 6neli bir role
sahip oldugu ifade edilebilir. Bu calismada ulasilan sonug ise okul siirecinde 6grencinin yasadigi okul

tiikenmigligi problemiyle basa ¢cikabilmesinde akademik dayanikliligin etkili oldugunu gostermektedir.

Mevcut calismada akademik dayaniklihigin okul tiikenmigligiyle basa c¢ikma becerisinin alt
boyutlarindan islevsel olmayan basa ¢ikma yontemi kacinan ve duygusal basa ¢ikmanin negatif
yonde bir yordayicist oldugu bulunmustur. Akademik dayanikliligin okul tiikenmigligiyle basa ¢cikma
becerisinin alt boyutlarindan islevsel olan basa ¢ikma yontemi aktif basa ¢ikmaninsa pozitif yénde bir
yordayicisi oldugu bulunmustur. Calismadaki sonuc 6grencilerin akademik dayanikliliginin iyi seviyede
olmasinin okul tiikenmisligiyle etkin bir sekilde basa ¢ikabilmesine olumlu yonde yansimakta oldugunu
gostermektedir. Yine bu ¢alismanin sonucuna gore; akademik dayaniklihigi diistik olan 6grencilerinse
daha cok islevsel olmayan basa ¢ikma yontemlerini sectigi, baska bir ifadeyle okul tiikenmisligiyle basa

cikmaktansa pes etme ya da ¢6ztimi baska kaynaklardan bekleme yollarini segtikleri sdylenebilir.

Literatiirde akademik dayaniklilikla okul tiikenmisligi arasindaki iliskiyi ele alan ¢alismalar oldugu
dikkat cekmektedir. Ergenler iizerinde yiritilen calismalarda akademik dayanikliligin okul
tikenmisliginin negatif yonde bir yordayicisi oldugu sonucu elde edilmistir (Oyoo vd., 2018; Romano
vd., 2021). Tip egitimine devam eden 6grenciler tizerinde yiirttiilen bagka bir caligmada da akademik
dayanikliligin 6grencileri okul titkenmisligine karsi koruyucu bir rol iistlendigi bulunmustur (Taheri-

Kharameh vd., 2017). Ayrica Giindogan (2021) tarafindan Tiirkiye'de lise egitimine devam eden ergenler
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tizerinde karma yontemle yiiritiilen aragtirmada hem nicel hem de nitel bulgularin sonuglarina gore
akademik dayanikliliga benzer bir kavram oldugu diistintlen 6z diizenlemenin okul tiikenmisligiyle
basa ¢ikma becericisi tizerinde etkisinin oldugu bulunmustur. S6z konusu bu calismalarin sonuglari
mevcut arastirmada ulasilan sonucu destekler niteliktedir. Bunlara ek olarak akademik dayanikliligin
bireylerin gerek normal yasamda gerekse egitim siirecinde bir problem durumuyla basa cikarken
bireyleri gliclendirici ve basa ¢ikma becerisini artirici bir etkisinin oldugu ifade edilmistir (Kapikiran,
2020; Kennedy ve Bennett, 2006; Meneghel vd., 2019; Rudd vd., 2021). Mevcut calismada da akademik
dayanikliligin 6grencilerin okul tikenmisligiyle etkin ve aktif basa ¢ikma becerileri tizerinde olumlu
bir katkisinin oldugu sonucuna ulagilmigtir. Dahasi onceki ¢alismalarda akademik dayanikliligin
problem ¢dzme ve baga ¢ikma tizerinde olumlu yonde etkisinin oldugu da bulunmusgtur. Morales (2008a)
calismasinda akademik dayanikliligin okul siirecindeki problemlerle basa cikabilmekte 6grenciler i¢in
6nemli bir rol Gstlendigi bulunmustur. Meneghel vd. (2019) ¢alismalarinda akademik dayanikhiligin okul
strecinde problemlerle bas etmede 6nemli oldugunu ve 6grencileri gili¢lendirici bir rol tstlendigini
bulmuslardir. Ayrica DiTullio (2014) akademik dayanikliligin zorlu egitim stireclerinde 6grenciyi iten
glic ve problemlerin tistesinden gelip ilerlemesini kolaylastiran bir faktor oldugunu 6ne siirmektedir.
Sonug olarak literatiirdeki daha 6nceki ¢aligmalarin sonuclar ve kuramsal gértsler bu caligmadaki
sonucu desteklemektedir. Bu calismadaki sonucunun mevcut literatiirle tutarli oldugu 6ne stirtilebilir.
Bu noktada bu ¢alismanin sonucuna gore akademik dayanikliligin 6grencilerin okul tikkenmisligiyle

basa cikabilmesinde etkili oldugu ve olumlu bir katkisinin oldugu ifade edilebilir.

