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Abstract

This study investigated whether sensitivity to punishment that students develop in the academic context is a pre-
dictor of school burnout syndrome, and whether students’ sensitivity to punishment show a significant difference
based on their feelings toward school and sense of belonging. The present study employed a correlational rese-
arch model. The participants of the study were 243 5th, 6th, 7th and 8th graders studying at three state middle
schools in the city of Eskisehir. For analysis, Multiple Regression Analysis and One-Way ANOVA for Unrelated
Samples were employed. In the regression analysis, the factors of punishment sensitivity together were modera-
tely and significantly related to the students’ burnout scores, and these three variables together explained 40%
of the variance in the students’ school burnout. ANOVA and Shefee test results showed that the punishment
sensitivity of the students who had positive feelings towards school and those who felt they belong in the school
were higher than the students who had negative feelings and did not feel they belong in the school. This study
also shows parents, teachers and school administrators that they should not be deceived by the short-term and
temporary benefits of punishment.
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Oz

Bu ¢alismada 6grencilerin akademik baglamda gelistirdikleri ceza hassasiyetinin okul tiikenmiglik sendromunun
bir yordayicisi olup olmadigi ve 6grencilerin ceza hassasiyetlerinin onlarin okula yonelik duygulari ve okula aidi-
yet hislerine gore anlamli bir farklilik gosterip gostermedigi arastirilmistir. Bu ¢alisma iligkisel tarama modelin-
dedir. Arastirmanin ¢alisma grubu Eskisehir merkezinde yer alan ti¢ devlet ortaokulunda 6grenimini siirdiiren,
5, 6,7 ve 8. sinifa devam eden toplam 243 6grenciden olusmaktadir. Veriler Coklu Regresyon Analizi ve iligkisiz
Orneklemler igin Tek Faktorlii Varyans Analizi ile analiz edilmistir. Regresyon analizi sonuglarina gore ceza
hassasiyetinin faktorleri birlikte, 6grencilerin okul tiikkenmigligi puanlar ile orta diizeyde ve anlamli bir iligki ver-
mektedir. Bu ii¢ degisken birlikte 6grencilerin okul titkenmisligindeki toplam varyansin %40’ agiklamaktadir.
ANOVA ve Shefee testi sonuclart okula yonelik olumlu duygusu olan 6grencilerin ve kendini okula ait hisseden
ogrencilerin akademik baglama iliskin ceza hassasiyetlerinin okula yonelik olumsuz duyguya sahip ve kendini
okula ait hissetmeyen 6grencilerden daha yiiksek oldugunu gostermistir. Bu ¢aligma ayn1 zamanda 6grenci velisi
olan anne ve babalara, égretmenlere ve okul yoneticilerine cezanin kisa siireli ve gecici faydalarina aldanmama-
lar1 gerektigini bir kez daha gostermektedir.

Anahtar Kelimeler: Ceza hassasiyeti, okul tiikenmisligi, okula yonelik duygu, okula aidiyet hissi.
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Introduction

One of the most important problems and goals of education systems is to
develop positive feelings of students toward schools (Della Fonte, 2007; Little
and Ellison, 2015). Sometimes schools might become a source of burnout. One
of the reasons behind burnout may be punishments that students face in schools.
In order for students to develop positive feelings toward school and to increase
their sense of belonging in school, the factors that may affect these variables
positively as well as negatively should be explained. This study is conducted to
respond this need.

Academic competition affects parents as well as their children. Parents be-
come ignorant even regarding their children’s needs of recreation and enterta-
inment, and only want children who study for their courses. As a reflection of
this, a range of studies now focus on school burnout at middle school and high
school levels (Aypay, 2011, 2012; Aypay and Eryilmaz, 2011a, 2011b; Bas, 2012;
Capulcuoglu and Giindiiz, 2013; Salmela-Aro and Tynkkynen, 2012; Walburg,
2014).

To enhance students’ participation to academic activities, parents and teac-
hers often use reward and punishment practices. Although it is not desirable to
use punishment as a method in education (Sullivan, Johnson, Owens and Con-
way, 2014), it is an indispensable part of educational environments (Giiltekin,
2013) due to its effect of quickly suppressing behavior. Ching (2012) found that
when 45% of students know that their teacher does not punish in the classroom,
they misbehave. However, there may be long-term consequences of punishment
along with its short-term and temporary benefits (Giiltekin, 2013) such as af-
fecting students’ academic life (Ahmad, Said and Khan, 2013; Arif and Rafi,
2007; Ilegbusi, 2013; Naz, Khan, Daraz, Hussain and Khan, 2011) and also the-
ir psychological and behavioral characteristics negatively (Morrow and Singh,
2014; Naz et al., 2011). Another serious consequence punishment is that punish-
ment sensitivity related to the academic context may develop in students. Such
sensitivity may turn them into students who fear of being punished (Morrow and
Singh, 2014) and try to avoid it, and develop over-sensitivity to punishment.

Punishment sensitivity may be defined as individuals’ overreaction to thre-
atening situations or the negative consequences of their actions with a high level
of anxiety (Gray, 1990, 1991; McNaughton and Corr, 2004). Individuals with a
high level of punishment sensitivity mostly choose the ways that would protect
themselves from the negative consequences in the case of such situations (McNa-
ughton and Corr, 2004). And feelings such as anxiety, fear, sadness and inhibi-
tion accompany the sensitivity to punishment (Gray, 1991). Gray (1990) claims
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that Behavioural Inhibition System (BIS) lies behind the psychological indicators
of sensitivity to punishment and BIS is a biological system that is sensitive to
punishment, unrewardedness and innovation clues. In the literature, there are
findings showing that positive relationships exist between BIS and anxiety, being
neurotic, negative feelings, fear, obsession, low self-respect, social introverted-
ness and depression (Segarra, Ross, Pastor, Montan e “s, Poy and Molto ", 2007).

Findings revealing that punishment sensitivity and stress are related can be
found in some studies (Carver and White, 1994; Heponiemi, Keltikangas-Jarvi-
nen, Kettunen, Puttonen and Ravaja, 2004; Van Der Linden, Beckers and Taris,
2007). Individuals respond with psychological and physiological symptoms when
they perceive stress. These symptoms usually come out as nervousness/anxiety,
difficulties to concentrate, fatigue, headaches, back pain and mood swings (An-
sari, Oskrochi and Haghgoo, 2014). These effects are quite similar to those of
punishment sensitivity. Van der Linden et al. (2007) claimed that punishment
sensitivity was a dispositional source of stress. Based on this opinion, when stress
sources due to work are more frequently seen or become more apparent, indivi-
duals with punishment sensitivity show a more powerful and increasing reacting
to stress. This relationship between punishment sensitivity and stress makes one
think that burnout syndrome developing as a result of long-time strain against
increasing demands and punishment could be closely related.

School is the context containing both punishment practices and school bur-
nout which describes students’ burnout. Increasing competition and stress in
educational environments arises the risk of students’ developing school burnout
starting from very early ages. Some studies show that middle school students
develop school burnout syndrome (Bas, 2012; Zhang, Klassen and Wang, 2013).
School burnout is described as the burnout syndrome caused by the “extreme”
demands of school and education from students (Aypay, 2011, p.512) which is
perceived as longterm stress factor by students (Yusoff, 2010). The stress, of co-
urses, can provoke elements of school burnout.

