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ABSTRACT

RELATIONSHIP BETWEEN THE ORGANIZATIONAL CLIMATE AND
OCCUPATIONAL STRESS EXPERIENCED BY ENGLISH INSTRUCTORS IN
THE PREPARATORY SCHOOLS OF FIVE UNIVERSITIES IN ANKARA

SOYLU SIRAY, Ersin
Ph.D., Department of Educational Sciences
Supervisor: Assist. Prof. Dr. Gokce GOKALP

September, 2013, 183 pages

Relationship between the organizational climate and occupational stress
experienced by English instructors in the Preparatory Schools of five universities in
Ankara was examined. Role of the administrator in either preventing or lessening the
occupational stress of the instructors related to his supportive or restrictive approach
was explored. In addition, role of the teachers’ behavior as being collegial or
indifferent, and its relationship with the occupational stress of the other teachers was
examined. 276 instructors working in the English departments of five universities
completed two questionnaires. The predictor variable was the organizational climate
with six subscales as supportive administrator, directive administrator, restrictive
administrator, collegial teacher, intimate teacher and indifferent teacher. It was
measured by the Organizational Climate Index (OCI) designed by Hoy and Tarter
(1997), and translated to Turkish by Yilmaz and Altinkurt (2013). The dependent
variable was occupational stress measured by the Teacher Stress Inventory (TSI)
designed by Fimian and Fastenau (1990), and translated to Turkish by Kiziltepe
(2007). The results indicated that there was a significant relationship between a

supportive, and/or restrictive administer and the occupational stress of the



instructors. The results also showed that working with collegial, and/or indifferent
instructors had impact on the occupational stress of the instructors. The implications
of these findings were discussed and recommendations for further research were

made.

Keywords: Organizational Climate, Occupational Stress, Administrator, Instructor,

English Preparatory School
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ANKARA’DAKI BES UNIVERSITENIN HAZIRLIK OKULLARINDA GOREV
YAPAN INGILIZCE OGRETIM GOREVLISI/OKUTMANLARIN
ALGILADIKLARI IS STRESI iLE ORGUT IKLiMi ARASINDAKI ILiSKi

SOYLU SIRAY, Ersin
Doktora, Egitim Bilimleri Bolimii
Tez Yoneticisi: Yrd. Dog. Dr. Gokge GOKALP
Eyliil 2013, 183 sayfa

Bu calisma &rgiit iklimi ile Ingilizce dgretim gorevlisi / okutmanlarin is stresi
arasindaki iligkiyi arastirmak amaci ile yapilmis, yoneticinin is stresini 6nlemede
veya azaltmadaki rolu arastirilmistir. Buna ek olarak, meslektaslar arasi igbirlik¢i
Ogretmen davranisi ile umursamaz 6gretmen davranisi da incelenmistir. Calismaya,
bes universitenin Ingilizce béliimlerinde ¢alisan 276 ogretim gorevlisi/okutman
katilmis ve iki envanter doldurmuslardir. Calismadaki bagimsiz degisken orgiit
iklimi olup, Hoy ve Tarter (1997) tarafindan gelistirilen, Yilmaz ve Altinkurt (2013)
tarafindan Tiirkce’ye cevirilen Orgiit Iklimi Olgegi (TSI) ile l¢tilmiistiir. Bagiml
degisken olan is stresi ise Fimian ve Fastenau (1990) tarafindan gelistirilen, Kiziltepe
(2007) tarafindan Tiirk¢e’ye cevirilen Is Stresi Envanteri (TSI) ile ol¢iilmiistiir. Elde
edilen sonuglar destekleyici ve/veya kisitlayict bir yonetici ile Ogretim
gorevlisi/okutmanlarin is stresi arasinda bir iliski oldugunu gostermistir. Sonuglar
aynt zamanda isbirlik¢i ve/veya umursamaz Ogretim gorevlisi/okutmanlar ile
meslektaslar1 arasinda is stresi ile ilgili bir iliski oldugunu ortaya koymustur. Elde
edilen sonuglarin etkisi tartisilmis ve gelecekte yapilacak arastirmalar i¢in Oneriler

getirilmistir.

Anahtar Kelimeler: Orgiit iklimi, Is Stresi, Yonetici, Ogretim Gérevlisi/Okutman,

Ingilizce Hazirlik Okulu
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CHAPTER 1

INTRODUCTION

1.1 Introduction

University staff play a vital role in the creation and development of
knowledge and innovation, in addition to education and training (Gillespie, Walsh,
Winefield, Dua, & Stough, 2001). In order to do this, both the administration and the
academic staff try hard, however, in the modern era their task is sometimes difficult
due to the stress they experience. People suffer from great deal of stress in their daily
lives, and job life is one of the most important contributors to this. Every job has a
level of stress associated with it and teaching is not an exception. Within the general
area of occupational stress, teaching has been identified as one of the most stressful
occupations (Cooler, Sloan, & Williams, 1988). Occupational stress of the instructors
is defined as their experience of “unpleasant, negative emotions, such as anger,
anxiety, tension, frustration, or depression, resulting from some aspect of their work”
(Kyriacou, 2001). In order to eliminate or reduce this stress, the starting point would
be to identify it, and its sources to provide a successful teaching and learning climate
(Bidula & Baruah, 2012; Bhatti, Hashmi, Raza, Shaikh, & Shafiq, 2011). The
instructors’ occupational stress and its relationship with the organizational climate
has been regarded as an important issue that affects the teaching and learning climate
(Shah, Khaipur, Memon, & Phulpoto, 2012). Some factors which affect the
instructors such as leadership, motivation and job satisfaction are stated as important
elements of organizational climate (Miskel & Ogawa, 1988). In their study of
organizational climate, Hoy & Miskel (2008) state that the instructors are affected by
the climate and their behavior is based on their perception of the climate.

Research on the instructors’ occupational stress and organizational climate of
educational institutions finds administrators influential and suggests they promote a
professional organizational climate (Bryk, Sebring, Allensworth, Luppescu, &
Easton, 2010; Hoy & Henderson, 1983; Hoy, Smith, & Sweetland, 2002; Leithwood
& Jantzi, 1999; Louis, Leithwood, Wahlstrom, Anderson, Michlin, Mascall, &

Moore, 2010; Rosenholtz, 1985). Another research on organizational climate and its



relationship with teacher stress highlights the importance of administrative support
since lack of this support has been chosen as the most dissatisfying factor among
teachers leading to occupational stress (Clarke & Keating, 1995). That teachers
should behave and be treated professionally, and feel valued have been basic facts of
education system (Libermann, 1988). In this respect, it is important to find out what
kind of problems bring about occupational stress among the instructors in higher
education, and whether these stress sources have any relationship with the

organizational climate.

1.2 Background to the Study

Specific research related to climate in the workplace began to be explored in
the late 1950s and crossed into the realm of education in the 1960s (Caldarella,
Shatzer, Gray, Young & Young, 2011; Halpin & Croft, 1963). At first, the concepts
of organizational climate and organizational culture were intertwined (Lunenburg &
Ornstein, 2012). However, climate has been separated out as the perception of one’s
work environment (Zhang & Liu, 2010) and it involves the atmosphere of that
environment and the perception of the behaviors of the people within the
environment (Norton, 2008).

School climate is what constitutes the school’s atmosphere based on the
interactions and the perceptions of the people in the school environment (Hoy, Tarter
& Bliss, 1990; Norton, 2008). Organizational school climate influences the behavior,
productivity and effectiveness of the instructors, and administrators have a
considerable influence on the school climate (Ali & Hale, 2009; Azzara, 2001;
Hoyle, English & Steffy, 1985; Mine, 2009). Organizational school climate is
observed and experienced by each member of the school, however, each of those
members may have a different view of the school climate according to their own
personal interactions, perceptions, and encounters which affect them (Halpin and
Croft, 1963). In all levels of education these different views of the climate have
important and influential aspects of satisfaction, retention and effectiveness among
academic staff (Thompson, Diamond, McWilliam, Snyder, and Snyder, 2005).

Regarding the relationship between the faculty and the climate at the
universities, there has been a great deal of research, however, there has been less

research on how the university instructors experience the results of this relationship,



such as occupational stress (Abouserie, 1996). Singh and Bush (1998) claim that the
persistent demands of academic life are likely to lead to negative consequences for
the instructors. Abouserie (1996) states that academics have a large number of
competing roles such as teaching, research, writing papers, and meeting seminar and
tutorial commitments, and claim that 74% of staff are moderately stressed and nearly
15% are seriously stressed with instructors the most negatively affected followed by
research assistants and professors. Likewise, Gillespie, Walsh, Winefield, Dua, and
Stough (2001) identify several key factors about organizational climate that are
commonly associated with stress in academic staff. These include work overload,
time pressure, lack of prospects, poor levels of reward and recognition, fluctuating
roles, poor management, and poor resources and funding. Other stressors of the
academic staff which have been identified from the literature by Gillespie, Walsh,
Winefield, Dua, and Stough (2001) include high expectations, low job security, lack
of communication, inequality, and lack of feedback.

When organizational climate and its effects on academic staff in Turkey is
considered, Mengil and Schreglmann (2013) conducted a study in Turkish
universities and found similar results to Gillespie, Walsh, Winefield, Dua, and
Stough (2001). Their research showed that academic staff was negatively affected by
some factors in the organizational climate inclucing lack of support and
encouragement, lack of motivation, time management problems, lack of research
culture, insufficient support for the instructors, and financial problems. With respect
to organizational climate and how the academic staff perceive it in Turkey,
Kelesoglu (2009) found that the academicians had a positive attitude about the
existing culture, however, the socialization among themselves was not at expected
levels. They did not want to come together for social gatherings, and did not want to
do co-operative work, which indicated some problems. All these have pointed that
there is a relationship between organizational climate and occupational stress of the
academic staff but the nature of this relationship may be different. In this sense,
various scholars used various theoretical perspectives complementing each other in

their studies, which have been built upon some solid theoretical perspectives.



1.2.1 Theoretical Perspectives about Organizational Climate

The study of organizational climate began in the work environment of
businesses before transitioning into schools (Caldarella, Shatzer, Gray, Young &
Young, 2011; Halpin & Croft, 1963). At first, there was not a clear distinction
between the concepts of organizational climate and culture; however, theorist soon
began to unwrap the differences and separated them into two constructs that involved
some overlap (Lunenburg & Ornstein, 2012). Researchers have defined
organizational climate based on the policies in an organization, and its members’
personalities, values, and needs as having a significant bearing on its effectiveness
(Luthans, Norman, Avolio, & Avey, 2008; Thumin & Thumin, 2011; Zhang & Liu,
2010). Rafferty (2008) claims that the foundations for the study of organizational and
school climate were laid by Maslow’s (1943) study of the motivation factors in
organizations and the needs required for the members to be productive. Fulfillment
of these basic human needs in every member of the school is essential to the
achievement of success in that school (Howard, Howell, & Brainard, 1987,
Schoen & Teddlie, 2008;). Both the instructors and the administrators have efficient
and effective performance and increased accomplishments when their fundamental
needs are met (Heller, 2002; Howard, Howell, & Brainard, 1987; Rooney, 2003).

Another theoretical perspective guiding research in school climate is the
theory developed by Malik, Nawab, Naeem, & Danish, (2010). This theory assumes
that school climate has a significant effect on teacher job satisfaction. The resarchers
claim that in a centralized educational system, the school climate is open to
manipulation, and the authorities hold the responsibility to improve job satisfaction
of the teachers, and thus they need to be aware of both organizational and individual
variables which influence the quality and effectiveness of the teachers’ work life and
occupational stress. Menon and other researchers (Menon & Christou, 2002; Menon
& Saitis, 2006) have also pointed to the importance of the work climate as a
contributing factor to teacher satisfaction.

Norton (2008) has described organizational climate as the school atmosphere
which is characterized by social and professional interactions within it. A healthy
organization gives importance to meeting its required tasks and fulfilling its
organizational and human needs by emphasizing continued growth and development.

Such schools have clear goals, adequate communicbration, and they foster a climate



that enhances positive and professional human relationships. Climate of a school
system is influenced by both internal and external environments, which can lead to
changes. This description is supported by the leading theorists in this field, Hoy,
Tarter, and Bliss (1990), who agree with internal and external environments, and
suggest that the administrator has an important internal effect. They claim that the
influence of the administrator is indirect on school achievement but direct on both

positive and negative outcomes for the instructors such as occupational stress.

1.2.2 Theoretical Perspectives about Occupational Stress

Lazarus and colleagues have developed a model in stress research which
takes into account general aspects of stress definition, such as how the instructors’
own perceptions of their circumstances play a major role in explaining their
emotional experience. They have defined stress as resulting from the subjective
perception of environmental demands (Lazarus & Folkman, 1984). After Lazarus
and Folkman, Kyriacou and Sutcliffe (1978) have made an explicit distinction
between stressors which are mainly physical and those which are essentially
psychological, both of which are related to the organizational climate. Dick and
Wagner (2001) have also seen occupational stress in the education institutions as a
negative effect with diverse psychological (e.g., job dissatisfaction), physiological
(e.g., high blood pressure), and behavioural (e.g., absenteeism) correlates. They
claim that these negative stress effects lead to physiological and biochemical changes
accompanied by psychosomatic and even chronic symptoms like coronary heart
diseases in the long run.

Kyriacou (1989) has also studied certain tensions which the instructors face.
According to him, the stress reasons for the instructors may be extensive and include
workplace and personal characteristics. He points out that the instructors face with
certain stressing factors, which include: teaching low-motivated students, time
pressure, working hard, coping with changes, being assessed by others, relations with
colleagues, role conflict, and poor occupational conditions. Kyriacou and Sutcliffe
(1978) have presented a model of occupational stress which emphasizes the
instructors’ understanding of the profession. According to this model, the instructor
may use coping strategies to reduce a threat in case he feels that his self-respect or

welfare is threatened by potential physical and mental stressing factors such as



excessive occupational demands or lack of control on decision making which results
from the environment.

Another theoretical perspective guiding reserach in occupational stress in
education institutions is the theory developed by Pearson and Moomaw (2005). This
theory assumes that autonomous instructors would demonstrate less occupational
stress, greater work satisfaction, higher perceived empowerment, and a higher degree
of professionalism. They have claimed that as curriculum autonomy increased
occupational stress decreased. Also, they have associated increased job satisfaction
and perceived empowerment with decreased occupational stress.

Likewise, Brener and Bartell (1984) have also developed a theory of
occupational stress. They have stated that stress is the result of merged characteristics
of the instructor and the climate of the school. In addition, they have referred to the
stress factors regarding general work understanding, personal characteristics, and
coping strategies.

All in all, organizational climate and its relationship with the occupational
stress of instructors can be studied by referring to the theoretical perspectives
discussed above. Accordingly, the major focus of this study was to investigate the
relationship between organizational climate and occupational stress experienced by

the instructors.

1.3 Purpose of the Study

Malik, Nawab, Naeem, and Danish (2010) have proposed that organizational
climate has crucial impact on the employees’ job satisfaction and commitment,
which helps with organizational issues, and results in better social and cultural
conditions. Other researchers agree with Malik, Nawab, Naeem, and Danish (2010)
and add that trust is another important criterion to establish and develop an effective
climate among the administration, instructors and students, and it helps to determine
whether the relationships among the relevant parties are positive or not (Ennis &
McCauley, 2002; Macmillan, Meyer, & Northfield, 2004). Tschannen-Moran (2001)
has also made claims about organizational climate and indicated that contribution of
the instructors has to be encouraged in order to improve school administration and
enhance total quality management. She has also suggested making use of new

perspectives and approaches to better the conditions of the instructors. All these



researchers have analyzed one or two perspectives of organizational climate,
however, some other perspectives such as role of the administration, relationships
among the administers and instructors, behavior of administers and instructors and
their outcomes have not been adequately investigated all together in the same
research as regards universities. This indicates the need to look at the relationship
between organizational climate and occupational stress in higher education.

Furthermore, it is a fact that the primary role of higher education is research
and development, and the instructors’ responsibility is to enhance their teaching
capacities to attain the objectives of education. Chaudhry (2012) claims that stress is
inevitable under these conditions, and that it can be tolerated by the level of
satisfaction the instructors get from their job. However, these researches have not
aimed at studying the relationships of these stress sources with the climate of the
organization.

One particular study that on teacher stress has been conducted with a group of
English instructors in order to identify the major factors causing occupational stress
in Turkey Cephe, 2010). All of the English instructors who were the participants of
the study emphasized that a work condition in which they had no right to contribute
to the development of the administrative system, improve the educational system
they serve for, or get some professional support caused stress, and based on his
findings, Cephe has suggested new research on organizational climate and work
stress since Turkey as a developing country “respects the performance of the
language teachers” (p. 34).

Owing to the concerns above and due to the fact that there is a gap in
literature with respect to the relationship between the organizational climate and
work stress of the instructors, a study in this topic is important. Therefore, the
purpose of this study has been to investigate and explain the answer of a “how”
question and it has focused on the relationship between the organizational climate
and occupational stress experienced by English instructors in Preparatory Schools of
Universities in order to contribute to the current knowledge of this organizational
phenomena within its real-life context. This study has examined the instructors’
stress related to school climate in order to understand whether this has played a role
on their occupational stress. Additionally, the researcher has aimed at analyzing

whether leadership styles of the administrators and behaviors of the colleagues have



an effect on the work stress of the instructors. Specifically, this study has aimed to
analyze the following research questions and the hypotheses;
e How does supportive leadership of the administrator predict occupational
stress of the instructors?
Hypothesis: It is hypothesized that supportive leadership of the administrator
will significantly predict the occupational stress of the instructors.
e How does the restrictive leadership of the administrator predict occupational
stress of the instructors?
Hypothesis: It is hypothesized that restrictive leadership of the administrator
has a considerable contribution to the occupational stress of the instructors.
e How does collegial teacher behavior predict occupational stress of the
instructors?
Hypothesis: It is hypothesized that collegial teacher behavior significantly
predicts the occupational stress of the instructors.
e How does disengaged teacher behavior predict occupational stress of the
instructors?
Hypothesis: It is hypothesized that behavior of the teachers, who are not
interested or involved in the tasks and responsibilities in the school,

significantly predicts the occupational stress of the instructors.

1.4 Significance of the Study

Climate in an institution is perceived through behaviors and focuses on the
content of the organizational life (Norton, 2008). It involves socialization,
interpersonal relations and environmental factors, and it influences behaviors,
attitudes, needs, traditions, and authorization (Norton, 2008, Schneider, 2000). There
is nothing inherently good or bad about an organization’s climate but it gains value
when linked to some critical outcomes which are reflected in the behavior of its
members and organizational processes (Muchinsky, 1987). Researchers have referred
to the benefits of climate by linking it to desirable organizational and individual
outcomes such as administrative support (Litwin & Stringer, 1968), keeping one’s
job (Mearns, Flin, Gordon & Fleming, 1998), positive relationships within the
organization (Michela & Burke, 2000), and job satisfaction (Joyce & Slocum, 1982).



Because employees’ perceptions of climate and their relationships within an
organization can influence their behavioral outcomes, organizational climate is
important for the behaviors of the instructors in higher education, as well. This study
is concerned with the relationship of the organizational climate with the instructors to
see how a positive climate, supportive administrators and colleagues impact their
occupational stress.

In the literature, there are studies to investigate the outcomes of the
relationships within an organization. The impact of high expectations from teachers
on their occupational stress has been examined (Bhagat & Allie, 1989; Punch &
Tuettemann, 1990). Some other studies have focused on the relationship among the
colleagues (Blase, & Blase, 2003; DiMartino, 2003; Vickers, 2006;). The impact of
supportive climate in teaching profession has been also analyzed (Burke, Greenglass,
& Schwarzer, 1996; Greenglass, Fiksenbaum, & Burke, 1994; Pierce & Molloy,
1990). Although the aformentioned studies have analyzed various dimensions
regarding the outcomes of the relationships within an organization, they have
disregarded the relationship between the organizational climate and stress
experienced by the instructors. This study aims at analyzing this relationship, and
contributing to literature in terms of practice by showing the importance of creating a
healthy work climate. There is research stating that when the university staff is under
occupational stress, their quality of both teaching and research is affected, and that
further research is needed to gain a better understanding of the challenges facing the
instructors (Armour, Caffarella, Fuhrmann & Wergin, 1987; Chaudhry, 2012;
Ostroff, 1992; Markham, 1999).

What is known about stress among faculty is limited to a few studies that
have investigated specific aspects of faculty life which are likely to become stressors.
In these studies, stress-inducing dimensions of the academic workplace such as high
level of self-expectation and self-imposed pressures for achievement (Gmelch, Wilke
& Lovrich, 1986) excessive time pressures and insufficient resources (Clark, 2001),
teaching-related issues such as reward and recognition, time constraints,
departmental influence, professional identity, and student interaction (Gmelch, Wilke
& Lovrich, 1986) have been analyzed. Neidle (1984) has concluded that stress often
occurs at various intervals throughout one’s academic career, and Sorcinelli and
Gregory (1987) have suggested that junior faculty could be subject to higher levels of

stress, with the pressures and expectations related to tenure decisions.



Richard and Krieshok (1989) have found that female teachers have higher strain
scores than males. Blackburn, Horowitz, Edington and Klos (1986) have found that
job stress manifests itself in low level of life satisfaction, while both Keinan and
Perlberg (1987) and Seiler and Pearson (1984) have suggested that high level of
stress is an event that precedes consideration of a job change. Blix and Lee
(1991) have found a correlation between occupational stress and misfit scores for
motivational style and job rewards for university administrators. As noted in the
abovementioned research, a variety of workplace stressors have been identified in
most of the research on occupational stress. Although researchers have hypothesized
the existence of occupational stress among the faculty, (Khan, Shah, Khan, Gul,
2012; Gmelch, 1986), these studies fail to reflect the relationship of the instructors’
occupational stress with the organizational climate, and how the behaviors of
restrictive or limiting administrators, or indifferent teachers impact the occupational
stress of the instructors. This research has aimed to contribute to the theory of
occupational stress regarding the instructors, and fill in this gap in literature.

When organizational climate of educational institutions and relationships
within that climate are considered, administrators become one of the central figures
whose actions directly shape the climate. Research finds administrators influential
over the organizational climate where they are able to foster trusting, cooperative,
and open environments where input from the instructors is welcome (Anderson,
Michlin, Mascall, & Moore, 2010; Bryk, Sebring, Allensworth, Luppescu, & Easton,
2010; Hoy & Henderson, 1983; Hoy, Smith, & Sweetland, 2002; Leithwood &
Jantzi, 1999; Leithwood, Leonard, & Sharratt, 1998; Louis, Leithwood, Wahlstrom,;
Rosenholtz, 1985, 1989). Research also identifies that the trusting, cooperative, and
open characteristics of the climate generate higher levels of satisfaction, cohesion
around goals, and commitment among faculty. In addition, the relationships between
the administrators and the instructors are found to be central factors for these positive
outcomes (Hoy & Henderson, 1983; Hoy, Smith, & Sweetland, 2002; Leithwood &
Jantzi, 1999; Louis, Leithwood, Wahlstrom, Anderson, Michlin, Mascall, & Moore,
2010; Moolenaar, Daly, & Sleegers, 2010; Ogawa & Bossert, 1995; Rosenholtz,
1985; Stephenson & Baur, 2010; Wahlstrom & Louis, 2008). However, no studies
have been carried out investigating both positive and negative outcomes of this
relationship which influence the occupational stress of the instructors. This study

contributes to literature by analyzing how the behaviors of both supportive, directive
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and restrictive adminstrators, and collegial, intimate and indifferent teachers predict
the occupational stress of the instructors, and by showing the importance of having a
supportive administrator.

Regarding higher education in Turkey, preparatory schools have a distinctive
role because they function like a bridge between the high schools of the students and
their faculties. Thus, English instructors working at preparatory schools regard
themselves neither as high school teachers since they work in a considerably more
autonomous environment compared to high schools, nor faculty members since they
do not have an opportunity to achieve an academic degree. There have been several
studies on occupational stress in Turkey, however very few of them are about the
university academicians in general (Ardi¢c & Polatci, 2008; Budak & Siirgevil, 2005;
Cavus, Gok & Kurtay, 2007; Eker & Anbar, 2008; Giirbiiz, Tutar & Baspinar, 2007).
These studies have either analyzed the occupational stress of the academicians in
general, or they have only found out the factors that affect the occupational stress of
the academicians. For this reason, there is a need for a new research to be conducted
in this area to explore the relationship of the climate in the preparatory schools of the
universities and occupational stress of the instructors in Turkey. This study
contributes to literature by analyzing this relationship, and demonstrating how the
school climate, supportive or restrictive administrators, and collegial or indifferent
teachers impact the occupational stress of the instructors.

All in all, while there are various studies focusing on the concept of either
organizational climate or occupational stress, there is a complete absence of research
with respect to the relationship between organizational climate and occupational
stress in higher education in Turkey. Combined with other findings in the literature,
the outcomes of this study contribute to the understanding of the relationship
between the organizational climate in the higher education context and occupational

stress experienced by the instructors.
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1.5 Definitions of Terms

Definitions of the terms for variables in this study are as follows:

Stress refers to a state of imbalance of the instructors which is elicited by
perceived disparity between the demands of the job and their capacity to cope with
these demands, and which is manifested through a variety of physiological,
emotional and behavioral responses (Lazarus, 1966). In this study, it has been
measured through Teacher Stress Inventory (TSI).

Stressors involve workload, recognition, work politics, interpersonal
relationships and work conditions (Dua, 1994). In this study, major stressors that
have been measured are time management related, work related, professional career
related, discipline and motivation related, and professional investment related stress
sources in addition to emotional, fatigue, cardiovascular, gastronomical and
behavioral stress manifestations.

Occupational stress refers to the fact which has a debilitating impact on the
personal and professional welfare of the university staff, and which clearly affects
the quality of education and research produced in the universities (Gillespie, Walsh,
Winefield, Dua, and Stough, 2001). In this study, occupational stress has been
measured through various stress sources and stress manifestations, and the terms
occupational stress, teacher stress and job stres are used interchangeably for the
stress that the instructors experience.

Organizational climate 1is the “total environmental quality within an
organization” (Lunenburg and Ornstein, 2012, p. 67). In this study, organizational
climate refers to the environment within the English preparatory schools, and it has
been measured by Organizational Climate Index (OCI).

Educational administration refers to a practice which is concerned with the
performance of the organization in order to reach the goals and objectives (Bush,
2007). In this study, educational administration was measured through supportive,
directive and restrictive administrator behavior by OCI.

Supportive principal behavior reflects a basic concern for teachers. “The
principal listens and is open to teacher suggestions. Praise is given genuinely and
frequently, and criticism is handled constructively. The competence of the faculty is

respected, and the principal exhibits both a personal and professional interest in
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teachers” (Hoy, Tarter, and Kottkamp, 1991, p. 26). In this study, supportive
principal behavior was measured through OCI.

Restrictive principal behavior hinders rather than facilitates teacher work.
“The principal burdens teachers with paperwork, committee requirements, routine
duties, and other demands that interfere with their teaching responsibilities” (Hoy,
Tarter, and Kottkamp, 1991, p. 26). In this study, restrictive principal behavior was
measured through OCI.

Directive principal behavior is rigid, close supervision. “The principal
maintains constant monitoring and control over all teacher and school activities,
down to the smallest detail” (Hoy, Tarter, and Kottkamp, 1991, p. 26). In this study,
directive principal behavior was measured through OCIL

Collegial teacher behavior supports open and professional interactions
among teachers. “Teachers are proud of their school, enjoy working with their
colleagues, and are enthusiastic, accepting, and mutually respectful of their
colleagues” (Hoy, Tarter, and Kottkamp, 1991, p. 27). In this study, collegial teacher
behavior was measured through OCI.

Intimate teacher behavior is closely united with strong social relations among
teachers. “Teachers know each other well, are close friends, socialize together
regularly, and provide strong social support for each other” (Hoy, Tarter, and
Kottkamp, 1991, p. 27). In this study intimate teacher behavior was measured
through OCI.

Indifferent teacher behavior signifies a lack of meaning and focus to
professional activities. “Teachers are simply using their time in non-productive group
efforts; they have no common goals. In fact, their behavior is often negative and
critical of their colleagues and the school” (Hoy, Tarter, and Kottkamp, 1991, p. 27).

In this study collegial teacher behavior was measured through OCI.
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CHAPTER 1T

REVIEW OF LITERATURE

The purpose of this exploration was to study the relationship between the
organizational climate of the preparatory schools and occupational stress experienced
by the instructors. This literature review first presents a comprehensive review of the
definition and literature on organizational climate, school climate, and organizational
climate in higher education. In the second part, measurement of organizational
climate is presented. In the third part, higher education context in Turkey including
the preparatory schools of the universities in Turkey is explained. In the fourth part,
stress and occupational stress are defined, occupational stress in higher education
including the English instructors, factors that impact stress among academic staff,
and the role of educational administration in the relationship of organization and
stress is presented. In the fifth part, the review continues with measurement of stress.
In the sixth part, the relationships betwen organizational climate and stress are
discussed broadly. Finally, literature review is concluded with a summary including a
discussion of what literature review shows with respect to the relationships between
organizational climate of higher education and the instructors’ notion of occupational

stress.

2.1 Organizational Climate

Research on organizational climate emerged from the research on
organizational culture. Since the early 1980s, the culture perspective originally
entered the organizational studies scene, and by the mid-1980s there were several
publications on organizational culture (Denison, 1996). When some researchers used
the term organizational culture (Chatman, 1991), some others labelled it as
organizational climate (Joyce & Slocum, 1982). Culture researchers were more
concerned with the evolution of social systems over time, whereas climate
researchers were concerned with the impact which organizational systems had on

groups and individuals (Denison, 1996).
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Emergence of the climate conception is based on the studies carried out by
Lewin (1951) on the motivation theory. Lewin (1951) has suggested that
psychological domain is effective in organizational behavior and motivation. Later,
Litwin and Stringer (1968) have defended that climate mediates the individual
motives, and effects of such motives on the behaviors. Climate is defined by Tagiuri
(1968) as the relatively continual characteristic of the whole environment which is
sensed by the employees at a particular site, which affects their behaviors, which is
composed of several particular characteristics of the environment, and which can be
identified. Schein (1992) defines climate as the common perceptions of the
employees about the organization; Moran and Volkwein (1992) as the permanent
characteristics of the organization distinguishing it from other organizations, and
perceptions of the employees about autonomy, trust, association, support,
recognition, renovation and justice. While climate was preciously perceived by the
employees as the long-lasting and continual organizational characteristics (Forehead
& Gilmer, 1964; Schneider & Bartlett, 1968); later, the attentions have concentrated
on individual characteristics rather than organizational characteristics (Schneider &
Hall, 1972). Denison (1996) has described climate in terms of individuals, and has
stated that climate is the perception of the social environment by the members.

In addition to the definition, there are theories of climate which have been
debated for over a decade (Guion, 1973; Hellriegel & Slocum, 1974; James; & Jones,
1974; Mossholder & Bedeian, 1983; Powell & Butterfield, 1978). At first, an
organization was considered as the natural unit of theory in organizational climate
research (Argyris, 1958; Forehand & Gilmer, 1964; Litwin & Stringer, 1968). Later,
a distinction was made between psychological and organizational climate, and it
suggested that different units of theory (individual and organizational) were
appropriate for the two constructs (James & Jones, 1974). Researchers concerned
with individual perceptions focused on psychological climate, whereas
organizational climate has been investigated when organizational attributes were
considered. Another set of climate constructs, which are called subsystem (Hellriegel
& Slocum, 1974), group (Howe, 1977), or subunit climate (Powell & Butterfield,
1978), have argued for individual, subunit, and organizational units of theory,
depending on the climate construct of interest. In addition, there is composition
theory put forward by James (1982). This theory refers to “a specification of how a

construct operationalized at one level of analysis (e.g., psychological climate) is
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related to another form of that construct at a different level of analysis (e.g.
organizational climate)” (James, 1982, p. 219). James (1982) has suggested that the
unit of analysis for climate is the individual, but that individual climate perceptions
(i.e., psychological climate) could serve as a tool for analysis. On the other hand,
some theorists argue that the set of conditions which exist in an organizational
system is the climate, whereas others argue that the climate is in fact the selective
perceptions of its members (Glick, 1988; James, Joyce, & Slocum, 1988).
Considering the individual unit of theory, Denison (1996) states that climate research
places emphasis on organizational members’ perceptions of “observable” practices
and procedures that are closer to the “surface” of organizational life (p. 622). It is
assumed that the members perceive and make sense of policies, practices and
procedures within the organization with meaningful expressions, thus they have a
relationship with the climate (James, Joyce & Slocum, 1988; Reichers & Schneider,
1990).

The initial assumption of theory and research in the area of organizational
climate was that social environments could be characterized by a limited number of
dimensions, however, over the years, the number of climate dimensions has
proliferated (Patterson, West, Shackleton, Dawson, Lawthom, Maitlis, Robinson, &
Wallace, 2005). Taylor and Bowers (1973) have listed decision-making practices,
communication flow, and the organization of work among their key climate
dimensions. Other dimensions considered by the researchers are risk taking (Litwin
& Stringer, 1968), peer relations (Joyce & Slocum, 1982), social control (Wilkins,
1978), consideration (Campbell, Dunnette, Lawyer, & Weick, 1970), and
centralization (Hellriegel & Slocum, 1974). Campbell, Dunnette, Lawler & Weick
(1970) have identified four dimensions as individual autonomy; degree of structure
imposed on the situation; reward orientation; and consideration, warmth and support.
James and his colleagues (James & James, 1989; James & MclIntyre, 1996; James &
Sells, 1981) have described four dimensions in work contexts such as role stress and
lack of harmony; job challenge and autonomy; leadership facilitation and support;
work group cooperation, friendliness and warmth. James and Jones (1974) have
suggested that individuals develop a global or holistic perception of their work
environment which can be applied to any context. This shows that instructors also

develop a perception of their organizational climate.
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A number of studies have reported relationships between organizational
climate and individuals (Carr, Schmidt, Ford, & DeShon, 2003; James, Choi, Ko,
McNeil, Minton, Wright, Kim, 2008; Kuenzi & Schminke, 2009; Schneider, Ehrhart,
& Macey, 2011). Climate researchers have concentrated on the impact that
organizational systems have on groups and individuals (Denison, 1996; Ekwall,
1987; Joyce & Slochum, 1984; Koyes & DeCotiis, 1991). Research suggests that
organizational climate is also related to several work-related outcomes such as job
satisfaction (Johnson & Mc-Intye, 1998; Tsai & Huang, 2008), commitment
(McMurray, Scott, & Pace, 2004; Joo, 2010), productivity (Patterson, Warr, & West,
2004), and performance (Dawson, Gonzalez-Roma, Davis, & West, 2008; Tziner,
Shultz, & Fisher, 2008). These work-related outcomes reflect the relationship of the
members with the organizational climate. However, all of them have concentrated on
specific work-related outcome. This shows the need to study the organizational
climate by considering these work-related outcomes together to see how they impact
the members of the organization, in order to fill in this gap in literature.

Whether climate is a shared perception or a shared set of conditions has remained a
basic issue of debate (Denison, 1996; Guion, 1973). According to Guion (1973),
organizational climate refers to an attribute, or set of attributes of the work
environment. Guion (1973) claims, the idea that organizational climate is perceived
seems ambiguous since one cannot be sure whether it implies an attribute of the
organization or of the perceiving individual. Hoy and Miskel (1991) define the
climate of the organization as the personality of the organization. They claim that
there is no single best way to organize, to teach, to do research, or to make decisions,
but some approaches are more effective than others, and the best approach is the one
that fits the circumstances. As for the schools, they claim that there is a mutual
relationship between the teachers’ perceptions of the work environment and their
commitment towards their work, and that school organizational health is a more
appropriate concept to understand the organizational environment of a school, and to
study the relationship between school climate and teachers’ performance (Hoy &
Miskel, 1991). In this manner, the literature review continues with an analysis of

school climate.

17



2.1.1 School Climate

Perry (1908) has been the first educational leader to explicitly write about the
school climate, and has described it as the heart and soul of education. Although
Dewey (1927) did not write explicitly about school climate, his focus on the social
dimension of school life and the notion that schools should focus on enhancing the
skills and knowledge of the students, touched on what kind of climate the school
reflects. Empirically grounded school climate research began in the 1950s when
Halpin and Croft (1963) initiated a tradition of studying the impact of school climate
on student learning and development. By the late 1970s, researchers were attempting
to associate school climate with student outcomes in schools. For example,
Brookover, Schweitzer, Schneider, Beady, Flood, and Wisenbaker, (1978) examined
the climate, and defined it as the set of norms and expectations that were defined and
perceived by the individuals within the school. Early school climate studies also gave
importance to observeable characteristics like the condition of the school (Anderson,
1982).

In the early and mid-1990s, studies focused on individual classes or teachers
(Griffith, 1995; Stockard & Mayberry, 1992). Griffith (1995) argued that in an
educational environment where classes are held in different rooms with different
teachers, the unit of school climate measure is the school as a whole, whereas the
individual classroom would be the appropriate measurement unit where students
spend most of the day with the teacher. Since the end of the 1990s researchers have
attempted to link school climate to different outcomes including school achievement
(Hoy & Hannum, 1997); aggression and school crime (Gottfredson, Gottfredson,
Payne, & Gottfredson, 2005; Wilson, 2004); attachment, bonding, connectedness,
and engagement (Libbey, 2004).

Researchers have used various definitions of climate; Hoy and Miskel (2005)
have defined school climate as “the set of internal characteristics that distinguish one
school from another and influence the behaviors of each school’s members” (p.185).
Kottkamp (1984) suggested that climate consists of shared values, interpretations of
social activities, and commonly held definitions of purpose. Hoy, Tarter, and
Kottkamp (1991) have stated that “school climate is the relatively enduring quality of
the school environment that is experienced by participants. It affects their behavior,

and is based on their collective perception of behavior in schools” (p.10). Most
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recently, Cohen, McCabe, Michelli, and Pickeral (2009) suggested that school
climate refers to the quality and character of school life based on people’s experience
of school life, and “reflects norms, goals, values, interpersonal relationships, teaching
and learning practices, and organizational structures” (p. 10).

Regarding what defines and composes school climate, there have been
common domains measured over time. Cohen (2006) and Freiberg (1999) have
revealed five important school climate domains: order, safety, and discipline
(Furlong, Greif, Bates, Whipple, Jimenez, & Morrison, 2005; Griffith, 2000; Wilson,
2004); academic outcomes (Griffith, 2000; Loukas, Suzuki, & Horton, 2006;
Worrell, 2000); social relationships (Furlong, Greif, Bates, Whipple, Jimenez,
& Morrison, 2005; Griffith, 2000; Wilson, 2004); school facilities (Rutter, Maughan,
Mortimore, Ouston, & Smith, 1979; Wilson, 2004); and school connectedness
(Blum, 2005; Catalano, Haggerty, Oesterie, Fleming, & Hawkins, 2004). These
domains offer clues as to what actually composes school climate including norms,
values, and expectations.

Safe, caring, participatory, and responsive school climates tend to foster
social relationships and school connectedness, and provide the optimal foundation
for social, emotional, and academic teaching and learning environment (Blum,
McNeely, & Rinehart, 2002; Osterman, 2000; Wentzel, 1997). A positive school
climate can enhance staff performance, and promote higher morale (Freiberg, 1998).
Lunenberg and Ornstein (2012) described school climate as the environmental
quality of any school, department or district. They referred to the organizational
climate of schools by using some adjectives such as open, closed, healthy and sick.
Open and closed climates were conceptualized by Halpin and Croft (1963), and
health was conceptualized by Hoy and Tarter (1997). The open school climate is the
one in which behavior of both teachers and principals is authentic; teachers and
principals respect each other (Hoy, Smith, Sweetland, 2002). There is an energetic
climate, and it moves towards its goals, and provides satisfaction for the social needs
of its members. On the other hand, a closed climate is characterized by apathy of its
members, and they lack both social needs satisfaction and task-achievement
satisfaction. Thus, the organization seems like it is not growing or developing

(Lunenberg and Ornstein, 2012).
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Organizational health is another perspective for examining school climate.
The idea of positive and healthy relations in organizations was first defined by Miles
(1969) who referred to a healthy organization as the one that survives in its
environment, copes adequately, develops continuously, and expands its coping
abilities. Hoy and Tarter (1997) conceptualized health in organizational climate
at three levels as institutional, administrative and teacher. The institutional level is
related to the environment of a school. The administrative level controls the internal
managerial function of the organization, and teacher level is concerned with the
teaching and learning process. Hoy and Tarter (1997) define a healthy school as the
one that keeps instructional, administrative and teacher levels in harmony. Schools
are thought to be healthy when teachers frequently observe the administrator and
their colleagues, and work in order to accomplish the school goals. The administrator
has an open and collegial leadership, and encourages the teachers to try new and
more effective ways of teaching. The teachers provide appropriate assistance to the
students to meet high expectations. They are open to their colleagues, and to new
ideas. There is trust and goodwill among the teachers, and between the teachers and
the administration (Hoy & Tarter, 1997; Tarter, Sabo, & Hoy, 1995). A healthy
school climate has positive student, teacher, and administrator interrelationships.
Teachers like their colleagues, their school, their job, and their students. They believe
in themselves and their students; and set high, but achievable goals. Students work
hard and have successful performance. The administrator’s behavior is also positive;
s/he is friendly and supportive. In brief, the interpersonal dynamics of the school are
positive (Hoy, Smith, & Sweetland, 2002). In this study, health concepth of the
organization is considered in order to analyze the relationship of the organizational
climate with teacher stress. Research supports that organizational climate of the
schools affect teachers’ occupational stress, and that the teachers working in a
healthy climate do not suffer from high levels of stress, or they can cope with stress

(Kyriacou, 2001; Punch, & Tuetteman, 1996; Sheffield, Dobbie, & Carroll, 1994).

2.1.2 Organizational Climate in Higher Education

The ability of the universities to realize the tasks expected from them, and to
conduct studies depends on its members’ having a positive climate perception

(Arabaci, 2010). In higher education research, the climate has been defined as the
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current perceptions, attitudes, and expectations that define the institution and its
members (Peterson and Spencer 1990). One way to study higher education is by
examining the organizational climate, how its members perceive the environment,
and how it relates to other organizational processes and outcomes (Schulz, 2013).
Presence of a positive, supportive and open climate at the universities can positively
affect the individual and organizational performance. Therefore, the perception of
organizational climate is important for the benefit of organizational efficiency
(Arabaci, 2010). In examining universities, Stern (1966) has found that the students’
and the administrators’ perceptions of organizational climate have been more
positive than the instructors’ perceptions, and that he has found that perception quite
unrealistic. However, Stern (1966) has noted that this very positive perception is
shared only by the administrators, not the instructors. In a related study, Hartnett and
Centre (1974) have found that college administrators have a slight but consistently
more positive perception of organizational functioning than the instructors.

The basic structure of the organizational climate in higher education
institutions has been described with reference to several models such as open, closed,
independent, restricted, sincere, friendly, restricted, and reserved (Halpin, 1966;
Celik, 2000). The basic structure of the organizational climate has been derived from
examinations of various factors such as the focus of the organization, and the
flexibility and stability of procedures within the organization (Bergquist, 1992;
Birnbaum, 1988; Bolman & Deal, 1991; McNay, 1995; Smart & Hamm, 1993).
Halpin and Croft (1963) postulate the concept of open and closed climates. Open
climate refers to an energetic and lively organization that provides satisfaction for its
members. The main characteristic of an open climate is authenticity of the members.
On the other hand, a closed climate is described by the apathy of the members. They
lack authenticity and the organization is stagnant (Halpin & Croft, 1963). Later,
Halpin (1966) has described organizational climate with reference to dissolution,
morality, sincerity, haughtiness, close control, work orientation, and showing
understanding. There is research claiming that organizational climate in higher
education has impact on the occupational stress of the instructors with respect to
workload, conflict, demands from colleagues and administrators, inadequate
resources, and inadequate autonomy to make decision (Ahmandy, Changiz, Masiello
& Bromnels, 2007; Alexandros-Stamatios, Matilyn & Cary, 2003; , Blix, Cruise,
Mitchell & Blix, 1994; Boyd & Wylie, 1994; Ofoegbu & Nwadiani, 2006).