Bu caligmada akademik dayaniklihgin okul tiikenmisligiyle basa ¢ikma becerisi tzerinde etkili
oldugunun bulunmasinin yaninda literatiirde baska faktorlerin de okul titkenmigliginin tistesinden
gelebilmelerinde &grencileri giiglendirici roliiniin oldugu bulunmustur. Ornegin; sosyal destegin
ogrencilerin yasadigi okul tiikenmisligiyle basa c¢ikabilmesinde, okul tlikenmisliginin yol actig:
olumsuzluklarin istesinden gelebilmelerinde 6nemli bir roliintin oldugunu ortaya koyan arastirmalar
mevcuttur (Cam vd., Kim vd., 2018; Kutsal & Bilge, 2012). Bunun yaninda literatiirde okulla iligkili
faktorlerin de 6grencilerin okul titkenmisliginin tGstesinden gelebilme becerisi tizerinde etkili oldugu
bulunmustur. Bu faktorler arasinda okul iklimi (Glindogan, 2021), okula baglilik (Vasalampi vd., 2009)
ve dgretmene giiven (Atik & Ozer, 2020) gibi faktdrler oldugu goriilmektedir. Yine literatiirdeki daha
onceki arastirmalarda akademik dayaniklilik disinda baska bireysel faktorlerin de 6grencilerin okul
tiikenmigliginin {istesinden gelebilme becerisi iizerinde etkili oldugu bulunmustur. Ornegin; 6z
diizenleme becerisi (Giindogan, 2021), biligsel esneklik (Gan vd., 2007), 6znel zindelik (Saricam, 2015)
ve 6z yeterlik algis1 (Martos Martinez vd., 2021) gibi degiskenlerin bireysel faktorler arasinda oldugu
bulunmustur. Sonuc olarak mevcut ¢calismada akademik dayanikliligin okul tiikenmisligiyle basa cikma
becerisi tizerinde olumlu yonde bir etkisinin bulunmasina ragmen, tek basina akademik dayanikliligin

etkili olmadigi da ifade edilebilir.

Oneriler ve Sinirliliklar
Literatiirde one siiriilen akademik dayanikhiligin 6grencileri problem durumuna kars: giiclendirici

roliintin oldugu gortisi de dikkate alinarak (Akman, Abasli ve Polat, 2018; Kennedy ve Bennett, 2006)

/ﬂ Selim Giindogan



Ergenlerde Akademik Dayaniklilik ve Okul Tiikenmisligiyle Baga Cikma Becerisi Arasindaki iliskinin incelenmesi

bu ¢alismada ulagilan sonuca gore okullarda 6grencilerin akademik dayanikliligini artirmaya doniik
etkinlikler planlanmas: 6nerilebilir. Bu kapsamda okul rehberlik ve psikolojik danisma hizmetleri
programi hazirlanirken programa akademik dayanikliligi artirmaya dontk etkinlikler ve grup rehberligi
calismalari da eklenebilir. Ayn: sekilde okul tiikkenmisligi yasayan 6grencilere doniik psikoegitim
programi hazirlanabilir ve psikoegitim programinda akademik dayanikliligi artirmaya donik bilgi
ve becerilere de yer verilebilir. Aragtirmacilara ise 6grencilerin okul tiikkenmisligiyle basa ¢ikma
becerilerini artirmaya doniik deneysel calismalar planlayip, 6grencilerin okul tikenmisligiyle basa
¢ikma becerisini artirmaya doniik bir siireg yiiriitmeleri dnerilebilir. Bu noktada aragtirmacilar deneysel
calismalarinda 6grencilerin akademik dayaniklhiligini artirmaya doniik ya da 6grencilere akademik
dayanikliliklarinin farkindaligini kazandirmaya yonelik oturumlar planlayabilirler. Ayrica konu ile
ilgili arastirma yuruttlecek arastirmacilar okul tikenmisligiyle basa ¢ikma becerisi tizerinde okul
stireclerinin, psikolojik saglamligin, 6z dlizenleme ve 6z yeterlik algisinin etkisini incelemeye déniik
yeni arastirmalar tasarlayabilirler. Yiriitiilecek bu arastirmalarin sonuclarinin okul tikenmisligiyle

basa ¢ikma becerisinin daha etraflica literatiirde ele alinmasina katk: sunacag: diistiniilebilir.