Studies have focused on school burnout as a risk factor that should be con-
sidered for students’ psychological health and academic life. For instance, a ne-
gative correlation was reported between students’ levels of school burnout and
their school participation (Schaufeli, Martinez, Pinto, Salanova, and Bakker,
2002). In other words, students who experience high levels of school burnout
show low levels of participation to school. Students’ development of school bur-
nout syndrome causes a decrease in their academic self-efficacy (Duru, Duru and
Balkis, 2014). School burnout can even lead to drop-out from school as a more
severe consequence (Bask and Salmela-Aro, 2013; Dyrbye, Thomas, Power, Dur-
ning, Moutier, Massie Jr. et al., 2010). A consequence that is more serious than
all these is that school burnout may cause suicidal feelings in students (Dyrbye,
Thomas, Harper, Massie Jr, Power, Eacker et al., 2009). It is of significance to
study the phenomenon of school burnout syndrome that is a risk factor, which
should be taken seriously for students’ psychological health and academic life, in

223



Ayse Aypay

terms of different dimensions. This is because identifying the factors that cause
school burnout or increase the tendency to develop burnout syndrome is of great
important for developing precautions and policies against this syndrome.

Based on Van Der Linden et al.’s (2007) interpretation that punishment
sensitivity is a dispositional source of stress, it is thought that students with high
sensitivity to punishment with regard to the academic context may become more
inclined to develop school burnout syndrome compared to those with low sensiti-
vity. No studies have been encountered which focused on the relationship betwe-
en punishment and burnout phenomenon in the literature. Therefore, this study
investigated whether the sensitivity to punishment that students develop related
to the academic context is a predictor of school burnout syndrome. It also exami-
ned whether their sensitivity to punishment show a significant difference based
on their feelings towards the school and sense of belonging. Because from social
psychological perspective one may think that students who love school and see
themselves part of school would be more sensitive to punishment in this context.
The findings of this study may provide an important clue to mental health experts
who would work with a student who has developed school burnout syndrome and
may provide awareness on potential danger of punishment sensitivity to parents,
teachers and school administrators. The study sought to respond the following
questions:

1. To what extent, punishment sensitivity in academic context predicts
school burnout?

2. Does the punishment sensitivity in academic context differ based on
feeling towards school?

3. Does the punishment sensitivity in academic context differ based on
sense of belonging in school?

Method

Research Design

This study investigated whether the levels of punishment sensitivity in aca-
demic context predicts school burnout and whether the punishment sensitivity in
academic context differs based on feeling towards school and sense of belonging
in school. Since this study investigated the relationships among these variables,
it is a correlational study.

Sample

The participants of the study were 243 5th, 6th, 7th and 8th graders studying
at three state middle schools in the city of Eskisehir. The participants were se-
lected through typical case sampling that is a purposive sampling method. Three
state middle schools located in neighbourhoods with families having low, middle
and high socio-economic status in the Eskisehir province were chosen, and the
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sample consisted of the voluntary students studying in these schools. The dist-
ribution of the students based on schools are 80 (32.9%), 86 (35.4%) and 77
(31.7%). 128 of the students were female (52.7%), and 115 were male (47.3%).
58 of the students were at Sth grade (23.9%), 62 at 6th grade (25.5%), 60 at 7th
grade (24.7%), and 63 at 8th grade (25.9%).

Data Gathering Tools

In order to identify the students’ feelings and sense of belonging towards
school, two questions were asked in the form of a 5-point scale. The question
about the students’ feelings towards school were responded as follows: [“I like
school very much” (5), “I like school” (4), “I don’t have a positive or negative
feeling towards school” (3), “I don’t like school” (2) and “I hate school” (1)]. On
the other hand, the responses to the question about sense of belonging to school
read as the following: [“I definitely see myself as part of this school” (5), “I see
myself as part of this school” (4), “I sometimes see myself as part of this school”
(3), “I don’t see myself as part of this school” (2) and “I don’t see myself as part
of this school by no means” (1)]. As for identifying the students’ sensitivity to
punishment in the academic context and their school burnout levels, two scales
that are elaborated below were employed.

Scale of punishment sensitivity in the academic context (SPSAC) for middle
school students. The scale, which was developed by the Aypay (2015), consists of
9 items rated as Strongly Agree (4), Agree (3), Somewhat Agree (2) and Strongly
Disagree (1). Exploratory Factor Analysis (EFA) was performed to half of the
data that were gathered from 741 students at five state middle schools in the
city of Eskisehir, and Direct Oblimin Rotation Technique was used. The KMO
value of SPSAC was found as .80, and the Bartlett’s test result was significant
(X2(36)=1271,166, p<.01). As a result of EFA, three factors having an eigenva-
lue higher than 1 (3.47, 1.39, 1.09 respectively) and explaining 66% of the total
variance (38.64%, 15.48% and 12.12%) were revealed. The common variances
of the three factors ranged from .54 to .78. After rotation, each factor contained
three items. The factors were labeled as Inhibition Due to Punishment (IDP),
Negative Attitudes towards Punishment Contexts (NATPC) and Regulatory
Effect of Punishment (REP). A sample item for each dimension is as follows,
respectively: [“If I think that I would get a negative reaction from the teacher, I
don’t answer a question even if I know the answer.”, “I don’t like school because
it is a place where you get punished.”, “I mostly study not to get punished at
home or at school.”’] In the CFA, the chi-square value calculated for data fit was
significant, x2(24)=41.03, p<.01. The ratio ¥*/sd=2.92 which took into account
the effect of sample size was found to be quite low. The other goodness-of-fit
indexes [GFI=.96, AGFI=.93, PGFI=.95, RMSEA =97, CFI=.98] for the model
indicated a good model-data fit. The correlations between the scale factor scores
and total score and the sub-factors of the Nowixki-Strickland Internal-External
Control Scale were calculated as -.79 and -.49, which indicates the criterion va-
lidity of SPSAC. The split-half reliability coefficients for the SPSAC factors and
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the total score were .79, .76, .67 and .83, respectively. The Cronbach Alpha relia-
bility coefficients were respectively .80, .75, .61 and .80. The test-retest reliability
for the whole SPSAC was .80. The item-total correlations for the all items ranged
between .30-.60 and the t-values were significant, p=.00.