21



In higher education, the relationship between an individual’s perception of the
organization’s climate and work outcomes such as job satisfaction, commitment and
performance has received considerable attention by researchers. Research has
suggested that climate perceptions are associated with a variety of important
outcomes for the instructors in higher education. Some other climate perceptions
which impact the instructors include administrator behavior (Rousseau, 1988;
Rentsch, 1990) and job satisfaction (Mathieu, Hoffman, & Farr, 1993; James &
Tetrick, 1986; James & Jones, 1980). In his study, Arabaci (2010) has concluded that
although the instructors had positive climate perceptions in general, they believed
that they were not involved in decision making. Yaman (2010) has found a similar
result which shows that although there are administrators who seem as role-models,
they do not allow the instructors to participate in the decision-making process, and
the instructors relate this with unhealthy climate. In another study which examined
the impact of organizational climate on the instructors, the results have shown that
the instructors had negative perceptions of the administrators who did not set clear
goals, let the instructors be involved in decision-making process, or who were not
supportive leaders (Narasimhan, 1997). Regarding the administrators, Bucak (2011)
cliams that when an instructor becomes an administrator, s/he keeps some distance
with the instructors, and does not provide sufficient support which results in negative
perceptions of the instructors about the school climate. In addition, Bakioglu and
Yaman (2004) have found that the administrators ask the instructors to do additional
jobs that do not have academic nature such as photocopying the exam packs of the
whole department, or stapling the documents, which has negative impact on the
instructors.

There is also some research of organizational climate which has studied
individual job performance (Brown & Leigh, 1996; Pritchard & Karasick, 1973). For
example, Fink and Chen (1995) have found that the instructors who had collegial
relationships had positive perceptions of the climate, and they had better job
performance and higher satisfaction compared to the indifferent instructors.
Thompson (2005) stated that variables related to the organizational climate such as
supportive administrators, autonomous instructors, and social and professional
relationships among the colleagues and administrators have significant influences on
the positive perception of the instructors about the school climate. Regarding the

instructors in Turkey, research shows that the instructors who have graduated from
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Turkish universities feel degraded since the ones who have their degrees abroad are
believed to have higher degree of culture and knowledge, and this impacts their
individual job performance (Koksoy, 1998; Yaman, 2002). In another study, Yaman
(2010) has concluded that the climate in higher education institution impacts all its
members with regard to their task and job descriptions, and that when there are not
clear descriptions, this causes the faculty from different academic positions to do
similar jobs, which leads to problems.

The results of these studies concluded that there were significant relationships
between climate and work outcomes of the instructors (Carr, Schmidt, Ford, &
Deshon, 2003; Parker, Baltes, Young, Huff, Altman, Lacost, & Roberts, 2003;
Rafferty, 2008; Thompson, 2005). However, these studies did not consider the
relationship between organizational climate and occupational stress among the work

outcomes, and this study has filled in this gap in literature.

2.2 Measurement of Organizational Climate

Compared to the number of studies in organizational climate research, there
are few measures of organizational climate (Patterson, West, Shackleton, Dawson,
Lawthom, Maitlis, Robinson and Wallace, 2005). Organizational Climate
Questionnaire (OCQ) which is developed by Litwin and Stringer (1968) assesses
perceived beliefs and values of the organizational members of their work
environment. These beliefs and values are about the structure of the organization,
members’ taking responsibilities, encouragement of the organization, friendliness in
the organizational climate, performance of the members, supportive organizational
climate, and organizational commitment (Litwin and Stringer, 1968). This scale
gives information about the perceptions and values in general without considering
the relationships between them. Another measure, Business Organization Climate
Index (BOCI), has scales measuring concern for customer service, the impact of
information quality, and ability to manage culture (Payne, Brown, & Gaston, 1992).
This measure has been developed mainly for business organizations since it is related
to customer services, and is not applicable for educational institutions. Another
measure, named Team Climate Inventory (TCI), is developed by Anderson and West
(1996), and focuses on shared objectives or vision; group participation and safety;

team support for innovation; and the task orientation of the members of the
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organization. This scale aims at the teams and groups within an organization, and
ignores personal perceptions and relationships. The Organizational Climate Measure
(OCM) which has been developed by Patterson, West, Shackleton, Dawson,
Lawthom, Maitlis, Robinson and Wallace (2005) is a measure which conceptualizes
climate as a broad construct by including various dimensions. These dimesions are
about human relations, internal processes, open systems, and goals of the
organization, and tests theoretical propositions about the relationships between
climate and organizational effectiveness. Although this is a very comprehensive
measure, and includes human relations and open systems, the main aim is to test the
effectiveness of the organization, and for this reason, OCM is not an appropriate tool
for the current study.

The organizational climate of schools has been developed and measured in a
variety of ways, and some instruments have been developed to view the
organizational climate of schools. These instruments have aimed to measure the
pressures, practices, and policies intended to influence the development of students
(Pace & Stern, 1958), person-environment fit in schools (Stern, 1970), and school
management and organization (Hoy, Tarter & Kottkamp, 1991). Earlier work (Halpin
& Croft, 1963; Hoy, Hannum, & Tchannen-Moran, 1998; Hoy & Sabo, 1998) on a
simplified inventory of climate has focused on middle schools and used health and
opennes as extensive climate measures such as the Organizational Climate
Description Questionnaire (OCDQ), and the Organizational Health Inventory (OHI).

There have been some other inventories developed to measure school climate
such as The School Climate Inventory-Revised (SCI-R), which provides feedback to
school administrators on the perceptions of teachers and identifies potential
interventions that prevent a school’s effectiveness (Butler & Alberg, 1991). The
measured constructs are order, leadership, environment, involvement, instruction,
expectations, and collaboration (Butler & Alberg, 1991). Alliance for the Study of
School Climate—School Climate Assessment Inventory (ASSC—-SCAI) is another
inventory to understand the school’s function, health, and performance. The
measured constructs are physical appearance, faculty relations, student interactions,
leadership and decisions, discipline environment, learning and assessment, attitude
and culture, and community relations (Shindler, Taylor, Cadenas, & Jones, 2003).

A measure developed by Brand, Felner, Seitsinger, Burns, and Bolton (2008) is the

Inventory of School Climate-Teacher (ISC-T) to collect information on teachers’
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views of school climate in order to understand the effect of school climate on school
functioning and school reform efforts. The measured dimensions are peer sensitivity,
disruptiveness, teacher-student interactions, achievement orientation, support fr
cultural pluralism, and safety problems. All of these measures (SCI-R, ASSC-SCALI,
ISC-T) have beed developed to find out some problems, or to assess the school
climate, and ignored the members’ relationships.

Organizational health and openness are other perspectives for examining
school climate (Hoy & Sabo, 1998; Hoy, Tarter & Kottkamp, 1991; Tarter, Bliss &
Hoy, 1989). The openness of organizational climate is measured by exploring open
and authentic relationships between teachers and administrators, and among teachers
themselves. Typically, four to six dimensions of these relationships are measured by
the Organizational Climate Description Questionnaire (OCDQ), with various
versions having 34 (Hoy & Tarter, 1997) to 64 Likert-items (Halpin & Croft, 1963).
The health of the organizational climate of schools is related to the positive
interpersonal dynamics between teachers and administrators, and among teachers
themselves. In addition, the framework considers relationships between the school
and students, and the school and the community, which is not included in the scope
of this study. Similarly, OHI (Hoy & Tarter, 1997) measures opennes and health, but
although opennes and health are different, there is some overlap in the measured
constructs because open schools tend to be healthy and healthy schools tend to be
open. For this reason neither OCDQ, nor OHI are appropriate measures for this
study.

Regarding health of the organizational cimate in schoools, Miles (1969) was
the first to define it as the one that “not only survives in its environment, but
continues to cope adequately over the long haul, (that takes a long time) and
continuously develops and expands its coping abilities (p. 378). Later, Hoy and
Feldman (1987) framed and measured the concept of organizational health. A
healthy school climate is affected with positive student, teacher, and administrator
interrelationships. Teachers like their colleagues, their school, their job, and their
students, and they are driven by a goal for academic excellence. Administrators have
high expectations for teachers, and they try hard to help them. In brief, the
interpersonal dynamics of the school are positive (Tagiuri, 1968). In this study
health concept of the organizational climate has been considered since the aim was to

analyze the relationship between organizational climate and the stress experienced by
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English instructors in preparatory schools. For this reason, the Organizational
Climate Index (OCI) developed by Hoy, Smith, and Sweetland (2002) has been used.
OCl is a descriptive questionnaire that measures four aspects of school climate: the
relationship between the school and institutional vulnerability, the relationship
between the administrator and the teachers (collegial leadership), the relationship
among the teachers, and achievement press. Institutional vulnerability is the extent to
which the school is susceptible to the vocal citizens. High vulnerability suggests that
both teachers and the administrators are unprotected and put on the defensive
position. Collegial leadership explains the administrator behavior directed toward
meeting both social needs of the faculty and achieving the goals of the school. The
relationship among the teachers is shown by the respect for colleague competence,
commitment to students, autonomous judgement, and mutual cooperation and
collegial support. Achievement press describes a school that stesses high but
achievable academic standards and goals. Y1lmaz and Altinkurt (2013) have adapted
OCI into Turkish and had six factors; supportive, restrictive, and directive
administrator behavior, and intimate, collegial and indifferent teacher behavior. In
fact OCI has been developed for high schools, but it is an appropriate tool to measure
the climate in the preparatory schools of the universities since the climate in
preparatory school setting has many similarities with high school setting. In standard
high schools and vocational schools, there is no preparatory year to learn English but
the students have approximately eight hours a week of instruction in English
language, and the total amount of these classes is similar to the instruction in the
preparatory schools. There are also Anatolian high schools and private high schools,
which have a year of preparatory English, and use English as the medium of
instruction (Doganacay-Aktuna, & Kiziltepe, 2005). The classes in preparatory
schools as are mostly conducted in a teacher-centered manner like the ones in high
schools (Demirtas & Sert, 2010). In this manner, English preparatory schools at the
universities are acting as a bridge between the high school and the university. They
resemble high schools in practice, but the climate is more autonomous. In addition,
there are similarities regarding occupational stress of the instructors, which is

discussed in the following part.
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2.3 Higher Education Context in Turkey

In Turkey, before the establishment of the Republic, there was only one
higher education institution, named Istanbul Dariilfiinunu (Istanbul Academy of
Sciences), and a few other military and civilian higher education institutions, a total
of 8, in all Istanbul during the early 1900s (The Ministry of Education (MNE), 2013).
Since the foundation of the Republic, the escalation of higher education has been
adapted as the primary goal in order to live up to the globalized world in terms of
both quality and quantity. The development process has gained momentum
especially in the 1990s to meet the manpower needs of a growing market economy,
and the most obvious characteristics of this change has been the establishment of
numerous universities. While some of these are new state universities in various
cities throughout the country, an increasing number of private universities have also
been established in the big cities, and as of 2013, the number of universities has
reached 192, comprising of 120 state and 72 private universities (MNE, 2013).

There is a hierarchical structure in the nature of higher education system in
Turkey (Celik, 2010). All of the nation’s public colleges and universities are
overseen by a centralized committee known as the Higher Education Council, or
HEC (Yiksekogretim Kanunu [Higher Education Law], 1981). This regulatory body
has the authority to exert extensive interference in university administration through
a series of government policies, resulting in a monumental bureaucracy which tends
to reinforce the political rather than the scientific focus of Turkish academia,
severely limiting the possibility for any innovation and acting as a major obstacle to
change (Arikan, 2002; Bostrom, 2007; Timur, 2000). Under this system, academic
administrators and faculty are recruited according to the requirements set by the
Higher Education Law (Yiiksek Ogretim Kanunu, 1981). Teaching contracts are
offered for limited periods and may be extended or revoked at the decision of
university and HEC officials. Because tenure, salaries, and even the continuation of
employment are dependent to some degree on maintaining the favorable opinion of
those in authority, competition and resentment between faculty members are not
unusual, and those who propose changes to the curricula or the way that classes are
taught are not always well-received (Arikan, 2002).

Both academic and administrative employees, who are office staff, experts,

clerical staff, and service personnel in state universities in Turkey have civil servant
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status. Full professors and associate professors have tenure. The number of academic
and administrative employees’ posts allocated to each state university is determined
by the acts of the Parliament, while staff appointments at all levels are made
exclusively by the universities themselves. The law only sets forth the minimum
requirements for academic promotions and the procedures to be followed in making
appointments (Higher Education Council of Turkey (HECT), 2013).

Kiiskii (2003) concludes that it is important to pursue their career for the
academic staff, however, they are not satisfied with the incompetent working
conditions, mainly regarding their salaries and material aspects, in the state
universities. In addition, while old universities can make long-range plans, the new
universities are concerned with building their image, which is consistent with their
new status, and this brings forward different problems for the faculty working in
state or private universities (Kanji & Tambi, 1999). Arabaci (2010) has found that
the employment variable regarding the status of the faculty (professors, research
assistants, specialists, instructors) constituted a meaningful difference in the
perception of the organizational climate in a positive way compared to the
administrative staff, however, this variable had differences within the academic
position held by the faculty. In another study, Gizir (1999) has identified insufficient
communication, individualism, insufficient sharing of knowledge, grouping, lack of
motivation, administrative problems, lack of common goals, introvert status of the
department, criticism, and organizational climate of the department as the factors that
impede communication among the academic staff. Other researchers have found that
although there are efforts to improve the conditions of higher education institutions
in Turkey, the academic staff has problems regarding quality manpower, financial
resources, bureaucratic administration, education and research (Aypay, 2003; Kiiskii,
2003; Simsek, 1999). As a result of the academic climate research conducted by Oge
(1996), Caglar (2008) and Ozdemir (2006), the instructors were of the opinion that
they were not involved in decision-making process, and they were not rewarded,
which caused occupational stress.

In Turkey, the English language instructors are working in the preparatory
schools of the universities. Some of the state and private universities are English-
medium universities offering a one-year intensive English preparation for all the new
students who are not successful in the English proficiency exam administered at the

beginning of the first academic year (Dogancay-Aktuna & Kiziltepe, 2005). The

28



general aim of these programs is to teach university students to read in English so
that they can cope with departmental courses offered in English in their faculties.
Konig (2003) suggests that in Turkey, main aims for the teaching of English for
higher education is better job opportunities and following technological and
scientific improvements. Despite the importance attached to preparatory English
programs in Turkey to bring university students up to an adequate level in terms of
English, and to help students use English internationally in various fields (Toker,
1999), the preparatory school programs have some problems. For example,
Karatas and Fer (2009) have suggested determining the level of English needed in
the business area, and designing preparatory school curriculum accordingly so that
the instructors would be goal oriented and work more efficiently. Another study was
carried out by Tung¢ ( 2010), who found that the implementation process of the
English language curriculum showed differences in relation to the facilities of
schools and classrooms, teacher and student characteristics and perceptions. This
may appear to be similar with the departments of the faculties, however, in the
faculties there are different courses designed individually by the faculty whereas in
the preparatory schools the same course is taught in all the classes, by all the
instructors. The current preparatory programs are based on a modular system which
requires the students to pass all four levels of English proficiency (A1, A2, B1, B2)
as described in the Common European Framework of reference (CEFR) (Coskun,
2013). In this respect, the preparatory schools resemble the high schools, since the
application of the curriculum is similar. Although it is believed that the nature and
quality of the teacher influences effective teaching, Toker (1999) states that the
major problem with the instructors at preparatory schools is that most of them are
from an arts background, they have not been trained as teachers, and they have no or
little interest in science. Additionally, some people think that preparatory schools are
insufficient to teach English, and that valuable time at the university is being wasted
to learn a language (Kulemaka, 1994). Lamson (1974) describes that another
problem in Preparatory School instruction is accommodating the students who learn
a foreign language very slowly, which affects the motivation of the instructors. Since
all the instructors have to follow the same curriculum and have limited time to teach
specific information, they have no time to repeat for the students who learn slowly,
and feel stressed since they become insufficient to teach those students. In another

study, Cem (1978) claims that the instruction in the preparatory schools is
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insufficient because the instructors do not give importance to professional investment
and do not make use of new approaches to teaching English as a foreign language.
Since these instructors do not have opportunities for an academic degree, they do not
have any ambition to improve themselves professionally. When lack of motivation is
considered together with lack of participation in decision making, insufficient
sharing of knowledge (Gizir, 1999), and lack of tenure (Arikan, 2012), occupational
stress of the preparatory school instructors becomes inevitable.

The aforementioned research has aimed at evaluating the curriculum
(Karatas & Fer, 2009; Gerede, 2005), identifying the problems about the students, or
the Preparatory Program in general (Gokdemir, 2010; Ozkanal & Hakan, 2010; Ors,
2006). Although Ozkanal and Arikan (2010) found a significant relationship between
perceived stress level of the instructors and emotional exhaustion about work related
factors, occupational stress of the instructors was not analyzed in these studies.
Although several studies have been conducted about preparatory schools of
universities, there is a need for a study regarding how the instructors perceive the
organizational climate of the preparatory schools, and how this climate impacts their

occupational stress in order to contribute to literature.

2.4 Stress

Lazarus (1966) has defined stress as the relationship between an individual
and his environment that is appraised as dangerous, and evaluated as beyond his
ability to deal with. It is also defined as a physiological non-specific reaction to
external or internal demands (Selye, 1976). Therefore, it is not the event (the
stressor) that causes stress but the individual’s perception, and his emotional reaction
to it. McGrath (1976) defines stress as a dynamic condition in which an individual is
confronted with an opportunity, constraint or demand on being, having, and/or doing
whatever he desires. Selye (1976) gives a thorough overview of stress from practical
and medical perspectives, and claims that stress is not necessarily something bad, nor
is it necessarily something good; it is simply something that cannot be avoided. In
line with Selye (1976), other researchers define stress as a multivariate process and
claim that when environmental conditions are appraised as being potentially harmful,
threatening or challenging, people interpret the conditions as exceeding their

individual resources to cope with, and this results in stress (Adeyemo & Ogunyemi,
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2010; Lazarus & Folkman, 1984; Ofoegbu & Nwadiani, 2006). These environmental

conditions lead to occupational stress, which is discussed in the following part.

2.4.1 Occupational Stress

Occupational stress has been described as the physical, mental and emotional
wear and tear brought about by being incompatible between the requirement of the
job and the capabilities and the resources by Akinboye, Akinboye and Adeyemo
(2002). They claim that occupational stress is pervasive and invasive, and define
occupational stress as the twentieth century disease. Within the general area of
occupational stress, teaching has been identified as one of the most stressful
occupations (Cooper, Sloan, & Williams, 1988; Travers & Cooper, 1996;
Benmansour, 1998; Dunham & Varma, 1998; Guglielmi & Tatrow, 1998; Pithers &
Soden, 1998; Kyriacou, 2001; Van Dick & Wagner, 2001). Research conducted by
Sorenson (2007) reveals that working in the field of education can always cause
stress, and that some systems even create a culture characterized by tension, stress,
and anxiety. Stress can have serious implications for both the healthy functioning of
the instructor and the organization in which s/he serves.

There have been studies that focused on identifying the sources of occupational
stress of the teachers. Travers and Cooper (1996), Benmansour (1998), Pithers and
Soden (1998) indicate that the main sources of teacher stress are: time pressures and
workload, coping with change, being evaluated by others, poor professional
relationships with colleagues, expectations of other staff, self-esteem and status,
administration, role conflict and ambiguity, maintaining discipline, and poor working
conditions. These stress sources have also been defined by Lazarus and Folkman
(1984) in their theory which they developed in stress research. They have claimed
that stress is the result of how the person perceives these stress sources in their
environment.

Travers and Cooper (1996) have also identified the stressors, and their impact
on the health and well-being of the teachers. In addition, lack of resources and
inadequate salary have been shown as sources of stress in other studies (Boyle,
Borg, Falzon & Baghoni, 1995; Pierce & Molloy, 1990; Pithers & Soden, 1998).
These sources of stress have been associated with increased depression (Schonfeld,

1992), psychological distress (Punch & Tuettemann, 1991), and absenteeism
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(Chambers & Belcher, 1993). Borg, Riding and Falzon (1991) have found that
professional recognition needs as a source of stress has the strongest inverse
relationship with job satisfaction and career commitment. In their study to find out
the sources of teacher stress, Kyriacou and Sutcliffe (1978) have made a distinction
between stressors which are mainly physical (e.g., too many students in the classes)
and those which are essentially psychological (e.g., poor relationships with
colleagues). Their theory of occupational stress emphasizes how the instructors
behave when they feel threatened by physical or psychological stressing factors in
their environment. Teacher stress, its sources, and how they impact the instructors
working in the universities are discussed in detail in the following parts.

Teaching related stress is defined as a teacher’s experience of “unpleasant,
negative emotions, such as anger, anxiety, tension, frustration, or depression,
resulting from some aspect of their work as a teacher” (Kyriacou, 2001, p. 38). Like
other forms of occupational stress, it can have serious implications for the healthy
functioning of the individual as well as for the organisation in which the individual
serves. At a personal level, teaching related stress can affect a teacher’s health, well-
being, and performance (Larchick & Chance, 2004). As Dick and Wagner (2001)
have stated in their theory of occupational stress, members of educational institutions
may be affected psychologically, physiologically, and they may have behavioral
manifestations due to occupational stress. From an organisational perspective, it may
result in unproductive behaviours such as alienation, apathy, and absenteeism
(Gugliemi & Tatrow, 1998). Since this exploration focuses on the stress of university

instructors, occupational stress in higher education is explored in the following part.

2.4.2 Occupational Stress in Higher Education

The academic profession has long been highly respected and higher education
institutions have been viewed as secure workplaces focusing on research and
education (Sang, Teo, Cooper, & Bohle, 2013). However, following reforms of the
higher educational systems in many countries, work stress in higher education
institutions has recently attracted attention from researchers (Gillespie, Walsh,
Winefield, Dua, & Stough, 2001; Tytherleigh, Webb, Cooper, & Ricketts, 2005;
Winefield, Gillespie, Stough, Dua, Hapuarachchi, & Boyd, 2003).
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Research on stress among academic staff of universities from across the globe
indicates that the phenomenon of occupational stress in universities is alarmingly
widespread and increasing (Winefield, 2000; Lam & Punch, 2001). A study in
British universities revealed that there was high amount of occupational stress, and
that stress in these universities was significantly correlated with job insecurity, poor
work relationships, lack of control and insufficient resources and communication
(Sang, Teo, Cooper, & Bohle, 2013). Another study in Australia indicated that high
levels of stress were associated with insufficient funding, lack of resources, work
overload, poor management practices, and poor recognition and rewards (Winefield,
Gillespie, Stough, Dua, Hapuarachchi, & Boyd, 2003).

Some other studies on universities have identified significant increases in
teaching loads, research targets, fears concerning job security, and reductions in job
satisfaction (Blix, Cruise, Mitchell, & Blix, 1994; Metcalf, Rolfe, Stevens, & Weale,
2005; Tytherleigh, Webb, Cooper, & Ricketts, 2005; Winefield, Boyd, Saebel, &
Pignata, 2008). Kinman and Jones (2003) have found that although most of the
instructors felt their jobs were rewarding, just over a half felt their satisfaction had
declined and a significant number of academic staff had considered leaving their
jobs. These findings are similar to those of Tytherleigh, Webb, Cooper and Ricketts
(2005), who have found that academic staff are becoming increasingly stressed by
changes in control and autonomy, resourcing and communication in their
universities. The results of these studies support the theory developed by Pearson and
Moomaw (2005) who emphasized the importance of autonomy to reduce the amount
of occupational stress. Harrison’s (1999) research shows many issues that the
instructors deal with on a regular basis, including pressures from the management,
conflicts, demands, and too few emotional rewards, accomplishments, and successes.
He discusses the unrealistic goals and expectations set for people without input, and
frustrations in achieving professional growth as reasons of occupational stress.

Blix, Cruise, Mitchell and Blix (1994) have found that occupational stress correlated
positively with health problems and productivity, and that faculty with higher levels
of stress are more likely to consider job changes. The study of Blix, Cruise, Mitchell
and Blix (1994) on the occupational stress among university teachers has been a very
comprehensive one at the university level. The researchers have identified some
factors that are associated with stress among the academicians such as work

overload, time constraints, lack of promotion opportunities, inadequate recognition,
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inadequate salary, inadequate management and/or participation in management, and
inadequate resources and funding.

On the same line, Singh, Mishra, and Kim (1998) found a negative
relationship between occupational stress, and motivation to do research and job
satisfaction. Their research showed higher levels of occupational stress for the
instructors and research assistants compared to the tenured faculty members
(professors). Sorcinelli and Gregory (1987) found a similar result with Singh,
Mishra, and Kim (1998). They concluded that the instructors were subject to higher
levels of stress, with the pressures and expectations related to their job security. It is
stated that high levels of teacher stress, left unchecked and unmanaged, affect the
quality, productivity and creativity of the academicians’ work in addition to their
health, well-being, and morale (Calabrese, Kling & Gold, 1987; Everly, 1990;
Kiecolt-Glaser, Stephens, Lipetz, Speicher, & Glaser, 1985; Matteson & Ivancevich,
1987; Nowack, 1989; Osipow & Spokane, 1991; Terry, Tonge & Callan, 1995).

With reference to Turkey, all of the higher education institutions are
organized under the Higher Education Council (HEC), which is a centralized council
run by a rigid hierarchy of rectors and deans, and controlled by the president of
Turkey. Celik (2011) describes the HEC as a top-down establishment in which
individual institutions lack the autonomy to make decisions regarding academic
standards, curricula, or recruiting of faculty. Moreover, HEC limits the opportunities
for innovation and reform within the educational system. Under these restraints, the
academic staff are depressed with heavy teaching loads, inadequate salaries, and
insufficient classroom resources. Professional standards are not always clearly
defined, and this results in inconsistencies in recommendations about promotion and
tenure. Faculty members have little right to take part in the decisions that affect
them, and often struggle to fulfill their responsibilities with little support from their
colleagues, superiors or administrators, all of which contribute to their occupational
stress (Celik, 2010). This supports Pearson and Moomaw’s (2005) theory of
occupational stress. Pearson and Moomaw (2005) associate stress with lack of
empowerment and job satisfaction.

Norris (2011) claims that there is no desire to be a faculty member because
there is little reward, yet a great deal of effort is required in order to be successful in
Turkish universities. In addition, Turkish faculty particularly in the private

universities are always in fear of losing their jobs, which contributes to occupational
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stress, and a lack of desire to enter the profession (Norris, 2011). Bilge, Akman, and
Kelecioglu (2007) conducted a research in state universities in Ankara and their
results show significant differences on occupational stress. Older faculty members,
those with academic experience abroad, those with greater seniority, and those with
higher academic statuses had lower scores than did younger academic staff, persons
with no academic experience abroad, those with lower seniority, and those with
lower academic statuses including the preparatory school instructors. Full professors
had the lowest scores on occupational stress.

The abovementioned researchers have given attention to stress, but with
limited attention to the relationship of teacher stress with organizational climate. As
for Turkey, there is research conducted on the preparatory schools of universities,
however, these studies have focused on evaluating the curriculum from various
perspectives (Gerede, 2005; Gulla, 2007; Tung, 2010; Toker, 1999), and job
satisfaction among academicians (Toker, 2011). The results of research suggest a
need for further investigation and understanding of stress among English instructors,
and the relationship of teacher stress with organizational climate. Since there are
several factors that lead to stress among the academic staff, next these factors are

discussed.

2.4.3 Factors That Lead to Stress Among Academic Staff

In order to analyze the relationship of teacher stress with organizational
climate, role of the academic staff, sources of stress, and impacts of stress on the
academic staff need to be clarified. The popular view about the role of the academic
staff is that the instructors spend their time teaching. They have face-to-face contact
with students, and they are interested in research (Blaxter, Hughes and Tight, 1998).
As a new trend, they create sources of income for the university by undertaking
research for external organizations, or by selling the ‘products’ of their research
(Becher & Kogan, 1992). Academics also contribute to their field through reviewing
publications and presenting their studies at conferences (Schulz, 2013).

Studies indicate that the phenomenon of occupational stress in universities is
alarmingly widespread and increasing (Winefield, 2003). Several key factors
commonly associated with stress among the academic staff include work overload,

time constraint, lack of promotion opportunities, inadequate recognition, inadequate
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salary, changing job role, inadequate management or participation in management,
inadequate resources and funding, and student interaction (Gillispie, Walsh,
Winefield, Dua & Stough, 2001). Cartwright and Cooper (2002) have developed the
ASSET (An Organisational Stress Screening Tool) model to measure an employee’s
stress and to recognise additional factors such as job satisfaction and organisational
commitment. According to this model, the sources of stress commonly reported in
literature have been classified in eight different stressor categories. These include
work relationships (poor relationships with colleagues and/or administrators), work-
life imbalance, overload, job security (fear of job loss), lack of control (in the way
work is organised and performed), resources and communication, pay and benefits,
and aspects of the fundamental nature of the job itself. Commitment, including the
individual’s to the organisation, and the organisation’s to the individual, refers to an
effect of stress. The results of another study conducted by Tytherleigh, Webb,
Cooper, & Ricketts (2005) have shown job insecurity as the most significant source
of stress for higher education staff. The staff have also reported significantly higher
levels of stress related to work relationships, control, and resources and
communication, and significantly lower levels of commitment both from and to their
organization.

Regarding the factors that impact stress among academic staff, findings by
Ofoegbu and Nwadiani (2006) reveal significant organizational factors which include
lack of instructional facilities, preparation of examination results, invigilation of
examination, high cost of living, office accommodation, and lack of research
facilities. Additional sources of occupational stress identified in studies have been
lack of financial support for research, insufficient opportunities for professional
development, slow progress on career advancement, and long meetings as causes of
stress among academic staff (Blix, Cruise, Mitchell & Blix, 1994; Rutter, Hezberg &
Paice, 2002; Sorcienelli & Greg, 1987). In addition to these, administration and its
demands is claimed to cause occupational stress of the academicians (Blix and Lee,
1991). The factors that have already been stated support the theory of Brener and
Bartell (1984) who assume that occupational stress is a combination of individual
characteristics of the instructor and the climate in the school. They associate stress

with the perception of the instructor.
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Some other research about occupational stress of academic staff have
identified role ambiguity and performance pressure as causes of it (Ahsan, Abdullah,
Fie & Alam, 2009; Abousierie, 1996; Ahmandy, Changiz, Masiello & Bromnel,
2007, Goldenberg & Waddell, 1990). Additionally, findings of the research have
showed increasing levels of stress due to working conditions among many university
staff (Boyd & Wylie, 1994; Winfield, 2000; Lam & Punch, 2001; Goldenburg &
Waddell, 1990). In addition to work overload and working conditions, role ambiguity
and performance pressure, research has shown that conflict, demands and
expectations from colleagues and administrators, incompatible demands from
different personal and organization roles, inadequate autonomy to make decision on
different tasks, and feeling of being used below the potential are factors that lead to
job stress of the academicians (Ahmandy, Changiz, Masiello & Bromnels. 2007;
Alexandros-stamatios, Matilyn & Cary, 2003; Lam & Punch, 2001; Boyd & Wylie,
1994).

As a result of the reasons related to the roles of the instructors and the
organization they are working in, academic staff suffer from stress, and as Neidle
(1984) has concluded, these cause stress which occurs at various intervals throughout
one’s academic career, and manifests itself in various ways. Sorcinelli and Gregory
(1987) suggest that instructors, when they are not experienced enough, could be
subject to higher levels of stress, with the pressures and expectations related to the
decisions in the academic environment. According to the studies, when the
instructors encounter too much critical reflection, the outcome is negative feelings
and dissatisfaction, and in such an environment it is difficult to maintain motivation
and avoid stress (Morgan, Ludlow, Kitching, O’Leary & Clarke, 2009). Richard and
Krieshok (1989) have found that female teachers have higher stress scores than
males. Blackburn, Horowitz, Edington, and Klos (1986) have found that teacher
stress manifests itself in a reduced level of getting satisfaction from one’s life, while
both Keinan and Perlberg (1987), and Seiler and Pearson (1984) have suggested that
teacher stress is a reason of changing jobs. Some other studies have found high levels
of stress related to work relationships, control, resources, communication, and job
insecurity (Tytherleigh, 2003; Tytherleigh, Webb, Cooper, & Ricketts, 2005). In
Boyd and Wylie’s (1994) study, 80% of the academic staff has indicated both work

overload and work-life imbalance, and this result has been related to low
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psychological well-being among the academic staff (Daniels & Guppy, 1994;
Kinman & Jones, 2003; Winefield, Gillespie, Stough, Dua, & Hapuararchchi, 2003).
Referring to the previous studies in literature, there is research on what the
academic staff are expected to do, what kind of problems they encounter about their
official work and the organization they work in, outcomes of their occupational
stress, and how they manifest their teacher stress. However, there is a missing part
regarding the relationship of the organizational climate with the occupational stress
of the teachers. A major purpose of this study is to contribute to literature in this
respect. In order to do this, the role which educational administration has in the
organizational climate and stress relationship is also considered and discussed.

Administrators are central figures in schools, and their actions directly shape
the climate of the schools. Research finds the role of the administrators especially
influential over the organizational climate of the school where they are able to foster
trusting, cooperative, and open environments, and where input from the instructors is
welcome (Bryk, Sebring, Allensworth, Luppescu, & Easton, 2010; Hoy &
Henderson, 1983; Hoy, Smith, & Sweetland, 2002; Leithwood & Jantzi, 1999;
Leithwood, Leonard, & Sharratt, 1998; Louis, Leithwood, Wahlstrom, Anderson,
Michlin, Mascall, & Moore, 2010; Rosenholtz, 1985). It is stated that the trusting,
cooperative, and open characteristics in schools generate higher levels of satisfaction,
union of the instructors around the goals and objectives of the school, and their
support for each other (Price, 2012). Research also shows that the central factors for
these outcomes are the relationships between the administrators and the instructors
(Hoy, Smith, & Sweetland, 2002; Hoy & Henderson, 1983; Leithwood & Jantzi,
1999; ; Louis, Leithwood, Wahlstrom, Anderson, Michlin, Mascall & Moore, 2010;
Moolenaar, Daly, & Sleegers, 2010; Ogawa & Bossert, 1995; Rosenholtz, 1985;
Stephenson & Baur, 2010; Wahlstrom & Louis, 2008). Having trust in the
administrator has been shown as the basic principle to build and sustain positive
organizational relationships (Bryk, Sebring, Allensworth, Luppescu, & Easton, 2010;
Bryk & Schneider, 2002; Tschannen-Moran, 2004).

In addition to the studies conducted on trusting, cooperative and open
climates shaped by the administrators, there is research on administrative
applications and their outcomes. In this research, time pressure, too much paper
work, inadequate time for preparation, unrealistic deadlines, and the workload of the

instructors have been reported as factors that lead to teacher stress (Dinham and
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Scott, 1998; Kyriacou, 2001; Pithers & Soden, 1998). In addition, Rice and
Schneider (1994) claim that when the administrators prevent the instructors from
being involved in decision making process, this results in lack of satisfaction from
their work, which leads to occupational stress. A study by Mazur and Lynch (1989)
investigating the relationship between the administrator’s leadership style and
occupational stress of the instructors has showed that although the leadership style
was not a significant predictor of job stress, organizational stress factors such as
work overload, lack of support, and isolation were very significant predictors. In
addition, some dissatisfying work conditions such as inadequate recognition and
tense relationships have been reported as factors that lead to occupational stress
(LeFevre, Mathen, Kolt, 2003; Muthuvelayutham and Mohanasundaram, 2012; Blix,
Cruise, Mitchell, & Blix, 1994).

All in all, as literature shows, although the personal leadership style of the
administrator may not affect the occupational stress of the instructors, administrative
demands and applications such as too much work, lack of support, lack of
involvement in decision making, work policy, time pressure and interpersonal
relationships are the factors that cause occupational stress of the instructors (Mazur
and Lynch, 1989; Herzberg, Mausner and Snyderman, 1959; Rice and Schneider,
1994). These studies have revealed the factors that caused occupational stress among
instructors in higher education regarding administrators, who shape the climate of the
school. However, researchers in educational administration have neglected the
impact of administrators in the relationship of organizational climate with teacher
stress. This study has assumed that behavior of the administrator is important in
predicting the occupational stress of the instructors, and has investigated the
relationship between the organizational climate and occupational stress of the

instructors, and it has considered the impact of administrators on this relationship.

2.5 Measurement of Stress

In the literature of occupational stress, studies have reported a wide range of
measuring instruments such as diary reports, interviews and self-report
questionnaires, however, Pithers and Soden (1998) state that there are problems
about the wvalidity and reliability of these scales, which represent serious

methodological issues in comparing teacher stress outcomes. Considering the
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importance of stress in the maintenance and motivation of teachers, various measures
have been developed (Fimian, 1984). However, research, which has analyzed teacher
stress, has discussed it only in general terms, or it has measured burnout, or the result
of long term stressful experiences (Coates & Thoreson, 1976; Maslach & Jackson,
1981; Styles & Cavanagh, 1977).

A model of teacher stress is elaborated, and measured by Travers and Cooper
(1996). The main claim of this approach to teacher stress is that undesirable
responses to the pressure in the climate result from a misfit between the
characteristics of the teacher and the situational aspects of the job. To operationalize
their model of teacher stress and to measure its influence, Travers and Cooper (1996)
created the Teacher Stress Questionnaire. This questionnaire comprises six sections
to measure personal and job demographics, perceived mental ill-health, behavioural
style, job satisfaction, sources of pressure in teaching, and coping style Travers and
Cooper (1996).

Other measures of stress are The Crown-Crisp Experimential measure
(Crown & Crisp, 1979), and The Coping Style Inventory (Cooper, Sloan & Williams,
1988). The Crown-Crisp Experimential (Crown & Crisp, 1979) measures
psychological well-being and mental health in six subscales including anxiety,
depression, obsession, and hysteria. The Coping Style Inventory is developed to
measure teachers’ coping strategies with occupational stress (Cooper, Sloan &
Williams, 1988).

Pithers and Fogarty (1995) have adopted a standardised psychological scale
which has been developed to measure occupational stress. This scale, named the
Occupational Stress Inventory (OSI), measures three aspects of occupational
adjustment: occupational stress, strain and coping resources (Osipow & Spokane,
1991). Researchers have aimed at using it in technical, business and professional
fields. The theoretical model behind the OSI is based on the assumption that various
stressors lead to certain levels of strain which can be moderated through the personal
coping resources.

Although there are various aproaches to measure teacher stress, most of them
have adopted a perspective which includes burnout, mental health, influence of
teacher stress, or its sources. Research in literature has concentrated mainly on the
causes or consequences of teachers stress. It was Fimian (1982) who summarized

135 sources and manifestations of stress cited in the literature into 13 categories. In
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1984, he developed the Teacher Stress Inventory (TSI) to provide a better definition
and a measure for teacher stress, which was an instrument measuring the perceived
strength of different stress experiences related to teaching roles. Later, Fimian and
Fastenau (1990) have updated the inventory which measures the strength of
occupational stress in teachers.

In TSI, there are ten stress-related problems which are noted in terms of their
relative impact upon teachers. Each of these factors is internally consistent and
significantly related to the others. These are: time management, work-related
stressors, professional distress, discipline and motivation, and professional
investment, which describe the stress sources. The other factors are: emotional
manifestations, fatigue manifestations, cardiovascular manifestations, gastronomical
manifestations, and behavioral manifestations, which describe the stress
manifestations. For example, teachers who score high on professional investment as
a stress source feel that they are not allowed to be personally involved in their job.
They believe that their personal opinions are not aired sufficiently, and that they do
not have opportunities for professional development. Behavioral manifestations
describe the inappropriate ways which teachers use in order to cope with their
occupational stress. These may be use of drugs, alcohol, or reporting sickness in
response to stress. On the other hand, the teachers who feel occupational stress due to
time management problems become impatient against slow people. They feel that
they should do more than one thing at a time because of not having enough time to
get things done. Discipline and motivation incorporates two parts related to teacher-
student relationships. High discipline scores describe teachers who continually watch
the students’ behavior, and inadequate or poor discipline policies in the school. High
motivation scores describe teachers who feel occupational stress when they teach
poorly motivated students. High emotional manifestation scores are related to
teachers who feel insecure, and unable to cope, or who are anxious. Work-related
stressors represent having little time to prepare, or too much work to do. These
teachers believe that their personal priorities are neglected due to job demands.
Gastronomical manifestations include long lasting stomach pain, stomach acid, and
stomach cramps. High scores on cardiovascular manifestations show that the teachers
feel increased blood pressure, rapid breath, and heart pounding. Fatigue
manifestations are the symptoms of the teachers who sleep more than usual, always

delay doing things, and feel physically exhausted. Finally, the teachers who feel that
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they lack promotion opportunities, and recognition, they receive inadequate salary,
and that they need more respect, suffer from professional distress as an occupational
stress source.

TSI is an appropriate tool to measure teacher stress in this study because it
covers all the stress sources and stress manifestations related to the teachers’ job, and
it measures the perceived strength of stress regarding organizational climate. Since
this study focuses on the relationship of organizational climate with teacher stress

experienced by the instructors, it is discussed in the following part.

2.6 Relationships Between Organizational Climate and Stress

Several studies have explored the mechanisms that impact the interactions
among the members of a climate (Lazarus, 1999; Dewe, Leiter, & Cox, 2000), how
they perceive the climate, and how this perception is reflected in their work
outcomes such as job satisfaction, commitment and performance (Schulz, 2013).
Changes in the climate of an organization are claimed to be the source of
occupational stress for the employees (Kahn, Wolfe, Quinn, Snoek, & Rosenthal,
1964). Role conflict, ambiguity, and work overload have also been shown as factors
that lead to occupational stress (Brief & Aldag, 1976; Ivanceyich, Matteson, &
Preston, 1982; Kahn, Wolfe, Quinn, Snoek, & Rosenthal, 1964; Manning, Ismael, &
Sherwood, 1981; Rosse & Rosse, 1981). Some other research suggests that a poor
work climate has adverse effects on the staff (Schaefer, & Moos, 1996), and distress
caused by such a climate has been linked to lower job satisfaction (Norbeck, 1985),
decreased job performance (Motowidlo, Packard, & Manning, 1986), and health
problems among staff (Jennings, 1990; Revicki & May, 1989). Likewise, work
climates characterized by a lack of support, autonomy, or clarity are associated with
job dissatisfaction (Blegan, 1993; Revicki & May, 1989; Lucas, Atwood, &
Hagaman, 1993; Parkes & Von Rabenau, 1993), emotional exhaustion, and
depression (Constable & Russell, 1986; Revicki, Whitley, Gallery, & Allison, 1993).
Research also shows that adverse work experiences such as working with people
who have psychological problems, or experiencing negative events or situations
contribute to occupational stress (Quick, Murphy, & Hurrell, 1992; Sauter, &
Murphy, 1995).
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Having an important role in the organization, the administrator’s support has
been linked to greater job satisfaction (Parkes & Von Rabenau, 1993) and less
emotional exhaustion (Robinson, Roth, Keim, Levenson, Flentje, & Bashor, 1991)
together with respect and empathy (Firth, Mclntee, McKeown, & Britton, 1986). The
employees’ job satisfaction and commitment to their organization have been greater
when they work with administrators who are perceived as supportive leaders having
positive relationships with the employees (Glisson & Durick, 1988). On the other
hand, an organizational climate with rigid administrators, and impersonal structure,
where there are political battles, inadequate supervision or training, and
nonparticipative decision making have been found as the sources of occupational
stress (Braaten, 2000).