Bu calismanin belli sinirliklart bulunmaktadir. {1k sinirhilik ¢alisma grubunu sadece liseye devam eden
ergen bireylerin olusturmus olmasidir. Yeni aragtirmalarda ortaokul veya tiniversite 6grencileri de dahil
edilip, katilimer grubun ¢esitliligi artirilarak bu simirlilik azaltilabilir. Calismanin diger bir sinirlilig:
tek seferde veri toplanilan kesitsel bir caligma olmasidir. Boylamsal arastirmalar planlanip bireylerin
okul titkenmisligi durumuyla baga ¢ikma becerisi tizerinde akademik dayanikliligin etkisinin zaman
icindeki degisimleri de incelenebilir. Nicel arastirmalarin bir 6zelligi de 6z bildirime dayali 6l¢ek, anket
gibi veri toplama araglariyla verilerin toplanmasidir. Bu calismada da 6zbildireme dayali 6lgeklerle
veri toplanmigtir. Bu kapsamda nicel aragtirmaya nitel boyutta eklenerek ya da aragtirma stireci karma
yontemle planlanarak bu simirlilik da asilabilir. Bu arastirmada okul tikenmisligiyle basa cikma
becerisi tizerinde sadece bir degiskenin etkisi incelenmistir. Yeni arastirmalarda bagimsiz degisken
sayisi artirilip daha da genis 6rneklemlerde bir arastirma planlanabilir. Béylece genellenebilirligi daha

yiksek sonuclar elde edilebilir.
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Introduction

School burnout negatively affects students academically, psychologically, and socially (Salmela-Aro & Upadyaya,
2014). Although several studies have examined school burnout, very few deal with coping with this problem
(Ates, 2016; Glindogan, 2021; Noh et al., 2018). Coping with school burnout is defined as a student’s ability to use
his or her current coping skills against school burnout to successfully overcome school burnout, to reduce any
negative effects that may result, and to resume education more effectively (Giindogan, 2021, p. 44).

Academic resilience is believed to have an impact on students’ ability to cope with school burnout. Previous
studies have also revealed the relationship between academic resilience and school burnout. For instance,
Oyoo et al. (2018) found academic resilience to be a negative predictor of school burnout in secondary school
students. Similarly, Romano et al. (2021) found academic resilience to have a negative predictive effect on
school burnout.

Given the prevalence of school burnout among students, several studies have taken up examining it. Previous
studies have examined which factors increase and decrease school burnout. It seems, however, that coping
with school burnout remains understudied. As such, we have endeavored to explore coping with school
burnout in hopes of determining viable solutions. Accordingly, we have set out to discuss the relationship

between academic resilience—found to have an effect on school burnout in previous studies—and methods
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used to cope with school burnout. In short, we have aimed to ascertain whether academic resilience is a
positive predictor of adolescents’ abilities to cope with school burnout. We constructed two relevant sub-
problems:
1. Is there a significant relationship between adolescents’ abilities to cope with school burnout and
academic resilience?

2. Is academic resilience a significant predictor of adolescents’ abilities to cope with school burnout?

Method

Given the quantitative nature of our study, we decided to format it into a relation study whose two variables are
adolescent students’ academic resilience and abilities to cope with school burnout. Relational studies deal with
relationships between two or more variables (Biytikoztiirk et al., 2017). We recruited a total of 418 adolescent
high school students—272 (65%) females and 146 (35%) males—aged between thirteen and eighteen. Of this
total, 145 (34.7%) were in ninth grade, 104 (34.9%) were in tenth grade, 82 (19.6%) were in eleventh grade, 87
(20.8%) were in twelfth grade.

Results and Discussion

We found academic resilience to be a negative predictor of emotional coping and avoidance of dysfunctional
coping. We found academic resilience to be a functional coping method and a positive predictor of active
coping. Our findings demonstrate that a high level of academic resilience reflects positively on their ability to
effectively cope with school burnout. The results of our study show that students with low academic resilience
mostly resort to dysfunctional coping methods, meaning that they prefer to give up or wait for a solution from
other sources instead of actively seeking ways to overcome school burnout.

Although previous studies examine correlate between academic resilience and school burnout, these studies
did not find anything that directly addresses the relationship between high school students’ academic resilience
and their ability to cope with school burnout. Studies conducted on adolescents have found that academic
resilience is a negative predictor of school burnout (Oyoo et al., 2018; Romano et al., 2021). One study conducted
with university-level medical students found that academic resilience warded off school burnout (Taheri-
Kharameh et al., 2017). Previous studies’ results support the conclusion reached in our study. In addition,
academic resilience has an empowering effect that leads to more highly developed coping skills both in one’s

normal and educational life (Kapikiran, 2020; Kennedy & Bennett, 2006; Meneghel et al., 2019; Rudd et al., 2021).
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