Elementary school student burnout scale for grades 6-8 (ESSBS). The scale
was developed by Aypay (2011) by gathering data from a total of 691 students at
10 state middle schools in the city of Eskisehir. In the scale consisting of 26 items
rated as Strongly agree (4), Agree (3), Disagree (2) and Strongly Disagree (1),
the items 3, 6, 9, 15, 19 and 24 were scored reversely. A for the construct validity
of the scale, the dataset were split into two groups as EFA and CFA. The KMO
value of SBSMSS was found as 0.93, and the Bartlett’s test result was significant
(2 946)=3831,155, p<.01). As a result of EFA, four factors having an eigenvalue
higher than 1 (6.29, 3.10, 2.94 and 2.89 respectively) and explaining 59% of the
total variance (24.2%, 11.95%, 11.34% and 11.12%) were revealed. The common
variances of the three factors ranged from .37 to .75. After rotation, the numbers
of items in the factors were respectively 12, 5, 4 and 5. The factors of ESSBS were
labeled as Burnout from School Activities (BSA), Burnout from Family (BFF),
Incompetence in School (IIS) and Lack of Interest in the School (LIS). A sample
item for each dimension is as follows, respectively: “I'm tired of studying.”, “I'm
bored of my parents’ wanting more than I can do about my school achievement.”,
“I often feel incompetent while doing my homework.”, “I don’t want to go to
school.”] The sub-factors of ESSBS were strongly related to the whole scale, and
moderately related to each other. In the CFA applied to the second half of the
dataset, the chi-square value calculated for the model-data fit was significant,
[x?>=787.6, df=293, p<.01]. The ratio %787.6/293= 2.68 which took into account
the effect of sample size was found to be quite low. The other goodness-of-fit
indexes [GFI=.94, AGFI= 91, PGFI=.07, RMSEA =91, CFI=.89] for the model
showed a good model-data consistency. The correlations between the total and
sub-factor scores of Stress Related to Academic Expectations Inventory, which
was used as criterion validity, were between .20-.38, positive and significant. The
Cronbach alpha internal reliability coefficients calculated for the BSA, BFE IIS
and LIS, sub-dimensions of ESSBS, were .92, .83, .76 and .81, respectively. Split-
half test reliability values were .81, .72, .65 and .65. High scores in the scale refer
to high school burnout level while low scores to low burnout level.

Procedure

The instruments were administered to students in the class hours that were
allowed by the schools. After the necessary instructions were given to the stu-
dents, the scale forms were distributed. Although the forms were filled by 265
students, the forms of 22 students were not included analysis since they did not
respond to some of the items, and therefore the analyses were performed on the
data gathered from 243 students.
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Data Analysis

The data were analyzed using Multiple Regression Technique and One-Way
ANOVA for Unrelated Samples. To determine whether students’ sensitivity to
punishment in the academic context predicted their school burnout, Multiple
Regression Technique was employed. To determine whether students’ sensitivity
to punishment in the academic context differed based on their feelings towards
school and sense of belonging in the school, One-Way ANOVA for Unrelated
Samples was used. Between-group differences were identified using Scheffe test.
Prior to the analyses about the students’ feelings and sense of belonging towards
school, the responses obtained from students on a 5-point scale were reduced
to a 3-point scale to represent “positive”, “negative” and “neutral” perceptions
regarding their feelings and sense of belonging. For this purpose, the feelings
towards school were re-coded: the responses in the form of “I like school very
much” and “I like school” were coded as “Positive feeling towards school” (3).
The response “I don’t have a positive or negative feeling towards school” was co-
ded as “Neutral feeling towards school” (2). Lastly, the responses “I hate school”
and “I don’t like school” were coded as “Negative feeling towards school” (1).
Variance analysis was performed to determine whether there was a significant
difference between the punishment sensitivity levels of these three groups. A
similar process regarding the reduction of 5-point scale to 3-point was also fol-
lowed for the sense of belonging to school. Before the analyses, to exclude the
outlier values from the data set Mahalanobis distance was calculated. The signi-
ficant values at the level of p = .001 excluded from the data set as outlier values
(Mertler and Reinhart, 2016). To check whether the data normally distributed,
means, medians, and modes were calculated along with skewness. The skewness
was considered acceptable because it was between 0 and 1. The skewness coeffi-
cient was divided into its standard error and the value showed that the data was
normally distributed (Biiyiikoztiirk, 2017).

Results

Findings on the Predictive Role of Punishment Sensitivity on School Burnout

This study focused on the variables of school burnout syndrome scores and
sub-dimension scores of middle school students’ sensitivity to punishment in the
academic context (Inhibition due to punishment, negative attitudes towards pu-
nishment contexts and regulatory effect of punishment). The results of the reg-
ression analysis regarding the prediction of school burnout based on the punish-
ment sensitivity sub-dimension scores were presented in Table 1. Examining the
bidirectional and partial correlations between the predicting and the dependent
variables presented in Table 1, there was a positive and moderate relationship
(r=.40) between inhibition due to punishment and school burnout while control-
ling for the other two variables the correlation between these two variables were
r=-.30. There was a positive and moderate correlation between negative attitu-
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des towards punishment contexts and school burnout (r=.58), and controlling
for the other two variables, this correlation was r=.53. There was a positive and
weak correlation between regulatory effect of punishment and school burnout
(r=.20), and controlling for the other two variables, this correlation was r=-.06.
Table 1

Multiple Regression Analysis Results for Predicting School Burnout

Variable B Std. B t p Zero-order Partial
Error B r r
Constant 31.645 2.455 _ 12.890 .000

Inhibition due to

. 1.624 0.278 .28 5.840 .000 40 .30
Punishment

Negative Attitudes
Towards Punish- 3.420 0.292 52 11.697 .000 .58 .54
ment Contexts

Regulatory Effect 55, 0317 -05  -1108 269 20 -06
of Punishment

R=.63 R = 40

Fppp = 76.22 P=.00

(3-340)

In the regression analysis, the variables of inhibition due to punishment,
negative attitudes towards punishment contexts and regulatory effect of punish-
ment together were moderately and significantly related to the students’ burnout
scores, (R=.63, R?=.40, p<.01). These three variables together explained 40%
of the total variance in the students’ school burnout. According to the standar-
dized regression coefficient (), the relative order of importance of these three
predicting variables on school burnout was; negative attitudes towards punish-
ment contexts, inhibition due to punishment and regulatory effect of punishment.
Based on the T-test results related to the significance of the regression coeffici-
ents, it was found that the variables of negative attitudes due to punishment and
behavioural inhibition due to punishment were significant predictors of school
burnout. According to the results of the regression analysis, the regression equa-
lity related to the prediction of school burnout is as follows:

School Burnout = 31.645 + 1.624 Inhibition Due To Punishment + 3.420
Negative Attitudes Towards Punishment Contexts -.351 Regulatory Effect Of Pu-
nishment

Findings on Whether Sensitivity to Punishment in the Academic Context Differ
Based on Feelings towards School and Sense of Belonging in the School

To determine whether middle school students’ sensitivity to punishment in
the academic context differed based on their feelings towards school and sense
of belonging in the school, One-Way ANOVA for Unrelated Samples were used.
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The ANOVA results are presented in Table 2.
Table 2

ANOVA Results of SPSAC Based on Feelings towards School and Sense of Belon-
ging in the School

Source of Sum of df Mean F (p)
Variance Square Square
Feelings Towards School Between 645.17 2 322.58 7.97 .00
Groups
Within Gro- 18580.13 459 40.48
ups
Total 19225.31 461
Sense of Belonging in the Between 720.76 2 360.38 8.94 .00
School Groups
Within Gro- 18504.54 40.31
ups 459
Total 19225.31 461

p<05 "p<01 "p<001

As can be seen in Table 2, the SPSAC total mean scores significantly differed
based on the students’ feelings towards school [1= Positive feelings towards school
(I'love school very much/ I love school), 2= Neutral feelings (I do not have positive/
negative feelings towards school) and 3= Negative feelings towards school (I do not
like school/ I hate school)], [F(2_45g):7,97, p<.01]. According to the Scheffe test, the
difference in the students’ SPSAC total scores was between those marking the first
option (positive feelings towards school) and the third option (negative feelings to-
wards school), and the score means of those marking the first option were higher than
those marking the third option (1%t option X=21.78; 3" option X=18.54). In other
words, the punishment sensitivity of the students who had positive attitudes towards
school was higher than those who had negative attitudes.