With reference to stress in teaching, research has identified some factors of
the organizational climate as sources of stress, such as role ambiguity (Blix, Cruise,
Mitchell & Blix, 1994), and work overload (Cooper & Kelly, 1993). In order to
assess the occupational stress of both the instructors and the administrators, Cooper
and Kelly (1993) have collected data on personal and job demographics, sources of
job stress, mental health, job satisfaction and coping strategies, and have conducted
univariate, bivariate and multivariate analysis to identify the major sources of
teachers’ occupational stress. In her study on school climate, Gordon (2002) has
analyzed the classroom management and identified particular stressors associated
with discipline in the school climate. She has used a mixed methodology approach of
quantitative (a survey) and qualitative (interviews) components, and collected data
from the instructors. Brown, Ralph and Brember (2002) have studied lack of
participation in decision making at a university in two academic years and conducted
interviews to collect data. Moriarty, Edmonds, Blatchford and Martin (2001) have
conducted a quantitative research among the teachers and have found that the
teachers felt they were being impeded and stressed by organizational factors such as
changes in educational policies, and not being able to use initiatives. Dewe (1986)
has studied sources of occupational stress in a mail survey among the teachers and
has found lack of support, work overload and administration as the sources of
occupaional stress which was manifested through anxiety and tiredness. Pithers and
Soden (1998) have examined the occupational stress and coping strategies of
teachers by using OCI to gather data, and have found work overload as a strong

source of occupational stress. Another quantitative research on teacher stress has
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been conducted by Zurlo, Pes and Capasso (2013), who have used the Italian version
of the Teacher Stress Questionnaire (Travers & Cooper, 1996). They have found
teachers’ age and school climate as determining factors for occupational stress.
Moreover, some personal factors such as self-esteem and coping strategies, which
influence the assessment of stressful events, have been identified (Travers & Cooper,
1996). Although research has shown the organizational and personal factors which
have been the sources of teacher stress, or how the members assess them, it has not
considered the relationship of these with the occupational stress experienced by the
instructors.

Some other research has analyzed negative aspects of the school climate
focusing on occupational stress, for instance work overload, student misbehaviour,
lack of autonomy, or conflict with colleagues (Kokkinos, 2007; Malach-Pines, 2005).
Other researchers (Hakanen, Bakker, & Schaufeli, 2006; Schaufeli & Bakker, 2004)
have analyzed a combination of positive and negative aspects of the school context.
They have discriminated between job demands such as work overload, and job
resources like social support, or have just analyzed a number of job characteristics
which lead to excessive amount of stress (Brown, Ralph & Brember, 2002; Maslach,
Schaufeli & Leiter, 2001; Punch & Tuetteman, 1990). Research has also indicated
that school climate and support from the colleagues are negatively related to teacher
stress. Schaufeli and Bakker (2004) have found negative correlations between
support from colleagues and teacher stress, whereas Hakanen, Bakker and Schaufeli
(2006) have found negative correlations between administrative support and teacher
stress. By means of regression analysis Cano-Garcia, Padilla-Munoz and Carrasco-
Ortiz (2005) has found that teachers’ relationships with the school administration has
significantly predicted the exhaustion dimension of teacher stress. Thus, research has
studied the impact of school climate, collegial support, and administrative support on
teacher stress seperately. This has called for another study which analyzes these
relationships all together, which has been conducted in this research.

Accordingly, when literature on the relationships between organizational
climate and teacher stress is considered, the topics which have been studied the most
have been those which are related to the organizational characteristics such as role
stressors, working conditions, the need for professional recognition, level of
specialization, lack of resources, relationship with colleagues, and social support

(Boyle, Borg, Falzon, & Baglioni, 1995; Dick & Wagner, 2001). Considering that
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the topics in the aforementioned research have been studied separately, this shows a
gap in literature in regard to the relationship of the organizational climate of the
school with the occupational stress of the teachers. This study assumes that the
relationships of teachers with the administrators, with their colleagues, and with their

organizational climate impact their occupational stress.

2.7 Summary of Literature Review

In this chapter, literature regarding organizational climate, instructors’ notion
of occupational stress, and its relationship with organizational school climate in
higher education has been reviewed in detail. Review of literature shows that climate
researchers have concentrated on the impact of organizational systems on groups and
individuals (Denison, 1996; Ekwall, 1987; Joyce & Slochum, 1984; Koyes &
DeCotiis, 1991). Organizational climate is related to several outcomes about work
such as job satisfaction (Johnson & Mc-Intye, 1998; Tsai & Huang, 2008),
commitment (Joo, 2010; McMurray, Scott, & Pace, 2004), productivity (Patterson,
Warr, & West, 2004), and performance (Dawson, Gonzalez-Roma, Davis, & West,
2008; Tziner, Shultz, & Fisher, 2008). These studies have analyzed the relationship
of the members with the organizational climate by considering one or a limited
number of work-related outcomes, but not together to see how they impact the
members of the organization.

Another weakness in research on organizational climate is about the
relationships between climate and work outcomes of the instructors. Although the
studies have described the perceptions, attitudes, and expectations of the organization
and its members (Peterson & Spencer 1990), these have concentrated on the
importance of the perception of the members, and have concluded that there are
significant relationships between organizational climate of the educational institution
and work outcomes of the instructors (Arabaci, 2010; Hartnett & Centre, 1974; Stern,
1966). The relationship between organizational climate and occupational stress
among the work outcomes has been generally neglected.

The other issue that needs to be addressed is the organizational climate in
higher education in Turkey. There has been research conducted on the perceptions
and/or possible problems of the organizational climate (Arabaci, 2010; Caglar, 2008;
Kiiskii, 2003; Oge, 1996; Ozdemir, 2006; Simsek, 1999). This research has evaluated
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the curriculum (Karatas & Fer, 2009; Gerede, 2005), identified the problems of the
students, or the Preparatory Program (Gokdemir, 2010; Ors, 2006; Ozkanal &
Hakan, 2010). Although Ozkanal and Arikan (2010) found a significant relationship
between perceived stress level of the instructors and emotional exhaustion about
work related factors, occupational stress of the instructors was not analyzed in these
studies. A study regarding how the instructors perceive the organizational climate of
the preparatory schools, and how this climate impacts their occupational stress has
been neglected.

The research that has been conducted on the sources of occupational stress
has shown time pressures and workload, coping with change, being evaluated by
others, poor professional relationships with colleagues, expectations of other staff,
self-esteem and status, administration, role conflict and ambiguity, maintaining
discipline, and poor working conditions as the main sources of stress (Benmansour,
1998; Pithers & Soden, 1998; Travers & Cooper, 1996). In addition, lack of
resources and inadequate salary have been identified as other stress sources in the
studies (Boyle, Borg, Falzon & Baghoni, 1995; Pierce & Molloy, 1990; Pithers &
Soden, 1998). The outcomes of these stress sources have been found as increased
depression (Schonfeld, 1992), psychological distress (Punch & Tuettemann, 1991),
and absenteeism (Chambers & Belcher, 1993).

When higher education is considered, job insecurity, poor work relationships,
lack of control, insufficient resources, poor communication, insufficient funding,
work overload, poor management practices, and poor recognition and rewards have
been found as stress sources (Blix, Cruise, Mitchell, & Blix, 1994; Metcalf, Rolfe,
Stevens, & Weale, 2005; Sang, Teo, Cooper, & Bohle, 2013; Tytherleigh, Webb,
Cooper, & Ricketts, 2005; Winefield, Boyd, Saebel, & Pignata, 2008; Winefield,
Gillespie, Stough, Dua, Hapuarachchi, & Boyd, 2003). The outcome of occupational
stress has been found as health problems and low productivity (Blix, Cruise, Mitchell
& Blix, 1994). It has been expressed that the quality and creativity of the instructors’
work is affected negatively when they suffer from high levels of occupational stress,
and when they cannot cope with this stress. Stress affects their health, welfare, and
confidence, as well (Calabrese, Kling & Gold, 1987; Everly, 1990; Kiecolt-Glaser,
Stephens, Lipetz, Speicher, & Glaser, 1985; Matteson & Ivancevich, 1987; Nowack,
1989; Osipow & Spokane, 1991; Terry, Tonge & Callan, 1995).
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Higher education in Turkey is organized under the Higher Education Council
(HEC). Since the decisions are made top-down, universities cannot make decisions
about their curricula or faculty recruitment (Celik, 2011). Research results show that
the academic staff suffer from occupational stress due to heavy teaching loads,
inadequate salaries, insufficient classroom resources, unclear professional standards,
and the fear of losing their jobs (Celik, 2010; Norris, 2011). The abovementioned
researchers have given attention to stress, but with limited attention to the
relationship of teacher stress with organizational climate. As for Turkey, there is
research conducted on the preparatory schools of universities, however, these studies
have focused on evaluating the curriculum from various perspectives (Gerede, 2005;
Gilli, 2007; Toker, 1999; Tung, 2010), and job satisfaction among academicians
(Toker, 2011). The result of this review calls for further investigation and
understanding of stress among English instructors, and the relationship of teacher
stress with organizational climate.

The factors that cause stress in academic staff have been examined separately
in the research on organizational climate and teacher stress, however, the relationship
of these stress sources and the organizational climate has not been investigated,
which is a gap in literature. The factors commonly associated with stress among the
academic staff have been found as work overload, time constraint, lack of promotion
opportunities, inadequate recognition, inadequate salary, changing job role,
inadequate management or participation in management, inadequate resources and
funding, and student interaction (Gillispie, Walsh, Winefield, Dua & Stough, 2001;
Tytherleigh, Webb, Cooper, & Ricketts, 2005). Additionally, some other factors have
been identified as lack of financial support for research, insufficient opportunities for
professional development, slow progress on career advancement, and long meetings
(Blix, Cruise, Mitchell & Blix, 1994; Rutter, Hezberg & Paice, 2002; Sorcienelli &
Greg, 1987). Despite the fact that there is research on what the academic staff are
expected to do, what kind of problems they encounter about their official work and
the organization they work in, outcomes of their occupational stress, and how they
manifest their teacher stress, the relationship among these factors has been
disregarded.

One other important point that needs to be made is about educational
administration, and the leadership style of the administrator. As evident in literature,

administrators shape the climate of the school, and their demands and applications
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such as too much work, lack of support, lack of involvement in decision making,
work policy, time pressure, and interpersonal relationships impact perception of the
instructors regarding the school climate, and their occupational stress (Herzberg,
Mausner & Snyderman, 1959; Mazur & Lynch, 1989; Rice & Schneider, 1994).
These studies have revealed the factors that cause occupational stress among
instructors in higher education regarding administrators, however, they have
neglected the impact of administrators in the relationship of organizational climate
with teacher stress.

Another point that needs to be dealt with is the relationship between
organizational climate and occupational stress of the instructors. Several studies have
explored how members of a climate perceive it, and how their perception is reflected
in their work outcomes (Blegan, 1993; Dewe, Leiter, & Cox, 2000; Kahn, Wolfe,
Quinn, Snoek, & Rosenthal, 1964; Revicki & May, 1989; Schulz, 2013). Having an
important role in the organizational climate, the administrator’s support has also been
studied, and a climate with rigid administrators, inadequate supervision or training,
and nonparticipative decision making have been found as the sources of occupational
stress (Braaten, 2000). Although research has shown the organizational and personal
factors which have been the sources of teacher stress, or how the members assess
them, it has not considered the relationship of these with the occupational stress
experienced by the instructors.

Accordingly, when literature on the relationships between organizational
climate and teacher stress is considered, the topics which have been studied the most
have been those which are related to the organizational characteristics such as role
stressors, working conditions, the need for professional recognition, level of
specialization, lack of resources, relationship with colleagues, and social support
(Boyle, Borg, Falzon, & Baglioni, 1995; Dick & Wagner, 2001). Considering that
the topics in the aforementioned research have been studied separately, this shows a
gap in literature as regards the relationship of the organizational climate of the school
with the occupational stress of the teachers.

Within the scope of this study, literature regarding occupational stress and
organizational climate has been reviewed to elaborate on the factors that cause stress,
and their relationship with organizational climate in the work environment in higher
education. It has been assumed that there is a relationship between organizational

climate and occupational stress experienced by the instructors.
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CHAPTER III

METHOD

This chapter is organized under seven main parts. In the first part, the overall
design of the study is presented, followed by operational descriptions of the
variables. In the third part, population and demographic characteristics of the
participants is explained. In the fourth part, data collection instrument, and
reliability-validity analyses of the scales in the instrument are discussed in details. In
the next part, data analysis and statistical methods followed in the data analysis are
presented. Following a brief explanation about reliability and validity analyses, in the

final part, limitations of the study are stated.

3.1 Design of the Study

This study investigated the relationship between organizational climate and
occupational stress experienced by the instructors by using quantitative research
method. As the aim of the study was to investigate the relationships between the
variables that cannot be manipulated, quantitative research, and particularly the
correlational design has been chosen. According to Johnson and Christensen (2008),
in correlational research, the researcher studies the relationship between two or more
quantitative predictor variables and one or more quantitative dependent variables;
that is, in correlational research, the independent and dependent variables are
quantitative. They add that there is no manipulation of the predictor variable by the
researcher. Thompson, Diamond, William, Snyder and Snyder (2005) state that in a
correlational study, the participants are not randomly assigned to treatment
conditions, the evidence that is obtained can be used to inform causal inferences, and
thus it is an evidence-based practice. Moreover, the findings of a quantitative
research can be generalized to a larger population and inferences can be made from
the findings as stated by Borrego, Gouglas and Amelink (2009). Depending on the

above-mentioned explanation, the questions this study attempts to answer are
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appropriate to be analyzed in terms of quantitative research method. For the

purposes of this study a correlational research design was used.

3.2 Operational Descriptions of Variables

The operational description of the variables used in this study are as follows;

Organizational climate: 1t was the predictor variable of this study showing
how the instructors understood the organizational climate in their work environment,
and it was a continuous variable. The Turkish version of Organizational Climate
Index (OCI) designed by Hoy and Tarter (1997), and translated to Turkish by Yilmaz
and Altinkurt (2013) was used. Yilmaz and Altinkurt have translated the OCI, and
have tested reliability and validity of the Turkish version. The subscales in the
Turkish version include three parameters for administrators’ and three parameters for
teachers’ behavior. The subscales are; supportive administrator, directive
administrator, restrictive administrator, collegial teacher, intimate teacher and
indifferent teacher. The index is made up of 39 items with a 4-point-likert-type,
ranging from rarely occurs (1) to very frequently occurs (4).

Occupational Stress: It was the dependent variable of this study, and it was a
continuous variable. The Turkish version of Teacher Stress Inventory (TSI), which
was designed by Fimian and Fastenau (1990), and translated into Turkish by
Kiziltepe (2007) has been used to test occupational stress. Kiziltepe (2007) tested its
reliability and validity. The inventory is made up of 49 items with a 5-point-likert-
type, ranging from no strength/not noticeable (1) to major strength/extremely

noticeable (5).

3.3 Population and Sample Selection

Fraenkel and Wallen (2006) have noted that in correlational research design,
sampling should be conducted carefully to get the exact degree of relationship
between the variables. Although they have suggested random sampling be used as a
selection method if possible, this has not been appropriate for this study because the
researcher has aimed at conducting the study by including all the instructors in the
Schools of Foreign Languages of two state and three foundation universities where

the study was done. So, all the instructors working in the preparatory schools of the
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relevant five universities made up the sample of the study. Having worked in the
preparatory school for more than twenty years, the researcher has access to and has
connections in the selected Schools of Foreign Languages. As a consequence, she
has used convenience sampling due to the convenient accessibility and proximity of
the subjects.

According to the data gathered from the internet resources of two state and
three foundation universities in Ankara, in the first state university there is a chair, an
assistant chair and four academic coordinators in the administration of the
preparatory school, and there are 205 instructors, 10 of whom were native speakers.
This is an English medium university. In the Department of Basic English the
students are placed in five groups according to their levels of English and have 12,
15, 20 or 25 class hours per week all through the academic year. The instructors
teach 15-25 class hours per week.

In the second state university, there is a department head, two administrative
affairs coordinators and four academic affairs coordinators in the administration of
the preparatory school. There are 97 instructors, and all of them are Turkish. The
medium of instruction is Turkish, partially (30%) English or completely English in
different departments. In the Department of Basic English the students are placed in
four groups according to the English, and have 20 or 25 class hours per week. The
instructors teach 24-32 class hours per week.

In the first foundation university, there is a department head and an academic
coordinator in the administration of the English Language Department which is
offering courses for the preparatory school students. There are 111 instructors, one of
whom is a native speaker. The medium of education is Turkish in all but the English
Language Department and the Department of American Culture and Literature,
however, English is a mandatory part of the curriculum. The students are placed at
three levels depending on their placement and/or proficiency test results and have 24
or 27 hours per throughout the academic year. The instructors teach 20 class hours
per week.

In the second foundation university there is a director, a vice director, an
administrative coordinator and an academic coordinator in the administration of the
Preparatory School. There are 74 full-time and 10 part-time instructors, and six of
them are native speakers. The medium of instruction is English in the Department of

English Language and Literature, partly English in the Department of Translation
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and Interpretation, and Turkish in the other departments. The students are placed in
three groups according to their levels of English, and have 27-30 class hours per
week all through the academic year. The instructors teach 18-21 class hours per
week.

In the third foundation university, there is a director in the administration of
the English Preparatory School. There are 50 full-time instructors, 5 part-time
instructors, and three of them are native speakers. The medium of instruction is
English except from the Faculty of Law. In the English Preparatory School, the
students are placed in six groups according to their levels of English and have 23-25
class hours per week throughout the academic year. The instructors teach 18-20 class
hours per week.

The researcher has been unable to do a pilot study due to limitations of time.
For this reason, she has used the Turkish version of OCI and TSI after getting the
approval of the researchers (Yilmaz & Altinkurt, 2013; Kiziltepe, 2007) who had
translated the inventories to Turkish, and applied and tested them for reliability and
validity. As for the population, she has targeted all of the English instructors in the
above-mentioned five universities where she collected data from, and the instructors
who volunteered to participate in the study have up the sample of the study. In the
first university there were 61 participants, in the second there were 75 participants, in
the third university there were 60 participants, in the fourth university there were 40
participants and in the fifth university there were 40 participants, which added up to
276 participants. Given these numbers, the response rate was 42%.

When the balance between state and foundation universities is considered,
two hundred and ninety-two participants were employed by the state universities
(54,9%) and two hundred and thirty-six participants were employed by foundation
universities (45,1%). The administration in both state and foundation universities
were similar. As for the instructors, they had similar course loads, teaching hours,

and the content they taught were similar, as well.

3.4 Data Collection Instrument

In the study, three inventories consisting of several different scales and
questions were utilized for collecting data. In the first inventory there were questions

related to demographic information. The second one was Organizational Climate
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Index (OCI) developed by Hoy and Tarter (1997) (see Appendix H), and the third
one was Teacher Stress Inventory developed by Fimian and Fastenau (1990) (see

Appendix I).

3.4.1 Demographic Questions

Demographic questionnaire consisted of four close-ended questions about
gender, age, total years of experience as an English instructor, and total years of
teaching at the current university. The questions in this section were developed by
the researcher and the advisor. There were options for the close-ended questions and
the instructors were asked to mark the boxes provided next to the options for gender,
age groups, total years of experience as an English instructor, and total years of

teaching at the current university.

3.4.2 Organizational Climate Index

Organizational Climate Index (OCI) developed by Hoy and Tarter (1997),
and adapted to Turkish by Yilmaz and Altinkurt (2013) was used for this study to
collect data related to the relationship between organizational climate and
occupational stress experienced by the instructors. OCI is used because it has the
relevant dimensions to impact the climate in a school such as the behaviors of the
administrators and the teachers. Among the many organizational factors in schools,
researchers have stated that administrator’s behavior and teachers’ attitudes are
important to describe the climate of the organization (Cheng, 1991; Hackman, 1976;
Sergiovanni, 1984).

The first OCI designed by Hoy and Tarter (1991) had four dimensions:
collegial leadership, professional teacher behavior, pressure on the students to
perform academically, and institutional vulnerability to the community. Later, Hoy
and Miskel (2010) identified six dimensions for the school climate as supportive
administrator, directive administrator, restrictive administrator, collegial teacher,
intimate teacher, and indifferent teacher. Yilmaz and Altinkurt (2013) have used the
OCI designed in 1997, but they have included six dimensions in the Turkish
adaptation of the scale. The items are scored by assigning 1 to “rarely occurs,” 2 to

“sometimes occurs,” 3 to “often occurs,” and 4 to “very frequently occurs”.
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As for the reliability of original OCI, each of these dimensions was measured
by a subtest. The reliability scores for the scales were relatively high: collegial
leadership 0.94, professional teacher behavior 0.88, achievement press for students to
perform academically 0.92, and institutional vulnerability 0.87. In addition to its
reliability, a factor analysis of the instrument supports the construct validity of the
concept of school climate (Hoy, Smith, and Sweetland, 2002). These show that the
Organizational Climate Scale was found to be a valid and reliable measurement tool.

In this study, the Turkish version of the measure was used which was
translated and adapted to Turkish by Yilmaz and Altinkurt (2013). In order to adapt
the scale considering the differences in language, context and culture, the researchers
have made necessary changes paying attention to their uses in the original scale,
added nine more questions, piloted the study, and have published it after conducting
their research. The Turkish version has six dimensions: supportive administrator
behaviour, intimate teacher behaviour, directive administrator behaviour, collegial
teacher behaviour, restrictive administrator behaviour, and indifferent teacher
behaviour. The items about supportive administrator aims at finding out if he listens
to the teachers and is open for suggestions. Such an administrator is realistic and
praises the teachers. His criticisms are constructive and helpful. When directive
administrator behaviour is considered, it is shown by autocracy of the administrator
with unrestricted authority. He strictly follows the teachers and wants to learn
everything about all the activities. Restrictive administrator is described as the one
who restricts the teachers rather than helping them. He wants the teachers to be
involved in unnecessary bureaucracy, routine tasks, and too much work. Collegial
teacher represents the ones who support each other. These teachers are ambitious,
they accept each other, they are helpful and respectful for the professional
qualifications of their colleagues. Intimate teacher behaviour reflects the strong and
warm social support support in the school. The teachers know each other, they have
close frienships and meet very often. In the inventory, indifferent teacher shows lack
of understanding and focusing on the professional activities. The teachers seem to be
in the school just to go to class, do something and then leave in a dull manner. Their
behaviour is negative and they criticize their colleagues.

In the Turkish adaptation, some of the factors of the original OCI have been
tested in different behavior groups and factor numbers. Collegiality has been

measured by factors related to supportive administrator behavior, intimate teacher
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behavior, directive administrator behavior and restrictive administrator behavior.
Health of the organizational climate is tested by factors in supportive administrator
behavior, intimate teacher behavior, collegial teacher behavior, and restrictive
administrator behavior. The original factors about academic achievement for the
students, and institutional vulnerability are the same as the ones in restrictive
administrator and directive administrator respectively. The factors for Turkish

adaptation of the original OCI are presented in Table 3.1.

Table 3.1
Factors for Turkish Adaptation of OCI

Item number Tested behavior

1-9 Supportive administrator
10-16 Directive administrator
17-21 Restrictive administrator
22-28 Intimate teacher

29-35 Collegial teacher

36-39 Indifferent teacher

The factors are scored in the same way as the original survey by assigning 1
to rarely occurs, 2 to sometimes occurs, 3 to often occurs, and 4 to very frequently
occurs. Item factor loadings in the related scale range from 0.46 to 0.82, corrected
item-total correlations range between 0.35 to 0.77, and reliability coefficient ranges
between 0.70 to 0.89. Using the Pearson correlation coefficient, the researchers state
that the correlations between 0.70-1.00 show high, between 0.69-0.30 show medium,
and lower than 0.29 show statistically insignificant relationship between the variables
(Buytkoztiirk, 2009; Yilmaz and Altinkurt, 2013). As a result of the findings of their
study, the researchers claim that the Turkish adaptation of OCI is a valid and reliable
measurement tool to be used in describing the organizational climate of educational
institutions. Yilmaz & Altinkurt (2013) have also calculated opennes index for the
climate regarding the administrators and the instructors. This openness index is

interpreted the same way as the subtest scores, that is, the mean of the average school
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is 500. Thus, a score of 650 on openness represents a highly open faculty. Yilmaz &
Altinkurt (2013) have changed the numbers into categories ranging from high to low
by using the following conversion scale:

Above 600 Very High

551-600 High

525-550 Above Average

511-524 Slightly Above Average

490-510 Average

476-489 Slightly Below Average

450-475 Below Average

400-449 Low

Below 400 Very Low (Yilmaz & Altinkurt, 2013).

3.4.3 Teacher Stress Inventory

Teacher stress inventory (TSI) developed by Fimian and Fastenau (1990) and
adapted to Turkish by Kiziltepe (2007) has been used to collect data for this study to
measure occupational stress of the instructors. The original inventory is composed of
ten stress manifestation factors and it was developed to measure the perceived
strength of different sources of stress experiences related to teaching. The TSI is a
self-reporting questionnaire and contains 49 stress-related items serving to assess the
strength of each event. The general framing question guiding the participants to
respond to items on sources of stress are; “How much do you feel stressed by the
following?” and for the items referring to manifestations of stress, the framing
question was; “How often do you experience the following?” To complete the
questionnaire, the instructors were asked to circle the number that best reflects their
response to each item. Not at all (for the stress source responses) and Never (for the
manifestation responses) were scored as 1 point, which meant no strength; not
noticeable. The scoring for the responses of An extreme lot (for the stress source
responses) and A/ways (for the manifestation responses) were 5 points, which meant
major strength; extremely noticeable. All in all, Likert-type response items are used
with a rating scale of ranging from 1 to 5, with 1 representing no strength/not

noticeable, and 5 representing major strength/extremely noticeable.
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The TSI instrument clusters 20 experiences into five types of stress sources,
and 29 experiences into five types of stress manifestations. The stress sources are;
time management related stressor, work-related stressor, profession related stressor,
discipline and motivation related stressor, and professional investment related
stressor. Time management as a stress source tests the degree to which subjects feel
impatient, how they perceive time shortages, multi-tasking and time-management
skills. Work-related stressors are about preparation time, work load, scholarly pace
and personal priorities. Professional distress items aim at finding out the assessment
of the teachers about their professional status, respect and recognition, control over
school-related matters, and professional improvement opportunities.

When discipline and motivation scale is considered, it involves questions
about on-the-job stimulation, opportunities for professional improvement, monitoring
student behavior, discipline policies and teacher authority. Professional investment is
shown by the availability of expressing personal opinions, controlling decisions,
emotional and/or intellectual stimulation, and opportunities for improvement. Sample
experiences for each type of stress source are as follows; Having to do more than one
thing at a time, Finding that the school day pace is too fast, Needing more status and
respect, Having to deal with inadequate or poorly defined discipline policies, and
Lacking opportunities for improvement.

The five types of stress manifestations are; emotional, fatigue, cardiovascular,
gastronomical, and behavioral. Emotional manifestations describe various negative
feelings about insecurity, vulnerability, depression and anxiousness. The purpose of
fatigue manifestations is to describe the problems of exhaustion, physical weakness,
the frequency and degree of fatigue that they experience; and the occurrence and
duration of stomach acid, stomach cramps, and stomach pain. Cardiovascular
manifestations are related to blood pressure, heart beat and rapid breath, and how the
teachers cope with these problems. Gastronomical manifestations show problems in
the stomach such as cramps, pains and stomach acid. Behavioral manifestations are
about using drugs and/or alcohol and reporting sickness. Sample experiences for
each type of stress manifestations are as follows; Feeling depressed, Sleeping more
than usual, Feelings of increased blood pressure, Stomach cramps, and Using

alcohol.
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The Cronbach’s alpha coefficients of the TSI experience clusters were
reported to range from 0.75 to 0.88, and for the total scale, and the whole scale alpha
0f 0.93 (Fimian & Fastenu, 1990). The test-retest reliability of the inventory has been
found to be 0.76 (Fimian & Fastenu, 1990). The Turkish version of this measure was
adapted to Turkish by Kiziltepe (2007), and the reliability tests conducted indicated
that the alpha levels for the subscales of the measure were above 0.65. For TSI, the
correlations between 0.60-1.00 showed a high relationship, between 0.59-0.30
showed medium, and lower than 0.29 showed statistically insignificant relationship
between the variables (Fimian & Fastenau, 1990). Related to the items, the number
and order of the Turkish version of the inventory has been kept the same as the
original TSI developed by Fimian and Fastenau (1990). The factors for Turkish
adaptation of the original OCI are presented in Table 3.2.

Table 3.2
Factors for Turkish Adaptation of TSI

Item number Tested behavior

1-6 Work related stressor

7,8,9,10, 12 Profession related stressors

11,13, 14,15 Professional investment related stressors
16 - 21 Discipline and motivation related stressors
42 -49 Time management related stressors

22 -26 Emotional manifestations

27,28, 29, 31 Behavioral manifestations

30, 32, 33 Cardiovascular manifestations

34, 35, 39 Gastronomical manifestations

36, 37, 38, 40, 41 Fatigue manifestations
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3.5 Data Collection Procedure

The aim of the study was to analyze the relationship between the
organizational climate and occupational stress experienced by the instructors at the
English Language Peparatory Schools. For this purpose, a total number of five
universities including two state and three foundation universities were chosen to have
a balanced number of participants for state and foundation universities.

In this study, the data were collected via a survey including demographic
questions (see Appendix A), the Turkish version of Organizational Climate Index
(Hoy & Tarter, 1997), (see Appendix B) and the Turkish version of Teacher Stress
Inventory (Fimian & Fastenau, 1990) (see Appendix C) administered to the
instructors. First, the necessary permissions were obtained from Yilmaz and
Altinkurt (2013) (see Appendix D) who had translated Organizational Climate Index
into Turkish, and had tested its reliability and validity. Secondly, the necessary
permission was obtained from Kiziltepe (2007) (see Appendix E) who had translated
Teacher Stress Inventory, into Turkish, and had tested its reliability and validity.

After receiving the approval of METU Human Subjects Ethical Committee
(see Appendix F), METU Graduate School of Social Sciences wrote a letter to the
selected universities informing them about the study, and requesting their
participation. Following that, the researcher contacted Department Heads to explain
the purpose of the study in detail, to assure the confidentiality of the data, and to
make necessary arrangements for conducting the questionnaires. After that, she
administered all the surveys herself. In three of the universities, the data was
collected on a departmental meeting day, just before the meeting started. In the other
two universities, the classes had finished, and the instructors were either giving final
exams or reading and grading the papers. For this reason, the researcher visited each
instructor one by one and asked them if they wanted to participate in the survey in
these universities.

Hard copies of the questionnaires and the consent form declaring willingness
to participate in the study were taken to the universities by the researcher. In the
consent form (see Appendix G), the participants were ensured about the
confidentiality of the data and they were not asked any questions that would reveal
their identity. It was stated in the consent form that participation was on voluntary

basis, and that the participants could quit the study whenever they wanted in order to
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ensure the essence of willingness. After the consent forms were collected, the
instructors filled in the surveys in a single meeting. Using paper-and-pencil
procedures, it took totally 25 minutes for each participant to fill in the consent form,
answer demographic questions, and complete two surveys - Organizational Climate
Index and Teacher Stress Inventory. The whole data were collected between May 27,
2013 and June 28, 2013.

In fact the researcher has aimed at having all the instructors at the relevant
universities (a total of 531), participate in the study. For this reason, she has visited
the universities, contacted and spoken to all of them one by one, explaining the aim
of the study and giving the necessary information about the consent form they would
fill in and sign, related to confidentiality of the gathered data. However, some of the
instructors did not want to participate in the study saying that they had papers to
read, or had to make preparation for teaching, and as a result 61 instructors in the
first university, 75 in the second, 60 in the third, 40 in the fourth and 40 in the fifth
accepted to participate in the study, with a total of 276 participants.

3.6 Data Analysis Procedures

Once survey data was collected from the participants, it was statistically
analyzed and interpreted. Based on the interpretation, conclusions and
recommendations pertaining to the research purpose was written. First, the data was
edited and coded. Then, frequency distribution, means analysis and cross-tabulation
was made. This was followed by correlation and regression analysis.

Descriptive analysis with range, minimum, maximum, mean, standard
deviation and variance of Teacher Stress Inventory (TSI) and Organizational Climate
Index (OCI) was conducted for dependent variable (total stress) and predictor
variables (supportive administrator, directive administrator, restrictive administrator,
intimate teacher, collegial teacher, indifferent teacher).

Kolmogorov-Smirnov test (K-S test) was applied with the significance value
of p<0.05 to calculate the probability of the sample having the distribution it had,
assuming that it was drawn from a normal distribution. The assumption of normality
was violated and the data did not form a normal distribution, and for this reason
Kruskal Wallis H Test (one-way analysis of variance), which is a nonparametric test

was employed for data analysis (Hartas, 2010). Non-parametric tests do not assume a

60



regular bell-shaped curve of distribution in the wider population. Assumptions about
the shape of the population distribution are not required, and for this reason, they are
used when small sample sizes are involved, as the population of this study (Cohen,
Manion & Morrison, 2000). Nonparametric analyses are part of inferential statistics,
so the chain of reasoning for inferential statistics applies (Wiersma, 1995).

Spearman correlation coefficient with a significance value of p<0.05 was
used to analyze the relationship between the organizational climate and the
instructors’ notion of occupational stress. Multiple regression analysis was used in
order to analyze the relationship between the dependent variable and predictor
variables, that is to say, to see if the predictor variables (OCI) predicted the changes
in the dependent variable (TSI). In this study, a significant R value shows how much
of the variance in occupational stress could be explained by the predictor variables
(organizational climate). Multiple regression provides a way to do this by calculating
correlation coefficients, referred to as beta weights (B) for each predictor variable.
The beta weight indicates how many standard deviation units are changed in the
dependent variable for each standard deviation unit of change in each of the predictor
variables (Cohen, Manion, & Morrison, 2000). That is to say, beta weight indicates
the relationship between the predictor variable and dependent variable after the
effects of all other predictor variables have been statisticaly removed (Lodico,
Spaulding, & Voegtle, 2006).

When the assumptions of multiple regression analysis are tested,
multicollinearity, which is the outcome of two or more predictor variables being
highly correlated, is considered (Hartas, 2010). When the predictor variables are very
strongly correlated with each other, it is difficult to isolate the individual contribution
of each predictor variable and this can cause problems in estimating the relationship
between the predictors and the outcome (Hartas, 2010). Homogeneity of variance
(homoscedasticity) is also considered. It is an assumption that the variance of a
variable is equal across groups, that the data have been derived from normal
distributions with equal variance (Kinnear & Gray, 2006). Violation of the
assumption of homogeneity of variance is acceptable as long as the samples are not
too small, the samples do not contain atypical scores and the group sizes are nearly
equal (Hartas, 2010). Considering the frequency distribution, the data showed that
skewness (deviation from normal distribution in terms of symmetry) and kurtosis

(the extend to which the data is pointry or flat) levels were acceptable (Hartas, 2010).
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3.7 Reliability and Validity Analyses

The reliability scores of Organizational Climate Index (OCI) for the scales
have been relatively high — between 0.87 and 0.94 (Hoy Smith & Sweetland, 2002).
Factor analysis of the instrument has been made and it also supports the construct
validity (Hoy Smith & Sweetland, 2002). The Turkish version of this measure was
used which was adopted to Turkish by Yilmaz & Altinkurt (2013), and reliability
coefficients were between 0.70 and 0.89, which show that The Organizational
Climate Scale was found to be a valid and reliable measurement tool.

The Teacher Stress Inventory (TSI) has been found to be a highly reliable
measure of teacher stress with all the subscale alphas at or above 0.70 and the whole
scale alpha of 0.93 (Fimian & Fastenau, 1988). The test-retest reliability of the
inventory was found to be 0.76. The Turkish version of this measure was used which
was adopted to Turkish by Kiziltepe (2007), and the reliability tests conducted
indicated that the alpha levels for the subscales of the measure were above 0.65. The
reliability of the measures of the current study have been tested and reported in
Chapter 4.

Internal validity was provided by controlling for any possible threats. The
researcher herself conducted the study and stayed with the instructors when they
were completing the inventories to avoid sharing of information.

Construct validity was provided by giving careful operational definitions.
Statistics and statistical tests were used appropriately in order to have correct
inferences, and the reasons for using the relevant tests were explained. Correlations
of OCI and TSI have been calculated, and multiple regression analyses have been
performed to test the relationships regarding the data.

In addition to internal validity and construct validity, this study has external
validity since the inferences drawn from the results can be generalized to all the
English instructors in the preparatory schools of both state and foundation

universities in Ankara.
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3.8 Limitations of the Study

Although there is a broad range of behaviors that are considered important for
the instructors, some potentially important competencies might not be included since
the content of the data was limited to the demographic questions and two inventories,
whose legal approval were taken. In this study, the sample was mostly made up of
female instructors since the majority of the instructors in the Schools of Foreign
Languages are women.

The study was conducted in five universities in Ankara. The researcher had
aimed at including all the English instructors working in the Schools of Foreign
Languages in these universities, however, some of the instructors did not want to
participate in the study, which was on voluntary basis. Having given careful attention
to make sure that underlying assumptions of multiple linear regression were met, the
study can be generalized to all the English instructors in the preparatory schools of
other universities in Ankara.

Moreover, the data was collected from 5 different universities under varying
physical conditions. Out of these five universities, two of them being state
universities and three of them being foundation universities could contribute to the
physical differences. Thus, the environmental conditions and facilities of the schools
could be an internal validity threat for the study.

In addition, the characteristics of the participants could be another threat for
internal validity. The study was limited to the instructors with Turkish nationality
since the permissions to use the inventories were obtained for their Turkish versions.
Although there were international staff working as instructors in the relevant five
universities, they were not included among the study participants. Another
characteristic of the participants was about their age. The age of the participants
varied between 23 and 44+, and the years of experience as a teacher ranged from 1 to
20+ years. Despite such differences in age and experience, the sample can be
considered as a homogeneous group, since it is made up of instructors working at the

preparatory schools, which can be an internal validity threat.
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CHAPTER IV

RESULTS

This chapter presents the results of the data analysis concerning descriptive
and inferential statistics. The chapter is organized under six main parts. In the first
part, demographic characteristics of the participants are presented. In the second part,
descriptive statistics of the scales are discussed. It is followed by data analysis. In the
fourth part, correlations between scales in the instrument are presented. It is followed
by an analysis of occupational stress and organizational climate by multiple
regression to see if the components of organizational climate are significant
predictors of occupational stress. In the sixth part, findings are presented based on

research questions.

4.1 Demographic Characteristics of the Study Participants

Data were collected from 276 English instructors teaching at the School of
Foreign Languages of two state and three foundation universities in Ankara. As
presented in Table 4.1, majority of the participants were female constituting 85.1%
of the whole population while 12.3% of them were male. Gender of the 2.5% of
participants is unknown since they did not mark the question related to gender (see
Table 4.1).

The age of almost one-third of the participants (36.6%) was within the range
of 33-43, followed by 44+ age group (22.8%). 21.0% of the participants were
between the ages of 23-28 while 18,8% were aged between 29-33. However, the age
information of 0.7% is unknown since they did not mark their age (see Table 4.1).

When the instructors were asked about their total work experience as a
teacher, the results revealed that 37% of them had a teaching experience of 11-20
years, and 22.1% accumulated within the experience group of 6-10 years. The
percentage of the teachers who had teaching experience of more than 20 years, and

less than 5 years had very similar percentages, 19.9 and 19.2 respectively. Out of 276

64



respondents, 5 teachers (1.8%) did not mark the demographic question regarding
their teaching experience (see Table 4.1).

When the instructors were asked about their work experience at the university
where they are currently employed, the results showed that 36.6% of the participants
have been working in their current institution for 11 to 20 years, 34.1% of them have
been employed in their current institution for 1 to 5 years, 19.2% have been
employed for 6 to 10 years, and the remaining 9,1% have been working at their
current institution for more than 20 years. Out of 276 respondents, 3 instructors

(1.1%) left this question unanswered (see Table 4.1).

Table 4.1
Demographic Characteristics of the Study Participants

Variables Category n Percent (%)

Female 235 85.1

Gender Male 34 12.3
No answer 7 2.5

Total 276 100.0

23-28 58 21.0

29-33 52 18.8

Age 33-43 101 36.6
44+ 63 22.8

No answer 2 0.7

Total 276 100.0

1-5 53 19.2

Total teaching ?-11_(2) 0 16012 g% (1)
experience 20+ 55 19.9
No answer 5 1.8

Total 276 100.0

1-5 94 34.1

Total experience .10 53 19.2
at the current 11-20 101 36.6
. ) 20+ 25 9.1
university No answer 3 1.1

Total 276 100.0

65



4.2 Descriptive Statistics

The purpose of the study was to investigate the relationship between
organizational climate and occupational stress experienced by the instructors. Two
inventories, OCI and TSI were used for this purpose, and data were collected from
276 instructors working at two state and three foundation universities in Ankara. In
both of the inventories, the participants were asked to respond the items on a likert
type scale, but at various levels ranging between 1-4 (OCI), and 1-5 (TSI)
respectively.

Descriptive analysis was conducted for dependent (total stress) and predictor
variables (supportive administrator, directive administrator, restrictive administrator,
intimate teacher, collegial teacher, indifferent teacher) used in this study. Descriptive
analysis summarizes a set of data that makes them easy to understand and interpret
(Zikmund, 2000). This analysis gives information for the data through the frequency
distribution, central tendency, and the dispersion. Data are collected on demographic
variables are processed and reported in percentages (Zikmund, 2000). The results of
descriptive statistics with minimum, maximum, mean and standard deviation of
Organizational Climate Index (OCI) and Teacher Stress Inventory (TSI) are
presented in Table 4.2 and Table 4.3 respectively.

Considering predictor variables, supportive administrator has the highest
mean score (supportive administrator mean= 4.6; standard deviation=1.2) while
indifferent teacher has the lowest mean score (indifferent teacher mean=1.3;
standard deviation=0.4), and score for restrictive administrator is slightly higher
(restrictive administrator mean=1.7; standard deviation=0.5) but close to indifferent
teacher (indifferent teacher mean=1.3; standard deviation=0,4). Mean score for
intimate teacher is slightly higher (intimate teacher = mean=2.8; standard
deviation=0.9) than that of directive administrator (directive administrator
mean=2.2; standard deviation=0.7), and the mean score for collegial teacher is high
(collegial teacher mean=3.3; standard deviation=0.7 ), but relatively lower than
supportive  administrator  (supportive administrator mean=4.6; standard

deviation=1.2).
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Table 4.2
Descriptive Statistics for OCI

St.
n Mean Min Max  Dev.
Supportive Administrator 276 4.6 1.6 6.4 1.2
Directive Administrator 276 2.2 1.2 43 0.7
Restrictive Administrator 276 1.7 0.8 32 0.5
Intimate Teacher 276 2.8 1.2 4.8 0.9
Collegial Teacher 276 33 1.4 4.8 0.7
Indifferent Teacher 276 1.3 0.6 2.4 0.4
*p<.05 ** p< .01
Table 4.3
Descriptive Statistics for TSI
n Mean  Min. Max. St.
Dev.
Professional investment related 276 46.63 200 1000 19542
stressors
Behavioral manifestation 276  24.837  20.0 80.0 9.1389
Time management related stressors 276  57.663  20.0 100.0 15.403
Discipline and motivation related 276 53333 20.0 1000 21333
stressors
Emotional manifestation 276 41406 20.0 100.0 18.454
23.33
Work related stressors 276  53.961 3 100.0 16.571
Gastronomical manifestations 276 39517 200 1000 22.92
Cardiovascular manifestations 276 36401 200 100.0 17.04
Fatigue manifestations 276 50.014  20.0 100.0 19.463
Profession related stressors 276  57.942 200 1000 22.048
Stress inventory score 276 48274  26.1 96.3 12.313

*p<.05 ** p<.01

67



4.3 Data Analysis

Considering the low p values (p< .05, p<.01), Kolmogorov-Smirnov statistic,
goodness of fit test, was applied which is based on the empirical distribution function
of the data (Justel, Pefia, and Zamar, 1997). With the Kolmogorov-Smirnov test the
results came out statistically significant (the largest p value was p<0.005, see Table
4.4), meaning that the distribution was not normal, and hence the assumption of

normality was violated.

Table 4.4
Tests of Normality for OCI and TSI

Kolmogorov-

OCI Smirnov” Statistic df p
Professional Investment 0.118 276 0.000%**
Behavioral Manifestation 0.347 276  0.000*
Time Management 0.066 276 0.005
Discipline and Motivation 0.115 276 0.000%*
Emotional Manifestations 0.154 276 0.000%**
Work-Related Stressors 0.117 276 0.000%**
Gastronomic Manifestation 0.198 276 0.000%**
Cardiovascular Manifestation 0.169 276 0.000**
Fatigue Manifestation 0.094 276 0.000%**
Professional Distress 0.107 276 0.000%**

Kolmogorov-

TSI Smirnov® Statistic df p
Supportive Administrator 0.067 276 0.004*
Directive Administrator 0.112 276 0.000**
Restrictive Administrator 0.116 276  0.000%**
Intimate Teacher 0.085 276  0.000%**
Collegial Teacher 0.094 276 0.000%**
Indifferent Teacher 0.097 276 0.000%**
Total Stress Score 0.074 276 0.001*

*p<.05 ** p<.01
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Considering that all the demographic information (gender, age, total years of
teaching experience, and total years of experience at the current university) is
categorical, frequency distribution of the data is calculated (see Table 4.1).

Instructors’ understanding of the school climate has been analyzed by taking
into consideration six dimensions in the Turkish version (Yilmaz & Altinkurt, 2013)
of Organizational Climate Index by Hoy and Tarter (1997). These dimensions are
supportive administrator, restrictive administrator, directive administrator, intimate
teacher, collegial teacher, and indifferent teacher.

On the other hand, instructors’ occupational stress has been analyzed by five
types of stress sources and five types of stress manifestations as variables, just as the
original version of Teacher Stress Inventory by Fimian (1988). The above-mentioned
five stress sources are; time management related stressor, work-related stressor,
professional related stressor, discipline and motivation related stressor, and
professional investment related stressor. When stress manifestations are considered,
they are; emotional, fatigue, cardiovascular, gastronomical, and behavioral. The
reliability and validity analyses for the Turkish translation of both Organizational
Climate Index (OCI) and Teacher Stress Inventory (TSI) had been done by Yilmaz
and Altinkurt (2013), and Kiziltepe (2007) respectively. In this study, Cronbach’s
Alpha (Cronbach, 1951) coefficient was calculated to determine the internal
consistency, which ranges in value from 0 to 1. For Cronbach’s Alpha, the higher the
score, the more reliable the generated scale is, and Nunnaly (1978) has indicated 0.7
to be an acceptable reliability coefficient. Kalayci (2009) states that Cronbach’s
Alpha value higher than 0.90 shows a perfect fit (see Table 4.5).

As Table 4.5 shows, the values of Cronbach’s Alpha for the measured
constructs in the current study range between 0.661and 0.943 for OCI, and between
0.660 and 0.92 for TSI, which show the internal consistency of the data (Nunnaly,
1978; Kalayci, 2009). This indicates that the items of OCI and TSI measure the

underlying constructs.
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Table 4.5
Reliability Analysis for the Measured Constructs for OCI and TSI

OCI

Construct Number of Items  Cronbach’s Alpha
Supporting Administrator 9 0.943
Directive Administrator 7 0.808
Restrictive Administrator 5 0.744
Intimate Teacher 7 0.917
Collegial Teacher 7 0.749
Indifferent Teacher 4 0.661

TSI

Construct Number of Items  Cronbach’s Alpha
Work-related Stress 6 0.842
Professional Distress 5 0.835
Professional Investment 4 0.803
Discipline and Motivation 6 0.902
Emotional Manifestation 5 0.886
Behavior Manifestation 4 0.660
Cardiovascular Manifestation 3 0.749
Gastronomical Manifestation 3 0.920
Fatigue Manifestation 5 0.852

Time Management 8 0.795

The relationship between organizational climate and occupational stress
experienced by the instructors was analyzed by Spearman correlation coefficient
with a significance value of p<0,05. Multiple regression analysis was performed in
order to analyze the relationship between organizational climate and occupational
stress of English instructors in five universities in Ankara. Total points for
occupational stress include time management related stressor, work-related stressor,
professional related stressor, discipline and motivation related stressor, and
professional investment related stressor as stress sources. In addition, emotional,

fatigue, cardiovascular, gastronomical, and behavioral stress are used to describe
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stress manifestations. These stress sources and stress manifestations refer to total
stress, which is the dependent variable, whereas supportive administer behavior,
restrictive administer behavior, directive administrator, collegial teacher behavior,
intimate teacher behavior and indifferent teacher behavior account for predictor

variables.

4.4 Correlations between the Variables

Correlations for all scale scores are presented in Table 4.6. As expected, there
was a moderate correlation between the organizational climate and occupational
stress experienced by the instructors. Scatter plots showing comparison of supportive
administrative behavior, directive administer behavior, restrictive administrative
behavior, collegial teacher behavior, and disengaged teacher behavior with stress
sources and manifestations are also given below (see Figures 4.1, 4.2,4.3, 4.4, 4.5).
Supportive administer behavior, restrictive administrator behavior, collegial teacher
behavior, and disengaged teacher behavior as the predictor variables are plotted
along the x-axis and total stress points as the dependent variables are plotted along
the y-axis. The clustered dots in the scatter plots imply correlation, which is the case

in the figures below (see Figures 4.1,4.2, 4.3, 4.4, 4.5).
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Stress sources and stress manifestations as dependent variables were tested
against supportive administrator behavior as the predictor variable (see Table 4.6).
Supportive administrator had the strongest correlation with professional investment
(r= -.59, p<=.01). The relationship of supportive administrator with all the other
stress sources and manifestations was statistically significant; behavior manifestation
(r=-.2, p<=.01), time management (r= -.25, p<=.01), discipline and motivation (r= -
.33, p<=.01) emotional manifestation (r= -.34, p<=.01), work-related stress (= -.30,
p<=.01), gastronomical manifestation (r= -.23, p<=.01), cardiovascular manifestation
(r=-.22, p<=.01), fatigue manifestation (r= -.21, p<=.01), professional distress (r= -
S1, p<=.01) (see Table 4.6). As displayed in Figure 4.1, scatterplot of comparison of
supportive administrative behavior with total stress points show the negative linear

correlation, and how the data was distributed.

Stress points according to Supportive Administer Behaviour

2 4 [
- oy L]

1 .1 .‘n‘-'

Supportive Administer Behaviour

Figure 4.1 Scatterplot of the Comparison of Supportive Administrative

Behavior with Total Stress Scores

It was assumed that the directive administrator would have a strong positive

correlation with stress sources and manifestations. Spearman's rho correlations
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showed that the relationship of directive administrator was statistically significant
with restrictive administrator (r= .20, p<=.05), indifferent teacher (r= .18, p<=.05),
discipline and motivation (r= .15, p<=.05), gastronomical manifestation (r= .15,
p<=.05), and total stress score (r= .17, p<=.05) (see Table 4.6). It also had a
significant relationship with professional investment (r= .20, p<=.01), work-related
stress (r= .16, p<=.01) and cardiovascular manifestation (= .18, p<=.01) (see Table
4.6). The relationship of directive administrator with intimate teacher (r= -.02,
p<=.01), collegial teacher (r=-.07, p<=.01), behavior manifestation (r= .16, p<=.01),
time management (r= .09, p<=.01), emotional manifestation (r= .1, p<=.01), fatigue
manifestation (= .04, p<=.01) and professional distress (r= .16, p<=.01) was
statistically insignificant (see Table 4.6). Directive administrator had the strongest
correlation with professional investment (= -.20, p<=.01). Figure 4.2 below displays

the correlation and distribution of data for directive administrator.

Stress points according to Directive Administer Behaviour

2 3 4
1 1 1
Professional Investment Behaviowal Marifestation Discipline and Maotivation
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{a a" "‘ o

: ! - "Ei‘."oo
R LR A ST
Cardiovasoular Manifestation

Directive Administer Behaviour

Figure 4.2 Scatterplot of the Comparison of Directive Administrative

Behavior with Total Stress Scores
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Restrictive administrator had the strongest correlation with work-related
stress (r= .51, p<.01). It had a statistically significant relationship with intimate
teacher (r=-.15, p<.05)and cardiovascular manifestation (r= .19, p<.05). It also had
statistically significant relationship with collegial teacher (r= -.33, p<.01), indifferent
teacher (= .40, p<.01), professional investment (= .39, p<.01l), behavior
manifestation (r= .23, p<.01), time management (= .30, p<.01), discipline and
motivation (r= .20, p<.01), professional distress (1= .39, p<.01), and total stress score
(r= .45, p<.01) (see Table 4.6). The relationship of restrictive administrator with
emotional manifestation (r= .28, p<.01), gastronomical manifestation (r= .29, p<.01)
and fatigue manifestation (1= .27, p<.01) was statistically insignificant (see Table
4.6). As displayed in Figure 4.3, scatterplot of comparison of restrictive
administrative behavior with total stress points show positive linear correlation, and

how the data was distributed.

Stress points according to Limiting Administer Behaviour
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Figure 4.3 Scatterplot of the Comparison of Restrictive Administrative

Behavior with Total Stress Scores
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Intimate teacher had the strongest correlation with collegial teacher (r= .52,
p<.01). It had a statistically significant relationship with emotional manifestation (r=
-.12, p<.05) and fatigue manifestation (r= -.14, p<.05). It also had statistically
significant relationship with professional investment (= -.36, p<.01), discipline and
motivation (r= -.26, p<.01), cardiovascular manifestation (r= -.17, p<.01) and total
stress score (r= -.24, p<.01). The relationship of intimate teacher with indifferent
teacher (r= -.07, p<.01), behavior manifestation (r= -.07, p<.01), time management
(r=-.1, p<.01), work-related stress (1= -.08, p<.01), gastronomical manifestation (r=
.01, p<.01) and professional distress (r= -.27, p<.01) was statistically insignificant
(see Table 4.6).

Collegial teacher behavior had the strongest correlation with professional
investment (r= -.5, p<.01). It had statistically significant relationship with behavior
manifestation (r= -.15, p<.05) and gastronomical manifestation (r= -.13, p<.05), and
indifferent teacher (1= -.47, p<.01), time management (r= -.21, p<.01), discipline and
motivation (r= -.41, p<.01), work-related stress (1= -.24, p<.0l), cardiovascular
manifestation (r= -.13, p<.01), fatigue manifestation (r= -.19, p<.01), professional
distress (r= -.45, p<.01), and total stress score (= -.43, p<.01), however, it had
statistically insignificant relationship with emotional manifestation (p<.01) (see
Table 4.6). Figure 4.4 below displays the correlation and distribution of data for
collegial teacher behavior.

Indifferent teacher behavior had the strongest correlation with professional
investment (r=.5, p<.01). It had a statistically significant relationship with
cardiovascular manifestation (r=-.13, p<.05), and behavior manifestation (r= .25,
p<.01), time management (r= .33, p<.01), emotional manifestation (r= .38, p<.01),
work-related stress (1= .33, p<.01), fatigue manifestation (r= .21, p<.01), professional
distress (r= .39, p<.01) and total stress score (r= .44, p<.01). Its relationship with
discipline and motivation and gastronomical manifestation was statistically
insignificant (p>.05) (see Table 4.6). Figure 4.5 below displays the correlation and

distribution of data for collegial teacher behavior.
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Stress points according to Collegial Teacher Behaviour

Tame Management
.ﬂ

Collegial Teacher Behaviour

Figure 4.4 Scatterplot of the Comparison of Collegial Teacher Behavior

with Total Stress Scores

Stress points according to Disengaged Teacher Behaviour
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Disengaged Teacher Behaviour

Figure 4.5 Scatterplot of the Comparison of Disengaged Teacher Behavior

with Total Stress Scores
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4.5 Analysis of Occupational Stress by Using Multiple Regression Model

Regression analysis is used to evaluate relationships between a group of
predictor variables and dependent variable, while the impact of a different group of
predictor variables on the dependent variable is controlled (Tabachnick and Fidell,
2007). In this study, separate regression analyses were performed for ten dependent
variables, namely, work-related stress, professional distress, professional investment,
discipline and motivation, time management, emotional manifestation, behavioral
manifestation, cardiovascular manifestation, gastronomical manifestation, and
fatigue manifestation (see Table 3.2). The predictor variables were supportive
administrator, directive administrator, restrictive administrator, intimate teacher,
collegial teacher, and indifferent teacher (see Table 3.1).

The sample size was evaluated before performing the regression model. The
minimum sample size can be calculated by the formula N>50+8k, where k refers to
the number of dependent variables (Green, 1991). The minimum sample size for this
study was calculated as 130 with 10 dependent variables. Thus, sample size n this
study (N=276) was appropriate.

For the purpose of predicting the relationship between organizational climate
and occupational stress of the instructors, a multiple linear regression analysis was
performed using as predictor variable supporting administer behavior, restrictive
administer behavior, collegial teacher behavior, and disengaged teacher behavior (see
Table 4.7). A logit transformation was conducted on the dependent variables before
the regression analysis was performed in order to linearize data distribution
(Armitage and Berry, 1990). The results were not significant, the data was not
distributed normally. Then, square root of the data was calculated, and there was not
a normal distribution of data. Accordingly, a regression analysis was performed
considering N=276, which was acceptable for the normality assumption of central
limit theorem. As claimed by the central limit theorem, given certain conditions,
the arithmetic mean of a sufficiently large number of iterates of independent random
variables, each with a well-defined expected value and well-defined variance, will be
approximately normally distributed (Rice, 1995). Also other assumptions of linear
regression linearity, heteroscedasticity (absence of homoscedasticity) and

multicollinearity were taken into consideration.
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Table 4.7
The Multiple Regression Model on Total Stress

Regression Standardized
Coefficient Coefficient
(Beta) t p

Constant variable 55.176 9.721 0.000
Supporting Administrator -2.832 -0.271 -4.776 0.000
Behavior
Restrictive Administrator 5.857 0.256 4.766 0.000
Collegial Teacher -2.886 0.151 -2.765 0.006
Indifferent Teacher 4.637 -0.155 2.618 0.009

R=0.623; R*=37.9%

F=42.876; p=0,000

Total stress regression model: Total work stress=55.176 + (-2.832)* Supporting
administrator behavior + (5.857)* Restrictive administrator behavior + (-2.886)*

Collegial Teacher + (4.637)* Indifferent teacher

In the relationship between the organizational climate and total stress of the
teachers, predictor variables are supporting administrator, restrictive administrator,
collegial teacher, and indifferent teacher. The dependent variable is the occupational
stress. The regression model on total stress is statistically significant (R*=0.379,
F(4.271)=42.876, p=0.000) (see Table 4.7).

The regression coefficient for supportive administrator behaviour has been
-2.832, which shows that when the points of supportive administrator behaviour as
an predictor variable increase by one unit, total stress points of the instructors
decrease by 2.832 units. On the other hand, the regression coefficient for collegial
teacher behaviour has been -2.886, which shows that when the points of collegial
teacher behaviour as an predictor variable increase by one unit, total stress points of
the instructors decrease by 2.886 units (see Table 4.7).

The regression coefficient for restrictive administrator behaviour has been

5.857, which shows that when the points of restrictive administrator behaviour as an
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predictor variable increase by one unit, total stress points of the instructors increase
by 5.857 units. On the other hand, the regression coefficient for indifferent teacher
behaviour has been 4.637, which shows that when the points of indifferent teacher
behaviour as an predictor variable increase by one unit, total stress points of the
instructors increase by 4.637 units (see Table 4.7). The regression on total stress was
rather poor fit, but the overall relationship was significant (R* =0.379, F=42.876,
p=0.000) (see Table 4.7).

In the relationship between the organizational climate and professional
investment of the teachers, predictor variables are administrators’ openness,
teachers’ openness, and indifferent teacher. Dependent variable is professional
investment. The regression model is statistically significant, and it indicates that
administrators’ and teachers’ openness, and indifferent teacher emerged as
significant predictors of professional investment as a stress source. The regression on
professional investment was rather poor fit, but the overall relationship was

significant (R2 =0.223, F=81.09, p=0.000) (see Table 4.8).

Table 4.8

The Multiple Regression Model on Professional Investment

Regression  Standardized
Coefficient  Coefficient

(Beta) t P
Constant variable 12227.9 10.5 0.000
Administrators’ openness -12.9 -0.390 -7.3 0.000
index
Teachers’ openness index -10.7 -0.281 -5.3 0.000
Indifferent Teacher 8.0 0.165 3.0 0.003

R=0.472; R*=22.3%

F=81.09; p=0.000

Professional investment regression model:

Total stress=12227.9 + (-12.9)* Administrators’ openness index + (-10.7)*

Teachers’ openness index + (0.8)* Indifferent Teacher

81



In the relationship between the organizational climate and behavioral
manifestation of the teachers, predictor variables are administrators’ openness and
indifferent teacher. Dependent variable is behavioral manifestation. The regression
model is statistically significant, and it indicates that administrators’ openness and
indifferent teacher emerged as significant predictors of behavioral manifestation as a
stress source. The regression on behavioral manifestation was poor fit, but the
overall relationship was significant (R2 =0.102, F=26.01, p=0.00) (see Table 4.9).
Administrator openness was also assessed to understand the overall contribution of
administrator to the organizational climate as perceived by the instructors. The
finding that administrator openness was a significant predictor of the professional
investment stress source with a negative beta value highlights that an open work
climate has a positive impact on the reduction of occupational stress. In addition,
teacher opennes was assessed to comprehend the contribution of teachers to the
organizational climate as perceived by the other instructors. The finding that teaher
openness was a significant predictor of the professional investment stress source with
a negative beta value highlights that an open work climate contributes to the

lessening of occupational stress.

Table 4.9
The Multiple Regression Model on Behavioral Manifestation

Regression  Standardized
Coefficient ~ Coefficient

(Beta) t P
Constant variable 2352,779 3.453 0.001
Administrators’ openness -3,497 -0.226 -3.427  0.001
index
Indifferent Teacher 3,189 -0.140 2.130  0.034

R=0.319; R>=10.2%

F=26.01; p=0.000

Behavioral manifestation regression model:

Total stress=2352.779 + (-3.497)* Administrators’ openness index + (3.189)*

Indifferent teacher
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In the relationship between the organizational climate and time management
of the teachers, predictor variables are administrators’ openness, indifferent teacher,
and restrictive administrator. Dependent variable is time management. The
regression model is statistically significant, and it indicates that administrators’
openness, indifferent teacher, and restrictive administrator emerged as significant
predictors of time management as a stress source.The regression on time
management was poor fit, but the overall relationship was significant (R*= 0.102,

F=26.01, p=0.00) (see Table 4.10).

Table 4.10
The Multiple Regression Model on Time Management

Regression Standardized

Coefficient Coefficient

(Beta) T P
Constant variable 2334.9 1.8  0.076
Administrators’ openness -3.4 -0.132 -1.8  0.081
index
Indifferent Teacher 7.4 0.192 3.0 0.003
Restrictive Administrator 4.3 0.152 2.1  0.036

R=0.319; R*=10.2%

F=26.01; p=0.000

Time management regression model:

Total stress=2334.9 + (-3.4)* Administrators’ openness index + (7.4)* Indifferent

Teacher + (4.3)* Restrictive Administrator
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In the relationship between the organizational climate and discipline and
motivation of the teachers, predictor variables are collegial teacher, and supporting
administrator. Dependent variable is discipline and motivation. The regression model
is statistically significant, and it indicates that collegial teacher and supporting
administrator emerged as significant predictors of discipline and motivation as a
stress source. The regression on discipline and motivation was poor fit, but the

overall relationship was significant (R*= 0.339, F=56.6, p=0.000) (see Table 4.11).

Table 4.11
The Multiple Regression Model on Discipline and Motivation

Regression  Standardized

Coefficient Coefficient

(Beta) t p
Constant variable 103.1 16.3 0.000
Collegial Teacher -10.7 -0.332 -5.5 0.000
Supporting Administrator -3.1 -0.171 -2.8 0.005

R=0.184; R*=3.39%
F=56.6; p=0.000
Discipline and motivation regression model:

Total stress=103.1 + (-10.7)* Collegial Teacher + (-3.1)* Supporting Administrator
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In the relationship between the organizational climate and emotional
manifestation of the teachers, predictor variables are administrators’ openness, and
indifferent teacher. Dependent variable is emotional manifestation. The regression
model is statistically significant, and it indicates that administrators’ openness and
indifferent teacher emerged as significant predictors of emotional manifestation. The
regression on emotional manifestation was poor fit, but the overall relationship was

significant (R>=0.24, F=42.1, p=0.000) (see Table 4.12).

Table 4.12
The Multiple Regression Model on Emotional Manifestation

Regression  Standardized

Coefficient  Coefficient

(Beta) t p
Constant variable 5862.6 4.4 0.000
Administrator’s openness -8.7 -0.280 -4.4 0.000
index
Indifferent Teacher 8.0 0.174 2.7 0.007

R=0.156; R*=2.4%

F=42.1; p=0.000

Emotional manifestation regression model:

Total stress=5862.6 + (-8.7)* Administrator’s openness index + (8.0)* Indifferent

Teacher
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In the relationship between the organizational climate and work-related stress
of the teachers, predictor variables are restrictive administrator, and indifferent
teacher. Dependent variable is work-related stress. The regression model is
statistically significant, and it indicates that restrictive administrator, and indifferent
teacher emerged as significant predictors of work-related stress. The regression on
work-related stress was poor fit but the overall relationship was significant (R*= 0.9,

F=110.1, p=0.000) (see Table 4.13).

Table 4.13
The Multiple Regression Model on Work-related Stress

Regression  Standardized

Coefficient  Coefficient

(Beta) t p
Constant variable 22.4 6.9 0.000
Restrictive Administrator 14.9 0.484 8.7 0.000
Indifferent Teacher 5.2 0.125 2.3 0.025

R=0.3; R*=9%
F=110.1; p=0.000
Work-related stress regression model:

Total stress=22.4 + (14.9)* Restrictive Administrator + (5.2)* Indifferent teacher
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In the relationship between the organizational climate and gastronomical
manifestation of the teachers, predictor variables are administrators’ openness, and
restrictive administrator. Dependent variable is gastronomical manifestation. The
regression model is statistically significant, and it indicates that administrators’
openness, and restrictive administrator emerged as significant predictors of
gastronomical manifestation. The regression on gastronomical manifestation was
poor fit, but the overall relationship was significant (R*= 0.174, F=35.5, p=0.000)
(see Table 4.14).

Table 4.14
The Multiple Regression Model on Gastronomical Manifestation

Regression  Standardized

Coefficient Coefficient

(Beta) t p
Constant variable 57011 3.1 0.002
Administrators’ openness -8.5 -0.219 -3.1 0.002
index
Restrictive Administrator 8.3 0.194 2.7 0.007
R=0.132; R*=1.74%
F=35.5; p=0.000

Gastronomical manifestation regression model:
Total stress=5701.1 + (-8.5)* Administrators’ openness index + (8.3)*, Restrictive

Administrator
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In the relationship between the organizational climate and cardiovascular
manifestation of the teachers, predictor variables are administrators’ and teachers’
openness. Dependent variable is cardiovascular manifestation. The regression model
is statistically significant, and it indicates that administrators’ and teachers’ openness
emerged as significant predictors of cardiovascular manifestation. The regression on
cardiovascular manifestation was poor fit, but the overall relationship was significant

(R’=0.894, F=42.5, p=0.000) (see Table 4.15).

Table 4.15

The Multiple Regression Model on Cardiovascular Manifestation

Regression  Standardized

Coefficient Coefficient

(Beta) t p
Constant variable 5608.3 5.0 0.000
Administrators’ openness -6.2 -0.213 -3.3 0.001
index
Teachers’ opennex index -4.4 -0.131 2.0 0.046
R=0.299; R*=8.94%
F=42.5; p=0.000

Cardiovascular manifestation regression model:
Total stress=5608.3 + (-6.2)* Administrators’ openness index +

(-4.4)* Teachers’ opennex index
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In the relationship between the organizational climate and fatigue
manifestation of the teachers, predictor variables are restrictive administrator and
supporting administrator. Dependent variable is fatigue manifestation.

The regression model is statistically significant, and it indicates that restrictive
administrator and supporting administrator emerged as significant predictors of
fatigue manifestation. The regression on fatigue manifestation was poor fit, but the

overall relationship was significant (R*=0.93, F=21.05, p=0.000) (see Table 4.16).

Table 4.16
The Multiple Regression Model on Fatigue Manifestation

Regression  Standardized

Coefficient  Coefficient

(Beta) t p
Constant variable 49.5 7.0 0.000
Restrictive Administrator 7.6 0.209 3.4 0.001
Supporting Administrator -2.6 -0.159 -2.6 0.011

R=0.305; R*=9.3%

F=21.05; p=0.000

Fatigue manifestation regression model:

Total stress=49.5 + (7.6)* Restrictive Administrator + (-2.6)* Supporting

Administrator
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In the relationship between the organizational climate and professional

distress of the teachers, predictor variables are administrators’ openness, collegial
teacher, and directive administrator. Dependent variable is professional distress.
The regression model is statistically significant, and it indicates that administrators’
openness, collegial teacher, and directive administrator emerged as significant
predictors of professional distress. The regression on professional distress was poor
fit, but the overall relationship was significant (R*= 0.116, F=99.3, p=0.000)
(see Table 4.17).

Table 4.17
The Multiple Regression Model on Professional Distress

Regression  Standardized

Coefficient Coefficient

(Beta) t p
Constant variable 13258.9 7.7 0.000
Administrators’ openness -19.7 -0.528 -7.6 0.000
index
Collegial Teacher -7.7 -0.232 -4.2 0.000
Directive Administrator -5.4 -0.179 -2.8 0.005

R=0.341; R*=11.63%

F=99.3; p=0.000

Professional distress regression model:

Total stress=13258.9 + (-19.7)* Administrators’ openness index + (-7.7)* Collegial

Teacher + (-5.4)* Directive Administrator
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4.6 Findings Based on Research Questions

Research Question 1: How does supportive leadership of the administrator
predict occupational stress of the instructors?

It was hypothesized that supportive leadership of the administrator would be
important in either preventing or lessening the occupational stress the instructors
would have. A meaningful relationship was found between supportive administrator
behavior, and total stress scores (p<.05) (see Table 4.6). Dependent variable
(occupational stress) was found to be negatively correlated with predictor variable
(supportive administrator) (p<.05) (see Figure 4.1). In addition, multiple regression
analysis also showed that supporting administrator behavior was a significant
predictor of occupational stress (B = -0.271, p=0.000) (see Table 4.7). Supporting
administrator behavior exerted a negative but statistically insignificant influence on
discipline and motivation as a stress source, and fatigue manifestation of the teachers
B = -0.171, p=0.005; B = -0.159, p=0.011) (see Tables 4.11, 4.16). All these
demonstrated that a supportive administrator helped decrease the occupational stress
of the instructors.

Research Question 2: How does the restrictive leadership of the administrator
predict occupational stress of the instructors?

Hypothesis: It was hypothesized that restrictive leadership of the
administrator would have a considerable contribution to the occupational stress of the
instructors. A meaningful relationship has been found between restrictive
administrator behavior, and total stress scores (p<.05) (see Table 4.6). Dependent
variable (occupational stress) was found to be positively correlated with predictor
variable (restrictive administrator) (p<.05) (see Figure 4.3). Restrictive administrator
behavior was also shown to be a significant predictor of occupational stress by
multiple regression analysis (f = 0.256, p=0.000) (see Table 4.7). It is observed that
relative to each other, restrictive administrator behavior exerted the greatest influence
on work-related stress of the instructors (f = 0.484, p=0.000) (see Table 4.13), small
and statistically insignificant influence on fatigue manifestation, gastronomical
manifestation, and time management (p = 0.209, p=0.001; B = 0.194, p=0.007;
B=0.152, p=0.036) See Tables 4.16, 4.4.14, 4.10). All these pointed that a restrictive

administrator had impact on occupational stress among the instructors.
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Research Question 3: How does collegial teacher behavior predict
occupational stress of the instructors?

Hypothesis: It was hypothesized that collegial teacher behavior would
help the instructors to stay away from occupational stress. A meaningful relationship
was found between collegial teacher behavior, and total stress scores (p<0,05) (see
Table 4.6). Dependent variable (occupational stress) was found to be negatively
correlated with predictor variable (collegial teacher) (p<0,05) (see Figure 4.4).
Multiple regression analysis showed that collegial teacher was a significant predictor
of occupational stress (p = 0.151, p=0.006) (see Table 4.7). It is observed that
relative to each other, collegial teacher behavior exerted a negative but statistically
significant influence both on discipline and motivation, and professional distress of
the instructors (B= -0.332, p=0.001; B= -0.232, p=0.000) (see Tables 4.11, 4.17). All
these demonstrated that a when the instructors shared responsibilities with their
colleagues, they had a positive atmosphere which helped them refrain from
occupational stress.

Research Question 4: How does indifferent teacher behavior predict
occupational stress of the instructors?

Hypothesis: It was hypothesized that teachers not being interested or involved
in the tasks and responsibilities in the school would cause occupational stress. A
meaningful relationship has been found between indifferent teacher behavior, and
stress sources and manifestations (p<.05) (see Table 4.6). Dependent variable
(occupational stress) was found to be positively correlated with predictor variable
(indifferent teacher) (p<.05) (see Figure 4.6). Indifferent teacher behavior was also
shown to be a significant predictor of occupational stress by the multiple regression
analysis (B = -0.155, p=0.009) (see Table 4.7). It is observed that relative to each
other, indifferent teacher behavior exerted a small and statistically significant
influence on emotional manifestation, professional investment, time management,
and work related stress of the instructors (= 0.174, p=0.007; p= 0.165, p=0.003;
B= 0.152, p=0.036; B= 0.125, p=0.025) (see Tables 4.12, 4.8, 4.10, 4.13). This
predictor variable exerted a negative but statistically insignificant influence on
behavior manifestation of the instructors (f= -0.140, p=0.034) (see Table 4.9). These
showed that when a teacher had little or no interest in being involved in the daily
routine of school work, he had impact on the occupational stress among the

instructors.
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4.7.Summary

In this chapter, results of the data analysis have been presented. First,
demographic characteristics of 276 English instructors teaching at the School of
Foreign Languages of two state and three foundation universities in Ankara are
given. Next, descriptive analysis conducted for dependent and predictor variables are
presented. The results of descriptive statistics with minimum, maximum, mean and
standard deviation of Organizational Climate Index (OCI) and Teacher Stress
Inventory (TSI) are given. It is followed by data analysis. As a result of
Kolmogorov-Smirnov test, the results came out statistically significant, and the data
did not distribute normally. For this reason, Kruskal-Wallis Test, which is a
nonparametric method, is computed to test whether the samples originated from the
same distribution. The values of Cronbach’s Alpha for the measured constructs
ranged between 0.661and 0.943 for OCI, and between 0.660 and 0.92 for TSI, which
showed the internal consistency of the data. Correlations between the scales in the
instrument are also calculated. There was a moderate correlation between the
organizational climate and occupational stress experienced by the instructors. Then,
an analysis of occupational stress and organizational climate by multiple regression
is presented to see if the components of organizational climate are significant
predictors of occupational stress. The regression model on total stress is statistically
significant. The results of the analyses show that supportive administrator and
collegial teacher behavior help the instructors keep away from occupational stress,
whereas restrictive administrator and indifferent teacher behavior cause occupational

stress among the instructors.
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CHAPTER V

DISCUSSION

In this chapter, the results of the study are discussed in terms of research
questions with relevance to the findings in the related literature. This includes a
discussion of limitations of the study. Following this discussion, implications for
practice and recommendations for future studies are presented.

This study was designed as a correlational study. The major purpose of the
study was to examine how the English instructors interpreted the conception of the
school climate and how they evaluated the relationship between their perception of
the organizational climate and their occupational stress. The participants of the study
were 276 English instructors working at two state and three foundation universities
in Ankara.

For the purpose of the study, four demographic questions, Organizational
Climate Index (OCI) developed by Hoy and Tarter (1997), and adapted to Turkish by
Yilmaz and Altinkurt (2013) was used to collect data related to the organizational
climate. In addition, Teacher stress inventory (TSI) developed by Fimian (1988) and
adapted to Turkish by Kiziltepe (2007) was used to measure occupational stress of
the instructors.

It was predicted that a supportive administrator would either prevent or lessen
the occupational stress of the instructors. Specifically, based on previous research on
educational administration and leadership, it was predicted that occupational stress
would be eliminated or minimized if/when the administrators provided
encouragement or emotional help. In contrast to the supportive administrator, it was
hypothesized that a restrictive administrator would play a significant role in
generating or increasing the occupational stress of the instructors. The results
provided support for some of these predictions, however, there were unexpected

findings, as well.
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Regarding the relationship between collegial teacher behavior and
occupational stress, it was predicted that collegial teacher behavior would help the
instructors stay away from occupational stress. It was also hypothesized that
indifferent teachers who are not interested or involved in the tasks and
responsibilities in the school would have impact on occupational stress. The results

supported these hypotheses.

5.1 Study Results

The first research question was How does supportive leadership of the
administrator predict occupational stress of the instructors? Previous studies have
shown that supportive leadership has significant effects on the members of the
organization (Fuller, Patterson, Hester & Stringer, 1996; Lowe, Kroeck, &
Sivasubramaniam, 1996). The findings of this study also showed the same pattern of
relationship between supportive administrators and instructors. Consistent with
previous research about how members of an organization would be satisfied with the
administrator, and how this affected their contentment (Cheng, 1993; O’Reilly,
Chatman, & Caldwell, 1991), the results of this research showed a meaningful
relationship between a supportive administrator and total stress of the instructors.

This result also confirms results from previous studies about the roles of
administrators for creating a healthy, positive and effective school climate, where the
teachers are happier, and where the teachers’ motivation and commitment depends
on the strategies which the administrators use in order to establish such a positive
milieu (Campo, 1993; Pashiardis & Orphanou, 1999; Schein, 1992; Tarter, 1995).
That is to say, the behavious of supportive administrators who provide help and
encouragement have impact on the occupational stress of the instructors. As a
consequence, this fact has suggested a meaningful but negative linear relationship
between the stressors and supportive administrators, which can be explained as a
decrease in the instructors’ occupational stress when they work with a supporting
administrator.

This result is also consistent with the findings of other researchers who
concluded that when the administrators set up a positive and effective school climate
and culture, the teachers were happier, and that the teachers’ motivation and

commitment depended on the strategies which the administrators used in order to
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establish such a positive milieu (Pashiardis & Orphanou, 1999; Campo, 1993; Tarter,
1995). Similarly, the data from a study that analyzed the relationships between
supportive administrator and faculty indicated that supportive administrator,
promoted trust among the faculty (Tarter, 1995). Such a supporting climate has also
been meaningful in interpreting the communication between the administrators and
the instructors, and among the instructors (Shadur, Kienzle, & Rodwell, 1999). Troisi
(1983) reported that the supportive behavior of an administrator affected school
climate and school outcomes with respect to occupational stress. Other researchers
added the impact of supportive administrators on collegiality of the teachers (Peach
& Reddick, 1989; Valentine & Bowman, 1988).

Although the results showed a negative linear relationship, the amount of
work stress was a bit different for various stress sources and manifestations. For
example, behavioral manifestation, time management, gastronomical manifestation,
cardiovascular manifestation, and fatigue manifestation results had a low relationship
(r=0.20 - 0.25, p<0.05). These results were expressed as ‘low’ or ‘medium’ with
reference to Fimian (1988). The correlation between 0.00 - .30 was considered as
low, between 0.30- 0.60 medium, and 0.60 - 1.00 high. All of these indicated that the
above-mentioned stressors were not affected by the supportive leadership of the
administrator as much as work-related stressors, professional investment, discipline
and motivation, emotional manifestations, professional-related stressors, and total
stress points, (= 0.30 - 0.59, p<0.05). Among these, professional-related stressors
had the highest score (r= -0.51, p<0.05). Therefore, it seemed highly probable that
when an administrator allowed the instructors to publicize their opinions and to have
control over the decisions regarding their teaching and classroom practice, he
eliminated job stress. Such administrators are referred to in the definition of a healthy
school climate by Hoy and his colleagues, who have also pointed to the importance
of taking part in decisions (Hoy & Tarter; 1997; Tarter, Sabo, & Hoy, 1995; Hoy,
Smith, & Sweetland, 2002). Providing opportunities for intellectual stimulation and
professional improvement also helped the instructors stay away from stress.

Accordingly, it can be said that Fimian and Fastenau (1990) tested many
parameters which affect teacher stress, but the results of this study showed that some
of these parameters were not very much affected by the supportive leadership of the
administrator. This may be due to the differences between the target population of

Fimian and Fastenau (1990) and the population in this study. In English departments,
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usually the most experienced instructors are appointed as the administrators. Since
they are experienced teachers and have worked with many administrators before,
they are expected to know how to fulfil the administrative responsibilities and work
in conformity with all the instructors. It is possible that they help the instructors to
eliminate stress due to these conditions. As found by Cerit (2009), Oplatka (2004)
and Knoop (1994), teachers expect their administrators to be trustable, effective and
understanding, and they want to be cared, recognized and respected, all of which
describe the supportive leadership style of the administrator. Considering these
results, it can be concluded that the instructors who are working with supportive
administrators find their school environment positive and professional, and they do
not report occupational stress. In a workplace like the education industry where
success is dependent upon teamwork, collaboration and good interpersonal
relationships, the importance of a supportive administrator is indisputable in terms of
avoiding stress in the workplace.

The second research question was How does the restrictive leadership of the
administrator predict occupational stress of the instructors? The results of the
correlation analysis indicated that there was a meaningful relationship among the
predictor variables of Teacher Stress Inventory and Organizational Climate Index,
namely between a restrictive administrator and occupational stress of the instructors
(r= 0.45, p<0.05). This result can be explained as the presence of job stress of the
instructors when they work with a restrictive administrator. When the instructors
believed that the school environment was not healthy, lacked collegiality and order,
they expected the administrator to handle these problems and felt that they were
being limited in such a climate, which caused work stress. These anticipated results
obtained from work-related and time-management stressors of TSI are consistent
with the findings of Price (2012) who explained that the administrators’ manner of
acting, feeling and thinking shaped the organizational conditions, and affected the
teachers’ perception of their work climate. Some other studies have also reported
similar results for occupational stress of the instructors regarding work-related
conditions (Bowen & Schuster, 1986; Corcoran & Clark, 1984; Sorcinelli, 1985).

On the other hand, an administrator is expected to help the instructors to do their
teaching job in the best way possible, however, when he puts some limitations such
as creating some problems related to time-management (Dinham & Scott, 1998;

Kyriacou, 2001; Pithers & Soden, 1998), recognition (Mazur & Lynch (1989),
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respect and motivation (LeFevre, Mathen, Kolt, 2003; Muthuvelayutham &
Mohanasundaram, 2012; Blix, Cruise, Mitchell, & Blix, 1994), the instructors feel
stressed. As expected, this correlational result was obtained from TSI regarding
professional distress (= 0.51, p<0.05), this result is consistent with other research
results regarding the restrictions of the administrator (Fink, 1984; Jarvis, 1987,
Turner & Boice, 1987).

In addition to professional distress, the study results revealed positive
correlation for professional investment (r= 0.39, p<0.05). This meant that the
instructors felt their personal opinions were not aired sufficiently, they lacked control
about classroom or school matters, they were not motivated, and they did not have
opportunities for professional improvement. Referring to the findings of Blase
(2000), talking with teachers to promote reflection and encouraging professional
growth may help the teachers to alleviate work stress. This finding is parallel to the
result of Bredeson’s (1989) study about work stress in which greater teacher
empowerment and enhanced decision making was suggested for the administrators.
Likewise, Zimmerman (2006) noted that a restrictive leader made the teachers feel
devalued, disrespected and untrustworthy, and suggested communication between
the administrator and the teachers to avoid such feelings. These results may indicate
that teachers give importance to human characteristics such as emotions, and they
want to be valued.

Apart from professional-related stressors, the study results showed
occupational stress regarding the work-related stressors (r=0.51, p<0.05) when they
had a restrictive administrator. They pointed that they did not have sufficient time to
fulfill their responsibilities since there was too much work to do both for their class
and for the administration. These findings were generally consistent with the study of
Khan, Shah, Khan and Gul (2012) who concluded that teachers’ performance was
negatively influenced by stress contributing factors generated by the administrator. In
the same manner, Richards (2012) found that when the teachers worked in a school
climate where they felt restricted in their job, it was an ongoing challenge to balance
their stresses so that they could find time both for their work and their personal life
without losing their enthusiasm, idealism and sense of efficacy. Regarding the results
of the study, it can be deduced that when an administrator caused the instructors to

feel professionally distressed, or gave them so much work that they could not control
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and manage their work and time, she brought about occupational stress, which
prevented the instructors from working efficiently.

The findings about restrictive leadership of the administrator could be due to
some limitations. The stress inventory which was used, measured the instructors’
stress related to their occupation, however, due to some happenings such as daily
routines, unexpected events or family matters, their stress level for that day may have
been different, and this may have affected the survey results.

The third research question was How does collegial teacher behavior predict
occupational stress of the instructors? The research results showed a meaningful
relationship between a collegial teacher and total stress of the instructors. This meant
that the instructors were affected positively when they worked all together and when
everybody had equal share in the tasks and responsibilities. They were ambitious but
at the same time they had respect for collegiality of their peers. All these indicated
that the instructors were ready to become an active member in their department, to
share the responsibilities of daily routine, and they were confident, which was
consistent with the findings of Tarter (1995) who stated that teacher collegiality
fostered trust among colleagues.

This fact demonstrated a meaningful but negative linear relationship between
the stressors and collegial teacher behavior. This resulted in a decrease in the
occupational stress of the instructors when they had colleagues who enjoyed working
with each other, and were supportive of each other. This result was consistent with
the findings of Hertzog, (2000) who stated that collegial teachers developed
behaviors which supported the development of authentic collegiality in the schools.
They participated in collaborative decision making, had pedagogical reflection, and
they were ready to share their experiences with their colleagues. Their results showed
that collegiality improved the organizational climate in the school. Similarly, Little
(1982) found that collegiality was important in education and that, when the
instructors valued and participated in norms of collegiality and continuous
improvement, they pursued a greater range of professional interactions with their
colleagues or administrators, including talk about instruction, structured observation,
and shared planning or preparation. In another study, Hargreaves and Dawe (1990)
stated that when there was collegial relationship in a school, this developed
openness, trust and support among the instructors all of which promoted the growth

of contentment. In the same line with Hargreaves and Dawe (1990), Clark (2001)
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suggested building a collegial spirit within departments and faculties. He claimed
that collegiality promoted a collective sense in the faculty that we would be
responsible for the choices made and the achievements realized. By this way, the
campus climate would become integrated around a sense of joint effort, which
would end up with a happy, passionate and attached mood among the faculty. In the
same line, other researchers have concluded that collegial support serves as an
important source of intrinsic reward for teachers, and fosters a setting in which
teachers can gain a sense of pedagogical renewal and growth through ongoing peer
interaction (Feiman-Nemser & Floden, 1986; Little, 1987; Rosenholtz & Kyle,
1984).

Although the perception of collegial teacher behavior was negatively
correlated with occupational stress experienced by the instructors, the amount of
stress varied among the parameters of Teacher Stress Inventory. This showed that
supportive teachers not only eliminated the occupational stress of their colleagues,
but they also helped each other with regard to professional investment (r= -0.50,
p<0.05), discipline and motivation (r= -0.41, p<0.05), professional-related stressors
(r=-0.45, p<0.05), and total stress scores (= -0.43, p<0.05). However, the results for
the other parameters were low, which showed that the stressors and stress
manifestations were not affected by collegial behavior of the instructors. Therefore, it
was highly probable that in the departments where the research was conducted, the
instructors had united for a common purpose which was to teach English to their
students in the best way possible, and they were respecting each other.

The fourth research question was How does indifferent teacher behavior
predict occupational stress of the instructors? The research results showed a
meaningful relationship between indifferent teacher behavior, and occupational stress
sources and stress manifestations (r= 0.44, p<0.05). This signifies that the instructors
were negatively affected when they worked with some colleagues who were in the
school just ‘to be present’. Such instructors do not join any activities if they do not
have to, their manners are negative, and they are always ready to point out the faults
of their colleagues. These expected results obtained from professional investment,
professional distress, time management and work-related stressors of Teacher Stress
Inventory are similar to the results of Bogler (2001) and Ostroff (1992) who claimed
that an instructors’ behavior depended on how he perceived his occupational

environment, and that working with uninterested teachers would have negative
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implications for the other teachers and administrators. Similarly, other researchers
have found that the presence of indifferent teachers affect occupational stress and
morale of their colleagues negatively, however, the opposite is true in the schools
where the teachers interact with each other (Little, 1987; Ritter, Maugham,
Mortimore, & Ouston, 1979; Templin, 1988).