The SPSAC total score means significantly differed based on the students’ sense
of belonging in the school [1= Feeling belonged in the school (I definitely see myself a
part of the school/ | see myself a part of the school), 2= Feeling somewhat belonged in
the school (I see myself somewhat a part of the school) and 3= Not feeling belonged in
the school (I do not see myself a part of the school/ | definitely do not see myself a part
of the school)], [F(2_459)=8,94, p<.01]. According to the Scheffe test, the difference in
the students’ SPSAC total scores was between those marking the first option (feeling
belonged in the school) and the third option (not feeling belonged in the school), and
the score means of those marking the first option were higher than those marking the
third option (1%t option X=22.31; 3" option X=18.66). In other words, the punish-
ment sensitivity of the students who felt themselves belonged in the school was higher
than those who did not.
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In order to determine to what extent the independent variable was effecti-
ve on the dependent variable, eta-squared that is also referred to as effect size
was calculated. Although there was a significant difference between the students’
levels of punishment sensitivity in the academic context based on their feelings
towards school, the eta-squared value that was calculated as .03 showed that fee-
lings had a low effect size on punishment sensitivity. While there was a significant
difference between the students’ levels of punishment sensitivity in the academic
context based on their sense of belonging to school, the eta-squared value that
was .04 showed that the sense of belonging to school had a low effect size on
punishment sensitivity in the academic context.

Discussion, Conclusion and Recommendations

According to the results of the regression analysis in which the relationships
between middle school students’ sensitivity to punishment in the academic con-
text and school burnout were examined, as the students’ scores in inhibition due
to punishment and negative attitudes’ toward punishment contexts increased,
their school burnout levels also increased. Individuals with high punishment sen-
sitivity choose the actions that would affect them more negatively in the case of
situations threatening for them (McNaughton and Corr, 2004), they are shocked
behaviorally, and use their energy on the situation which they perceive as threa-
tening so intensely that (Corr, Pickering and Gray, 1997; Gray, 1987; Gray and
McNaughton, 2000) they cannot use adaptive defence or coping strategies to sol-
ve their problems. This situation might make individuals with high punishment
sensitivity potential candidates for burnout syndrome.

Based on these statements, the possible interpretation of the above mentio-
ned finding could be that as students get punished in academic contexts, they are
likely to develop sensitivity to punishment, and the fear and anxiety due to this
sensitivity cause stress that cannot be controlled after a while. Students who start
reacting to this stress with maladaptive defense and coping strategies or hesitati-
on and avoidance strategies diverge from solving their problems in the academic
context, and are even trapped into a vicious cycle leading to new problems. As a
result of these vain efforts, burnout syndrome may develop in students.

The findings in the literature shows that punishment inhibits learning (Jyoti
and Neetu, 2013), decrease student success (Ahmad et al., 2013; Arif and Rafi,
2007; Naz et al., 2011) and make them unhappy and sad (Morrow and Singh,
2014). Punishment sensitivity cause high level of anxiety (Gray, 1990, 1991;
McNaughton and Corr, 2004), inhibit behaviors; cause individuals to intensi-
vely focus on the threatening situation (Corr et al., 1997; Gray, 1987; Gray and
McNaughton, 2000); result in negative emotions such as anxiety, fear, sadness
and suppression in individuals (Gray, 1990, 1991); is positively related to an-
xiety, being neurotic, negative feelings, fear, obsession, low self-respect, being
socially introverted and depression (Segarra et al., 2007); has a relationship with
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stress (Carver and White, 1994; Heponiemi, Keltikangas-Jarvinen, Puttonen and
Ravaja, 2003; Heponiemi et al., 2004; Van Der Linden et al., 2007) and even is
a dispositional source of stress (Van Der Linden et al., 2007). These findings
and arguments support the interpretation why students with high sensitivity to
punishment in the academic context become more inclined to school burnout
syndrome.

The results of ANOVA and Shefee test, which were performed based on
students’ feelings towards school and sense of belonging in the school, showed
that the punishment sensitivity of the students who had positive feelings towards
school and those who feel they belong in the school were higher than the stu-
dents how had negative feelings towards the school and those who did not feel
they belong in the school. This is a finding that is notable and also facilitates un-
derstanding the close relationship between sensitivity to punishment and school
burnout. This finding shows that students who care about experiences in the aca-
demic context and try to be part of these experiences are affected by punishment
practices that they are exposed more severely and negatively than those who have
weak bonds of connection with school and do not care about school experiences.

In other words, if school and experiences related to it are not attributed
any importance in students’ psychological world, they become less sensitive to
the punishment they are exposed to in this context. On the contrary, as students
love school and see themselves part of it, they become more sensitive to pu-
nishment in this context. This finding can be better understood with Cognitive
Dissonance Theory (Festinger, 1957) in social psychology. From the perspective
of this theory, when a student who loves school and cares about his/her experien-
ces at school gets punished at school, he/she has two types of cognition that are
contrary to each other such as “I love school.” and “School punishes me.”. Since
dissonance creates psychological tension (Elliot and Devine, 1994), this situation
causes discomfort in a student with such a conflicting cognition towards school.
This is because school is a place that is important to a student who loves it. In this
way, it is argued that the stress due to the increasing sensitivity to punishment in
students then increases the tendency to school burnout.

The finding that students who love school and feel belonged in the school
are affected more severely and negatively by punishment sensitivity can be better
understood if evaluated along with the results of regression analysis. The reg-
ression results showed that inhibition due to punishment and negative attitudes
towards punishment contexts were able to predict school burnout. Experiencing
inhibition due to getting punished at school and developing negative attitudes
towards school in the context of a student developing love of school and sense of
belonging in the school cause conflict in his/her inner world. These inner conf-
licts and contradictory feelings causing stress leading students to burnout seem
sensible.

Although being conducted with a relatively small sample, this study cont-
ributes to the literature on middle school students’ punishment sensitivity and
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school burnout. Students with high punishment sensitivity are potential candida-
tes for school burnout syndrome. Students who love school and feel belonged in
the school are affected more severely and negatively by punishment sensitivity.

The findings of this study provide an important clue to mental health experts
who would work with a student who has developed school burnout syndrome.
Based on the findings, a mental health expert can first try to prevent punishment
practices at home and school while working with such students. He/she should
raise parents’ awareness on potential danger of punishment sensitivities and co-
operate with them. This can speed up the process of healing the student’s school
burnout syndrome.