On the other hand, Maslach, Schaufeli, & Leiter (2001) evaluated the
relationship between occupational stress and disengagement from another
perspective. They stated that when the instructors suffered from prolonged periods of
job stress, they became detached from their colleagues and their responsibilities. This
result has shown the importance of avoiding work stress of the instructors because
stress not only causes an instructors’ alienation but also results in other instructors’
stress, as well. This finding correlates with Webb (1985) who has concluded that
occupational stress has a powerful influence on the promotion of isolation, and lack
of collegiality.

In addition to total stress scores, the study also showed medium level of stress
relationship for the parameter related to professional investment (r=0.49, p<0.05)
when they worked with indifferent colleagues. This can be interpreted as instructors
feeling that they could not express their personal opinions sufficiently among their
colleagues. That is to say, they believed the indifferent colleagues did not pay
attention to their personal opinions. As Kelchtermans (1996) explained, professional
relationships among the instructors contributed to the social recognition of their
professional selves and, provided positive workplace conditions. When they worked
in such an atmosphere, they would be pleased.

Not only the parameter for professional investment but also the parameters
for time management, emotional manifestations and work-related manifestations had
medium correlations as well (= 0.33 - 0.35, p<0.05). This means, there is a moderate
level of relationship between the stress teachers report, and working with indifferent
teachers. This was probably because they thought they could control their individual
work-related issues, feelings related to insecurity, depression and anxiousness, and
their personal work-related problems but they could not do the same when they had
to work with an indifferent colleague. Moreover, the other parameters of indifferent
teacher behaviour showed a had low correlation for stress sources and manifestations
(r=10.13 - 0.29, p<0.05) meaning that indifferent teacher behavior was only mildly

related with behavioural manifestations, discipline and motivation, gastronomical,
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cardiovascular and fatigue manifestations. Related to indifferent teacher behaviour,
Kyriacou and Sutcliffe (1978) claim that psychological factors like poor relationships
with colleagues correlate with occupational stress. They explain that lack of social
support of the colleagues is one of the important factors that affects teacher stress.
The results of this study also revealed some kind of stress, however, it was medium-
level stress. This may be due to the different populations since Kyriacou and
Sutcliffe (1978) conducted their research in the USA. Instructors in the English
departments of the universities where the research was conducted may have different
beliefs or perceptions regarding indifferent teacher behaviour. Similarly, Boyle,
Borg, Falzon and Baglioni (1995) did not claim any casual relationships between
poor colleague relations and teacher stress in their research conducted in the Gozo
and Malta islands.

In the faculties an indifferent instructor may not affect the relationships
among the other faculty members. However the case is different in English
departments because in the preparatory schools, the instructors usually work in pairs
or groups. This means that one class of students may have two or three instructors to
teach language, writing, and/or speaking. These instructors have to work in unity and
collaboration with each other since they have to follow course components of the
curriculum. For this reason, working in harmony is important for them and for the
same reasons, working with a indifferent teacher causes occupational stress.

Apart from supportive and restrictive administrator, and collegial and
indifferent teacher behavior, openness of the administrators and the teachers have
been found to be the predictors of occupational stress of the instructors.
Administrators’ openness has exerted significant influence on professional
investment (B= -0.39, p=0.000), behavioral manifestation (f= -0.226, p=0.001), time
management (f= -0.132, p=0.081), emotional manifestation (f= -0.28, p=0.000),
gastronomical manifestation (B= -0.219, p=0.002), cardiovascular manifestation
(B=-0.213, p=0.001), and professional distress (f= -0.179, p=0.005). This indicates
that when the administrators provide an open climate in the school, the instructors
refrain from the aforementioned stress sources and stress manifestations. Similarly,
teachers’ openness has exerted significant influence on professional investment
(B= -0.281, p=0.000) and cardiovascular manifestation (p= -0.131, p=0.046) which

signifies that when there is an open climate provided by the instructors, their
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colleagues feel better about their profession, and do not suffer from cardiovascular

problems.

5.2 Recommendations for Practice

Meeting the needs of employees to improve work performance has been an
aspect of leadership, which has been researched since the Hawthorne studies
(Ivancevich & Matteson, 1999). The understanding of the school climate may
contribute to avoiding the English instructors’ occupational stress due to its
characteristics such as developing, supporting, helping and providing support for the
instructors, and improving their work performance. Taking into consideration the
findings of this study that a healthy school climate has a positive effect to prevent job
stress, it can be said that administrators should aim to behave professionally and
create a prosperous school climate in order to keep occupational stress away from the
instructors. Related to this, Bryk, Sebring, Allensworth, Luppescu and Easton (2010)
claim that positive relationships do matter and lead to corresponding commitment,
sense of community and social cohesion of the instructors, all of which contribute to
the avoidance of occupational stress.

While not being subjected to stress contributes to ensuring the effective work
of the instructors, being under the effect of occupational stress causes negative
situations such as emotional manifestations like feeling insecure, vulnerable, unable
to cope, depressed or anxious. Such instructors also respond to job stress by
postponing the things to do, and physical exhaustion or weakness. In addition, they
usually suffer from cardiovascular and gastronomical problems, and sometimes they
may try to find solution by using drugs or alcohol (Cetinkanat, 2002; Evans &
Johnson, 1990; Rahim & Afza, 1993; Igbaria & Guimaraes, 1999). For this reason,
administrators should make an effort to improve the instructors’ contentment to
ensure that they carry out educational activities more effectively and thereby improve
their intrinsic job satisfaction. When the instructors work in a positive environment,
when they are allowed to take part in decision-making, when they have autonomy,
and when they are respected, this environment becomes trustable and they have self-
esteem. It can be observed that the features which help the instructors to avoid their
occupational stress are consistent with the factors of an administrator as a leader who

shares power, considers the needs of the people he is working with, helps them to
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develop themselves professionally, and perform their duties as successfully as
possible. In this respect, it can be said that the administrators should be the leaders to
contribute to the effective work of instructors.

In addition to administrators becoming leaders, instructors should also be
trained so that they can deal with the stressful aspects of their job. Improving
interactions between the colleagues to enhance human relations and collegial support
may also be useful, and this can be provided by the positive influence of the
administrator. In this study, positive behavior of the administrator has been found
influential to help the instructors lessen their occupational stress. All these
demonstrate that when the instructors share responsibilities with their colleagues,
they have a positive atmosphere which helps them refrain from occupational stress,
which has also been supported by the results of this study. The behaviors of both
administrators and instructors contribute to the healthy climate of schools, and
building mutual trust and respect, and being concerned about each other’s welfare
can have powerful effects on the interpersonal relationships of both administrators
and instructors. When strong social relations are built among the instructors, they
know each other well, socialize together regularly, and as a result provide a powerful
support for each other. All these may help eliminate the instructors becoming
disengaged.

Apart from suggestions for building a powerful social atmosphere, the results
of this study may also be evaluated in terms of developing educational administrators
and policies. In the English departments, the administrators are appointed by the
Director of School of Foreign Languages. Taking into consideration the fact that they
do not have any education on administration, it can be said that the department heads
perform administrative activities with their teaching qualifications. Yet, being a
department head requires qualifications other than teaching qualifications. When the
results of this study are examined, it is observed that behaviors of the administrators
such as allowing sufficient time to prepare for the responsibilities, avoiding too much
work or unnecessary administrative paperwork, sharing decision-making, providing
help for professional improvement and advancement, and recognition result in the
instructors’ keeping away from occupational stress, and as a result positively affects
their performance. For this reason, the administrators should be educated in a way to
acquire the ability to establish a healthy organizational climate to avoid work stress,

and as a result to facilitate the instructors’ professional lives.
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5.3 Recommendations for Further Research

The results of this study are limited to the opinions of the instructors in two
state and three foundation universities in Ankara where the research data were
obtained. Although this study reveals evidence that shows the relationship between
the organizational climate and instructors’ occupational stress, the results reflect the
characteristics and perceptions of the individuals working in the English departments
where the research was conducted. For this reason, studies carried out in different
cities and universities are needed for the generalization of the results obtained in this
research. Hence, it is recommended that research on the relationship between
organizational climate and instructors notion of occupational stress should also be
carried out in different places in order to have a better insight about the topic.

Moreover, this study was designed as a quantitative research, however,
qualitative research methods could also be used. All the research data was obtained
through the questionnaires, which limited the strength of the study because the
participants did not have the chance to define their opinions and/or explain their
answers, which could add valuable information to the data. Future studies could
benefit from including open-ended questions in addition to the preselected, fixed
responses using Likert scale. Moreover, instructors’ views regarding possible
additional parameters such as the relationships among occupational stress, school
climate, and job satisfaction could be obtained through interviews with them.

Furthermore, the participants of the study were working on either state or
foundation universities. Out of the five universities, four of them are English-
medium and one of them was partially English-medium such that, only 30% of the
courses in some of the faculties was in English. Since the study was conducted in the
English departments, the above-mentioned topic is important because the instructors
are expected to teach more effectively and efficiently in English-medium
universities, which may have an effect on their job stress. However, the university
being English-medium or Turkish-medium was not included in the study as a
variable. Hence, this variable needs to be explored in further studies.

On the other hand, timing of data collection may have been a limitation
regarding content. Data was collected in June when it was a hectic time period. The
instructors were reading and grading homework assignments, projects and exam

papers, and at the same time, they were completing end-of-academic year
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procedures. Since this period may have affected their stress levels, further studies
should consider timing of data collection.

Additionally, there are different scheduling policies for English instructors in
the universities. In some universities, the instructors teach the same students
throughout the academic year, or for one semester. In some other universities, the
instructors start teaching a new group of students every eight weeks, which may
influence their work stress. For this reason, the impact of this variable should also be

investigated.

106



REFERENCES

Abousierie, R. (1996). Stress, coping strategies and job satisfaction in university
academic staff. Educational psychology, 16(1), 49-56.

Ahmdy, S., Changiz, T., Masiello, I. & Brommels M. (2007). Organizational role
stress among medical school faculty in Iran: Dealing with role conflict. BMC
Medical Education, 7(14), 3-12. doi: www.biomedcentral.com/1472-
6920/7/14.

Ahsan, N., Abdullah, Z., Fie, D.Y.G. & Alam, S.S. (2009). A study of job stress on
job satisfaction among university staff in Malaysia: Empirical study.
European Journal of Social Science, 8(1), 121-131.

Akpochafo, G. O. (2012). Perceived sources of occopational stress among primary
school teachers in Delta State of Nigeria. Education, 132(4), 826-833.
Akinboye, T.O., Akinboye, D.O. & Adeyemo, D.A (2002). Coping with stress in life

and Workplace. Lagos: Stirlin-Horden Publishers Ltd.

Alexandros-stamatios, G.A., Matilyn, J.D. & Cary, L.C. (2003). Occupational stress,
job satisfaction and health state in male and female junior hospital doctors in
Greece. Journal of Managerial Psychology, 18(6), 592-621.

Ali, E. & Hale, E. (2009). Predicting organizational trust level of school managers
and teachers at elementary schools. Procedia-Social and Behavioral Sciences,
1(1), 2180-2190.

Amason, P., Allen, M. W. & Holmes, S. A. (1999). Social support and culturative
stress in the multicultural workplace. Journal of Applied Communication
Research, 27(4), 310-334.

Anderson, C. (1982). The search for school climate: a review of the research. Review
Of Educational Research, 52(3), 368—420.

Anderson, N. & West, M. A. (1996). The team climate inventory: Development of
the TCI and its applications in teambuilding for innovativeness. European
Journal of work and organizational psychology, 5(1), 53-66.

Aquino, G. V. (1999). Educational Administration, Theory and Practice. Quezon
City: Rex Printing Company Inc.

107



Arabaci, 1. B. (2010). Academic and administration personnel’s perceptions of
organizational climate (Sample of Educational Faculty of Firat University).
Procedia-Social and Behavioral Sciences, 2(2), 4445-4450.

Archibong, 1. A., Bassey, A. O. & Effiom, D. O. (2010). Occupational Stress Sources
Among University Acaemic Staff. European Journal of Educational Studies,
2(3),217-225.

Ardig, K. & Polatei, S. (2008). Tiikenmislik sendromu ve akademisyenler tizerinde
bir uygulama (GOU &rnegi). Gazi Universitesi Iktisadi ve Idari Bilimler
Fakiiltesi Dergisi, 10(2), 69-96.

Argyris. G. (1958). Some problems in conceptualizing organizational climate: A case
study of a bank. Administrative Science Quarterly, 2, 501-520.

Arikan, A. (2002). A struggle for power in professional development programs as
illuminated in the narratives of English language instructors: A critical
postmodern study (Doctoral dissertation). Pennsylvania State University,
University Park, PA. Retrieved from Proquest Dissertations and Theses
database (Publication No. AAT3051618).

Armitage, P., Berry, G. & Matthews, J. N. S. (1990). Regression and correlation.
Statistical Methods in Medical Research, (4th Ed.) 187-207.

Armour, R. A., Caffarella, R. S., Fuhrmann, B. S. & Wergin, J. F. (1987). Academic
burnout: Faculty responsibility and institutional climate. New Directions for
Teaching and Learning. 1987(29), 3-11.

Aswegen, A. S. & Engelbrecht, A. S. (2009). The relationship between
transformational leadership, integrity and an ethical climate in organizations.
Journal of Human Resource Management, 7(1), 221-229.

Aydin, A. Ugiincii, K. & Tasdemir, T. (2011). Akademik performansi etkileyen stres
kaynaklarinin belirlenmesine yonelik bir alan calismasi. Uluslararast Insan
Bilimleri Dergisi, 8(2), 387-399.

Aypay, A. (2003). Yiiksek 6gretimin yeniden yapilandirilmasi: Sosyo-ekonomik ve
politik ¢evrelerin iiniversitede kurumsal adaptasyona etkisi. Egitim Yonetimi,
34, 194-213.

Azzara, J. R. (2001). The heart of leadership. Educational Administration, 58(4),
62-64.

108



Bacharach, S. B., Bauer, S. C. & Conley, S. (1986). Organizational analysis of stress:
The case of elementary and secondary schools. Work and Occupations, 13(1),
7-32.

Bagdonas, A. & Adaskeviciené, V. (2010). Manifestation of comprehensive school
teachers' psycho-social attitude. Social Sciences, 68(3), 60-70.

Bakioglu, A. & Yaman, E. (2004). Arastirma gorevlilerinin kariyer gelisimleri:
Engeller ve c¢oziimler. Marmara Universitesi Atatiirk Egitim Fakiiltesi
Dergisi, 20(20), 1-20.

Becher, T. & Kogan, M. (1992). Process and structure in higher education. London:
Open University Press.

Bedeian, A. G., Armenakis, A. A. & Curran, S. M. (1981). The relationship Between
role stress and job-related, interpersonal, and organizational climate factors,
The Journal of Social Psychology, 113, 247-260.

Beehr, T. A. & Newman, J. E. (1978). Job stress, employee health and organizational
effectiveness: A facet analysis, model and literature review. Personnel
Psychology, 31(4), 665-699.

Bess, J. & Dee, J. (2008). Understanding college and university organization:
Theories foreffective policy and practice. Sterling, VA: Stylus.

Benmansour, N. (1998). Job satisfaction, stress and coping strategies among
Moroccan high school teachers. Mediterranean Journal of Educational
Studies, 3(1), 13-33.

Bergquist, W. (1992). The four cultures of the academy: Insights and strategies for
improving leadership in collegiate organizations. San Francisco, CA: Jossey-
Bass.

Bhagat, R. S. & Allie, S. M. (1989). Organizational stress, personal life stress, and
symptoms of life strains: An examination of the moderating role of sense of
competence. Journal of Vocational Behaviour, 35,231-253.

Bhatti, N., Hashmi, M. A., Raza, S. A., Shaikh, F. M. & Shafiq, K. (2011). Empirical
analysis of job stress on job satisfaction among university teachers in
Pakistan. International Business Research, 4(3), 264-270.

Bidula S. B. & Baruah, M. (2012).  An empirical study on job stress among

secondary school teachers. Indian Streams Research Journal, 2(8), 1-7.

109



Bilge, F., Akman, Y. & Kelecioglu, H. (2007). Job satisfaction of academics:
Reflections about Turkey. International Journal of Educational Reform,
16(2), 225-236.

Bjorkqvist, K., Osterman, K. & Hjelt-Bick, M. (1994). Agression among university
employees. Agressive Behavior, 20, 173-184.

Blackburn, R. T., Horowitz, S. M., Edington, D. W. & Klos, D. M. (1986).
University teacher and administrator responses to job strains. Research in
Higher Education, 25(1), 31-41.

Blase, J. (2000). Effective instructional leadership: Teachers’ perspectives on how
principals promote teaching and learning in schools. Journal of Educational
Administration 38(2), 130-141.

Blase, J. & Blase, J. (2003). The phenomenology of principal mistreatment:
teachers’perspectives. Journal of Educational, 41(4), 367-422.

Blase, J. J. & Matthews, K. (1984). How principals stress teachers. The Canadian
School Executive, 4, 8-11.

Blase, J., Dedrick, C. & Strathe, M. (1986). Leadership behavior of school principals
in relation to teacher stress, satisfaction and performance. The Journal of
Humanistic Education and Development, 24(4), 159—171.

Blaxter, L., Hughes, C. & Tight, M. (1998). Writing on academic careers. Studies in
Higher Education,23(3), 281-295.

Blegan, M. A. (1993). Nurses’ job satisfaction: A meta-analysis of related variables.
Nursing Research, 42, 36-41.

Blix, A.G, Cruise, R.J, Mitchell, B.M. & Blix, G.G (1994). Occupational stress
among university teachers. Educational Research, 36(2), 157-169.

Blix, A.G. & Lee, J. (1991). Occupational stress among university administrators.
Research in Higher Education, 32(3), 289-302.

Blum, R. W. (2005). A case for school connectedness. Educational Leadership,
62(7), 16-20.

Blum, R. W., McNeely, C. A. & Rinehart, P. M. (2002). Improving the odds: The
untapped power of schools to improve the health of teens. Minneapolis:
University of Minnesota, Center for Adolescent Health and Development.

Bogler, R. (2001). The influence of leadership style on teacher job satisfaction.
Educational Administration Quarterly, 37(5), 662-683.

Bolman, L. & Deal, T. (1991). Leadership and management effectiveness: A multi-

110



frame, multi-sector analysis. Human Resource Management, 30(4), 509-534.

Borg. M. G., Riding. R. J. & Falzon, J. M. (1991). Stress in teaching: A study of
occupational stress and its determinants, job satisfaction and career
commitment among primary school teachers. Educational Psychology, 11(1),
59-74.

Borrego, M., Gouglas, E.P. & Amelink, C.T. (2009). Quantitative, qualitative, and
mixed research methods in engineering education. Journal of Engineering
Education, 98(1), 53-66.

Bostrom, C. A. (2007). Diffusion of internationalization in Turkish higher education:
A comparative case study at Ankara University and Gazi University
(Doctoral dissertation). Bethel University, St. Paul, MN. Retrieved from
Proquest Dissertations & Theses database (Publication No. AAT 3309202).

Botha, R. J. (2004). Excellence in leadership: demands on the professional school
principal. South African Journal of Education. 24(3), 239-243.

Bowen, H. R., & Schuster, J. H. (1986). American professors: A national resource
imperiled. New Jersey: Oxford University Press.

Boyle, G. J., Borg, M G., Falzon, J. M. & Baglioni, Jr., A. J. (1995). A structural
model of the dimensions of teacher stress. British Journal of Educational
Psychology, 65(1), 49-67.

Boyd, S., & Wylie, C. (1994). Workload and Stress in New Zealand Universities.
Wellington: New Zealand council for Educational Research.

Braaten, D. J. (2000). Occupational stress in mental health counselors (Doctoral
dissertation, University of Wisconsin).

Brainard, A. H. & Brislen, H. C. (2007). Viewpoint: Learning professionalism: A
view from the trenches. Academic Medicine, §2(11), 1010-1014.

Brand, S., Felner, R., Seitsinger, A., Burns, A. & Bolton, N. (2008). A large scale
study of the assessment of the social environment of middle and secondary
schools: The validity and utility of teachers’ ratings of school climate,
cultural pluralism, and safety problems for understanding school effects and
school improvement. Journal of School Psychology, 46, 507-535.

Bredeson, P. V. (1989). Redefining leadership and the roles of school principals:
Responses to changes in the professional worklife of teachers. The High

School Journal, 73(1), 9-20.

111



Brenner, S. & Bartell, R. (1984). The teacher stress process: A cross-cultural
analysis. Journal of Organizational Behavior, 5(3), 183-195.

Brief, A. P. & Aldag, R. J. (1976). Correlates of role indices. Journal of Applied
Psychology, 61, 468-472.

Brown, M., Ralph, S. & Brember, I. (2002). Change-linked work-related stress in
British teachers. Research in Education, 67(1), 1-12.

Brown, S. & Leigh, T. W. (1996). A new look at psychological climate and its
relationship to job involvement, effort, and performance. Journal of Applied
Psychology, 81, 358-368.

Brookover, W. B., Schweitzer, J. H., Schneider, J. M., Beady, C. H., Flood, P. K. &
Wisenbaker, J. M. (1978). Elementary school social climate and school
achievement. American Educational Research Journal, 15(2), 301-318.

Bryk, A., Camburn, E. & Louis, K. S. (1999). Professional community in Chicago
elementary schools: facilitating factors and organizational consequences.
Educational Administration Quarterly, 35(5), 751-781.

Bryk, A. S. & Schneider, B. L. (2002). Trust in schools: A core resource for
improvement. New York, NY: Russell Sage.

Bryk, A. S., Sebring, P. B., Allensworth, E., Luppescu, S. & Easton, J. Q. (2010).
Organizing schools for improvement: Lessons from Chicago. Chicago, IL:
University of Chicago Press.

Bucak, E. B. (2011). Abant Izzet Baysal Universitesi Egitim Fakiiltesinde orgiit
iklimi: Yonetimde ast-iist iliskisi. Sosyal Bilimler Enstitiisii Dergisi, 1(7),
1-17.

Budak, G. & Siirgevil, O. (2005). Tiikenmislik ve tikenmisligi etkileyen orgiitsel
analizine iliskin akademik personel iizerinde bir uygulama. D.E.U .LIB.F.
Dergisi, 20(2), 95-108.

Burke, R. J., Greenglass, E. R. & Schwarzer, R. (1996). Predicting teacher burnout
over time: Effects of work stress, social support, and self-doubts on burnout
and its consequences. Anxiety, Stress and Coping: An International Journal,
9,261-275.

Bush, T. (2007). Educational leadership & management: theory, policy, and practice.
South African Journal of Education, 27(3), 391-406.

Biytikoztirk, S. (2009). Sosyal bilimler igin veri analizi el kitabi. Ankara: Pegem
Akademi.

112



Calabrese, J., Kling, M. & Gold, P. (1987). Alterations in immunocompetence during
stress, bereavement, and depression. American Journal of Psychiatry, 144,
1123-1134.

Caldarella, P., Shatzer, R., Gray, K., Young, K., & Young, E. (2011). The effects of
school-wide positive behavior support on middle school climate and student
outcomes. Research in Middle Level Education Online, 35(4), 1-14.

Caglar, M. E. (2008). Orgiitsel iklimin orgiitsel baghlik iizerindeki etkileri.
(Yaymlanmamis Yiiksek Lisans Tezi). Gazi Universitesi, Sosyal Bilimler
Enstitiisii, Ankara.

Campbell, J., Dunette, M. D., Lawler, E. E. & Weick, K. E. (1970). Managerial
behavior, performance, and effectiveness. New York: McGraw-Hill.

Campo, C. (1993), Collaborative school cultures: how principals make a difference,
School Organization, 13(2), 119-25.

Cano-Garcia, F. J., Padilla-Munoz, E. M. & Carrasco-Ortiz, M. A. (2005).
Personality and contextual variables in teacher burnout. Personality and
Individual Differences, 38, 929-940.

Capel, S. (1989). Stress and Burnout in Secondary School Teachers: Some Casual
Factors. In M. Cole and S. Walker (Eds.), Teaching and Stress (36-48).
Philadelphia: Open University Press.

Carr, J., Schmidt, A., Ford, J. & Deshon, R. (2003). Climate perceptions matter: A
metaanalytic path analysis relating molar climate, cognitive and affective
states and individual-level work outcomes. Journal of Applied Psychology,
88(4), 605-619.

Cartwright, S. & Cooper, C. L. (2002). ASSET: An organizational stress screening
tool-The management guide. Manchester, UK: Robertson/Cooper Ltd.
Catalano, R. F., Haggerty, K. P., Oesterie, S., Fleming, C. B. & Hawkins, J. D.
(2004). The importance of bonding to schools for healthy development:
Findings from the social development research group. Journal of School

Health, 74, 252-262.

Celik, V. (2000). Okul Kiiltiirii ve Yonetimi. (2Ild Ed.). Ankara: Pegem A.

Celik, S. (2010). The role of foreign-educated scholars in Turkey’s higher education
system: A narrative study of two English language teacher educators. Turkish

Online Journal of Qualitative Inquiry, 3(3), 56-70.

113



Celik, S. (2011). Turkish higher education in the crossroads: Critical issues relating
to systemic and institutional structures. Higher Education Review, 43(2),
18-41.

Cem, C. (1978). Tirkiye’de kamu gorevlilerinin yabanci dil sorunlari. Ankara:
Tiirkiye ve Orta Dogu Amme Idaresi Enstitiisii Yaymnlari.

Cephe, P. T. (2010). Ingilizce &gretmenlerini tiikkenmislige siiriileyen etmenler
lizerine bir ¢alisma. Hacettepe Universitesi Egitim Fakiiltesi Dergisi (HU
Journal of Education), 38, 25-34.

Cerit, Y. (2009). The effects of servant leadership behaviours of school principals
on teachers’ job satisfaction. FEducational Management Administration
Leadership, 37(5), 600-623.

Cetinkanat, C. (2002). Is doyumu ve tiikkenmislik. Egitim Arastirmalar: Dergisi, 9,
186-93.

Chambers. R. & Belcher. J. (1993). Comparison of the health and lifestyle of general
practitioners and teachers. British Journal of General Practice. 43,
378-382

Chan, D.W. (1998). Stress, coping strategies, and psychological distress among
secondary school teachers in Hong Kong. American Educational Research
Journal. 35, 145-163.

Chatman, J. (1991). Matching people and organizations: Selection and socialization
in public accounting firms. Administrative Science Quarterly, 36,
459-484.

Chaudhry, A. Q. (2012). The relationship between occupational stress and job
satisfaction: The case of Pakistani universities. International Education
Studies 5(3), 212-221.

Cherniss, C. (1995). Beyond Burnout: Helping Teacher,Nurses, Therapists and
Lawyers  Recover from Stress and Disillusionment. New York:
Routledge/Falmer.

Cheng, B.S. (1993). The effects of organizational value on organizational
commitment, organizational citizenship behavior, and job performance: a
comparison of different weighting model and discrepancy model. Chinese

Journal of Psychology, 35(1), 43-58.

114



Cheng, Y. C. (1991). Organizational environment in schools: Commitment, control,
disengagement, and headless. Educational Administration Quarterly, 27(4),
481-505.

Cheng, Y. C. (1996). Relation between teachers’ professionalism and job attitudes,
educational outcomes and organizational Factors. The Journal of Educational
Research, 89(3), 163-171.

Chirkov, V. I. & Ryan, R. M. (2001). Parent and teacher autonomy-support in
Russian and U.S. adolescents: Common effects on well-being and academic
motivation. Journal of Cross-Cultural Psychology, 32(5), 618-635.

Chubb, J. E. (1988). Why the current wave of school reform will fail. The Public
Interest, 86, 28-49.

Clark, B. (2001). The entrepreneurial university: New foundations for collegiality,
autonomy, and achievement. Higher Education Management, 13(2),

9-24.

Clarke, R. & Keating, W. F. (1995). 4 Fresh Look at Teacher Job Satisfaction. Paper
presented at the Annual Meeting of the National Council of States on In-
service Education, Anaheim, CA.

Clifford, M., Menon R., Condon, C. & Hornung, K. (2012). Measuring School
Climate for Gauging Principal Performance. Washington: American Institute
for Research.

Coates, T. J., & Thoresen, C. E. (1976). Teacher anxiety: A review with
recommendations. Review of Educational Research, 46(2), 159-184.

Coeling, H., & Simms, L. (1993). Facilitating Innovation at the Nursing Unit Level
through Cultural Assessment, Part 1: How to Keep Management Ideas From
Falling on Deaf Ears. Journal of Nursing Administration, Vol. 23(4), 46-53.

Cohen, M. (1988). Restructuring the Education System: Agenda for the Nineties.
Washington, DC: National Governors Association.

Cohen, J. (2006). Social, emotional, ethical and academic education: Creating a
climate for learning, participation in democracy and well-being. Harvard
Educational Review, 76(2), 201-237.

Cohen, J., McCabe, L., Michelli, N. M., & Pickeral, T. (2009). School climate:
Research, policy, practice, and teacher education. Teachers College Record,

111(1), 180-213.

115



Cohen, L., Manion, L., & Morrison, K. (2000). Research Methods in Education (5th
ed.). London: Routledge Falmer.

Coleman, J. S. (1966). Equality of educational opportunity. Washington, DC: U.S.
Government Printing Office.

Coker, J. & Borders, L. (2001). An analysis of environmental and social factors
affecting adolescent problem drinking. Journal of Counseling &
Development, 79(2), 200-208.

Constable, J.F. & Russell, D.W. (1986). The effects of social support and the work
environment upon burnout among nurses. Journal of Human Stress, 12,
20-26.

Cooke, R. A & Rousseau, D. M. (1988). Behavioral norms and expectations: A
quantitative approach to the assessment of organizational culture. Group and
Organization Management, 13(3), 245-273.

Cooper, C.L & Kelly, M. (1993). Occupational stress in head teachers: A national
UK study. British Journal of Educational Psychology, 63, 130-143.

Cooper, C.L., Sloan, S & Williams, S. (1988). Occupational Stress Indicator.
Slough, UK: NFER-Nelson.

Corcoran, M., & Clark, S. M. (1984). Professional socialization and contemporary
career attitudes of three faculty generations. Research in Higher Education,
20(2), 131-153.

Coskun, A. (2013). An investigation of the effectiveness of the modular general
English language teaching preparatory program at a Turkish university. South
African Journal of Education,33(3), 1-18.

Cox, T. (1978). Stress. London: Macmillan.

Cronbach, L. J. (1951). Coefficient alpha and the internal structure of tests.
Psychometrika.Vol. 16(3), 297-334.

Cusick, P.A. (1988). Building a professional culture in schools. New York: Teachers
College Press.

Cavus, M.F., Gok, T. & Kurtay, F. (2007). Tikenmislik: meslek yiiksekokulu
akademik personeli {izerine bir arastirma. C.U. Sosyal Bilimler Enstitiisii
Dergisi, 16(2), 97-108.

Daniels, K. (1994). An exploratory study of stress in a British university. Higher
Education Quarterly, 48(2), 135-144.

116



Dawson, J. F., Gonzalez-Roma, V., Davis, A. & West, M. A. (2008) Organizational
climate and climate strength in UK hospitals. European Journal of Work and
Organizational Psychology, 17(1), 89-111.

Demirtas, I. & Sert, N. (2010). English education at university level: Who is at the
centre of the learning process? Novitas ROYAL-Research on Youth and
Language, 4(2), 159-172.

Denison, D. R. (1996). What is the difference between organizational culture and
organizational climate? A native’s point of view on a decade of paradigm
wars. Academy of Management Review, 21(3), 619-654.

Dewe, P. J. (1986). An investigation into the causes and consequences of teacher
stress. Journal of Educational Studies, 21, 145-157.

Dewe, P. J., Leiter, M. P. & Cox, T. (Eds.). (2000). Coping, health, and
organizations. CRC Press.

Dewey, J. (1927). The public and its problems. New York: Henry Holt and Company

Dick, R. D. & Wagner, U. (2001). Stress and strain in teaching: A structural equation
approach. British Journal of Educational Psychology, 71 243-259.

DiMartino, V. (2003). Relationship between work stress and workplace violence in
thehealth sector. Symposium of Workplace Violence In the Health Sector,
Geneva.

Dinham, S., and Scott, C. (1998). A three domain model of teacher and school
executive career satisfaction. Journal of Educational Administration, 36(4),
362-378.

Doganagay-Aktuna, S. & Kiziltepe, Z. (2005). English in Turkey. World
Englishes, 24, 253-265.

Dorathi, M. (2011). Organizational climate and service orientation in select schools.
IUP Journal of Organizational Behavior, 10(2), 40-54.

Dua, J. K. (1994). Job stressors and their effects on physical health, emotional health
and job satisfaction in a university. Journal of Educational Administration,
32(1), 59-78.

Dunham, J. & Varma, V. (Eds.) (1998). Stress in teachers: past, present and future.
London, UK : John Wiley and Sons .

Eker, M. & Anbar, A. (2008). Work related factors that affect burnout among
accounting and finance academicians. [s-Gii¢, Endiistri Iliskileri ve Insan

Kaynaklar: Dergisi, 10(4), 110-137.

117



Ekwal, G. (1987). The climate metaphor in organizational theory. In B. Bass & P.
Drenth (Eds.), Advances in organizational psychology (177-190). Beverly
Hills, CA: Sage.

Enis, C.D. & McCauley, M.T. (2002). Creating urban classroom communities
worthy of trust. Journal of Curriculum Studies, 34(2), 149-172.

Ergun, G. (2008). Saglik isletmelerinde orgiitsel stresin isgiicti performansiyla
etkilesiminin incelenmesi, Yiiksek Lisans Tezi, DEU Sosyal Bilimler
Enstitiisii, zmir.

Evans, L. (1998). Teacher Morale, Job Satisfaction and Motivation. London: Paul
Chapman Publishing Ltd.

Evans, V. & Johnson, D.J. (1990). The relationship of principals’ leadership behavior
and teachers’ job satisfaction and job-related stress. Journal of Instructional
Psychology, 17(1), 11-19.

Everly, G. S. (1990). A Clinical Guide to the Treatment of the Human Stress
Response. New York: Plenum Press.

Evetts, J. (2011). A new professionalism? Challenges and opportunities. Current
Sociology, 59, 406-422.

Feiman-Nemser, S. & Floden, R. (1986). The cultures of teaching. In M. Wittrock
(Ed.), Handbook of research on teaching (505-526). New York: Macmillan.

Ferguson, K., Frost, L. & Hall, D. (2012). Predicting teacher anxiety, depression, and
job satisfaction. Journal of Teaching and Learning, 8(1), 27-42.

Ferrel, O. C. & Hirt, G. (2000). Business, A Changing World. Boston: Mc Graw Hill.

Fimian, M. J. (1982). What is teacher stress? The Clearing House, 56(3),
101-105.

Fimian, M. J. (1984). The development an instrument to measure occupational stress
in teachers: The teacher stress inventory. Journal of Occupational
Psychology, 57(4), 277-293.

Fimian, M. J. & Fastenau, P. S. (1990). The validity and reliability of the teacher
stress inventory: Re-analysis of aggregate data. Journal of Organizational
Behaviour, 11(2), 151-157.

Fink, L. D. (1984). The first year of college teaching. New directions for teaching
and learning. San Francisco: Jossey Bass.

Fink, E. L. & Chen, S. S. (1995). A galileo analysis of organizational climate.
Human Research Project, 21(4). 494-521.

118



Firestone, W. A. & Wilson, B. L. (1985). Using bureaucratic and cultural linkages
to improve instruction—The principals contribution. Educational
Administration Quarterly, 21(2), 7-30.

Firth, H., Mclntee, J., McKeown, P. & Britton, P. (1986). Interpersonal support
amongst nurses at work. Journal of Advanced Nursing, 11(3), 273-282.
Flanagan, K. R., and Trueblood, C. R. (1983). Improving the climate in rural schools
through an individualized staff development program. Paper presented at the

annual meeting of the Rural Education Association, Manhattan, KS.

Forehand. G. A. & Gilmer. B. V. H. (1964). Environmental variation in studies of
organizational behavior. Psychological Bulletin, 62, 228-240.

Frankel, M.S. (1989). Professional codes: Why, how, and with what impact? Journal
of Business Ethics. 8(2-3), 109-115.

Fraenkel, J. R. & Wallen, N. E. (2006). How to design and evaluate research in
education. Boston, MA: McGraw Hill.

Freiberg, H. J. (1998). Measuring school climate: Let me count the ways.
Educational Leadership, 56(1), 22-26.

Freiberg, H. J. (Ed.). (1999). School climate: Measuring, improving and sustaining
healthy learning environments. Philadelphia, PA: Falmer Press.

Fuller, J.B., Patterson, C.E.P., Hester, K. & Stringer, D.Y. (1996). A quantitative
review of research on charismatic leadership. Psychological Reports, 78(1),
271-87.

Furlong, M. J., Greif, J. L., Bates, M. P., Whipple, A. D., Jimenez, T. C. & Morrison,
R. (2005). Development of the California school climate and safety survey—
Short form. Psychology in the Schools, 42, 137-149.

Furnham, A. Jackson, C. J. & Miller, T. (1999). Personality, learning style and work
performance. Personality and Individual Differences, 27(6), 1113-1122.

Gappa, J. & Austin, A. (2010). Rethinking academic traditions for twenty-first
century faculty. Journal of Academic Freedom, 1(1), 1-20.

Gay, P. (2000). In Praise of Bureaucracy: Weber-Organization-Ethics. London:
SAGE Publications Ltd.

Gerede, D. (2005). 4 curriculum evaluation through needs analysis: Perceptions of
intensive English program graduates at Anadolu University. (Unpublished
Masters’ Dissertation). Anadolu University, Eskisehir.

119



Gibbons, C. (1998). An Investigation into the effects of organizational change on
occupational stress in further education lecturers. Journal of Further and
Higher Education, 22(3), 315-328.

Gillespie, N. A., Walsh, M., Winefield, A. H., Dua, J. & Stough, C. (2001).
Occupational stress in universities: Staff perceptions of the causes,
consequences and moderators of stress. Work & Stress: An International
Journal of Work, Health & Organisations, 15(1), 53-72.

Gimbel, P., Lopes, L. & Greer, E. (2011). Perceptions of the role of the school
principal in teacher professional growth. Journal of Scholarship and Practice,
7(4), 19-31.

Giroux, H. A. (2005). Academic entreprencurs: The corporate takeover of higher
education. Tikkun, 20(2), 18-28.

Glick, W. (1988). Organizations are not central tendencies: Shadowboxing in the
dark, Round 2. Academy of Management Review, 13, 133-137.

Glisson, C. & Durick, M. (1998). Predictors of job satisfaction and organizational
commitment in human service organizations. Administrative Science
Quarterly, 33(1), 61-81.

Gmelch, W. H., Wilke, P. K. & Lovrich, N. P. (1986). Dimensions of stress among
faculty: Factor-analytic results from a national study. Research in Higher
Education, 24, 266-286.

Goldenburg, G.D. & Waddell, J. (1990). Occupational stress and coping strategies
amongst female baccalaureate nursing teachers”. Journal of Advances in
Nursing, 15(5), 531-543.

Gordon, A.T. (1994). Organizational stres and stres management programs,

International Journal of Stres Management, 1(4), 309-322.

Gordon, D.G. (2002). Discipline in the music classroom: One component
contributing to teacher stress. Music Education Research, 4, 157-165.

Gokdemir, C.V. (2010). Universitelerimizde verilen yabanci dil 6gretimindeki
basar1 durumumuz. Atatiivk Universitesi Sosyal Bilimler Enstitiisii Dergisi,
6(2), 251-264.

Gottfredson, G. D., Gottfredson, D. C., Payne, A. A. & Gottfredson, N. C. (2005).
School climate predictors of school disorder: Results from a national study of
delinquency prevention in schools. Journal of Research in Crime &

Delinquency, 42(4), 412-444.

120



Green, S. B. (1991). How many subjects does it take to do a regression analysis.
Multivariate Behavioral Research, 26(3), 499-510.

Greenglass, E. R., Fiksenbaum, L. & Burke, R. J. (1994). The relationship between
social support and burnout over time in teachers. Journal of Social Behaviour
and Personality, 9,219-230.

Griffith, J. (1995). An empirical examination of a model of social climate in
elementary schools. Basic & Applied Social Psychology, 17(1-2), 97-117.

Griffith, J. (2000). School climate as group evaluation and group consensus: Student
and parent perceptions of the elementary school environment. Elementary
School Journal, 101(1), 35-61.

Guglielmi, R.S. & Tatrow, K. (1998). Occupational stress, burnout and health in
teachers: a methodological and theoretical analysis . Review of Educational
Research, 68(1), 61-69.

Guion, R. (1973). A note on organizational climate. Organizational Behavior and
Human Performance, 9(1), 120-125.

Gultig, J. & Butler, D. (1999). Creating people-centered schools: school
organization and change in South Africa. London: Oxford University Press.

Gunz, H & Gunz, S. (2007). Hired professional to hired gun: An identity theory
approach to understanding the ethical behaviour of professionals in non-
professional organizations. Human Relations, 60(6), 851-887.

Gilli, A. S. (2007). An evaluation of English program at Kozan Vocational School
of Cukurova University: Students’ point of view.(Yayinlanmamis Yiksek
Lisans Tezi). Cukurova Universitesi, Adana.

Giirbiiz, H., Tutar, H. & Baspmar, N.O. (2007). Burnout levels of executive
lecturers: a comparative approach in three universities, Sosyal Bilimler
Dergisi, 18, 65-85.

Hackman, J. R. & Oldman, G. (1976). Motivation through the design of work: Test
of a theory. Organizational Behavior and Human Performance, 16(2),
250-279.

Hage, J. & Aiken, M. (1967). Program change and organizational properties: A
comparative analysis. American Journal of Sociology, 72(5), 503-519.
Hakanen, J. J., Bakker, A. B. & Schaufeli, W. B. (2006). Burnout and work

engagement among teachers. Journal of school psychology, 43(6), 495-513.

121



Hallinger, P. (2010). Leadership for learning: Does collaborative leadership make a
difference in school improvement? Educational Management Administration
and Leadership, 38(6), 654-678.

Hallinger, P. & Heck, R. H. (1998). Exploring the principal’s contribution to school
effectiveness: 1980-1995. School Effectiveness and School Improvement,
9(2), 157-191.

Halpin, A. W. (1966). Theory and Research in Administration. New York: The
Macmillan Co.

Halpin, A. W. & Croft, D. B. (1962). The organizational climate of schools.
Chicago, IL: University of Chicago Press.

Hargreaves, A. & Dawe, R. (1990). Paths of professional development: Contrived
collegiality, collaborative Culture, and the case of peer coaching. Teaching
and Teacher Education, 6(3), 227-241.

Harrison, B. J. (1999). Are you destined to burn out? FundRaising Management,
30(3), 25-27.

Harper, J. G. Weiser, R.G. & Armstrong, R.F. (1990). Factors associated with
western region agriculture teachers’ perceptions of teaching effectiveness.
Journal of Agriculture Education, 31(4), 22-26.

Hartas, D. (Ed.). (2010). Educational research and inquiry: Qualitative and
quantitative approaches. New York: Continuum.

Hartnett, R.T. & Centre, J. A. (1974). Faculty views of the academic environment:
Situational vs. institutional perspectives. Sociology of Education, 47(1),
159-169.

Heller, A. D. (2002). The power of gentleness. Educational Leadership, 59(8),
76-79.

Hellriegel. D. & Slocum, J. W. Jr. (1974). Organizational climate: Measures,
research, and contingencies. Academy of Management Journal, 17,
255-280.

Herzberg, F., Mausner, B. & Snyderman, B. B. (1959). The Motivation to Work. New
Jersey: John Wiley and Sons Inc.

Hertzog, H. S. (2000). Collegial relationships: What does it mean to be a colleague?
Paper presented at the Annual Meeting of the American Educational Research

Association, New Orleans, LA.

122



Howard, E., Howell, B., & Brainard, E. (1987). Handbook for conducting school
climate improvements projects. Bloomington, In: Phi Delta Kappa
Educational Foundation

Howe. J. G. (1977). Group climate: An exploratory analysis of construct validity.
Organizational Behavior and Human Performance, 19, 106-125.

Hoy, W. K. & Feldman, J.A. (1987). Organizational Health: The Concepts and its
measure. Journal of Research and Development in Education, 20, 30-38.

Hoy, W. K. & Hannum, J. W. (1997). Middle school climate: An empirical
assessment of organizational health and student achievement. Educational
Administration Quarterly, 33(3), 290-311.