This study also shows parents, teachers and school administrators that they
should not be deceived by the short-term and temporary benefits of punish-
ment. The reason is that punishment causes the development of sensitivity to
punishment in students and results in school burnout. Moreover, sensitivity to
punishment affects the students who have developed a love of school and sense
of belonging in the school more negatively compared to other students. Yet, ne-
ither parents nor teachers or school administrators would not want to alienate
students from school. In addition, it would be of great importance to carry out
studies that would investigate the relationships between middle school students’
sensitivity to punishment and other psychological variables such as self-esteem,
substance addiction, depression, school engagement, dropping out of school.
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Tiirkce Siiritm

Giris

Egitim sistemlerinin en 6nemli sorunlarindan ve amaclarindan biri 6gren-
cilerin okulu ve okulla ilgili faaliyetleri severek ve isteyerek egitim yasantilarini
stirdiirmeleridir (Della Fonte, 2007; Little ve Ellison, 2015). Oysa okullar bazen
tiikenmenin nedenlerinden biri haline doniisebilmektedir. Okul tiikenmisliginin
ardindaki nedenlerden biri 6grencilerin okulda maruz kaldiklari cezai uygulama-
lar olabilir. Okullarin 6grenciler icin sevilen ve aidiyet hissedilen baglamlar ola-
bilmeleri i¢in 6grencilerin okulla goniil baglarini artiran ve azaltan faktorlerin ve
bunlar arasindaki iligkilerin ortaya konulacagi calismalara ihtiya¢ duyulmaktadir.
Bu calisma boyle bir ihtiyagtan hareketle planlanmuistir.

Akademik rekabet sistemi 6grenciler kadar onlarin ebeveynlerini de etkile-
mektedir. Anne ve babalar ¢ocuklariin dinlenme ve eglenme gereksinimlerini
gormezden gelip sadece derslerini calisan ¢ocuklar ister hale gelmektedir. Bunun
bir yansimasi olarak artik ortaokul ve lise 6grencilerinde okul titkenmisligi cali-
stlmaktadir (Aypay, 2011, 2012; Aypay ve Eryilmaz, 2011a, 2011b; Bas, 2012; Ca-
pulcuoglu ve Giindiiz, 20013; Salmela-Aro ve Tynkkynen, 2012; Walburg, 2014).

Ogrencilerin  akademik faaliyetlere katilimlarimi artirmak amaciyla
ebeveynler ve 6gretmenler 6diil ve ceza uygulamalarina sikca bagvurmaktadirlar.
Cezanin egitimde bir yontem olarak kullanilmasi istenmemekle birlikte (Sullivan,
Johnson, Owens ve Conway, 2014), davranist hizli bastirma etkisi nedeniyle ceza,
egitim ortamlarinin kac¢inilmaz bir parcgasidir (Giiltekin, 2013). Ching (2012), 6g-
rencilerin %45’inin smifta 6gretmenlerinin ceza vermedigini bildiklerinde yara-
mazlik yaptiklarini belirlemistir. Ancak cezanin kisa siireli ve gecici yararlarinin
yaninda uzun vadeli bedelleri olabilir (Giiltekin, 2013). Ornegin, dgrencilerin
akademik yasantilarin1 (Ahmad, Said ve Khan, 2013; Arif ve Rafi, 2007; Ilegbusi,
2013; Naz, Khan, Daraz, Hussain ve Khan, 2011) ve psikolojik ve davranigsal
ozelliklerini (Morrow ve Singh, 2014; Naz vd., 2011) olumsuz bir bicimde etki-
leyebilir. Cezanin diger ciddi bir bedeli 6grencilerde akademik baglama yonelik
gelisebilecek ceza hassasiyetidir. Boyle bir hassasiyet 6grencileri ceza alma kor-
kusu tastyan (Morrow ve Singh, 2014) ve cezadan kaginmaya ¢aligsan, cezaya karst
asir1 duyarlilik gelistiren 6grencilere doniistiirebilir.

Ceza hassasiyeti, bireyin tehdit iceren durumlara ya da etkinliklerinin olum-
suz sonuclaria yiiksek kaygi diizeyi ile asir1 tepkiler vermesi olarak tanimlana-
bilir (Gray, 1990, 1991; McNaughton ve Corr, 2004). Ceza hassasiyeti yliksek
olan bireyler bu nedenle bdyle durumlarla karsilastiklarinda daha ¢ok kendi-
lerini olumsuz sonuclara karsi koruyacak eylemleri segerler (McNaughton ve
Corr, 2004). Ceza hassasiyetine kaygi, korku, hiiziin ve engellenme gibi olumsuz
duygular eslik etmektedir (Gray, 1991). Gray (1990) ceza hassasiyetinin psikolo-
jik gostergelerinin altinda Davranigsal Ketlenme Sisteminin (DKS) yattigini ve
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DKS’nin ceza, ddiilsiizliik ve yenilik ipuglarina duyarli biyolojik bir sistem oldu-
gunu ileri siirmektedir. Alanyazinda DKS’nin kaygi, norotik olma, olumsuz duy-
gular, korku, obsesyon, diisiik 6z-sayg1, sosyal olarak i¢e kapanma ve depresyon-
la arasinda pozitif yonde iliskiler olduguna (Segarra, Ross, Pastor, Montan“e s,
Poy ve Molto ", 2007) dair bulgular vardir.

Alanyazinda ceza hassasiyeti ve stresin iligkili olduguna dair bulgulara rast-
lanmaktadir (Carver ve White, 1994; Heponiemi, Keltikangas-Jarvinen, Kettu-
nen, Puttonen ve Ravaja, 2004; Van der Linden, Beckers ve Taris, 2007). Bireyler
nesnel ya da algiladiklar1 bir stres kaynagina maruz kaldiklarinda psikolojik ve
fizyolojik belirtilerle cevap verirler. Bu belirtiler genellikle sinirlilik/kaygi, kon-
santrasyon glicliigl, yorgunluk, basagrisi, sirt agris1 ve duygusal calkantilar ola-
rak diga vurulmaktadir (Ansari, Oskrochi ve Haghgoo, 2014). Bu etkiler ceza
hassasiyetinin etkilerine ¢ok benzemektedir. Van der Linden vd. (2007) cezanin
stresin mizaci bir kaynagi oldugunu ileri siirmektedirler. Bu diistinceye gore, is-
ten kaynaklanan stres kaynaklari1 daha sik goriildiigiinde ya da daha bariz bir hale
geldiginde, ceza hassasiyeti olan bireyler digerlerine gore strese daha giiclii ve ar-
tan bir tepki vermektedirler. Ceza hassasiyeti ile stres arasindaki bu iligki, birey-
de strese neden olacak kadar asir1 talepler kargisindaki uzun siireli zorlanmanin
bir sonucu olarak gelisen tiikenme sendromu ile cezanin da bir biri ile yakindan
iligkili olabilecegini diistindiirmektedir.

Okul baglami hem ceza uygulamalariin hem de 6grencilerdeki titkenmis-
ligi ifade eden okul tiikenmisliginin bir arada yer aldigi bir baglamdir. Egitim
ortamlarinda artan rekabet ve stres 6grencilerin ¢cok daha erken yaslardan iti-
baren okul tiikkenmisligi sendromu gelistirme riskini ortaya cikarmaktadir. Bazi
calismalar ortaokul 6grencilerinin de okul tiikkenmisligi sendromu gelistirdikle-
rini ortaya koymaktadir (Bas, 2012; Zhang, Klassen ve Wang, 2013). Okul tii-
kenmisligi, okul ve egitimin 6grenciler tarafindan uzun dénem stres faktori gibi
alginanan (Yusoff, 2010) “asir1” taleplerinin 6grencilerde yol actig1 titkenmislik
sendromunu ifade etmektedir (Aypay, 2011, s.512). Stres siiphesiz okul tiiken-
misligini olusturan elementleri harekete gecirmektedir.