Hoy, W. K., Hannum, J. & Tschannen-Moran, M. (1998). Organizational climate and
student achievement: A parsimonious view. Journal of School Leadership, 8,
336-359.

Hoy, W. K. & Henderson, J. E. (1983). Principal authenticity, school climate, and
pupil-control orientation. Alberta Journal of Educational Research,
29(2), 123-130.

Hoy, W. K. & Miskel, C. G. (1991). Educational administration: Theory, Research,
and Practice (4th Ed.). New York: McGraw-Hill.

Hoy, W. K. & Miskel, C. G. (2005). Education administration: Theroy, Research,
and practice (7th ed.). New York: McGraw-Hill

Hoy, W. K. & Miskel, C. G. (2008). Educational Administration: Theory, Research,
and Practice, (8" ed.). Boston: McGraw-Hill.

Hoy, W. K. & Miskel, C. G. (2010). Egitim Yonetimi. (Cev. Edt. S. Turan). Ankara:
Nobel.

Hoy, W. K. & Sabo, D. J. (1998). Quality middle schools: Open and healthy.
Thousand Oaks, CA: Corwin Press, Inc.

Hoy, W. K., Smith, P. A. & Sweetland, S. R. (2002). The development of the
organizationalclimate index for high schools: Its measure and relationship to
faculty trust. High School Journal, 86(2), 38-49.

Hoy, W. K. & Tarter, C. J. (1997). The road to open and healthy schools: A
handbook for change, elementary edition. Thousand Oaks, CA: Corwin Press.

123



Hoy, W. K., Tarter, C. J., & Bliss, J. R. (1990). Organizational climate, school
health, and effectiveness: A comparative analysis. Educational
Administration Quarterly, Vol. 26(3), 260-279.

Hoy, W. K., Tarter, C. J. & Kottkamp, R. B. (1991). Open schools/healthy schools:
Measuring organizationalclimate. Newbury Park, CA: Sage.

Humpel, N. & Caputi, P. (2001). Exploring the relationship between work
stress, years of experience and emotional competency using a sample of
Australian mental health nurses. Journal of Psychiatric and Mental
Health Nursing, 8(5), 399-403.

Hunt, G. (2009). Effective Teaching: Preparation and Implementation (4th Ed.).
Illinois: Charles C. Thomas. Publisher Ltd.

Hunter, S. T., Bedell, K. E. & Mumford, M. D. (2007). Climate for creativity: a
quantitative review. Creativity Research Journal, 19(1), 69-90.

laffaldano, M., & Muchinsky, P. M. (1985). Job satisfaction and job performance: A
meta-analysis. American Psychological Association, 97(2), 251-273.

Igbaria, M. & Guimaraes, T. (1999). Exploring differences in employee turnover
intentions and its determinants among telecommuters and non-telecommuters.
Journal of Management Information Systems, 16(1), 147-64.

Ingersoll, R.M. & Merrill, E. (2011). The Status of Teaching as a Profession. In J.
Ballantine and J. Spade (Eds.), Schools and Society: A Sociological Approach
to Education. (p. 185-189). California: Pine Forge Press/Sage Publications.

Ivancevich, J. M., Konopaske, R. & Matteson, M. T. (2008). Organizational
Behavior and Management. New Y ork: McGraw-Hill.

Ivancevich, J.M. & Matteson, M.T. (1999). Organizational Behavior and
Management. Boston, MA: Irwin McGraw-Hill.

Ivancevich, J. M., Matteson, M. T. & Preston, C. (1982). Occupational stress, Type
A behavior, and physical well being. Academy of Management Journal,
25, 373-391.

Jacobs, P.A., Tytherleigh, M.Y., Webb, C. & Cooper, C.L. (2007). Predictors of
work performance among higher education employees: An examination using
the ASSET model of stress. International Journal of Stress Management,
14(2), 199-210.

James, L. R. (1982). Aggregation bias in estimates of perceptual agreement. Journal

of Applied Psychology, 67, 219-229.

124



James, L. R., Choi, C., Ko, C., McNeil, P., Minton, M., Wright, M. & Kim, K.
(2008). Organizational and psychological climate: A review of theory and
research. European Journal of Work and Organizational Psychology,
17(1), 5-32.

James, L. A. & James, L.R. (1989). Integrating work environment perceptions:
explorations into the measurement of meaning. Journal of Applied
Psychology, 74(5), 739-751.

James. L. R. & Jones. A. P. (1974). Organizational climate: A review of theory and
research. Psychological Bulletin, 81, 1096-1112.

James, L. R. & Jones, A. P. (1980). Perceived job characteristics and job satisfaction:
an examination of reciprocal causation. Personnel Psychology, 33,
97-135.

James, L. R., Joyce,W. F. & Slocum,W. J.(1988). Comment: Organizations do not
cognize. Academy of Management Review, 13, 129-132.

James, L. R. & Mclntyre, M. D. (1996). Perceptions of organizational climate. In K.
R. Murphy (Ed.), Individual differences and behavior in organizations (416-
450). San Fransisco: Jossey-Bass.

James, L. R. & Sells, S. B. (1981). Psychological climate: theoretical perspectives
and empirical research. In D. Magnusson (Ed.), Toward a psychology of
situations: An interactional perspective (275-292). Hillsdale: NJ: Erlbaum.

James, L. R. & Tetrick, L. E. (1986). Confirmatory analytic tests of three causal
models relating job perceptions to job satisfaction. Journal of Applied
Psychology, 71, T7-82.

Jarvis, D. K. (1987). Junior faculty development and language department quality.
Paper presented at meeting of the Association of Departments of Foreign
Languages, University of Virginia.

Jennings, B.M. (1990). Stress, locus of control, social support, and psychological
symptoms among head nurses. Research in Nursing & Health, 13,
393-401.

Jepson, E. & Forrest, S. (2006). Individual contributory factors in teacher stress: The
role of achievement striving and occupational commitment. British Journal of
Educational Psychology, 76(1), 183-197.

Johnson, B. & Christensen, L. (2008). Educational Research (3rd Ed.). Los Angeles:

Sage Publications.

125



Johnson, J. J. & Mclntye, C. L. (1998). Organizational culture and climate correlates
of job satisfaction. Psychological Reports, 82(3), 843-850.

Joo, B-K. (2010). Organizational commitment for knowledge workers: the roles of
perceived organizational learning culture, leader—member exchange quality,
and turnover intention. Human Resource Development Quarterly, 21(1),
69-85.

Joyce W. F. & Slocum, J. W. (1979). Climates in organizations. In S. Kerr (Ed.),
Organizationa Behaviour, (27-42). Ohio: Grid

Joyce, W. F. & Slocum, J. W. (1982). Climate discrepancy: Refining the concepts of
psychological and organizational climate. Human Relations, 35(11),
951-972.

Joyce, W. F. & Slocum, J. W. (1984). Collective climate: Agreement as a basis for
defining aggregate climate in organizations. Academy of Management
Journal, 27, 721-742.

Justel, A., Pefia, D. & Zamar, R. (1997). A multivariate Kolmogorov-Smirnov test
of goodness of fit. Statistics & Probability Letters, 35(3), 251-259.

Kalayci, S. (2009). SPSS Uygulamali Cok Degiskenli Istatistik Teknikleri.
Ankara:Asil Yaym Dagitim.

Kahn, R., Wolfe, D., Quinn, R., Snoek, J. & Rosenthal, R. (1964). Organisational
stress: Studies in role conflict and role ambiguity. New York: Wiley.

Kanji, G. K. & Tambi, A. M. B. A. (1999). Total quality management in UK higher
education institutions. Total Quality Management, 10(1), 129-153.

Karatas, H. & Fer, S. (2009). Evaluation of English curriculum at Y1ldiz Technical
University using CIPP model. Education and Science, 34, 47-60.

Kavitha, G. (2009). Occupational Stress and Coping Strategies. New Delhi:
Discovery Publishing House Pvt Ltd.

Keinan, G. & Perlberg, A. (1987). Stress in Academe. A Cross Cultural Comparison
Between Israel and American Academicians. Journal of Cross-Cultural
Psychology, 18(2), 193-207.

Kelchtermans, G. (1996). Teacher vulnerability: understanding its moral and political
roots. Cambridge Journal of Education, 26(3),307-323.

Kelesoglu, A. (2009). Orgiit Kiiltiiriiniin Baz1 Degiskenlere Gore Analizi (Egitim
Fakiiltesi Ornegi), Education Faculty (AKEF) Jouirnal, 27, 187-205.

126



Khan,A., Shah, I. M., Khan, S. & Gul, S. (2012). Teachers’ Stress, Performance and
Resources, The Moderating Effects of Resources on Stress and Performance.
International Review of Social Sciences and Humanities, 2(2), 21-29.

Kiziltepe, Z. (2007). Teacher Occupational Stress in Istanbul. In G. S. Gates (Ed.),
Emerging Thought and Research on Student, Teacher and Administrator
Stress and Coping (131-142). North Carolina: Information Age Publishing,
Inc.

Kiecolt-Glaser, J. L., Stephens, R. E., Lipetz, P. D., Speicher, C. E. & Glaser, R.
(1985). Distress and DNA repair in human lymphocytes. Journal of
Behavioral Medicine, 8, 311-320.

Kinman, G. & Jones, F. (2003). Running up the down escalator: Stressors and strains
in UK academics. Quality in Higher Education, 9(1), 21-38.

Kinnear, P. & Gray, C. (2006). SPSS14 Made Simple. Hove: Psychology Press.

Knoop, R. (1994). Work Values and Job Satisfaction. Journal of Psychology, 128(6),
683-90.

Kokkinos, C. M. (2007) Job stressors, personality and burnout in primary school
Teachers. British Journal of Educational Psychology, 77(1), 229-243.
Koksoy, M. (1998). Yiiksekogretimde kalite ve Tiirk yiiksekogretimi igin oneriler.

Istanbul: Cinar Matbaasi.

Konig, G. (1990). The birth and growth of a department: Department of English
language and literature: 25th Anniversary, Deniz Bozer (Ed.). 157-67.
Ankara, Hacettepe University.

Kottkamp, R. (1984). The principal as cultural leader. Planning and Changing,
15(3), 152-159.

Koyes, D. & Decotiis, T. (1991). Inductive measures of psychological climate.
Human Relations, 44, 265-285.

Kraska, M. (2008). Quantitative research methods. In N. J. Salkind, & K. Rasmussen
(Eds.), Encyclopedia of Educational Psychology (Vol. 2, pp. 832-838).
Thousand Oaks, CA: Sage.

Kreis, K. & Brockoff, D. Y. (1986). Autonomy: A component of teacher job
satisfaction. Education, 107(1), 110-115.

Kruskal, W. H. & Wallis, W. A. (1952). Use of ranks in one-criterion variance

analysis. Journal of the American Statistical Association 47(26),

583-621.

127



Kuenzi, M. & Schminke, M. (2009). Assembling fragments into a lens: a review,
critique, and proposed research agenda for the organizational work climate
literature. Journal of Management, Vol. 35(3), 634-717.

Kulemeka, 1. (1994). Language options for education in multilingual society.
London: Unvin.

Kiiskii, F. (2003). Employee Satisfaction in higher education: the case of academic
and administrative staff in Turkey. Career Development International,
8(7), 347-356.

Kwok, T. T. & Yin, C. C. (1999). School Organizational Health and Teacher
Commitment: A Contingency Study with Multi-level Analysis. Educational
Research and Evaluation, 5(3), 249-268.

Kyriacou, C. (1987). Teacher stress and burnout: An international review.
Educational Research, 29(2), 146-152.

Kyriacou, C. (1989). The nature and prevalence of teacher stress. In M. Cole & S.
Walker (Eds.), Teaching and Stress (26-35). Philadelphia: Open University
Press.

Kyriacou, C. (2001). Teacher Stress: directions for future research. Educational
Review, 53(1), 27-35.

Kyriacou, C. & Sutcliffe, C. (1978). Teacher Stress: Prevalence, Sources, and
Symptoms. British Journal of Educational Psychology, 48(2), 159-167.
Larchick, R. & Chance, E. (2004). Teacher performance and personal life stressors:
Implications for urban life school administrators. National Forum of Teacher

Education Journal, 14E, 19-30.

Lamson, H. (1974). Intensive language and cultural immersion: A cooperative
method. Foreign Language Annals, 7(6), 668-673.

Lam, J.Y.L. & Punch, K.F.(2001). External environment and school organizational
learning: Conceptualizing the empirically neglected. International studies in
Educational Administration, 29(3), 28-38.

Lawler, E. E., Hall, D. T. & Oldham, G. R. (1974). Organizational climate:
relationship to organizational structure, process and performance.
Organizational Behavior and Performance, 11, 139—155.

Lazarus, R. S. (1966). Psychological Stress and the Coping Process. New York:
McGraw-Hill.

Lazarus, R. S. (1999). Stress and emotion: A new synthesis. New York: Springer

128



Lazarus, R. S. & Folkman, S. (1984). Stress, Appraisal, and Coping. New Y ork:
Springer Publishing Company, Inc.

LeFevre, M., Mathen, J. & Kolt, G. S. (2003). Eustress, distress, and interpretation in
occupational stress. Journal of Managerial Psychology, 18(7), 726-744.
Leithwood, K., Leonard, L. & Sharratt, L. (1998). Conditions fostering
Organizational in schools. Educational Administration Quarterly, 34,

243-276.

Leithwood, K., & Jantzi, D. (1999). The relative effects of principal and teacher
sources of leadership on student engagement with school. Educational
Administration Quarterly, 35, 679-706.

Leithwood, K. Louis, K.S., Anderson, S., & Wahlstrom, K. (2004). How Leadership
Influences Student Learning. New York: The Wallace Foundation.

Lewin, K. (1951). Field theory in the social sciences. New York: Harper.

Lewis, D. (2004). Bullying at work: Th e impact of shame among university and
college lecturers. British Journal of Guidance & Counselling, 32(3), 281-299.

Lezotte, L., Hathaway, D., Miller, S., Passalacqua, and Brookover, W. (1980).
School learning climate and student achievement. Tallahassee: Florida State
University Foundation.

Libbey, H. (2004). Measuring student relationships to school: Attachment, bonding,
connectedness, and engagement. Journal of School Health, 74(7), 274-283.

Libermann, A. (Ed.). (1988). Building a Professional Culture in Schools. New Y ork:
Teachers College Press.

Litt, M. D. & Turk, D. C. (2001). Sources of stress and dissatisfaction in experienced
high school teachers. Journal of Educational Research, 78(3), 178-185.

Little, J. W. (1982). Norms of collegiality and experimentation: Workplace
conditions of school success. Educational Research, 19(3), 325-340.

Little, J. (1987). Teachers as colleagues. In V. Richardson-Koehler (Ed.), Educators’
handbook: A research perspective (491-518). New York: Longman

Litwin, G. H. & Stringer, R. A. (1968). Motivation and organizational climate.
Boston: Harvard University; Graduate School of Business Administration.

Liu, X., & Wang, Z. (2013). Perceived risk and organizational commitment: The
moderating role of organizational trust. Social Behavior and Personality,

41(2), 229-240.

129



Litwin, G. H. & Stringer, R. A., Jr. (1968). Motivation and organizational climate.
Boston: Division of Research, Harvard Business School.

Lodico, M. G., Spaulding, D. T. & Voegtle, K. H. (2006). Methods in educational
research: From theory to practice. San Francisco: Jossey-Bass.

Looker, T. & Gregson, O. (2003). Managing stress. London: Hoddes Plc.

Louis, K. S., Leithwood, K., Wahlstrom, K. L., Anderson, S. E., Michlin, M.,
Mascall, B. & Moore, S. (2010). Learning from leadership: Investigating the
links to improved student learning. Minneapolis: University of Minnesota.

Loukas, A., Suzuki, R. & Horton, K. D. (2006). Examining school connectedness as
a mediator of school climate effects. Journal of Research on Adolescence,
16(3), 491-502.

Lowe, K.B., Kroeck, K.G. & Sivasubramaniam, N. (1996). Effectiveness correlates
of transformational and transactional leadership: a meta-analytic review.
Leadership Quarterly, 7(3), 385-425.

Lucas, M.D., Atwood, J.R., & Hagaman, R. (1993). Replication and validation of
anticipated turnover model for urban registered nurses. Nursing Research,
42(1), 29-35.

Lunenburg, F. C. & Ornstein, A. C. (2012). Educational Administration. (6th ed.).
Wadsworth: Cengage Learning.

Luthans, F. (2002). The Need for and Meaning of Organizational Behavior. Journal
of Organizational Behavior, 23(6), 695-706.

Luthans, F., Norman, S. M., Avolio, B. J. & Avey, J. B. (2008). The mediating role
of psychological capital in the supportive organizational climate—employee
performance relationship. Journal of Organizational Behavior, 29,
219-238.

MacNeil, A. J., Prater, D. L., & Busch, S. (2009). The effects of school culture and
climate on student achievement. International Journal of Leadership in
Education, 12(1), 73-84.

Maeroff, G. 1. (1988). The Empowerment of Teachers: Overcoming the Crisis of
Confidence.New York: Teachers College Press.

Malach-Pines, A. (2005). The burnout measure, short version. International Journal

of Stress Management, 12, 78—-88.

130



Manning, M. R., Ismael, A. H. & Sherwood, J. J. (1981). Effects of role conflict on
selected physiological, affective, and performance variables. Multivariate
Behavioral Research, 16, 125-141.

Markham, P. (1999). Stressors and coping strategies of ESL teachers. Journal of
Instructional Psychology, 26(4), 268-279.

Marzano, R. J., Waters, T. & McNulty, B. A. (2005). School leadership that works:
From research to results. Alexandria, VA: Association for Supervision and
Curriculum Development.

Maxfield, R. & Flumerfelt, S. (2009). The empowering principal: Leadership
behaviors needed by effective principals as identified by emerging leaders
and principals. International Journal of Teacher Leadership, 2(2), 39-48.

Maslach, C., & Jackson, S.E. (1981). The measurement of experienced burnout.
Journal of Occupational Behavior, 2, 99-113.

Maslach, C. & Leiter, M.P. (1997). The truth about burnout: How organizations
cause personal stress and what to do about it. San Fransico: Jossey Bass.

Maslach, C., Schaufeli, W. B., & Leiter, M. P. (2001). Job burnout. Annual Review
of Psychology, 52,397-422.

Maslow, A. H. (1943). A theory of human motivation. Psychological review, 50(4),
370-396.

Mathieu, J. E., Hoffman, D. A., & Farr, J. L. (1993). Job perceptions—job satisfaction
relations: an empirical comparison of three competing theories.
Organizational Behavior and Human Decision Processes, 56, 370-387.

Matteson, M. T. & Ivancevich, J. M. (1987). Controlling Work Stress: Effective
Human Resource and Management Strategies. San Francisco: Jossey Bass.

Mazur, P. J. & Lynch, M. D. (1989). Differential impact of administrative,
organizational, and personality factors on teacher burnout. Teaching and
Higher Education, 5(4), 337-353.

McEwen, B. S. (2005). Developmental determinants of sensitivity and resistance to
stress. Psychoneuroendocrinology, 30(10), 939-946.

McGrath, J. E. (1976). Stress and behavior in organizations. In M.D. Dunnett (Ed.),
Handbook of Industrial and Organizational Psychology, (1341-1396).
Chicago: Rand-McNally.

131



Macmillan, R. B., Meyer, M. J., & Northfield, S. (2004). Trust and its role in
principal succession: A preliminary examination of a continuum of trust.
Leadership and Policy in Schools, 3(4), 275-294.

Malik, M. E., Nawab, S., Nacem, B., & Danish, R. Q. (2010). Job satisfaction and
organizational commitment of university teachers in public sector of Pakistan.
International Journal of Business and Management, 5(6), 17-26.

McMurray, A. J., Scott, D. R. & Pace, R. W. (2004). The relationship between
organizational commitment and organizational climate in manufacturing.
Human Resource Development Quarterly, 15(4), 473-488.

McNay, L. (1995). From the collegial academy to corporate enterprise: The changing
cultures of universities. In T. Schuller (Ed.), The Changing University
(35-54). London: Open University Press.

McNeil, L. M. (1986). Contradictions of Control: School Structure and School
Knowledge. London: Routledge and Kegan Paul.

Mearns, K., Flin, R., Gordon, R. & Fleming, M. (1998). Measuring safety climate on
offshore installations. Work and Stress, 21, 238-254.

Mengil, F. & Schreglmann, S. (2013). Akademisyenlik baglaminda bilimsel
tiretkenligi etkileyen gevresel faktorler. Amasya Universitesi Egitim Fakiiltesi
Dergisi, 2(1), 1-17.

Menon, M. E. & Christou, C. (2002). Perceptions of future and current teachers on
the organization of elementary schools: A dissonance approach to the
investigation of job satisfaction. Educational Research, 44(1), 97-110.

Menon, M. E. & Saitis, C. (2006). The satisfaction of pre-service and in-service
teachers with primary school organization: Evidence from Greece.
Educational ~ Management, Administration and Leadership,  34(3),
345-363.

Menon, M. E. & Athanasoula-Reppa, A., (2008). Examining the relationship of job
satisfaction to teacher and organizational variables: Evidence from Cyprus.
International Studies of Educational Administration, 36(3), 75-86.

Merton, R. K. (1957). Social Theory and Social Structure. Glencoe, IL: Free Press.

Mescon, M.H., Bovee, C.L. & Thill, J.V. (1999). Business Today. New Jersey:
Prentice Hall.

132



Metcalf, H., Rolfe, H., Stevens, P. &Weale, M. (2005). Recruitment and retention of
academic staff in higher education, National Institute of Economic and Social
Research (Research Report RR658). London: DfES.

Meyer, J. P., Paunonen, S. V., Gellatly, I. R., Goffin, R. D. & Jackson, D. N. (1989).
Organizational commitment and job performance: It’s the nature of
commitment that counts. Journal of Applied Psychology, 74(1), 152-156.

Michela, J. L. & Burke, W. W. (2000). Organizational culture and climate in
transformations for quality and innovation. In N. Ashkanasy, C. Widerom,
andM. Peterson (Eds.), Handbook of organizational culture and climate (pp.
225-244). Thousand Oaks, CA: Sage.

Mine, S. (2009). Leadership behaviors of school principals in relation to teacher job
satisfaction in North Cyprus. Procedia-Social and Behavioral Sciences, 1(1),
2855-2864.

Miles, M. (1969). Planned change in organizational health: Figure and ground. In
F. D. Carver, F.D. & Sergiovanni, T.J. (Eds.) Organizations and human
behavior (375-391). New York: McGraw Hill.

Miller L.H., Smith, A.D., & Mahler, B.L. (1988) The Stress Audit Manual,
Brookline.

Miskel, C. G. & Ogawa, R. (1988). Work, motivation, job satisfaction, and climate.
N.J. Boyan (Ed.). Handbook of Research on Educational Administration
(278-304). New York: Longman.

Moolenaar, N. M., Daly, A. J. & Sleegers, P. J. C. (2010). Occupying the principal
position: Examining relationships between transformational leadership, social
network position, and schools’ innovative climate. Educational
Administration Quarterly, 46, 623-670.

Moran, E. &Voklwein J.F.( 1992). The culturel approach to the formation of
organization Climate. Human Relations, 45(1), 19-46.

Morgan, M., Ludlow, L., Kitching, K., O’Leary, M. & Clarke, A. (2009). What
makes teachers tick? Sustaining events in new teachers’ lives. British
Educational Research Journal, 1, 1-18.

Moriarty, V., Edmonds, S., Blatchford, P. & Martin, C. (2001). Teaching young
children: perceived satisfaction and stress. Educational Research, 43,

33-46.

133



Mossholder, K. W. & Bedeian. A. G. (1983). Cross-level inference and
organizational research: Perspectives on interpretation and application.
Academy of Management Review, 8, 547-558.

Motowidlo, S.J., Packard, J.S. & Manning, M.R. (1986). Occupational stress: Its
causes and consequences for job performance. Journal of Applied
Psychology, 71(4), 6 18-629.

Mowday, R.T., Porter, L.W., & Steers, R.M. (1982). Organizational Linkages.: The
Psychology of Commitment, Absenteeism, and Turnover. New Y ork:
Academic Press.

Muchinsky, P. M. (1987). Psychology applied to work (2nd ed.). Chicago, IL: The
Dorsey Press.

Mutebi, H., Kakwezi, P. & Ntayi, J. M. (2012). Ethical Work Climate in Ugandan
Procuring and Disposing Entities: Implications for Leadership. International
Journal of Business and Social Science, 3(18), 33-39

Muthuvelayutham, C. & Mohanasundaram, H. (2012). A Study on the Impact of
Occupational Stress among Teachers on Job Satisfaction and Job
Involvement-An Empirical Study. European Journal of Social Sciences,
30(2), 339-351.

Nabirye, R. C., Brown, K. C., Pryor, E. R. & Maples, E. H. (2011). Occupational
stress, job satisfaction and job performance among hospital nurses in
Kampala, Uganda. Journal of nursing management, 19(6), 760-768.

Nagar, K. (2012). Organizational Commitment and Job Satisfaction among Teachers
during Times of Burnout. Vilkpa, 37(2), 43-60.

Naidoo, R. (2005). Universities in the marketplace: The distortion of teaching and
research. In R. Barnett (Ed.), Reshaping the university: New relationships
between research, scholarship and teaching (pp. 27-36). London: Open
University Press.

Narasimhan, K. (1997). Organizational climate at the University of Braunton in
1996. Total Quality Management, 8(2-3), 233-237.

Neale, A. (1996). Professional Conduct and Professional Misconduct: A Framework
and Its Application to the Accounting Profession. Journal of Business Ethics,
15(2), 219-226.

Neidle, E. A. (1984). Teacher Approcahes to Combating Professional Burnout.
Journal of Dental Education, 48(2), 91-94.

134



Norbeck, J.S. (1985). Perceivedjob stress, job satisfaction, and psychological
symptoms in critical care nursing. Research in Nursing & Health, 8(3),
253-259.

Norman, J. M. (1988). Secondary teachers’ perceptions of school organizational
climate relative to their professional growth and development attitudes.
(ERIC Document Reproduction Service No. ED302962). Retrieved April 14,
2013, from http://www.eric.ed.gov/ERICWebPortal/search

Norris, K. (2011). Academic Freedom and University Autonomy: A comparative
analysis of the Turkish higher education system.

Norton, M. S. (2008). Human resources administration for educational leaders.
California: Sage.

Nowack, K. M. (1989). Coping style, cognitive hardiness, and health status. Journal
of Behavioural Medicine, Vol. 12, 145-158.

Nunnaly, J. (1978). Psychometric theory. New York: McGraw-Hill.

O’Bryan, A. (2008). Coping Strategies with Stress. (Doctoral Dissertation).
Retrieved from Waldon University, College of Social and Behavioral
Sciences. (UMI Number: 3325345)

Ofoegbu, F. & Nwadiani, M. (2006). Level of perceived stress among lectures in
Nigerian universities. Journal of Instructional Psychology, 33(1), 66-74.

Ogawa, R. T. & Bossert, S. T. (1995). Leadership as an organizational quality.
Educational Administration Quarterly, 31(2), 224-243.

Oge, S. H. (1996). Orgiit iklimi. (Yaymlanmamis Yiiksek Lisans Tezi). Selcuk
Universitesi, Sosyal Bilimler Enstitiisii, Konya.

Oplatka, I. (2004). Prospective teachers’ constructions of leadership: In search of
on “Androgynous” Style? Leadership and Policy in Schools, 3(1), 37-57.

O’Reilly, C.A., Chatman, J.A. & Caldwell, D. (1991). People and organizational
culture: a profile comparison approach to assessing person-organization fit.
Academy of Management Journal, 34(3), 487-516.

Ors, M. (2006). An analysis of the preparatory students' attitudes toward the
appropriateness of preparatory school program at the University of
Gaziantep. (Unpublished Masters’ dissertation). University of Gaziantep,
Gaziantep.

Osipow, S. H. & Spokane, A. R. (1991). Occupational Stress Inventory: Manual

(Research Version). Odessa, Florida: Psychological Assessment Resources.

135



Osterman, K. F. (2000). Students’ need for belonging in the school community.
Review of Educational Research, 70(3), 323-367.

Ostroff, C. (1992). The relationship between satisfaction, attitudes and performance:
An organizational level analysis. Journal of Applied Psychology, 77(6).
963-974.

Ozdemir, F. (2006). Orgiitsel iklimin is tatmin diizeyine etkisi: tekstil sektoriinde bir
arastirma. (Yaymnlanmamis Yiiksek Lisans Tezi). Cukurova Universitesi,
Sosyal Bilimler Enstitiisii, Adana.

Ozkanal, U. & Arikan, N. (2010). Investigation of burnout among instructors
working at ESOGU preparatory school. English Language Teaching,
Vol. 3(1), 166-172.

Ozkanal, U. & Hakan, A.G. (2010). Effectiveness of university English preparatory
programs: Eskisehir Osmangazi University Foreign Languages Department
English preparatory program. Journal of Language Teaching and
Research, 1,295-305.

Pace, C. R. & Stern, G. G. (1958). An approach to the measure of psychological
characteristics of college environments. Journal of Educational Psychology,
49, 269-2717.

Pan, H. & Wang, L. (2000). Empowering Teachers through Teachers’ Associations.
Paper Presented at the Thirteen Annual Conference of The International
Congress for School Effectiveness and Improvement, Hong Kong.

Parker, S. A. & Day, V. P. (1997). Promoting inclusion through instructional
leadership: the roles of the secondary school principal. NASSP Bulletin,
81, 83-89.

Parker, C., Baltes, B., Young, S., Huff, J., Altman, R., Lacost, H. & Roberts, J.
(2003). Relationships between psychological climate perceptions and work
outcomes: A metaanalytic review. Journal of Organizational Behaviour,
24(4), 389-416.

Parkes, K.R. & Von Rabenau, C. (1993). Work characteristics and well-being among
psychiatric healthcare staff. Journal of Community and Applied Social
Psychology, 3(4), 243-259.

136



Pashiardis, P. & Orphanou, S. (1999). An insight into elementary principalship in
Cyprus: the teachers' perspective. The International Journal of Educational
Management , 13(5), 241-251.

Patterson, M. G.,Warr, P. B. & West, M. A. (2004). Organizational climate and
company performance: the role of employee affect and employee level.
Journal of Occupational and Organizational Psychology, 77, 193-216.

Patterson, M. G., West, M. A., Shackleton, V. J., Dawson, J. F., Lawthom, R.,
Maitlis, S., Robinson, D. L. & Wallace, A. M. (2005). Validating the
organizational climate measure: links to managerial practices, productivity
and innovation. Journal of Organizational Behavior, 26(4), 379-408.

Payne, R. L., Brown, A. D. & Gaston, K. (1992). Reliability and validity of an
updated version of the Business Organization Climate Index (BOCI).
(Discussion paper). Sheffield, England: Sheffield University Management
School.

Pearson, C. L. & Moomaw, W. (2005). The relationship between teacher autonomy
and stress, work satisfaction, empowerment, and professionalism.
Educational Research Quarterly, 29(1). 37-53.

Peach, L. E. & Reddick, T.L. (1989). A Study To Assess School Climate within the
Public Schools of the Central Geographic Region of Tennessee. Paper
presented at the Annual Conference of the National Social Science
Association, Arlington TX.

Perry, A. (1908). The management of a city school. New York: Macmillan

Peterson, M.W. & Spencer, M.G. (1990). Understanding academic culture and
climate. New Directions for Institutional Research, 1990(68), 3-18.

Pierce, C. M. & Molloy, G. N. (1990). Psychological and biographical differences
betweensecondary school teachers experiencing high and low levels of
burnout. British Journal of Educational Psychology, 60, 37-51.

Pithers, R.T. & Fogarty, G.J. (1995). Occupational stress among vocational teachers.
British Journal of Educational Psychology, 65, 3-14.

Pithers, R. T., & Soden, R. (1998). Scottish and Australian teacher stress and strain: a
comparative study. British Journal of Educational Psychology, 68(2),
269-279.

Powell, G. N. & Butterfield. D. A. (1978). The case for subsystem climate in

organizations. Academy of Management Reviewv, 3, 151-157.

137



Price, H. E. (2012) Principal and teacher attitudes, principal-teacher interactions:
How affective relationships shape principal and teacher attitudes. Educational
Administration Quarterly, 48(39), 39-85.

Pritchard, R. D. & Karasick, B. W. (1973). The effects of organizational climate on
managerial job performance and satisfaction. Organizational Behavior and
Human Performance, 9, 126—-146.

Punch, K. F. & Tuettemann, E. (1990). Correlates of psychological distress among
Secondary school teachers. British Educational Research Journal, 16,
369-382.

Punch, K. F. & Tuettemann. E. (1991). Stressful factors and the likelihood of
psychological distress among classroom teachers. Educational Research.
33(1), 65-69.

Punch, K. F. & Tuetteman, E. (1996). Reducing teacher stress: the effects of support
in the work environment. Research in Education, 56, 63-72.

Quick, J.C., Murphy, L.R. & Hurrell, J.J., Jr. (1992). Stress and well-being at work:
assessments and interventions for occupational mental health. Washington,
DC: American Psychological Association.

Rafferty, T. (2008). School climate and teacher attitudes toward upward
communication in secondary schools. American Secondary Education,
31(2), 49.

Rafferty, A. E.& Griffin, M. A. (2006). Refining individualized consideration:
Distinguishing developmental leadership and supportive leadership. Journal
of Occupational and Organizational Psychology, 79(1), 37-61.

Rahim, M.A. & Afza, M. (1993). Leader Power, Commitment, Satisfaction,
Compliance and Propensity to Leave a Job among U.S. Accountants. Journal
of Social Psychology, 133(5), 611-25.

Reichers, A.E. & Schneider, B. (1990). Climate and culture: An evolution of
constructs. In B. Schneider (Ed.), Organizational climate and culture (5-39).
New York:Josey-Bass Publishers.

Rentsch, J. (1990). Climate and culture: interaction and qualitative differences in
organizational meanings. Journal of Applied Psychology, 75, 668—681.

Rest, J.R. (1986). Moral development: Advances in research and theory. New York:
Praeger, 1986.

138



Revicki, D. A. & May, H. J. (1989). Organizational characteristics, occupational
stress, and mental health in nurses. Behavioral Medicine, 15(1), 30-36.
Revicki, D.A., Whitley, T. W., Gallery, M.E. & Allison, E.J., Jr. (1993). Impact of
work environment characteristics on work-related stress and depression in
emergency medicine residents: A longitudinal study. Journal of Community

and Applied SocialPsychology, 3(4), 273-284.

Rice, E. M. & Schneider, G. T. (1994). A decade of teacher empowerment: An
empirical analysis of teacher involvement in decision making, 1980-1991.
Journal of Educational Administration, 32(1), 43-58.

Rice, J. A. (1995). Mathematical Statistics and Data Analysis. Wadsworth: Belmont,
CA.

Richard, G. B. & Krieshok, T. S. (1989). Occupational stress, strain, and coping in
university teachers. Journal of Vocational Behavior, 43(1), 117-132.

Richards, J. (2012). Teacher stress and coping strategies: A national snapshot. The
Educational Forum, 76(3), 299-316.

Riehl, C. & Sipple, J. W. (1996). Making the most of time and talent: Secondary
school organizational climates, teaching task environments, and teacher
commitment. American Educational Research Journal, 33(4), 873-901.

Ritter, M., Maugham, B., Mortimore, J. & Ouston, J. (1979). Fifteen thousand hours:
Secondaly schools and their effects on children. Cambridge: Harvard
University Press.

Robinson, S.E., Roth, S.L., Keim, J., Levenson, M., Flentje, J.R. & Bashor, K.
(1991). Nurse burnout: Work related and demographic factors as culprits.
Research in Nursing & Health, 14(3), 223-228.

Roger, D. & Hudson, C. (1995). The role of emotion control and emotional
rumination in stress management training. International Journal of Stress
Management, 2(3),119-132.

Rok M. (2011). Stress and Stress Management in a Higher Education Tourism
Institution. Tourism and Hospitality Management, 17(2), 279-290.

Rooney, J. (2003). Principals who care: A personal reflection. Educational
Leadership, 60(6), 76-78.

Rosenholtz, S. J. (1985). Effective schools: Interpreting the evidence. American
Journal of Education, 93, 352-388.

139



Rosenholtz, S. J. (1989). Teachers' Workplace: The Social Organization of Schools.
New York: Longman.

Rosenholtz, S., & Kyle, S. (1984). Teacher isolation: Barrier to professionalism.
American Educator, 7, 10-15.

Rosse, J. G. & Rosse, P. H. (1981). Role conflict and ambiguity: An empirical
investigation of nursing personnel. Evaluation and the Health Professions,
4(4), 385-405.

Rousseau, D. M. (1988). The construction of climate in organizational research. In C.
L. Cooper, & 1. T. Robertson (Eds.), International review of industrial and
organizational psychology (Vol. 3, pp. 139-158). New York: Wiley.

Rutter, H., Herzberg, J. & Paice, E. (2002). Stress in doctors and dentist who teach.
Medical Education, 36, 543-549.

Rutter, M., Maughan, B., Mortimore, P., Ouston, J. & Smith, A. (1979). Fifteen
thousand hours: Secondary schools and their effects on children. Cambridge,
MA: Harvard University Press.Stockard, J., & Mayberry, M. (1992). Effective
educational environments. Newbury Park, CA: Corwin Press. (ERIC
Document Reproduction Service No. ED350674)

Sahin, M. (2004). Science and mathematics teacher perceptions of their professional
teaching environment related to grade level and urban suburban contexts.
(Unpublished Ph.D. Dissertation). The Ohio State University, Columbus, OH.

Sang, X., Teo, S. T., Cooper, C. L. & Bohle, P. (2013). Modelling Occupational
Stress and Employee Health and Wellbeing in a Chinese Higher Education
Institution. Higher Education Quarterly, 67(1), 15-39.

Sarah.Forrest, E. J. (2006). Individual Contributory Factors in Teacher Stress: The
role of Achievement Striving and Occupational Commitment. British Journal
of Educational Psychology, 76(1), 183—197.

Sauter, S.L. & Murphy, L.R. (1995). Organizational risk factors for job stress.
Washington, DC: American Psychological Association.

Saxena, N.C. (2010). The IAS officer — predator or victim? Commonwealth &
Comparative Politics. 48(4), 445-456.

Schaefer, J. A. & Moos, R. H. (1996). Effects of work stressors and work climate on
long-term care staff’s morale and functioning. Research in Nursing & Health,

19(1), 63-73.

140



Schaufeli, W. B. & Bakker, A. D. B. (2004). Job demands, job resources, and their
relationship with burnout and engagement: a multi-sample study. Journal of
Organizational Behavior, 25, 293-315.

Sheffield, D., Dobbie, D. & Carroll, D. (1994). Stress, social support, and
psychological and physical wellbeing in secondary school teachers. Work &
Stress, 8(3), 235-243.

Schein, E.H. (1992). Organizational culture and Leadership (2nd Ed.). San
Francisco: Jossey-Bass.

Schonfeld, I. S. (1992). A longitudinal study of occupational stressors and depressive
symptoms in tirst-year female teachers. Teaching and Teacher Education,
8(2), 151-158

Schneider, B. (2000). The psychological life of organizations. In N. M. Ashkanasy,
C. P. M. Wilderon, & M. F. Peterson (Eds.), Handbook of organizational
culture and climate (pp. xvii—xxi). Thousand Oaks, CA: Sage

Schneider, B. & Bartlett. C.J. (1968). Individual differences and organizational
climate: research plan and questionnaire development. Personnel Psychology,
21,323-333.

Schneider, B. & Hall, D. T. (1972). Toward specifying the concept of work climate:
A study of roman catholic diocesan priests. Journal of Applied Psychology,
56,447-455.

Schneider, B., Ehrhart, M. & Macey, W. (2011). Organizational climate research:
achievements and the road ahead. In N. Ashkanasy, C. Wilderom, & M.
Peterson (Eds.), Handbook of organizational culture and climate (29-49).
London, UK: Sage.

Schoen, L. & Teddlie, C. (2008). A new model of school culture: a response to a call
for conceptual clarity. School Effectiveness & School Improvement,
19(2), 129-153.

Schulz, J. (2013). The impact of role conflict, role ambiguity and organizational
climate on the job satisfaction of academic staff in research-intensive
universities in the UK. Higher Education Research and Development, 32(3),
464-478,

Schwab, R.L., Jackson, S.E. & Schuler, R.S. (1986). Educator Burnout: Sources and
Consequences. Educational Research Quarterly, 10(3), 14-30.

141



Scott, C. & Dinham, S. (2003). The development of scales to measure teacher and
school executive occupational satisfaction. Journal of Educational
Administration, 41(1), 74-86.

Seiler, R. E. & Pearson, D. A. (1984). Dysfunctional stress smong university
teachers. Educational Research Quarterl, 9(2), 15-26.

Seldin, P. (1987). Research findings on causes of academic stress. New Directions
for Teaching and Learning. 1987(29), 13-21.

Selye, H. (1976). The Stress of Life (Revised Edition). New York: McGraw-Hill
Book Company.

Senge, P.M. (1990). The art and practice of learning organizations. New Y ork:

Doubleday.

Sergiovanni, T. J. (1984). Leadership and excellence in schooling. Educational
Leadership, 41(5), 4-13.

Shadur, M. A., Kienzle, R. & Rodwell, J. J. (1999). The relationship between
organizational climate and employee perceptions of involvement, the
importance of support. Group & Organization Management, 24(4), 479-503.

Shindler, J., Taylor, C., Cadenas, H. & Jones, A. (2003). Sharing the data along with
the responsibility: Examining an analytic scale-based model for assessing
school climate. Paper presented at the annual meeting of the American
Educational Research Association, Chicago, IL

Sierens, E., Vansteenkiste, M., Goossens, L., Soenens, B. & Dochy, F. (2009). The
synergistic relationship of perceived autonomy support and structure in the
prediction of self-regulated learning. British Journal of Educational
Psychology, 2009 (79), 57-68.

Simsek, H. (1999). Turkish higher education system in the 1990s. Mediterranean
Journal of Educational Sciences, 4(2), 133-153.

Singh, K. & Billingsley, B. S. (1998). Professional support and its effects on
teachers’ commitment. Journal of Educational Research, 91(4), 229-239.

Singh, S.N. & Bush, R.F. (1998). Research burnout in tenured marketing professors:
An empirical investigation. Journal of Marketing Education, 20(1), 4-15.

Singh, S. N., Mishra, S. & Kim, D. (1998). Research-related burnout among faculty
in higher education. Psychological Reports, 83(2), 463-473.

Smart, J. & Hamm, R. (1993). Organizational culture and effectiveness in two-year

colleges. Research in Higher Education, 35(1), 95-106.

142



Smith, M. & Bourke, S. (1992). Teacher stress: Examining a model based on context,
workload, and satisfaction. Teaching and Teacher Education, 8(1), 31-46.
Sorcinelli, M.D. (1985). Faculty careers: Personal, institutional, and societal
dimensions. Paper presented at the meeting of the American Educational

Research Association, Chicago, IL.

Sorcinelli, M.D. & Gregory, M.W. (1987). Teacher’s Stress: The Tension Between
Career Demands and Having It All. In: P. Seldon (Ed.) Coping with Teacher
Stress (121-133). San Francisco: Jossey-Bass.

Sorenson, R. D. (2007). Stress management in education: warning signs and coping

Mechanisms. Journal of Management in Education, 21(3), 10-13.

Spector, P. E. (1997). Job satisfaction: application, assessment, cause, and
consequence. Thousand Oaks, CA: Sage.

Spielberger, C. D. (1979). Understanding stress and anxiety. London: Harper &
Row.

Squires, D. (1980). Characteristics of effective schools: The importance of school
process. Philadelphia: Research for Better Schools.

Stephens, P. & Crawley, T. (1994). Becoming an Effective Teacher. Cheltenham:
Nelson Thornes Ltd.

Stern, G. G. (1966). Myth and reality in the American college. A4UP Bulletin,
52(4), 408-414.

Stern, G. G. (1970). People in context: Measuring Person-environment in Education
and Industry. New York: Wiley.

Stevenson, L. E. & Bauer, S. C. (2010). The role of isolation in predicting new
principals’burnout.  International Journal of Education Policy and
Leadership, 5(9), 1-17.

Styles, K. & Cavanagh, G. (1977). Stress in teaching and how to handle it. The
English Journal, 66(1), 76-79.

Tabachnick, B. G. & Fidell, L. S. (2007). Using multivariate statistics (5th Ed.).
Boston, MA: Pearson Education, Inc. Allyn & Bacon.

Tagiuri, R. (1968). The concept of organizational climate. In R. Tagiuri & G. H.
Litwin (Eds.), Organizational climate (pp. 11-32). Boston, MA: Harvard

Graduate School of Business Administration.

143



Tam, T.S.K & Mong, L.P.K. (2005). Job Stress, Perceived Inequity and Burnout
Among School Social Workers in Hong Kong. International Social Work,
48(4), 467-483.

Tarter, C. J. (1995). Middle School Climate, Faculty Trust, and Effectiveness: A Path
Analysis. Journal of Research and Development in Education, 29(1), 41-49

Tarter, C. J., Bliss, J. R. & Hoy, W. K. (1989). School characteristics and faculty
trust in secondary schools. Educational Administration Quarterly, 25(3),
294-308.

Tarter, C. J., Sabo, D. J. & Hoy, W. K. (1995). Middle school climate, faculty trust,
and effectiveness: A path analysis. Journal of Research and Development, 29,
41-49.

Taylor, J, & Bowers, D. (1973). The Survey of Organizations. Ann Arbor, MI:
Institute for Social Research.

Templin, T. J. (1988) Teacher isolation: A concern for the collegial development of
physical educators. Journal of Teaching in Physical Education, 7(2), 197-205

Terry, D. J., Tonge, L. & Callan, V. J. (1995). Employee adjustment to stress: The
role of coping resources, situational factors, and coping responses. Anxiety,
Stress and Coping, Vol. 8, 1-24.

The Ministry of Education (MNE). 2013. Available at:
http://yogm.meb.gov.tr/hghereeducationinturkey.htm

The Ministry of Education (MNE). 2013. Available at:
https://www.yok.gov.tr/web/guest/universitelerimiz

Thompson, M. (2005). Organizational climate perceptions and job element
satisfaction: A multiframe application in a higher education setting. E-
Journal of Organizational Learning and Leadership, 4(1).

Thompson, B., Diamond, K. E., McWilliam, R., Snyder, P., & Snyder, S. W. (2005).
Evaluating the quality of evidence from correlational research for evidence-
based practice. Exceptional Children, Vol. 71(2). 181-194.

Timur, T. (2000). Toplumsal degisme ve iiniversiteler [Societal change and
universities]. Ankara: imge.

Toker, O. (1999). The attitudes of teaching staff and students towards the
preparatory curriculum the department of foreign languages in the University
of Gaziantep. (Unpublished Masters’ dissertation). University of Gaziantep,

Gaziantep.

144



Toker, B. (2011). Burnout Among University Academicians: An Empirical Study on
the Universities of Turkey. Dogus Universitesi Dergisi, 12 (1), 114-127.

Travers, C. J. & Cooper, C. L. (1993). Mental health, job satisfaction and
occupational stress among UK teachers. Work & Stress, 7(3), 203-219.

Travers, C. J. & Cooper, C. L. (1996). Teachers Under Pressure: Stress in the
Teaching Profession. London: Routledge.

Troisi, N. F. (1983). Effective teaching and student achievement. Reston, VA:
National Association of Secondary School Principals.

Tsai, M-T., & Huang, C-C. (2008). The relationship among ethical climate types,
facets of job satisfaction, and the three components of organizational
commitment: a study of nurses in Taiwan. Journal of Business Ethics,
80(3), 565-581.

Tschannen-Moran, M. (2001). Collaboration and the need for trust. Journal of
Educational Administration, 39(4), 308-331.

Tschannen-Moran, M. (2004). Trust matters: Leadership for successful schools (1st
ed.). San Francisco, CA: Jossey-Bass.

Tschannen-Moran, M. (2009). Fostering Teacher Professionalism in Schools, The
Role of Leadership Orientation and Trust. Educational Administration
Quarterly, 45(2), 217-247.

Tschannen-Moran, M. & Hoy, W. (1998). Trust in schools: a conceptual and
empirical analysis. Journal of Educational Administration, 36(4),
334-352.

Thumin, F. & Thumin, L. (2011). The measurement and interpretation of
organizational climate. Journal of Psychology, 145(2), 93—-109.

Tung, F. (2010). Evaluation of an English Language Teaching Program at a Public
University Using CIPP model. (Unpublished Masters’ dissertation). Middle
East Technical University, Ankara.

Tytherleigh, M. Y. (2003). What employers may learn from English higher education
institutions: A fortigenic approach to occupational stress. S4 Journal of
Industrial Psychology, 29(4).

Tytherleigh, M., Webb, C., Cooper, C. & Ricketts, C. (2005). Occupational stress in
UK higher education institutions: A comparative study of all staff categories.

Higher Education Research & Development, 24(1), 41-61.

145



Tziner, A., Shultz, T. & Fisher, T. (2008). Justice, leader-member exchange, and job
performance: are their relationships mediated by organizational culture?
Psychological Reports, 103, 516-526.

Uthuvelayutham, C. & Mohanasundaram, H. (2012). A Study on the Impact of
Occupational Stress among Teachers on Job Satisfaction and Job
Involvement — An Empirical Study. European Journal of Social Sciences,
30(2), 339-351.

Valentine, J. W. & Bowman, M. L. (1988). Audit of principal effectiveness: A model
for self-improvement. NASSP Bulletin, 72(508), 18-26.

Van Dick, R., & Wagner, U. (2001). Stress and strain in teaching: a structural
equation approach . British Journal of Educational Psychology, 71,
243-259.

Vickers, M. (2006). Writing what’s relevant: Workplace incivility in public
administration-a wolf in sheep’s clothing. Administrative Th eory & Praxis,
28(1), 69-88.

Victor, B., & Cullen, J. (1988). The organisational bases of ethical work climate.
Administrative Science Quarterly, 33, 101-125.

Wahlstrom, K. L. & Louis, K. S. (2008). How teachers experience principal
leadership: The roles of professional community, trust, efficacy, and shared
responsibility. The Journal of Leadership for Effective and Equitable
Organizations, 44(4), 458-495.

Walker, R. J. (2008). 12 Charactesistics of an Effective Teacher. Norrisville NC:
Lulu Publishing.

Weiskopf, P. E. (1980). Burnout among teachers of exceptional children. Exceptional
Children.

Wentzel, K. R. (1997). Student motivation in middle school: The role of perceived
pedagogical caring. Journal of Educational Psychology, 89(3), 411-419.

West, M. A. & Sacramento, C. A. (2012). Creativity and innovation: the role of
Team and organizational climate. In M. D. Mumford (Ed.), Handbook of
organizationalcreativity (359-385). London: Academic Press.

Wicker, D. (2011). Job Satisfaction: Fact or Fiction. Bloomington: Author House.

Wiersma, W. (1995). Research methods in education: An introduction (6th ed.).

Boston: Allyn and Bacon

146



Wiley, C. (2000). A synthesis of research on the causes, effects, and reduction
strategies of teacher stress. Journal of Instructional Psychology, 27(2), 80-87.

Wilkins, A. (1978). Organizational stories as an expression of management
philosophy. Unpublished doctoral dissertation, Stanford University.

Wilson, D. (2004). The interface of school climate and school connectedness and
elationships with aggression and victimization. Journal of School Health,
74(7), 293-299.

Winefield, A.H. (2000). Stress in Academics: Some recent research findings. In D.T
Kenny, J.G. McGuigan and J.L. Shephard (Eds). Stress and Health: Research
and Clinical Application (437-446). Sydney: Harwood.

Winefield, A., Boyd, C., Saebel, J. & Pignata, S. (2008). Job stress in university
staff: An Australian research study. Bowen Hills, QLD: Australian Academic
Press.

Winefield, A. H., Gillespie, N. A., Stough, C., Dua, J., Hapuarachchi, J. & Boyd, C.
(2003) Occupational Stress in Australian University Staff: Results from a
National Survey. International Journal of Stress Management, 10, pp. 51-63.

Worrell, F. C. (2000). The reliability and validity of the instructional climate
inventory: Student form. Psychology in the Schools, 37(3), 291-298.

Wu, H., Chi, T. S., Chen, L. & Wang, L. (2010). Occupational Stress Among
Hospital Nurses: cross-sectional survey. Journal of Advanced Nursing,
66(3), 627-34.

Wu, V. M. (1996). The relationship of empowerment to teacher job commitment and
job satisfaction. Journal of Instructional Psychology, 23(1), 85-89.

Yaman, E. (2002). Egitimde kalite acisindan dgretim elemanlarmmin ogretmenlik
meslek bilgisi yeterliklerinin degerlendirilmesi. (Unpublished masters’
thesis). Sakarya Universitesi, Sosyal Bilimler Enstitiisii, Sakarya.

Yaman, E. (2010). Perception of Faculty Members Exposed to Mobbing about the
Organizational Culture and Climate. Kuram ve Uygulamada Egitim Bilimleri
/ Educational Sciences: Theory & Practice, /0 (1), 567-578.

Yilmaz, K. & Altinkurt, Y. (2013). Orgiitsel iklim 6lgeginin Tiirkgeye uyarlanmast:
Gegerlik ve giivenirlik ¢alosmasi. Trakya Universitesi Egitim Fakiiltesi

Dergisi,3(1), 1-11.

147



Yiksekogretim Kanunu [The Higher Education Law] (Law No. 2547). (1981, June
11). T.C. Resmi Gazete [the Official Gazette of the Republic of Turkey],
Issue No: 17506, Tertip 5, Cilt 21, Sayfa 3. Retrieved from
http://www.yok.gov.tr/content/view/435/183/lang.tr/

Zhang, J. & Liu, Y. (2010). Organizational climate and its effects on organizational
variables: An empirical study. International Journal of Psychological Studies,
2(2), 189-201.

Zikmund, W. G. (2000). Exploring Marketing Research, (7th Ed.). Fort Worth:
Dryden Press.

Zimmerman, J. (2006). Why some teachers resist change and what principals can do
about it. National Association of Secondary School Principals Bulletin,
90(3), 238-249.

Zohar, D. & Luria, G. (2005). A multilevel model of safety climate: cross-level
relationships between organization and group-level climates. Journal of
Applied Psychology, 90(4), 616.

Zurlo, M.C., Pes, D. & Capasso, R. (2013). Teacher Stress Qestionnaire: Validity
and Reliability Study in Italy. Psychological Reports: Measures & Statistics,
113(2),490-517.

148



APPENDIX A

DEMOGRAPHIC QUESTIONS / DEMOGRAFIK SORULAR

1. Cinsiyetiniz: K [J EO

2. Yasimz: 23-280] 29-3301 33-4301 44+

3. Bu meslekteki toplam ¢alisma yiliniz: 1-501 6-10C1 11-2000 20+

4. Bu tniversitedeki toplam ¢alisma yilimiz: 1-5L0  6-1000  11-2000  20+0]

149



APPENDIX B

TURKISH VERSION OF OCI / ORGUTSEL iKLiM OLCEGI

Aciklama: Bu boluimde yer alan ifadeler arasinda dogru ya da yanlis yoktur. Liitfen,
asagidaki ifadeleri dikkatle okuyarak, her ifadenin sizin durumunuzu yansitma derecesini karsisindaki
seceneklerden uygun olanmi isaretleyerek belirtiniz. Sizden, her ifadeyi yanitlarken sizin duygu ve
diisiincelerinizi (durumunuzu) yansitmasina 6zen gostermeniz beklenmektedir. Burada 6nemli olan
sizin goriislerinizdir. Yapacaginiz isaretlemelerde gostereceginiz samimiyet dlgme aracinin basarisini
yiikseltecektir. Anketi yanitlamak i¢in zaman ayirdiginiz i¢in tesekkiir ederim.

Olcek

1. Nadiren olur

2. Bazen olur

3. Genellikle olur

4. Cok sik olur

Okul muduru ogretmenlere her zaman yardim etmek ister

Okul muduru yapici elestiriler yapar

Okul mudard, ogretmenleri elestirdiginde nedenlerini de agiklar
Okul mudurd Ogretmenlerin onerilerini dnemser.
Okul mudurd, ogretmenlerin kisisel mutluluguna ozen gosterir

Okul mudurd, 6gretmenlere esit davranir

Okul mudurd, ogretmenlere hos sozler soyler.

Okul mudurini anlamak kolaydir
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|
Okul mudurd o6gretmenlere deger verdigini, her firsatta
hissettirir
I
l Okul mudurd, okulu demir bir yumrukla yonetir
]
Okul mudurd, 6gretmenlerin okula zamaninda gelip gelmedigini strekli denetler (imza
sirktisti vb.) coveveeeee
| |
l Okul mudurt, o6gretmenlerin sinif ici etkinliklerini siki bir sekilde kontrol eder
|
l Okul mudurd, ogretmenleri siki bir sekilde denetler
]
l Okul mudird, ders planlarini kontrol eder
|
l Okul mudurd, otokratiktir
]
l Okul mudurd, ogretmenlerin yaptigi her seyi takip eder
I
l Okuldaki rutin gorevlerin coklugu, egitim-ogretim islerini aksatir
I
l Ogretmenlerin  ders disi  ¢ok fazla gérevi (komisyon dyeligi vb.) vardir
|
Okul yonetimince istenilen kirtasiye isleri (blrokratik isler), 6gretmenlerin sirtinda
YUKEUT e
]
l Okuldaki memurlarin  destegi, 6gretmenlerin  kirtasiyecilik  yukind  azaltir
]
l Ogretmenler is yogunlugundan bunalirlar
—
l Ogretmeler, diger ogretmenlerle yakin arkadastirlar
|
Ogretmenler, okuldaki arkadaglarini evlerine davet
ederler.
.
l Ogretmenler, okuldaki meslektaglarinin ailelerini tanirlar
]
l Ogretmenler okul suresince sosyalleserek hos vakit gegirirler
]
l Ogretmenler eglenmek icin bir araya gelirler
| |
l Ogretmenler duzenli bir sekilde sosyallesirler (kaynasirlar)
I
l Ogretmenler meslektaslari icin guclu sosyal destek saglarlar
I
- Ogretmenler gorevlerini zevkle yerine getirirler
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APPENDIX C

TURKISH VERSION OF TSI/ OGRETIM GOREVLIiSIi STRES

ENVANTERI
Olcek
1 = Higbir zaman
2 = Bazen
3 = Cogunlukla
4 = Siklikla

5 = Her zaman

Derslerimi hazirlamak/sorumluluklarimi yerine getirmek i¢in

az zamanim oluyor.

Zaman kisithligindan dolayi kisisel onceliklerimden taviz

veriyorum.

Is yiikiim ¢ok fazla.

Ders ytikiim ¢ok fazla/sinifim ¢ok biiyiik/sinif adedim ¢ok

Okul giiniiniin temposu ¢ok hizli.

Isimde ¢ok fazla idari/biirokratik kagit isi gerekiyor.

Terfi ve/veya ilerleme firsatlarindan yoksunum.

Isimde istedigim kadar hizl1 ilerleyemiyorum.

Isimde daha gok mevki ve saygiya ihtiyacim var.

Yaptigim ek isler/iyi egitim farkedilmiyor.

Kisisel goriislerim yeterince duyulmuyor.

Yaptigim is icin yetersiz maas aliyorum.

Siifla/okulla ilgili konularda kararlar alinirken katkim

olmuyor.

Isimde duygusal/zihinsel olarak hevesli/istekli degilim.

Mesleki gelisme firsatlarindan mahrumum.

Ogrenci davranisini kontrol etmek zorunda olmak tizerimde

engelleyici etki yaratiyor.

Sinifimdaki disiplin problemleri tizerimde engelleyici etki

yaratiyor.

Motivasyonu diisiik 6grencilere ders vermeye ¢alismak

iizerimde engelleyici etki yaratiyor.

Kendimi kotii hissediyorum ¢iinkii bazi 6grenciler daha ¢ok

caligsalar basarabilirler.

Yetersiz tanimlanmis disiplin kurallari {izerimde engelleyici

etki yaratiyor.

Otoritemin dgrenciler/yonetim tarafindan reddedilmesi

iizerimde engelleyici etki yaratiyor.
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Strese kars1 tepkim kendimi giivensiz hissetmek seklinde

oluyor.

Strese kars1 tepkim basa ¢ikamamak seklinde oluyor.

Strese kars1 tepkim kendimi savunmasiz hissetmek seklinde

oluyor.

Strese kars1 tepkim kendimi ¢6kmiis hissetmek seklinde

Strese kars1 tepkim kendimi kaygili hissetmek seklinde oluyor.

Strese kars1 tepkim okula hasta oldugumu bildirmek seklinde

oluyor.

Stres karsisinda regeteli ilaca bagvuruyorum.

Strese kars1 tepkim regetesiz ilaglar kullanmak seklinde oluyor.

Strese kars1 tepkim hizli ve/veya hafif nefes alip vermek

seklinde oluyor.

Strese kars1 tepkim alkol kullanmak seklinde oluyor.

Strese kars1 tepkim tansiyonumun yiikselmesi seklinde oluyor.

Strese kars1 tepkim kalp ¢arpintisi veya yiiksek nabiz seklinde

Strese uzun stiren mide agrilar1 ile tepki veriyorum.

Strese midemde kramplarin olusmastyla tepki veriyorum.

Strese bitkinlik hissederek tepki veriyorum.

Strese fiziksel zayiflik hissederek tepki veriyorum.

Strese kars1 tepkim ¢ok kisa stirede yorgunluk hissetmek

seklinde oluyor.

Strese fazla mide asidi salgilayarak tepki veriyorum.

Strese kars1 tepkim alisilmistan daha fazla uyumak seklinde

oluyor.

Strese kars1 tepkim isleri geciktirmek seklinde oluyor.

Konugmami hizlandirtyorum/hizli konusuyorum.

Isleri bitirmek icin yeterince zaman yok.

Ayni anda birden fazla sey yapmaya ¢alismaliyim.

Baskalart isleri yavas yaptiginda sabirsiz oluyorum.

Rahatlamak ve giiniin tadini ¢ikarmak i¢in az zamanim oluyor.

Kendimi ise gereginden fazla kolayca adiyorum.

Sohbet sirasinda alakasiz konular diigtintirtim.

Bosa zaman harcamak beni rahatsiz eder.
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APPENDIX G

CONSENT FORM / Goniillii Katihm Bilgilenme Formu

Degerli Meslekdaglarim,

Bu calisma, ODTU, Egitim Bilimleri Fakiiltesi, Egitim Bilimleri Béliimii’nde
doktora tezi igin yapilmakta ve isyeri ortamindaki profesyonellik algismin, Ingilizce 6gretim
gorevlileri/okutmanlarinin is stresine etkisini arastirmaktadir. Egitim kurumlarinin amaci
bireylerin kisisel ve profesyonel gelisimini saglamaktir ama egiticilerin yasadigr is ve
yonetim ile ilgili stres, profesyonel verimleri tizerinde olumsuz etki yapmaktadir (Miller,
1998; Kyriacou, 1989; Gillespie, Walsh, Winefield, Dua & Stough, 2001). Bu arastirmanin
sonucu, ig stresi ve Orgiit iklimindeki profesyonellik arasindaki iliskiyi analiz etmesi

acisindan onemlidir.

Katilimcilardan, ti¢ adet anket doldurmalari istenecektir. Birinci ankette demografik
bilgiler ve 6gretim gorevlisi/okutman olarak calisma stiresi ile ilgili sorular, ikinci ankette
Yilmaz ve Altinkurt (2013) tarafindan Tirkee’lestirilmis ve glivenirlik testleri yapilmis
olan, 39 sorudan olusan “Orgiitsel Iklim Olgegi” uygulanacaktir. Son olarak, Kiziltepe
(2007) tarafindan Tirkge’lestirilmis ve glivenirlik testleri yapilmis olan, 49 sorudan olusan

“Ogretmen Stres Envanteri” uygulanacaktir.

Birinci anket yaklasik 2 dakika, ikinci anket yaklasik 10 dakika ve tiglincii anket de
yaklasik 10 dakika alacak, arastirmanin toplam siiresi yaklasik 25 dakika olacaktir.

Ogretim gorevlileri/okutmanlar bu calismaya katilarak, yasadiklari is stresi ve kendi
orgiit  iklimlerindeki profesyonellik anlayislart ile ilgili fikirlerini belirtme olanag:
bulacaklardir. Ayrica, arastirmaci elde ettigi sonuclart katilimeilarla paylasacaktir.
Bilgileriniz imzali onaymiz alindiktan sonra kullanilacak ve kesinlikle gizli kalacaktir.
Isminiz hicbir belgeye yazilmayacak ve elde edilen bilgiler sadece is stresi ve orgiit

iklimindeki profesyonellik arasindaki iliskiyi analiz etmek ¢in kullanilacaktir.

Ben, bu ¢alismaya katilmay1 kabul

ediyorum.
(Adiniz ve soyadiniz)

Imza : Tarih:
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APPENDIX H

ORIGINAL COPY OF OCI

OcCl

Directions: The following are statements sbout your school, Please indicte the
extent to which each statement characterizes your school from rarely ocours to wery

frequently ccours.

The principal explones all sides of topics and admits that other opinions exist.
& few woml parents can change schoiol policg.

The principal treats all faculty members a5 his or ker squal.
The l=arning environment is orderly and serious.

The principal is friendly and aporoachabie.

Select citizens groups are influentisl with the board.

The schoal sets high standands for academic performanos.
Teachers help and support each other.

9. The principal responds to pressure from parents.

10 The principal kets faculty Enow what is sxpected of them.
11 Sthwdents respect okhers who get pood grades.

12 Teachers feel pressure from the commaunity.

13 The principal maintains definite standarcs of performance.

sl oM kW N

14. Teachers im this school believe that their shedents have the ability to achieve academicailly.

13. Shudents seek extra work so they can get zood grades.

1E. Parents exert pressune bo maintsin high standands.

17. Stdents try hand to improve on previous work.

1E. Teachers accomplish their jobs with snthusiasm.

15. Academic achiswement is recognized and acknowledged by the school.
20. The principsl puts suggestions miads by the faculty into opemtion.

21. Teachers respect the professional competence of their colleagues.

22. Parents press for schood improsement.

23. The interactions between faculty members are cocperakive.

24. Sthadents in this school can achieve the poals that have been set for them
23. Teachers im this school epsrcise professional judgment.

2E. Thie schaool is vulmerable to outside pressures.

27. The principal is wiling to make changes.

2E. Teachers “mo the extra mile™ with their shedents.

25. Teachers provide strong social support for coll=agues.

30. Teachers are committed to their students.
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APPENDIX I

ORIGINAL COPY OF TSI (Fimian and Fastenau, 1990)

The following are a number of teacher concerns. Please identify those factors
which cause you stress in your present position. Read each statement carefully and
decide if you ever feel this way about your job. Then, indicate how strong the feeling
is when you experience it by circling the appropriate rating on the 5-point scale. If
you have not experienced this feeling, or if the item is inappropriate for your
position, circle number 1 (no strength; not noticeable). The rating scale is shown at

the top of each page.

Examples:
I feel insufficiently prepared for my job. 1 23 45

If you feel very strongly that you are insufficiently prepared for your job,
You would circle number 5.

I feel that if I step back in either effort or 1 2345
commitment, [ may be seen as less competent.

If you never feel this way, and the feeling does not have noticeable
strength, you would circle number 1.

How strong? 1 2 3 4 5
No strength Mild Strength Medium Strength ~ Great Strength ~ Major Strength
Not noticeable Barely Noticeable =~ Moderately Not. Very Noticeable Extremely Not.

TIME MANAGEMENT

1. I easily over-commit myself. 1 2 3 4 5
2. I become impatient if others are doing things slowly. 1 2 3 4 5
3. I'have to try doing more than 1 thing at a time. 2 3 4 5
4. I have little time to relax/enjoy the day. 1 2 3 4 5
5. I think about unrelated matters during conversations. 1 2 3 4 5
6. I feel uncomfortable wasting time. 1 2 3 4 5
7. There isn’t enough time to get things done. 1 2 3 4 5
8. I rush in my speech. 1 2 3 4 5
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WORK RELATED STRESSORS

9. There is little time to prepare for my lessons/
responsibilities.

10. There is too much work to do.

11. The pace of the school day is too fast.

12. My caseload/class is too big.

13. My personal priorities are being shortchanged

14. There is too much administrative paperwork in my

job.

How Strong? 1 2 3

—_ = e e

oD RO NN

No strength Mild Strength Medium Strength ~ Great strength
Not noticeable ~ Barely noticeable Moderately Not. ~ Very noticeable

PROFESSIONAL DISTRESS

15. I'lack promotion and/or advancement
opportunities.

16. I am not progressing in my job as rapidly as I
would like.

17. I need more status and respect on my job.

18. I received an inadequate salary for the work I do.

19. I lack recognition for the extra work and/or the
good teaching I do.

DISCIPLINE AND MOTIVATION

I feel frustrated....

20. ...because of discipline problems in my
classroom.

21. ...having to monitor pupil behavior.

22. ...because some students would do better if
they tried.

23. ...attempting to teach students who are
poorly motivated.

24. ...because of inadequate/poorly defined
discipline problems.

25. ...when my authority is rejected by pupils/
administrators.

PROFESSIONAL INVESTMENT

26. My personal opinions are not sufficiently aired.

27. I'lack control over decisions made about
classroom/school matters

28. I am not emotionally/intellectually stimulated on
the job.

29. I'lack opportunities for professional improvement
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3 4 5
3 4 5
3 4 5
3 4 5
3 4 5
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5
Major Strength

Extremely Not.

3 4
3 4
3 4
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3 4
3 4
3 4
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EMOTIONAL MANIFESTATIONS

I respond to stress...

30. ...by feeling insecure. 1 2 3 4 5
31. ...by feeling vulnerable. 1 2 3 4 5
32. ...by feeling unable to cope. 1 2 3 4 5
33. ...by feeling depressed. 1 2 3 4 5
34. ...by feeling anxious. 1 2 3 4 5
How Strong? 1 2 3 4 5
No strength Mild Strength Medium Strength  Great strength Major Strength
Not noticeable ~ Barely noticeable Moderately Not. Very noticeable  Extremely Not.

FATIGUE MANIFESTATIONS

I respond to stress...
35. by sleeping more than usual. 1 2 3 4 5
36. by procrastinating.

37. by becoming fatigued in a very short time. 2 3 4 5
38. with physical exhaustion. 1 2 3 4 5
39. with physical weakness. 1 2 3 4 5
CARDIOVASCULAR MANIFESTATIONS

I respond to stress...

40. with feelings of increased blood pressure. 2 3 4 5
41. with feelings of heart pounding or racing. 1 2 3 4 5
42. with rapid or shallow breath. 1 2 3 4 5
GASTRONOMICAL MANIFESTATIONS

I respond to stress...

43. with stomach pain of extended duration. 1 2 3 4 5
44. with stomach cramps. 1 2 3 4 5
45. with stomach acid. 1 2 3 4 5
BEHAVIORAL MANIFESTATIONS

I respond to stress...

46. by using over the counter drugs. 1 2 3 4 5
47. by using prescriptions drugs. 1 2 3 4 5
48. by using alcohol. 1 2 3 4 5
49. by calling in sick. 1 2 3 4 5

For investigator use only:
Total Score:
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APPENDIX J

PHOTOCOPY CONSENT FORM / TEZ FOTOKOPISI iZiN FORMU

ENSTITU

Fen Bilimleri Enstitiisti

Sosyal Bilimler Enstitiisii
Uygulamali Matematik Enstitiisii
Enformatik Enstitiisii

Deniz Bilimleri Enstitiisii

L= L

YAZARIN

Soyadi : Siray Soylu

Adi  : Ersin

Bolimii : Egitim Fakdiltesi, Egitim Bilimleri Bolimii

TEZIN ADI (ingilizce) : Relationship between the organizational climate
and occupational stress experienced by English instructors in the Preparatory Schools

of Five Universities in Ankara

TEZIN TURU : Yiiksek Lisans Doktora X
1. Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir. X

2. Tezimin i¢indekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir X
boliimiinden kaynak gosterilmek sartiyla fotokopi alinabilir.

3. Tezimden bir (1) yil siireyle fotokopi alinamaz. I:I

TEZIN KUTUPHANEYE TESLiM TARIiHi:
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APPENDIX K

CURRICULUM VITAE

PERSONAL INFORMATION

Surname, Name: Soylu Siray, Ersin

Nationality: Turkish (TC)

Date and Place of Birth: 12 February 1957, Sapanca
Marital Status: Married

Phone: +90 312 235 65 25

email: esoylu@bilkent.edu.tr

EDUCATION
Degree Institution Year of Graduation
EAP Bilkent University 2008
Diploma
MA Hacettepe University, 1983
Counseling and Guidance
BA Hacettepe University, English 1979
Language and Literature
High TED Ankara College 1975
School
WORK EXPERIENCE
Year Place Enrollment

2000-Present  Bilkent University
BUSEL, FAE Instructor
1979-2000 Hacettepe University

English Preparatory School Instructor
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Soylu, E., 1997, Write on. Marmara University, “Hazirlik” Conference,
Enrichment Through Interaction Abstracts Book, p. 15.
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INGED-Anadolu ELT Conference Abstracts Book, p. 19.

Soylu, E. 2002, Reading Based Writing: Rewarding or Intimidating?
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Soylu, E. Silman, F. 2002, Giiniimiiziin EgitimYoneticileri. XI.
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APPENDIX L

TURKISH SUMMARY

Orgiit iklimi ile Ankara’daki bes iiniversitede calisan Ingilizce 6gretim

gorevlisi/okutmanlarin algiladiklar is stresinin iliskisi

Giris:

Stres, kisinin degisen ortama ve bununla birlikte gelen taleplere uyum
sorununun sonucu olarak ortaya c¢ikmaktadir. Rok (2011) gerek ogretim
gorevlilerinin, gerekse yoneticilerin yasamlarindaki stresin farkinda olduklarini ve
basa cikmak i¢in ¢esitli teknikler uyguladiklarii, ancak orgiitlerin bu durumdan
haberdar olmadiklarin1  dahasi, stresin nedenlerini kendilerinin  yarattigini
sOylemektedir. Tschannen-Moran and Hoy (1998) ise oOgretim gorevlilerinin is
streslerinin nedenleri, meslektaslar aras1 giiven, profesyonellik algis1 ve is tatmini ile
ilgili konularda bir¢ok arastirma yapilmis olmasina karsin, yoneticilerin ve okul
ikliminin bu sorunlara nasil katkida bulundugu ile ilgili fazla arastirma olmadigini
iddia etmislerdir. Armour ve ¢alisma arkadaslar1 (1987) stresin 6gretim goérevlilerinin
egitim ve aragtirma kalitesini, is tatminlerini ve ise bagliliklarimi etkiledigini, ve bu
durumun 6grencilere de yansiyabilecegini soylemislerdir. Bu baglamda Markham
(1999) ikinci dil olarak Ingilizce egitim veren 6gretim gorevlilerini incelemis, bu
konuda ¢ok az arastirma oldugunu belirtmis, arastirmasinin sonunda da, bu alanda
egitim veren 6gretim gorevlilerinin ne tiir sorunlarla basa ¢ikmak zorunda olduklarini
anlamak i¢in arastirma yapilmasini 6nermistir. Tiim bunlardan da anlasilacag: gibi,
calisanlarin is tatmini, davranis ve performanslari ile ilgili bir¢ok arastirma olmasina
karsin, 6gretim gorevlilerinin is stresi ve orgiit ikliminin bu strese ne gibi bir katkisi
oldugu konusunda bir arastirmaya gereksinim olmustur. Bu ¢alismanin amaci da,
orgiit iklimi ile Ankara’daki bes {iniversitede calisan Ingilizce 6gretim
gorevlisi/okutmanlarin algiladiklar is stresinin iligkisini arastirmaktir. Arastirmaci is

stresinin nedenleri ve stresin orgiit iklimi ile olan iligskisinde yoneticinin destekleyici
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veya kisitlayict davraniglari, ve birlikte ¢alistigi 6gretim gorevlilerinin isbirlik¢i veya
umursamaz davranislarinin, 6gretim gorevlileri/okutmanlarin is stresi ile olan iliskisi
tizerinde durmaktadir. Arastirma sorular1 ve hipotezler sdyledir;

o Bolum baskaninin destekleyici liderligi ile 6gretim gorevlisi/okutmanlarin
orgiit iklimindeki is stresini algilamalar arasinda nasil bir iliski vardir?
Hipotez:  Bolum  baskaninin  destekleyici  liderligi  ile  6gretim
gorevlisi/okutmanlarin  orgiit iklimindeki is stresini algilamalar1 arasinda
o6nemli bir iligki vardir.

o Bolum baskanmin emredici ve/veya kisitlayici liderligi ile Ogretim
gorevlisi/okutmanlarin orgiit iklimindeki is stresini algilamalar1 arasinda nasil
bir iligki vardir?

Hipotez: Boliim baskanimin emredici ve/veya kisitlayict liderligi ile 6gretim

gorevlisi/okutmanlarin  orgiit iklimindeki is stresini algilamalar1 arasinda

onemli bir iliski vardir.

o Birlikte c¢alistiklari meslektaglarinin  isbirlik¢i davranislart ile, O6gretim
gorevlisi/okutmanlarin is stresini algilamalar1 arasinda nasil bir iliski vardir?
Hipotez: Isbirlikei meslektaslarla birlikte calismak, Ogretim
gorevlisi/okutmanlarin 6rgiit iklimindeki is stresini algilamalarinda 6nemlidir.

o Birlikte calistiklari meslektaglarinin umursamaz davramiglar1 ile, Ogretim
gorevlisi/okutmanlarin orgiit iklimindeki is stresini algilamalari arasinda nasil
bir ilski vardir?

Hipotez: Ayni yerde c¢alisan 6gretim gorevlisi/okutmanlarin ortak yapilmasi

gereken isler ve alimmmasi gereken sorumluluklardan kaginmalari ve bu islerle

ilgilenmemeleri, 6gretim gorevlisi/okutmanlarin 6rgiit iklimindeki is stresini
algilamalarinda 6nemlidir.
Yontem:

Arastirmada deneysel olmayan nicel desen (non-experimental quantitative
research) uygulanamis, regresyon analizi yapilarak ogretim gorevlisi/okutmanlarin
algiladiklar is stresi ile 6rgiit iklimi arasindaki iligkisi aragtirilmistir.

Degiskenler:  Orgiit  iklimi  bagimsiz  degisken  olup,  &gretim
gorevlisi/okutmanlarin 6rgiit iklimini nasil algiladiklarint gostermektedir ve stirekli
degiskendir. Olgek olarak, Hoy ve Tarter (1997) tarafindan diizenlenen, ve Yilmaz
ve Altinkurt (2013) tarafindan Tiirkce’ye cevirilip gegerlilik ve giivenirlik testleri
yapilmis  olan Orgiit Iklimi Olgegi (Organizational Climate Index-OCI)
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kullanilmistir. Olgekte, yonetici ve ogretmen davranislari ile ilgili alti adet alt
parametre vardir. Bu alt parametreler destekleyici, emredici ve kisitlayici yonetici
davraniglar1 ile igbirlikgi, samimi ve umursamaz Ogretmen davranislarini
icermektedir. 39 sorudan olusan dortli likert 6l¢eginde araliklar ‘nadiren olur’ (1) ve
‘cok sik olur’ (4) arasinda degismektedir.

Is stresi bagimsiz ve siirekli degiskendir. Olgek olarak, Fimian ve Fastenau
(1990) tarafindan gelistirilen ve Kiziltepe (2007) tarafindan Tirkge’ye cevirilip,
gecerlilik ve gilivenirlik testleri yapilmis olan Stres Envanteri (Teacher Stress
Inventory -TSI) kullanilmistir. 49 sorudan olusan besli likert 6lgeginde araliklar
‘higbir zaman’ (1) ve ‘her zaman’ (5) arasinda degismektedir.

Katihmeilar: internet kaynaklarindan alinan bilgiye gore, calismani yapildigi
iki devlet ve tli¢ vakif tniversitesinden birinci iiniversitede 157, ikincisinde 209,
tictinciistinde 111, dordiinctisiinde 90, besincisinde de 81 6gretim gorevlisi/okutman
vardir. Iki devlet ve ii¢ vakif iiniversitesini se¢gmenin amaci, toplam ogretim
gorevlisi/okutman sayisinda devlet ve vakif {niversiteleri arasinda bir denge
olusturmaktir. ~ Caligmadaki devlet {iniversitelerinde toplam 136, vakif
tiniversitelerinde ise toplam 140 ogretim gorevlisi/okutman gorev yapmaktadir.
Universitelerin internet kaynaklarindan alifian bilgiye gore, basta 6liim baskani, onun
alt kademesinde ise akademik coordinator, test birimi ve material biriminden olusan
yonetim  sekli devlet ve vakif {iniversitelerinde benzerdir. Ogretim
gorevlisi/okutmanlar da, gerek ders yiikleri, gerekse verdikleri egitimin igerigi
konusunda benzerlik gostermektedirler.

Aragtirmact orneklem grubu olusturmadan, tim 6gretim gorevlisi/okutmanlari
arastirmaya katmak istemis ve bu amagcla, béliimlerdeki biitin gérevlisi/okutmanlarla
gorismiis, fakat bazi Ogretim gorevlisi/okutmanlar arastirmaya katilmak
istememislerdir. Sonug olarak, birinci tiniversitede 61, ikinci tiniversitede 75, ticlincli
tniversitede 60, dordiincii tiniversitede 40 ve besinci tniversitede 40 olmak tizere
toplam 276 6gretim gorevlisi/okutman anketleri doldurmayi kabul etmistir. Bu sayi,
internet kaynaklarindan alinan saymin % 42’sidir. Anketler tek oturumda ve toplam
25 dakikalik bir siirede doldurulmus, veri toplama siireci bir ay stirmiistiir.

Islemler: Bu arastirmada veriler, demografik sorulardan olusan bir anket,
Orgiit iklimi Olgegi (Y1lmaz ve Altinkurt, 2013) ve Stres Envanteri (Kiziltepe, 2007)

kullanilarak toplanmistir.
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Veri toplamaya baslamadan once ODTU Insan Arastirmalari Etik Kurulu
onay1 alinmig, Etik Kurul ilgili tiniversitelere resmi yazi yazarak ¢alisma hakkinda
bilgi vermis ve katilim yapmalarini istemistir. Daha sonra arastirmaci Ankara’daki
bes ayr tiniversitenin Yabanci Diller Yiiksek Okulu, Ingilizce Hazirlik boliimlerine
giderek, Bolim Bagkanlarma g¢aligmanin amaci hakkinda bilgi vermis, anketleri
uygulamak i¢in yardimlarimi rica etmis ve daha sonra anketlerin tamamini kendisi
uygulamistir. Anketleri uygulamadan 6nce katilimcilardan ‘Goniilli Katilim Formu’
doldurmalar1 istenmistir. Calismanin amacinin, bilgilerin gizliliginin saglanacaginin
ve elde edilen bilgilerin sadece bu ¢alisma i¢in kullanilacaginin agiklandigi bu
formlar toplandiktan sonra anketler dagitilmistir. Anketler {i¢ {iniversitede boliim
toplantilarinin oldugu gtinlerde, toplantilardan hemen 6nce uygulanmistir. Diger iki
tiniversitede ise, akademik yilin sonu oldugu, dersler bittigi ve Ogretim
gorevlisi/okutmanlarin smav kagidi okudugu ve projeleri degerlendirdigi donem
oldugu i¢in, arastirmaci her 6gretim gorevlisi/okutmani teker teker ziyaret etmis ve
amacin agiklayip, arastirmaya katilmalarini rica etmistir. Tiim veriler 27 May1s-28
Haziran 2013 tarihleri arasinda toplanmustir.

Olciim Araclari: Bu calismada, demografik sorular, Orgiit iklimi Olcegi
(Organizational Climate Index-OCI) ve Stres Envanteri (Teacher Stress Inventory -
TSI) kullanilmustir.

Demografik sorulardan olusan ankette dort adet agik uglu soru vardir.
Arastirmaciin  kendisi ve danmigmani tarafindan gelistirilen anket, Ogretim
gorevlisi/okutmanlardan cinsiyet, yas, meslekteki toplam ¢alisma yili ve su anda
calisigr tniversitedeki toplam calisma yili ile ilgili bilgiler toplamay1
amaclamaktadir.

Orgiit iklimindeki profesyonellik anlayisi ile ilgili bilgi toplamak igin, Hoy ve
Tarter (1997) tarafindan diizenlenen, ve Yilmaz ve Altinkurt (2013) tarafindan
Tiirkge’ye gevirilip gegerlilik ve giivenirlik testleri yapilmis olan Orgiit iklimi Olgegi
(Organizational Climate Index-OCI) kulamlmstir. Olgekte, yonetici ve Ogretmen
davraniglan ile ilgili alt1 adet alt parametre vardir. Bu alt parametreler destekleyici,
emredici ve kisitlayict yonetici davranislan ile isbirlik¢i, samimi ve umursamaz
ogretmen davraniglarmi igcermektedir. 39 sorudan olusan dortli likert Glgeginde
araliklar nadiren olur (1), bazen olur (2), genellikle olur (3) ve ¢ok sik olur (4)
arasinda degismektedir. Olgegin giivenirligi oldukga yiiksektir, yapilan faktor analizi
de yap1 gecerliligini (construct validity) desteklemektedir. Olcekte yer alan
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maddelerin faktor yiik degerleri 0.46 ile 0.82; madde-toplam koreldsyonlar1 0.35 ile
0.77; giivenirlik katsayilart ise 0.70 ile 0.89 arasinda degismektedir.

Olgegin alt1 alt parameterelerinden destekleyici yonetici davransi ile ilgili
sorular, yoneticinin 6gretmenleri dinleyip dinlemedigini ve Onerilere agik olup
olmadigmi ol¢mektedir. Emredici yonetici davranisi ise kisitlamasiz bir otorite
kullanan, otokratik bir yonetim tarzi olan, 6gretmenleri ¢cok yakindan izleyip, onlarin
yaptiklar1 isler hakkinda herseyi 6grenmek isteyen yonetici ile gosterilmektedir.
Kisitlayic1 yonetici, 6gretmenlere yardim etmekten ¢ok, onlar1 engelleyen veya
kisitlayan, onlara gereksiz biirokratik isler, rutin gorevler ve ¢ok fazla is yiikii veren
birisi olarak tanimlanmaktadir. Isbirlik¢i 6gretmen, meslektaslarini destekleyen,
onlara saygi duyan ve yardim edendir. Samimi 6gretmen, okul i¢inde kuvvetli bir
sosyal destek agi olusturur, meslektaslarini tanir ve onlarla arkadas olur. Anketteki
umursamaz Ogretmen, isi ile ilgili aktiviteleri anlamayan ve onlarla ilgilenmeyen
birisi olarak tanimlanmaktadir. Bu 6gretmen okula gelince sadece smifa girer, ders
biter bitmez okulu terkeder, olumsuz davranislar sergiler ve meslektaslarini elestirir.

Ogretim gorevlisi/okutmanlarm orgiit iklimindeki is streslerini belirlemek igin,
Fimian ve Fastenau (1990) tarafindan gelistirilen ve Kiziltepe (2007) tarafindan
Tirkge’ye cevirilip, gegerlilik ve giivenirlik testleri yapilmis olan Stres Envanteri
(Teacher Stress Inventory -TSI) kullanilmistir. 49 sorudan olusan besli likert
Olgeginde araliklar hichbir zaman (1), ve her zaman (5) arasinda degismektedir ve
belirtilen olaylardaki stress diizeyini degerlendirmeyi amacglamaktadir. Stres
kaynaklarin1 belirleyen sorularda 6gretim gorevlisi/okutmanlara ne kadar stress
hissettikleri,  stress  gostergelerini  belirleyen  sorularda  ise  Ggretim
gorevlisi/okutmanlarin  sorulardaki  olaylar1 ne siklikla  deneyimledikleri
sorulmaktadir.