Okul titkenmigliginin 6grencilerin ruh saghigi ve akademik yasamlart agi-
sindan ciddiye alinmasi gereken bir risk faktorii oldugu arastirmalarca orta-
ya konulmustur. Ornegin 6grencilerin okul tiikenmislik diizeyleri ile okula
katilimlar1 arasinda olumsuz yonde korelasyon oldugu belirlenmistir (Schaufeli,
Martinez, Pinto, Salanova, ve Bakker, 2002). Yani yiiksek diizeyde okul tiiken-
misligi yasayan 6grenciler okula daha diisiik oranlarda katilim gostermektedir-
ler. Ogrencilerin okul tiikenmislik sendromu gelistirmeleri akademik 6zyeterlik
duygularinda azalmaya neden olmaktadir (Duru, Duru ve Balkis, 2014). Okul
tiikenmisligi daha ciddi bir olumsuz sonug¢ olarak okulu birakmaya yol agabil-
mektedir (Bask ve Salmela-Aro, 2013; Dyrbye, Thomas, Power, Durning, Mo-
utier, Massie Jr. vd., 2010). Tiim bunlardan daha da ciddi bir olumsuz sonug,
okul tiikenmisliginin 6grencilerde intihar diisiincesi gelistirmeye yol acabilmesi-
dir (Dyrbye, Thomas, Harper, Massie Jr, Power, Eacker vd., 2009). Ogrencilerin
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ruh saglhg ve akademik yasamlari acisindan ciddiye alinmasi gereken bir risk
faktorii durumundaki okul tiikenmigligi olgusunun farkli boyutlari ile ¢aligiimasi
onemli goriilmektedir. Ciinkii okul tiikenmigligine neden olan ya da tiikkenme
sendromu gelistirmeye yatkinligi artiran faktorlerin belirlenmesi 6grencilerin
okul tiikenmigligi sendromu gelistirmelerini Onleyici ve koruyucu tedbir ve
politikalarin gelistirilmesi agisindan dnem tagimaktadir.

Van der Linden vd.’nin (2007) ceza hassasiyetinin stresin mizaci bir kaynagi
oldugu bicimindeki yorumuna dayanarak, akademik baglama yonelik yiiksek ceza
hassasiyetine sahip 6grencilerin daha diigiik ceza hassasiyetine sahip 6grencilere
gore okul tiikkenmisligi sendromu gelistirmeye daha yatkin bir hale geliyor ola-
bilecegi disiiniilmektedir. Alanyazin taramasinda ortaokul 0grencilerinde ceza
hassasiyeti ve tiikenme olgusu arasindaki iliskiye deginen bir ¢calismaya rastlan-
mamistir. Bu nedenle bu calismada 6grencilerin gelistirdikleri akademik baglama
iligkin ceza hassasiyetinin okul tiikkenmisligi sendromunu yordayan bir degisken
olup olmadig arastirilmistir. Bu calisgmada ayrica 6grencilerin ceza hassasiyetle-
rinin onlarin okula yonelik duygularina ve okula aidiyet hislerine gére anlaml
bir bicimde farklilagip farklilasmadig1 da arastirilmistir. Clinkii sosyal psikolojik
bakis agisindan, okulu seven ve kendini okulun bir pargasi gibi gdren 6grencilerin
bu baglamda verilecek cezalara daha duyarh olacaklari diisiiniilebilir. Bu calis-
manin bulgular1 okul tiitkenmisligi sendromu gelistirmis 6grencilerle calisan ruh
sagligl uzmanlarina 6nemli bir ipucu saglayabilir; ebeveynlere, 6gretmenlere ve
okul mudiirlerine de ceza hassasiyetinin potansiyel tehlikeleri konusunda farkin-
dalik saglayabilir. Bu ¢alismada asagidaki sorularin yanit1 aranmistir:

1. Akademik baglamda ceza hassasiyeti okul titkenmigligini yordayan bir
degisken midir?

2. Akademik baglamda ceza hassasiyeti diizeyi okula yonelik duygu dii-
zeylerine gore anlaml faklilik gostermekte midir?

3. Akademik baglamda ceza hassasiyet diizeyi okula aidiyet hissi diizeyle-
rine gore anlamh faklilik gostermekte midir?

Yontem

Aragtirma Deseni

Bu calisma akademik baglamda ceza hassasiyetinin okul titkenmisligini yor-
dayan bir degisken olup olmadigin1 ve akademik baglamda ceza hassasiyetinin
ogrencilerin okula yonelik duygularina ve okula aidiyet hislerine gore farklilasip
farklilasmadigini belirlemek amaciyla yapildigindan iligkisel aragtirma deseninde
bir caligmadir.

Orneklem

Arastirmanin ¢alisgma grubu Eskisehir merkezinde yer alan ti¢ devlet orta-
okulunda 6grenimini siirdiren, 5., 6., 7. ve 8. sinifa devam eden toplam 243 §g-
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renciden olusmaktadir. Arastirma 6rneklemi amacl 6rneklemenin bir tiirii olan
tipik 6rnekleme yontemi ile olusturulmustur. Orneklem Eskisehir’in diisiik, orta
ve yiiksek sosyoekonomik diizeyli semtlerinde yer alan ii¢ devlet ortaokulunda
Ogrenim goren ve arastirmaya katilmaya goniillii olan dgrencilerden olugmak-
tadir. Ogrencilerin okullara dagilimi 80 (%32.9), 86 (%35.4) ve 77°dir (%31.7).
Ogrencilerin 128’1 (%52.7) kiz, 115’ (%47.3) erkektir. Ogrencilerin 581 (%23.9)
besinci sinifa; 62si (%25.5) altinci sinifa; 60’1 (%24.7) yedinci sinifa; 63’ (%25.9)
sekizinci sinifa devam etmektedir.

Veri Toplama Araglar:

Ogrencilerin okula yonelik duygularinin ve aidiyet hislerinin belirlenmesi
amaciyla, bes dereceli bir bicimde yanitlanan iki soru sorulmustur. Ogrencilerin
okula yonelik duygularr ile ilgili soru [“Okulu ¢ok seviyorum” (5), “Okulu seviyo-
rum” (4), “Okula yonelik olumlu ya da olumsuz bir duygum yok” (3), “Okulu sev-
miyorum” (2) ve “Okuldan nefret ediyorum” (1)] bigiminde yamitlanmaktadir.
Ogrencilerin okula aidiyet hisleri ile ilgili soru [“Kendimi kesinlikle bu okulun
bir parcasi gibi gdriiyorum” (5), “Kendimi bu okulun bir parcasi gibi gériiyorum”
(4), “Kendimi biraz bu okulun bir pargasi gibi goriiyorum” (3), “Kendimi bu oku-
lun bir pargasi gibi gérmiiyorum” (2) ve “Kendimi hicbir sekilde bu okulun bir
pargasi gibi gérmiiyorum” (1)] bigiminde yanitlanmaktadir. Ogrencilerin akade-
mik baglamda ceza hassasiyet diizeylerinin ve okul tiikenmiglik diizeylerinin be-
lirlenmesi amaciyla da asagida detaylari verilen iki 6lgek kullanilmistir.