Envanterde yirmi ¢esit deneyim bes guruptan olusan stress kaynaklarini,
yirmidokuz deneyim ise yine bes guruptan olusan stress gostergelerini
tanimlamaktadir. Stres kaynaklari zaman yonetimi, yapilan is, meslek, disiplin ve
motivasyon, ve meslege yatinm ile ilgilidir. Zaman yonetimi, Ogretim
gorevlisi/okutmanlarin ne zaman sabirsiz hissettiklerini, kisitli zamanlarda yapilan
islerle nasil basa ¢iktiklarini, coklu gorevlerde ve zaman yonetiminde ne kadar stress
altinda kaldiklarin1 belirlemektedir. Isle ilgili stress sorulari, hazirlik siiresi, is yiiki,
okuldaki iglerin yapilmasi i¢in verilen siire ve kisisel oncelikler ile ilgilidir. Meslekle

ilgili stress sorulari, 6gretim gorevlisi/okutmanlarin mesleklerindeki konumlarim
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nasil degerlendirdiklerini, saygi, taninma, okulla ilgili konularda s6z sahibi olma ve
meslege yatirim olanaklarini aragtirmaktadir. Disiplin ve motivasyon 6l¢eginde, is
yerindeki giidiileme, meslekle ilgili gelisim, 6grenci davramiglarini goézlemleme,
disiplin kurallari, ve 6gretim gorevlisi/okutmanlarin otoritelerini kullanabilmeleri ile
ilgili sorular vardir. Meslege yatirim ise, Ogretim gorevlisi/okutmanlarin kisisel
goriiglerini ne kadar belirtebildiklerini, aliman kararlarda ne kadar paylarmin
oldugunu, duygusal ve/veya bilissel giidiilemenin, ve kendilerini gelistirmeleri i¢in
olanaklarin ne kadar oldugunu gostermektedir.

Envanterdeki stress gostergeleri duygusal, tiikkenmislik, kardiovaskiiler (kalbe
ve kan damarlarina ait olan), gastronomik ve davranigsal belirtkelerdir. Duygusal
gostergeler c¢esitli  giivensizlik, savunmasizlik, depresyon ve endise durumunu
tanimlamaktadir. Tikenmislik gostergelerinin amaci ise, bitkinlik, bedensel zayiflik,
tilkenmislik deneyimlerinin siklig1 ve siiresi, mide asidinin ortaya ¢ikma sayisi ve
stiresi, mide kramplar1 ve mide agrisin1 tanimlamaktir. Kardiovaskiiler belirtkeler,
kan basinci, kalp ritmi, ¢ok hizli solunum, ve 6gretim gorevlisi/okutmanlarin bu
durumlarla nasil basa ¢iktig1 ile ilgilidir. Gastronomik gostergeler mide ile ilgili
sorunlari, O6rnegin kramplar, agrilar ve mide asidini anlatmaktadir. Davranissal
belirtkeler ila¢ ve/veya alkol kullanim1 ve hasta raporu almak ile ilgilidir.

Olgegin giivenirlik katsayis1 0.75 ile 0.88 arasinda degismektedir ve toplam
puan icin alfa degeri 0.93 olarak bulunmustur. Envanterin test-yeniden test
giivenilirligi 0.76’dir. Kiziltepe’nin yaptig1 giivenirlik testleri, alt parametrelerin alfa
degerinin 0.65’in tizerinde oldugunu gostermektedir. Envanterde yer alan biitiin
parametreler Fimian and Fastenau’nun (1990) gelistirdigi 6zgiin 6lgege sadik
kalinarak Tiirkge’lestirilmistir.

Veri analiz islemleri: Veriler toplandiktan sonra istatistik analizleri yapilmis
ve yorumlanmistir. Yapilan yorumlara dayanarak ve arastirmanin amaci gézoniine
almarak sonuclar yazilmis ve Oneriler getirilmistir. Bu ¢alismada elde edilen veriler
SPSS 20 paket programi ile degerlendirilmistir. Verilerin frekans ve ylizdesel
dagilimlar1 verilmis, normallik testi sonucunda, gruplar arasinda farklilik
incelenirken Bonferroni diizeltmeli Kruskal Wallis H Testi kullanilmistir. Gruplar
aras1 farklilik incelenirken, anlamlilik seviyesi olarak 0.05 kullanilmis olup p<0.05
olmasit durumunda gruplar aras1 anlamli farkliligin oldugu, p>0.05 olmasi

durumunda ise gruplar arasi1 anlamli farkliligin olmadigi belirtilmistir.
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Orgiit iklimi ile Ankara’daki bes iiniversitede ¢alisan Ingilizce Ogretim
gorevlisi/okutmanlarin algiladiklar1 is stresi arasindaki iliskiyi incelemek igin,
anlamlilik seviyesi p<0.05 olan Spearman korelasyon katsayisi kullanilmistir.
Bagimli ve bagimsiz degiskenler arasindaki iliskiyi analiz etmek icin ¢oklu
regresyon analizi kullanilmis ve is stresindeki degisimin, stresi tanimlayan bagimsiz
degiskenlerle nasil agiklanabilecegi arastirilmistir. Elde edilen verilerin ¢arpiklik ve
basiklik seviyeleri kabul edilebilir diizeydedir.

Giivenilirlik ve gecerlilik analizleri: Orgiit iklimi 6lceginin giivenirlik
katsayilar1 0.87-0.94 arasindadir (Hoy ve ark., 2002). Yapilan faltor analizi de yap1
gecerliligini desteklemektedir. Yilmaz ve Altinkurt tarafindan Tiirk¢e’ye uyarlanan
Olcegin  giivenlik katsayilart  0.70-0.89 arasindadir. Stres envanterinin alt
parametrelerinin alfa degerleri (alt alfalar) 0.70 ve ilizerindedir ve tiim ol¢ek alfa
degeri 0.93’tiir (Fimian and Fastenau, 1988). Test-tekrar test giivenirligi 0.76’dur.
Kiziltepe tarafindan Tiirk¢e’ye ¢evirilen 6lgegin giivenirlik testlerinde alfa degerleri
>.65 olarak bulunmustur. I¢ gecerlilik, olas1 bazi olasi1 tehditleri control ederek
saglanmistir. Arastirmact anketleri herhangi bir aract kullanmadan, kendisi
uygulamis ve ogretim gorevlisi/okutmanlar envanterleri doldururken yanlarinda
kalmis ve boylece bilgilerin paylasimini engellemistir. Yapr gegerliligi, dikkatli
operasyonel tanimlarla saglanmistir. Buna ek olarak, dogru ¢ikarimlar yapabilmek
icin uygun istatistiksel testler kullanilmis ve hangi testlerin neden kullanildig:
aciklanmistir. I¢ gecerlilik ve yap1 gecerliligine ek olarak, bu calismanmn dis
gecerliligi de saglanmistir, zira ¢alismadan elde edilen sonuglar Ankara’daki biitiin
devlet ve vakif tiniversitelerinin Ingilizce Hazirlik Boliimlerinde ¢alisan 6gretim
gorevlisi/okutmanlara genellenebilmektedir.

Calismanin simrlamalari:  Ingilizece 6gretim  gorevlisi/okutmanlar igin
onemli sayilabilecek genis bir davranis yelpazesi olmasina ragmen, potansiyel olarak
onemli olan bazi1 yetkinlikler aragtirma disinda kalmis olabilir. Bunun nedeni,
verilerin igeriginin demografik sorularla ve yasal izinleri alinmis iki anketle sinirl
olmasidir. Bu calismada orneklem cogunlukla kadin Ogretim
gorevlisi/okutmanlardan olusmaktadir zira Yabanci Diller Yiksek Okulu’ndaki
ogretim gorevlisi/okutmanlarin ¢ogunlugu kadindir. Ek olarak, c¢alisma sonuglari
tiniversitelerde gorev yapan yoneticilere genellenemez.

Arastirma, Ankara’daki iki devlet ve ti¢ vakif tiniversitesi ile sinirlidir. Her ne

kadar arastirmaci bu {niversitelerde c¢alisan tiim ogretim gorevlisi/okutmanlar
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aragtirmaya katmak istemisse de, bazi Ogretim gorevlisi/okutmanlar arastirmaya
katilmak istememiglerdir. Bu durum, goniilliiliik esasina dayanan veri toplamanin dis
gegerliligini etkilememektedir ¢linkii ¢alisma bes tniversite ile sinirhdir, ve
Tiurkiye’nin diger illerindeki tiniversitelere genellenemez ama ¢oklu dogrusal
regresyonun dayandigi varsayimlar karsilandigi igin, arastirmanin yapildigi bes
tiniversitedeki, ve Ankara’daki diger devlet ve vakif tiniversitelerinde ¢alisan 6gretim
gorevlisi/okutmanlara genellenebilir.

Veri toplama siireci, bes {niversitede degisken fiziksel kosullarda
tamamlanmistir. Ozellikle devlet ve vakif {iniversitelerindeki fiziksel kosullarm
farklilig1 s6z konusudur. Bu durumda, verilerin toplandigi konumlar i¢ gegerlilik i¢cin
tehdit olabilir. I¢ gecerlilik i¢in bir baska tehdit de, katilimcilarin 6zellikleri olabilir.
Calisma Tiirk vatandaslar ile sinirhidir zira anketlerin Tiirkge versiyonlari i¢in resmi
izin alinmistir. Bu nedenle, ¢alismanin yapildigi iiniversitelerde yabanci uyruklu
Ogretim gorevlisi/okutmanlar olmasina karsin, bu kisiler arastirmanin disinda
tutulmustur. Katilmcilarmn bir baska 6zelligi de yaslar ile ilgilidir. Ogretim
gorevlisi/okutmanlarin yaslar1 23-44+ arasi, mesleklerindeki toplam ¢alisma
deneyimleri ise 1-20+ aras1 degismektedir. Katilimcilarin arasinda bu kadar biiyiik
farkliliklar olmasi ¢alismanin baska bir kisitlamasidir. Bu farklilik i¢ gegerlilik i¢in
olas1 bir tehdit yaratmakla birlikte, tiim katilimcilarin homojen bir grup olusturdugu
diistiniiliince, bu tehditten kaginmanin miimkiin oldugu goriilmektedir.

Temel Bulgular: Toplam stres, yapilan isle ilgili stres, meslekle ilgili stres,
meslege yatirim ile ilgili stres, disiplin ve motivasyon ile ilgili stres, zaman yonetimi
ile ilgili stres, duygusal gosterge, davranigsal gosterge, kardiovaskiiler gosterge,
gastronomik gosterge, ve tilkenmiglik gostergesi bagimli degisken, ve destekleyici,
emredici ve kisitlayict yonetici davranislan ile isbirlik¢i, samimi ve umursamaz
Ogretmen davranislarindan olusan bagimsiz degisken ic¢in betimsel analiz yapilmistir.

Tanmimlayict istatistik ile, orgiit iklimi 6lgeginin ve stres envanterinin aralik,
minimum, maksimum, ortalama, standart sapma ve varyans sonuclar1 elde edilmistir.
Sonuclara gore, bagimli degiskenin ortalamas1 dusiiktiir (toplam stres puam
ortalamasi=118.3). Bagimsiz degiskenlerden en yiiksek ortalama destekleyici
yonetici i¢in elde edilmistir (destekleyici yonetici  ortalamasi=4.6), en diisiik
ortalama ise umursamaz Ogretmen i¢in elde edilmistir (umursamaz 6gretmen
ortalamasi=1.3). Kisitlayici yonetici ortalamasi, umursamaz 6gretmen otagamasindan

biraz yiiksektir (kisitlayic1 yonetici=1.7). Samimi 6gretmen ortalamasi, emredici
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yonetici ortalamasindan biraz daha yiiksektir (samimi Ogretmen ortalamasi=2.8;
emredici yonetici ortalamasi=2.2). Isbirlik¢i 6gretmen ortalamasi ise destekleyici
yonetici ortalamasindan biraz daha dsiiktiir (isbirlik¢i 6gretmen ortalamasi=3.3;
destekleyici yonetici ortalamasi=4.6). Verilerdeki dagilimin normal olup olmadigini
anlamak i¢in Kolmogorov-Smirnov testi (K-S testi) yapilmistir. Sonuglar istatistiksel
olarak anlamli ¢ikmis (en biiyiik p degeri p<0.005), yani veri normal dagilmamaistir.
Bu durumda normallik varsayimi ihlal edilmistir.

Demografik sorular (cinsiyet, yas, toplam 6gretmenlik deneyimi ve su anda
calistig1 tniversitedeki toplam deneyim) kategorik oldugu icin, verinin frekans
dagilimi hesaplanmustir. Ogretim gorevlisi/okutmanlarin  6rgiit iklimi ile ilgili
profesyonellik algilari, Hoy ve Tarter (1997) tarafindan gelistirilip, Yilmaz ve
Altikurt tarafindan Tiirkge’ye uyarlanan Orgiit Iklimi Olgegi’nde bulunan alti alt
paramerte ile, is stresleri ise Fimian (1988) tarafindan gelistirilip, Kiziltepe (2007)
tarafindan Tirkce’ye ¢evirilen Stres Envanteri’nde bulunan ve stres kaynaklarimi
Olcen bes alt parametre ve stres gostergelerini Olcen bes alt parametre ile
incelenmistir.

Orgiit iklimi ile Ankara’daki bes iiniversitede ¢alisan Ingilizce Ogretim
gorevlisi/okutmanlarin algiladiklart is stresi arasindaki iliski, Spearman korelasyon
katsayis1 ve coklu regresyon analizi ile incelenmistir (p< 0.05). Sonuglarda, bagimli
degisken olan toplam stres puani, stres kaynaklari ve stres gostergelerinden
olusmaktadir. Destekleyici, emredici ve kisitlayici yonetici davranislar ile igbirlikei,
samimi ve umursamaz 6gretmen davranislar1 ise bagimsiz degiskenlerdir. Is stresi,
duygusal, titkenmislik, kardiovaskiiler, gastronomik ve davranislarla ilgili belirtilerle
gosterilirken, stres kaynaklar1 olarak zaman yonetimi, yapilan is, meslek, disiplin ve
motivasyon, ve meslege yatirim alinmistir.

Veriler, Ankara’da bulunan iki devlet ve li¢ vakif tiniversitesinde, Yabanci
Diller Yiiksek Okulu’nda c¢alisan 276 Ingilizce oOgretim gorevlisi/okutmandan
toplanmistir. Katilimcilarin biiyiik bir ¢cogunlugu kadinlardan olugmaktadir (%85.1),
%12,3’1 ise erkektir. Anketi dolduranlardan %2.5’unun cinsiyeti bilinmemektedir.
Katilimcilarin yaklasik ticte biri (9%36.6) 33-43 yas grubunda, %22.8’1i 44+ yas
grubunda, %21.0°1 23-28 yas grubunda, %18.8’1 ise 29-33 yas grubundadir. 2
katilimc1 yaslar ile ilgili bilgi vermemistir. Toplam calisma yili s6z konusu
oldugunda, %37’si 11-20 y1l, %22.1°1 ise 6-10 yillik bir deneyime sahiptir. 20 yildan
fazla ve 5 yildan az deneyimi olanlarin yiizdesi birbirine yakindir (%19.9 ve %19.2).
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276 katilimer arasindan 5 kisi toplam c¢alisma yili ile ilgili soruyu bos birakmistir. Su
anda calistiklar1 tiniversitedeki deneyim stiresi ile ilgili sorularin sonucuna gore
katilimeilarin %36.6°s1 11-20 yildan beri ayn1 kurumda caligmaktadir. %34.1°1 1-5
yil arast, %19.2°si 6-10 yil arasi, %9.1°1 ise 20 yildan daha uzun bir siireden beri ayni
universitededir. 3 katilime1 (%1.1) bu soruyu yanitsiz birakmustir.

Orgiit iklimi ile Ankara’daki bes {iniversitede calisan Ingilizce ogretim
gorevlisi/okutmanlarin algiladiklar1 is stresi arasindaki iliskide orta diizeyde bir
korelasyon bulunmustur. Bagimli degisken olan stres kaynaklar1 ve gostergelerinin,
bagimsiz degisken olan destekleyici midiir ile iliskisisinde destekleyici miidiiriin en
kuvvetli iligkisi meslege yatirim ile ilgili ¢itkmistir (= - .59, p<=.05). Destekleyici
midiriin davranislar ile yapilan is (r= - .51, p<.05), toplam stres (r= - .48, p<.05),
duygusal gostergeler (1= - .34, p<.05), disiplin ve motivasyon (r= - .33, p<.05), ve
isle ilgili stres kaynaklar1 arasinda belirgin bir korelasyon bulunmustur. Destekleyici
midiirin - davramig  gostergeleri, zaman yoOnetimi, gastronomik gostergeler,
kardiyovaskiiler gostergeler ve tiikkenmislik gostergeleri arasinda anlamli bir iliski
bulunamamistir. Destekleyici miidiiriin is stresi ile olumsuz korelasyonu, is stresinin
azaldigini gostermistir.

Bagimsiz degiskenlerden emredici miidiir ile stres kaynaklar1 ve gostergeleri
arasinda kuvvetli ve pozitif bir korelasyon olacagi varsayilmistir, fakat veriler
anlamsiz bir iliski oldugunu gostermistir. Korelasyonlar r= .04, p<.05 ve r= .2, p<.05
aras1 degismis, ve toplam stres puani r= .17, p<.05 olarak bulunmustur. Diger bir
bagimsiz degisken olan kisitlayicit miidiiriin en yiiksek korelasyonu isle ilgili stres ile
cikmistir (r= .51, p<.05). Toplan stres puani (r= .45, p<.05), meslege yatirim (r= .39,
p<.05), ve meslekle ilgili sikintilarda da anlamli korelasyon ¢ikmistir (r= .39, p<.05),
fakat davranus gostergesi (r= .23, p<.05), zaman yonetimi (r= .3, p<.05), disiplin ve
motivasyon (r= .2, p<.05), duygusal gostergeler (r= .28, p<.05), gastronomik
gostergeler (= .29, p<.05), kardiyovaskiiler gostergeler (= .19, p<.05), ve
tikenmislik gostergelerinde ise anlamli bir iliski bulunamamistir (= .27, p<.05).
Veriler, kisitlayict mudiiriin toplam stres puani ile olan iliskisini pozitif linear bir
korelasyon olarak gostermistir.

Isbirlik¢i 6gretmenin en kuvvetli korelasyonu meslege yatirim ile ¢ikmus, (1=
-.36, p<.05) diger parametrelerle anlaml bir iliski bulunamamais, korelasyonlar r= -
.01, p<.05 and r= .01, p<.05 arasi degismistir. Toplam stres puani r= -.24, p<.05

olarak hesaplanmistir. Ogretmenlerle ilgili bir baska parametre olan umursamaz
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ogretmenin en kuvvetli korelasyonu meslege yatirim ile ¢ikmistir (r= .5, p<.05).
Diger sonuglardan toplam stres puani (1= .44, p<.05), meslekle ilgili stres (r= .39,
p<.05), duygusal gosterge (r= .35, p<.05), zaman yonetimi (r= .33, p<.05) ve isle
ilgili streste de (r= .33, p<.05) anlaml1 bir iliski bulunmustur. Diger parametreler ile
anlaml bir korelasyon ¢ikmamis, sonuglar r= .13, p<.05 ile r= .29, p<.05 arasinda
degismistir. Samimi 6gretmen s6z konusu oldugu zaman, en kuvvetli korelasyon
meslege yatirim ile ¢ikmis (r= -.35, p<.05), diger parametrelerde anlamli bir iliski
bulunamamis ve korelasyonlar r= -.14, p<.05 ve r= .01, p<.05 olarak saptanmustir.
Bu sonuglar, 6gretmenlerin meslektaslar1 ile arkadasca ve sicak bir iligki i¢inde
olduklart zaman toplam stres puanlarimin diistiigiinii, 6rnegin ne kadar samimi
davraniila karsilasirlarsa, o kadar az stres hissedeceklerini gostermistir.

Orgiit iklimi ile Ankara’daki bes {iniversitede calisan Ingilizce ogretim
gorevlisi/okutmanlarin algiladiklar is stresi arasindaki iliskiyi arastirmak igin ¢ok
degiskenli regresyon analizleri yapilmistir. Analizde regressor degisken olarak
destekleyici, kisitlayict ve emredici miidiir davranislari ile igbirlik¢i, umursamaz ve
samimi 6gretmen davranislart alinmistir. Regresyon analizi yapilmadan 6nce bagiml
degisken tizerinde logit/logaritmik birim doniisiimii yapilmis, fakat sonuglar anlamh
¢ikmamis, veri normal bir dagilim gostermemistir. Bunun tizerine verinin kare koki
almmus, fakat veri yine normal bir dagilim gostermemistir. Bu durumda, merkezi
limit teoreminin normallik varsayimina gére (N=276) regresyon analizi yapilmistir.
Regresyon modelinin anlamliliginin  test edildigi F degeri 42.876 olarak
hesaplanmistir. Anlamlilik sonucu p degeri ise 0,000 olarak hesaplanmis olup model
istatistiksel olarak anlamlidir (F=42,876, B = —.38, p<.05). Orgiit iklimi ile algilanan
is stresinin kaynaklart ve belirtkeleri (duygusal, tikenmislik, kardiovaskiiler,
gastronomik ve davranislarla ilgili belirtiler, ve zaman yonetimi, yapilan is, meslek,
disiplin ve motivasyon, ve meslege yatirim ile ilgili stres kaynaklar1) arasindaki
iliskiyi analiz etmek icin yapilan ¢ok degiskenli regresyon analizleri sonucunda da
regresyon modeli istatistiksel olarak anlamli ¢ikmistir ( =.1- .22; p<.01-.05).

Arastirma sorularina gore sonuclar: Birinci soruda, destekleyici miidiiriin
Ogretim gorevlisi/okutmanlarin is stresini nasil etkiledigi sorulmus ve destekleyici bir
yoneticinin is stresini engellemede veya azaltmada onemli oldugu varsayilmistir.
Yapilan analizde, destekleyici mudiir ile stres kaynaklar1 ve gostergeleri arasinda
anlaml1 bir iligki bulunmustur (p<.05). Bagimli degisken olan is stresi, bagimsiz

degisken olan destekleyici miidiir ile negatif bir korelasyon gostermis, bu da,
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destekleyici mudiiriin 6gretim goérevlisi/okutmanlarin is stresini azaltmada yardimci
oldugunu gostermistir.

Ikinci soruda kisitlayict miidiiriin 6gretim goérevlisi/okutmanlarin is stresini
nasil etkiledigi sorulmus ve boyle bir midiriin is stresine katkida bulunacagi
varsayllmistir. Yapilan analizde, kisitlayict miidiir davranisi ile stres kaynaklar1 ve
gostergeleri arasinda anlamli bir iliski bulunmustur (p<.05). Bagimli degisken olan is
stresi ile, bagimsiz degisken olan kisitlayict mudir arasinda pozitif bir korelasyon
oldugu i¢in (p<.05), kisitlayicit miidiiriin 6gretim gorevlisi/okutmanlar arasinda stres
yarattig1 gortlmustiir.

Uciincii soruda isbirlik¢i 6gretmen davranisinin, 6gretim gorevlisi/okutmanlar
arasindaki stresi nasil etkiledigi sorulmus ve bu davranigin meslektaglar arasinda
stresten uzak kalmaya yardimci olacagi varsayillmistir. Yapilan analizde, isbirlik¢i
ogretmen davranisi ile stres kaynaklar1 ve gostergeleri arasinda anlamli bir iliski
bulunmustur (p<.05). Bagimli degisken olan is stresi, bagimsiz degisken olan
isbirlik¢i  O0gretmen ile negatif bir korelasyon olusturmus, bu da, 0Ogretim
gorevlisi/okutmanlarin sorumluluklarint birbirleri ile paylastiklari zaman pozitif bir
atmosferde ¢alistiklarini ve is stresinden uzak kaldiklarini gostermistir.

Dordiinci soruda  umursamaz ~ Ogretmen  davraniginin,  6gretim
gorevlisi/okutmanlar arasindaki stresi nasil etkiledigi sorulmus, ve verilen gorevlere
kars1 kayitsiz kalanlarin is stresine katkida bulunacagi varsayilmistir. Yapilan
analizdeumursamaz 6gretmen davranisi ile stres kaynaklar1 ve gostergeleri arasinda
anlamli bir iliski bulunmustur (p<.05). Bagimli degisken olan is stresi, bagimsiz
degisken olan umursamaz 6gretmen ile pozitif bir korelasyon olusturmus ve bu da
giinliik rutin islerle ilgilenmeyen, isle ilgili herhangi bir sorumluluga kars1 duyarsiz
kalan 6gretim gorevlisi/okutmanlarin meslektalar arasinda is stresine neden oldugunu
gostermistir.

Degerlendirme, Sonu¢ ve Oneriler: Bu korelasyonel ¢alismanin amaci,
orgiit iklimi ile Ankara’daki bes {iniversitede calisan Ingilizce o6gretim
gorevlisi/okutmanlarin algiladiklar1 is stresi arasindaki iliskiyi arastirmaktir.
Katilimeilar Ankara’daki iki devlet ve ii¢ vakif iiniversitesinde ¢alisan 276 Ingilizce
ogretim gorevlisi/okutmandan olugmaktadir.

Arastimada  Oncelikle  destekleyici midir davranisiin  6gretim
gorevlisi/okutmanlarin is stresini nasil etkiledigi arastirilmis, sonuglar bagimli ve

bagimsiz degisken arasinda anlamli bir iliski oldugunu gostermistir. Katilimcilar,
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kendilerine saygi duyulmasinin, ve verdikleri derslerin veya ders dist
sorumluluklarmin farkinda olunmasinin 6nemini belirtmislerdir. Sonug olarak, stres
kaynaklar1 ve destekleyici miidiir ile anlamli fakat negatif bir dogrusal iliski gosteren
bu durum, 6gretim gorevlisi/okutmanlarin kendilerini destekleyen bir midirle
calistiklart zaman is streslerinin azaldigini kanitlamaktadir. Bu sonug, of Pashiardis
ve Orphanou (1999) ile Campo (1993)’nun bulgularn ile ortiismektedir.
Arastirmacilar, bir yoneticinin olumlu ve etkin bir oOrgiit iklimi ve kiiltiirii
olusturmast durumunda 6gretim gorevlilerinin daha mutlu oldugunu, gerek
motivasyonlarinin, gerekse kuruma bagliliklarinin yoneticinin davranislart ile
yakindan iligkili oldugunu belirtmislerdir. Benzer sekilde, Wahlstrom ve Louis
(2008), Blase, Dedrick, ve Strathe (1986) yoneticinin liderlik stilinin saglikli bir
calisma ortami olusturmada ve Ogretim gorevlilerini olumlu olarak etkilemedeki
onemini vurgulamiglardir. Baska bir calismada Rafferty and Griffin (2006)
destekleyici yoneticinin, calisanlarin kuruma baghligi, is tatmini ve kisinin 06z
yeterliliginde 6nemli oldugunu, biitiin bunlarin da 6gretim goérevlilerinin is stresinden
uzak kalmalarimi sagladigini séylemislerdir.

Her ne kadar sonuglar arasinda negatif bir dogrusal iligski olsa da is stresinin
algilanmasi, stress kaynaklari ve gostergeleri arasinda farklilik gostermektedir.
Ornegin davranis gostergesi, zaman yonetimi, gastronomik gosterge, kardiyovaskiiler
gosterge ve tikenmislik gostergesi sonuglar zayif bir iligkiyi tanimlamistir (r= .20-
.25, p<.05). Sonuglar, Fimian’a (1988) gore “zayif” veya “orta” diizeyde olarak
aciklanmaktadir. .00- .30 aras1 zayif, .30- .60 arasi orta, .60- 1.00 aras1 ise giiglii bir
korelasyonu anlatmaktadir. Bu durumda bir yonetici, O6gretim gorevlilerinin
fikirlerini a¢ik¢a soylemelerini sagladigi ve gerek verdikleri dersler, gerekse sinif igi
davranislari ile ilgili alinan kararlarda paylarinin olmasini sagladigi zaman is stresini
engellemektedir. Ogretim gorevlilerinin entellektiiel stimulasyonu ve meslekleri ile
ilgili gelisme olanaklar1 sunulmasi da is stresini engellemede yardimci olmaktadir.

Fimian ve Fastenau (1990) ogretmenlerin is stresini etkileyen bir¢ok
parametreyi test ettikleri halde, bu c¢alismada bazi parametreler yoneticinin
destekleyici davranisindan ¢ok fazla etkilenmemistir. Bu sonu¢ Fimian ve Fastenau
(1990)’nun hedef kitlesi ile bu arastirmadaki katilimcilarin farkindan kaynaklaniyor
olabilir. Ingilizce Boliimlerinde, genellikle en deneyimli 6gretim gorevlileri yonetici
olarak atanir. Bu kisiler ¢ok deneyimli olduklari ve daha 6nce bir¢cok yonetici ile

calistiklart i¢in, bir yoOneticinin neler yapmasi ve nasil davranmasi gerektigi
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konusunda bilgi sahibi olduklari, ve meslektaslar1 ile uyum iginde g¢alisacaklari
varsayilir. Bu nedenle de, 6gretim gorevlilerinin is stresini ortadan kaldiracaklari
olasidir. Cerit (2009), Oplatka (2004) ve Knoop (1994)’un da belittigi gibi, 6gretim
gorevlileri yoneticilerinin gtivenilir, etkili ve anlayisli olmasini beklemekte, ve
kendilerine saygi duyulmasini, taninmalarini ve sevilmelerini istemektedirler.

Arastirmada, kisitlayict mudiir davranisi ile 6gretim gorevlilerinin is stresi
arasinda anlamli bir iliski bulunmustur (r= .45, p<.05). Bu sonuca gore Ogretim
gorevlilerinin ¢alistiklar1 okulda profesyonel bir iklim olmaz ve meslektaslar
birbirlerini desteklemez ise, is stresi diizeyi artmaktadir. isle ve zaman yo6netimi ile
ilgili olan bu stress kaynaklari, Price’in (2012) yoneticinin davranislarinin,
duygularinin ve diistince tarzinin orgiit i¢ci kosullar1 belirledigini ve 6gretim
gorevlilerinin is ortami hakkindaki algilarin1 etkiledigini belirten sonuglar1 ile
tutarlidir.

Bu arastirma sonucunda, meslekle ilgili sikintilarin yani sira, meslege yatirim
konusunda da pozitif iliski bulunmustur (r= .39, p<.05). Buna gore, O6gretim
gorevlileri kisisel gortslerine onem verilmedigini, siif i¢i ve okulla ilgili konularda
soz sahibi olmadiklarmi, motive edilmediklerini ve mesleklerinde kendilerini
gelistirmek i¢in olanak bulamadiklarmi diistinmektedirler. Blasé’nin (2000) de
belirttigi gibi, 6gretim gorevlileri ile konusmak, gortislerini almak ve mesleklerinde
kendilerini gelistirmeleri i¢in onlar1 tesvik etmek is stresinden uzaklagsmalarimi
saglayacaktir. Bredeson (1989) ve Zimmerman (2006) da benzer sonuglara ulagmis,
ogretim gorevlilerinin kendilerini giiglii hissetmelerini saglamanin ve alinan kararlara
onlar1 da ortak etmenin kendilerini daha saygin hissedeceklerini ve giiven
duygularinin artacagini, sonug¢ olarak da yoneticiler ile verimli bir iletisime
gececekleri icin is stresinden uzak kalacaklarini savunmuslardir.

Calismanin sonucuna goére, meslektaslari ile dayanigsma icinde olan dgretim
gorevlileri, birlikte calistiklar1 kisileri olumlu etkilemekte, biitin gorev ve
sorumluluklar1 paylagmaktadirlar. Calisma hayatlarinda hem hirsli, hem de
meslektaslari ile paylasimcidirlar. Calistiklar1 bolimde aktif birer {iye olan ve giinlik
isleri paylasan bu 6gretim gorevlilerinin is stesinden uzak kaldiklar1 belirlenmistir.
Bu sonug, meslektaslart ile dayanisma iginde olan 6gretim gorevlilerinin daha
profesyonel davrandiklarini ve bunun da biitin okuldaki 6gretim gorevlilerinin
davranigini etkiledigini, sonug olarak da is stresini engelledigini savunan Hertzog’un

(2000) bulgular ile tutarhdir. Little (1982), Hargreaves ve Dawe (1990), ve Clark
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(2001) da benzer sonuglar bulmuslar, meslektaslari ile dayanigsma i¢inde olan 6gretim
gorevlilerinin gerek meslektaslari, gerekse yoneticileri ile daha profesyonel bir iligki
kurduklarini, bu durumun da, is stresini engelleyen giivenli bir ortam olusmasini
sagladigimi belirtmislerdir.

Meslektaglar arasi iliski konusunda arastirma sonuglar1 negatif bir dogrusal
iliski gosterdigi halde, Ogretmen Stres Envanterinin parametreleri arasinda farkli
diizeylerde is stresi bulunmustur. Meslege yatirnm (r= -.50, p<.05), disiplin ve
motivasyon (r= -.41, p<.05), meslekle ilgili stress kaynaklar1 (= -.45, p<.05) ve
toplam stress puanindaki (r= -.43, p<.05) iliski orta diizeydedir. Diger parametrelerde
zayif bir iliski bulunmustur, bu da stress kaynaklari ile stress gostergelerinin, 6gretim
gorevlilerinin  meslektaglart ile olan iliskilerinde ¢ok etkili olmadigini
gostermektedir.

Arastirmanin son sorusu olan umursamaz 6gretmen davranisi ile is stresi
arasindaki iligski anlamli ¢ikmistir (= .44, p<.05). Zorunlu olmadig1 taktirde okuldaki
etkinliklere katilmayan, olumsuz davranislar sergileyen ve her an bagkalarinin
kusurunu bumak istercesine davranan Ogretim gorevlileri, digerlerini olumsuz
etkilemektedir. Meslege yatirim, meslekle ilgili sikintilar ve isle ilgili stres
parametrelerinden elde edilen bu sonuglar, bir 6gretim goérevlisinin davranisinin, is
ortamimi nasil algiladigi ile ilgili oldugunu, ve ilgisiz meslektaglarla birlikte
calismaniolumsuz etki yaptigini  savunan Bogler (2001) ve Ostroff (1992)’un
sonuglari ile tutarlidir.

Arastirma sonuglari, umursamaz meslektaglarla ¢alisma ile toplam stress
puani, meslege yatirim, zaman yonetimi, duygusal gostergeler ve isle ilgili
gostergelerde de orta diizeyde bir dogrusal iligski oldugunu ortaya ¢ikarmistir (r= .33 -
35, p<.05). Kyriacou ve Sutcliffe (1978)’in de iddia ettigi gibi, bu sonug,
umursamaz Ogretim gorevlileri ile birlikte c¢alisanlarin orta diizeyde is stresi
hissettikleri seklinde agiklanabilir.

Her ne kadar fakiiltelerde c¢alisan Ogretim gorevlilerinin  umursamaz
davranislar1 diger 6gretim gorevlilerini fazla etkilemiyorsa da, bu durum Ingilizce
Boltimlerinde farklidir, zira ozellikle Hazirlik okullarinda o6gretim gorevlileri
cogunlukla g¢iftler veya gruplar halinde calisirlar. Bir 6grenci grubunun gramer,
konusma ve/veya yazma dersi veren iki veya {i¢ 6gretmeni olabilir. Bu 6gretmenler

uyum i¢inde ¢alismak ve miifredati bir onceki 6gretmenin kaldigi yerden devam
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ederek uygulamak zorundadirlar. Bu nedenle umursamaz bir meslektasla ¢alismak
onlarda is stresi yaratmaktadir.

Pratik uygulamalar: Orgiit ikliminin nasil algilandiginin anlasilmasi,
Ingilizce 6gretim gorevlilerinin is stresini engellemede yararli olabilir. Bu ¢alismanin
sonuclarmin da gosterdigi gibi, pozitif bir orgiit ikliminin is stresini engelledigi
dikkate alinirsa, yoneticilere destekleyici davraniglarda davranmalari ve olumlu bir
orgiit iklimi olusturmalart 6nerilebilir. Bryk, Sebring, Allensworth, Luppescu, ve
Easton (2010) da, destekleyici iliskilerin orgiit ikliminde 6nemli oldugunu ve is
stresini engelledigini savunmuslardir. Is stresinden uzak kalmanin daha etkili bir
calisma ortami saglamasit kadar, stres altinda c¢alismanin da giivensizlik ve
savunmasizlik duygusu, basa ¢ikamama, depresyon ve endise gibi olumsuz durumlar,
hatta kardiyovaskiiler ve gastronomik sorunlar yarattigi belirlenmistir (Evans ve
Jonhson, 1990; Rahim ve Afza, 1993; Igbaria ve Guimaraes, 1999; Cetinkanat,
2002). Yoneticiler, daha etkili bir egitim elde edebilmek ve 6gretim gorevlilerinin
icsel doygunlugunu saglayabilmek i¢in gayret etmelidir. Saglikli bir iklimde c¢alisan,
alinan kararlarda katkisi olan, 6zerk ve saygin olan 6gretim gorevlilerinin 6zsaygilari
gelisir. Ogretim gorevlilerinin is stresinden uzak kalmalarmi saglayan ozellikler,
elindeki gilicii paylasan, birlikte calistig1 insanlarin gereksinimlerine duyarli olan,
onlara mesleklerinde kendilerini gelistirmeleri i¢in olanak taniyan ve islerini en iyi
sekilde yapmalarina katkida bulunan destekleyici bir yoneticinin ozellikleri ile
tutarlidir. Bu baglamda, yoneticilerin, ogretim gorevlilerinin etkin g¢aligmasina
katkida bulunan profesyonel liderler olmasi gerektigi soylenebilir.

Yoneticilerin profesyonel liderler olmasi kadar, 6gretim gorevlilerinin is
stresi ile basa ¢ikabilmek i¢in egitilmeleri de 6nemlidir. Bunun i¢in, meslektaslar
aras1 iletisimi gelistirmek yararli olabilir ve bu da yoneticinin olumlu etkisi ile
saglanabilir. Gerek yoneticinin, gerekse 6gretim gorevlilerinin davranislari okuldaki
orgiit iklimine katkida bulunur, ve karsilikli giiven ve saygmin oldugu, gii¢li bir
orgiit iklimi yaratabilir. Kuvvetli sosyal iligkiler 6gretim gorevlilerinin birbirlerini
daha iyi tanimalarii ve birbirlerine destek olmalarini saglar,tim bunlar da is stresini
engeller.

Bu ¢alismanin sonucu, kuvvetli bir sosyal orgiit ikliminin gerekliligine ek
olarak, egitim yoneticisi yetistirme konusunda da degerlendirilebilir. Ingilizce
Bolimlerinde yoneticiler Yabanci Diller yiiksek Okulu Mudiirii tarafindan atanir. Bu

kisilerin yonetim konusunda herhangi bir egitimleri olmadig1 goz oniine almirsa,
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gorevlerini 6gretmenlik nitelikleri ile siirdiirdiikleri sOylenebilir. Bu arastirmanin
sonucuna gore, yapilacak isler igin yeterli siire veren, ¢ok fazla veya gereksiz
islerden kaginan, alinan kararlarda 6gretmenlerin katkisini da saglayan, mesleki
gelisim i¢in olanak taniyan ve 6gretmenlere saygi duyan yoneticiler 6gretmenlerin is
stresinden uzak kalmalarinda etkili olmaktadir. Bu nedenle yoneticilerin saglikli bir
orgiit iklimi olusturabilmeleri, is stresini engelleyip, ©Ogretim gorevlilerinin
mesleklerinde gelismelerini saglayabilmeleri i¢in egitilmeleri gereklidir.

Oneriler: Bu arastirmanin sonucu, Ankara’da bulunan iki devlet ve ii¢ vakif
tiniversitesinde ¢alisan 6gretim gorevlilerinin diisiinceleri ile sinirlidir. Ankara’daki
bes tiniversitede calisan Ingilizce 6gretim gorevlisi/okutmanlarin algiladiklart is
stresi ile orgit iklimi arasindaki iliskiyi incelemistir. Sonuglar sadece verilerin
toplandig1 bolumlerde ¢alisan 6gretim gorevlilerinin 6zelliklerini ve algilamalarini
yansitmaktadir. Bu nedenle, ayni arastirmanin farkl sehirlerde ve farkl
tiniversitelerde yapilmasi, bu aragtirmanin sonug¢larinin genellenebilmesi i¢in
gereklidir.

Uygulanan Ogretmen Stres Envanteri, Fimian (1988) tarafindan Ingilizce
olarak gelistirilmis, Kiziltepe (2007) tarafindan Tirk¢e’ye ¢evrilmistir. Veri toplama
stirecinde bazi katilimcilar envanterdeki sorulari anlamamiglar ve arastirmacidan
aciklama yapmasini istemislerdir. Bu nedenle, Stres Envanterinin Tiirk¢e ¢evirisinde
bazi tanimlamalar yapmak, katilimeilarin sorular1 daha kolay yanitlayabilmeleri i¢in
kolaylik saglayacaktir.

Buna ek olarak, bu ¢alisma nicel arastirma olarak tasarlanmistir fakat nitel
yontemler de kullanilabilir. Calismadaki tiim veriler anketlerdeki sabit sorular ile
toplanmistir ve bu nedenle katilimcilarin  fikirlerini tanimlama ve/veya aciklama
firsat1 olamamistir. Bu tiir fikirleri elde edebilmek i¢in anketteki sorulara ek olarak
actk uc¢lu sorular da hazirlanabilir. Nitel arastirma yontemi olarak, Ogretim
gorevlilerinin is stresi ile ilgili fikirlerini almak i¢in goriismeler de yapilabilir.

Arastirmadaki bes iiniversiteden dort tanesinde egitim dili ingilizce’dir, bir
tanesinde ise kismen Ingilizce egitim yapilmaktadir. Baz1 fakiiltelerdeki derslerin
%30’u Ingilizce’dir. Bu arastirma Ingilizce boliimlerinde yapildigi icin, bu bilgi
onemlidir zira egitim dili ingilizce olan iiniversitelerdeki , 6gretim gorevlileri daha
etkili ve verimli ¢alismak zorundadir, bu da onlarin is stresine katkida bulunabilir.

Bu arastirmada, very toplanan tiniversitelerin egitim dili ile ilgili bir degisken yoktur,
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o nedenle bu durumu belirleyen bir degiskenin eklenmesi gelecek g¢aligmalar igin
yararli olabilir.

Veri toplamanin zamanlamasi da arastirma sonuglarinin igerigi ile ilgili bir
engel olusturabilir. Veriler, ¢ok sikintili bir zaman olan Haziran ayinda toplanmstir.
Bu ayda tiim 6gretim gorevlileri 6dev, proje ve sinav kagidi okudugu ve sene sonu
icin gereken islemleri yaptig1 icin stresli bir donem yasamaktadir. Tam bu sirada
toplanmis olan verilerin igerigi i stresinden etkilenmis olabilecegi igin, ileride
yapilacak arastirmalarda bu konunun dikkate alinmasi gerekir.

Tiim bunlardan bagka bir etken de, farkli iiniversitelerdeki Ingilizce 6gretim
gorevlilerinin farklt ders yiiklerinin olmasidir. Bazi tiniversitelerdeki 6gretim
gorevlileri bir akademik yil boyunca ayni 6grencilere ders verirken, basa
tiniversitelerdebu durum her donem veya sekiz haftalik donemlerle degismektedir.
Sik sik farkli 6grencileri tanimak zorunda olmak 6gretim gorevlilerinin is streslerini
etkileyebilir. Bu nedenle, boyle bir degiskenin de aragstirilmasi yararli olacaktir.

Sonug¢: Stresle basa cikabilmeyi 6grenmek Ogretim gorevlilerine cesitli
yararlar saglamaktadir ve bu arastirmanin sonucu onlara kendilerini daha iyi
hissetmeleri igin yararli olabilir. Ogretim gorevlilerinin is stresi kiiciimsenemeyecek
kadar onemlidir. Bu konuda karar verme yetkisi olanlar ve egitimciler, 6gretim
gorevlilerinin i stresi altinda  ezilebilecegini  fakat sikintilarmi  dile
getiremeyebileceklerini anlamalidirlar. Geng neslin gelecegimiz oldugu bir gergektir,
fakat tiniversitelerdeki egitimin ilk basamagi da Ingilizce hazirlik okuludur. Geng
neslimizin ve toplumumuzun iyiligi i¢in, Ingilizce dgretim gorevlilerinin is stresi

sorunu ¢oziimlenmeyi haketmektedir.
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