Ortaokul 6grencileri igcin akademik baglamda ceza hassasiyeti dlcegi (ABC-
HO). Aypay (2015) tarafindan gelistirilen 6lgek, Tamamen katiliyorum (4), Kati-
liyorum (3), Biraz katiliyorum (2) ve Hig katilmiyorum (1) bigiminde puanlanan
9 maddelik bir Olgektir. Eskisehir il merkezindeki 5 devlet ortaokulundan top-
lam 741 6grenciden toplanan verilerin yarisina 6lgegin faktor yapisimi belirle-
mek amaciyla Acimlayict Faktor Analizi (AFA) uygulanmis ve Direct Oblimin
Doéndiirme Teknigi kullaniimistir. ABCHO'ye ait KMO degeri 0.80; Bartlett’s
Testi sonucu (y (36) —1271 ,160, p<.01), manidar bulunmustur. AFA sonucunda,
6z degeri 1’den biiyiik olan sirasiyla (3.47, 1.39, 1.09) ve toplam varyansin %
66’sm1 (% 38.64, % 15.48 ve % 12.12) aciklayan ii¢ faktor elde edilmistir. Ug
faktoriin ortak varyanslari .54 ile .78 arasinda degismektedir. DOndiirme son-
rasinda, Olgek faktorlerinin her biri iger madde igermistir. Faktorler [Cezadan
Otiirii Ketlenme (COK), Ceza Baglamlarina Kargi Olumsuz Tutum (CBKOT)
ve Cezanin Diizenleyici Etkisi (CID)] olarak adlandirilmistir. Her bir boyutun
icerdigi maddelere birer ornek faktor sirasi ile soyledir: [“Derslerde cevabin bil-
digim halde 6gretmenden ters bir tepki alabilecegimi diigiiniirsem o soruya cevap
vermem.”, “Okulu ceza verilen bir yer oldugu i¢in sevmiyorum.”, “Cogu zaman
evde ya da okulda ceza almamak i¢in ders calisirim.”] Yapilan DFAda model veri
uyumuna iliskin hesaplanan ki-kare degeri manidardur, 2, =41.03, p<.01. Or-
neklem biiyiikliigiiniin etkisinin de hesaplamaya dahil edildigi (x*/sd=1.75) oran
oldukga diisitk bulunmustur. Modele ait diger uyum iyiligi indeksleri [GF1=.96,
AGFI=.93, NFI=.95, NNFI=.97, SRMR=.05, RMSEA=.05, CFI=.98] model-
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veri uyumunun iyi oldugunu gostermektedir. Olcegin faktorleri ve toplam puani
ile Nowicki-Strickland Ic-Dis Denetim Odagi Olgeginin alt faktorleri arasinda
-.17 ve -.49 arasinda hesaplanan korelasyonlar ABCHO’niin 6lgiit gegerligine
isaret etmektedir. ABCHO faktérleri ve toplam puant igin iki yari test giivenirlik
katsayilari sirastyla .79, .76, .67, .83’tiir. Cronbach Alpha giivenirlik katsayilar: da
sirasiyla .80, .75, .61, .80°dir. ABCHO niin toplamu igin test-tekrar test giivenirligi
.80°dir. Ttim maddeler i¢cin madde-toplam korelasyonlarinin .30 - .60 arasindadir
ve t-degerleri anlamhidir (p=.00).

Tlkogretim 2. kademe ogrencileri icin okul tiikenmisligi 6lcegi (IOOTO). Aypay
(2011) tarafindan Eskisehir il merkezindeki 10 devlet ilkogretim okulunun II.
Kademesindeki toplam 691 6grenciden elde edilen veriler kullanilarak gelisti-
rilmigtir. Tamamen katiliyorum (4), Katiliyorum (3), Katilmiyorum (2) ve Hic
katilmiyorum (1) biciminde puanlanan 26 sorunun 3., 6., 9. ,15., 19. ve 24. mad-
deleri tersine puanlanmaktadir. Olcegin yap1 gecerligi icin veri seti AFA ve DFA
icin iki gruba ayrilmistir. IOOTOniin KMO degeri 0.93; Bartlett’s Testi sonu-
cu (f 946)=3831,155, p<.01), manidar bulunmustur. AFA sonucunda, 6z degeri
1’den biiyiik olan sirastyla (6.29, 3.10, 2.94 ve 2.89) ve toplam varyansin %59 unu
(% 24.2, % 11.95, % 11.34 ve % 11.12) aciklayan dort faktor elde edilmistir.
Dort faktoriin ortak varyanslart .37 ile .75 arasindadir. DOndiirme sonrasinda
olcek faktorlerinin madde sayilari sirastyla on iki, bes, dort ve bestir. IOOTO’niin
faktorleri [Okul Etkinliklerinden Kaynakli Tiikenmiglik (OEKT), Aileden Kay-
nakli Tiikenmislik (AKT), Okulda Yetersizlik (OY) ve Okula Tlgi Kayb1 (OIK)]
olarak adlandirilmistir. Her bir boyutun igerdigi maddelere birer 6rnek faktor
sirast ile soyledir: “Ders calisgmaktan yoruldum.”, “Ailemin derslerdeki basarim
konusunda yapabilecegimden fazlasini istemesinden bunaldim.”, “Odevlerimi
yaparken sik sik yetersizlik duygusu yasiyorum.”, “Okula gitmek istemiyorum.”]
IOOTO’niin alt boyutlar 6lcek biitiiniiyle yiiksek, birbirleri ile orta diizeyde ilis-
ki gostermektedir. Veri setinin ikinci yarisina uygulanan DFA'da model veri uyu-
muna iligkin hesaplanan Ki-Kare degeri [y'=787.6, sd=293, p<.01] manidardir.
Orneklem biiyiikliigiiniin etkisinin de hesaplamaya dahil edildigi (787.6/ 293=
2.68) orani oldukca diisiik bulunmustur. Modele ait diger uyum iyiligi indeksleri
[GFI=.94, AGFI=.91, RMSEA=.07, CFI=.91, PGFI=.89] model-veri uyumu-
nun iyi oldugunu gostermektedir. Olgiit gegerligi icin kullanilan Akademik Bek-
lentilere Iliskin Stres Envanterinin toplam ve alt boyut puanlari ile arasindaki
korelasyonlar .20 ile .38 arasinda, pozitif yonde ve anlamhdir. IOOTO niin alt
boyutlari icin hesaplanan Cronbach Alpha katsayilari sirasiyla, .92, .83, .76 ve
81°dir. Iki-yari test giivenirlik degerleri de .81, .72, .65 ve .65’tir. Olcekte yiiksek
puanlar okul tiikenmislik diizeylerinin yiiksekligine, diisiik puanlar distikliigiine
isaret etmektedir.
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Siire¢

Olcekler okullarmn izin verdigi ders saatlerinde dgrencilere uygulanmistir.
Gerekli aciklamalar yapildiktan sonra Slgekler dgrencilere dagitiimistir. Olcek
formlarini 265 6grenci doldurmus olmakla birlikte, 22 6grencinin bazi maddeleri
yanitlamamig olmasi nedeniyle analizler 243 6grenciden elde edilen veriler iize-
rinde gerceklestirilmistir.

Verilerin Analizi

Veriler Coklu Regresyon Teknigi ve Iliskisiz Orneklemler Igin Tek Faktorlii
Varyans Analizi ile analiz edilmistir. Ogrencilerin akademik baglama iliskin ceza
hassasiyetlerinin okul tiikenmisliklerini yordayip yordamadigmin belirlenmesi
amaciyla Coklu Regresyon Teknigi kullanilmstir. Ogrencilerin akademik baglama
iliskin ceza hassasiyetlerinin okula yonelik duygu ve okula aidiyet hislerine gore
anlamli bir bicimde farklhilagip farklilasmadiginin belirlenmesi amaciyla Iliskisiz
Orneklemler Igin Tek Faktorlii Varyans Analizi yapilmustir. Gruplar arasi farklar
Scheffe testi ile belirlenmistir. Ogrencilerin okula yonelik duygular ve okula ai-
diyet hisleri ile ilgili analizler yapilmadan Once, 6grencilerden besli dereceleme
biciminde alinan yanitlar okula yonelik duygu ve okula aidiyet hisleri agisindan
“olumlu”, “olumsuz” ve “ndtr”’u temsil edecek bicimde ti¢lii derecelemeye in-
dirilmigtir. Bu amagcla okula yonelik duygular yeniden kodlanirken [“Okulu cok
seviyorum” ve “Okulu seviyorum”] bicimindeki yanitlar “Okula yonelik olumlu
duygu” (3), olarak kodlanmistir. “Okula yonelik olumlu ya da olumsuz bir duy-
gum yok” bi¢imindeki yanit “Okula yonelik notr duygu” (2) olarak kodlanmustir.
[“Okuldan nefret ediyorum” ve “Okulu sevmiyorum”] bicimindeki yanitlar da
“Okula yonelik olumsuz duygu” (1) olarak konlanmustir. Varyans analizi bu ii¢
grubun ceza hassasiyet diizeyleri arasinda anlamli farklilik olup olmadigini belir-
lemek iizere yapilmistir. Begli derecelemeyi ti¢lii derecelemeye indirmekle ilgili
benzer iglem okula aidiyet hissi i¢in de gerceklestirilmistir. Analizlerden Once
veri setinden ug degerleri ¢cikarmak icin Mahalanobis uzakligi hesaplanmistir.
Bu hesaplamalarda p = .001 diizeyine gore manidar bulunan degerler u¢ deger
olarak veri setinden ¢ikarilmistir (Mertler ve Reinhart, 2016). Verinin normal da-
gilip dagilmadigini belirlemek i¢in ortalama, ortanca ve mod ile birlikte carpiklik
katsayis1 hesaplanmistir. Carpiklik katsayis1 0 ve 1 arasinda oldugundan nor-
mal kabul edilmistir (Biiyikoztiirk, 2017). Carpiklik katsayisi standart hatasina
boliinmiis ve bulunan deger dagilimin normal oldugunu gostermistir.

Bulgular

Ceza Hassasiyetinin Okul Tiikenmigligini Yordayici Roliine Iliskin Bulgwilar

Bu arastirmada ortaokul 6grencilerinin okul tiikkenmigligi sendromu puan-
lar1 ve ortaokul 6grencilerinin akademik baglama iliskin ceza hassasiyetlerinin
alt boyut (Cezadan otiirii ketlenme, ceza baglamlarina karst olumsuz tutum ve
cezanin diizenleyici etkisi) puanlari ele alinan degiskenlerdir. Ortaokul 6grenci-
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lerinde goriilebilecek ceza hassasiyeti alt boyutlarina gore okul tiikenmislikleri-
nin yordanmasina iliskin regresyon analizi sonuglar1 Tablo 1’de verilmistir. Tablo
1’de yordayic degiskenlerle bagimli (yordanan) degisken arasindaki ikili ve kis-
mi korelasyonlar incelendiginde, cezadan o6tiiri ketlenme ile okul titkenmigligi
arasinda pozitif ve orta diizeyde (r=.40) bir iligkinin oldugu, diger iki degisken
kontrol edildiginde bu iki degisken arasindaki korelasyonun r=.30 oldugu belir-
lenmistir. Ceza baglamlarina karst olumsuz tutum ile okul titkenmisligi arasinda
pozitif ve orta diizeyde (r=.58) bir iligki vardir, diger iki degisken kontrol edil-
diginde ise korelasyon r=.53’tiir. Cezanin diizenleyici etkisi ile okul titkenmis-
ligi arasinda pozitif ve diisiik diizeyde (r=.20) bir iligki vardir, diger iki degisken
kontrol edildiginde ise korelasyon r=-.06dir.

Tablo 1
Okul Tiikenmisliginin Yordanmasina Iliskin Coklu Regresyon Analizi Sonuclar

Degisken B Standart B t p Tkili Kismi
Hata 8 r r

Sabit 31.645  2.455 ~ 12.890 000

Cezadan Otiird Ket- 4 o0 ) 97g 28 5840 000 40 30

lenme

Ceza Baglamlarina 3420 0292 52 11697 000 .58 .54

Karst Olumsuz Tutum

Cezanin

Disenleyici Etkisi -351 0317 S05 <1108 269 20  -.06

R =.63 R2 = 40

Fis30 = 76.22 P=.00

Cezadan otiirii ketlenme, ceza baglamlarina karg1 olumsuz tutum ve cezanin
diizenleyici etkisi degiskenleri birlikte, 6grencilerin okul titkenmisligi puanlari ile
orta diizeyde ve anlaml bir iliski vermektedir. (R=.63, R?=.40, p<.01). Bu ii¢
degisken birlikte 6grencilerin okul tiikenmigligindeki toplam varyansin %40’1n1
actklamaktadir. Standardize edilmis regresyon katsayisina () gore, bu ii¢ yorda-
yic1 degiskenin okul tikenmisligi tizerindeki goreli 6nem sirasi; ceza baglamla-
ria karsi olumsuz tutum, cezadan 6tiirii ketlenme ve cezanin diizenleyici etki-
si seklindedir. Regresyon katsayilarinin anlamliligina iligkin t-testi sonuglarina
gore, ceza baglamlarina karsi olumsuz tutum ve cezadan Otiirii ketlenme degis-
kenlerinin okul tiikkenmisligi tizerinde anlamli bir yordayict oldugu goriilmekte-
dir. Regresyon analizi sonuglarina gore okul tiikenmigliginin yordanmasina ilis-
kin regresyon esitligi asagidaki gibidir.

Okul tikkenmisligi = 31.645 + 1.624 Cezadan Otiirii Ketlenme + 3.420 Ceza
Baglamlaria Karst Olumsuz Tutum -.351 Cezanin Diizenleyici Etkisi
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Akademik Baglama Iliskin Ceza Hassasiyetinin Okula Yonelik Duygu ve Okula
Aidiyet Hissine Gore Farklilagip Farklilasmadigina Iliskin Bulgular

Ortaokul o6grencilerinin akademik baglama iligkin ceza hassasiyetlerinin
okula yonelik duygularia ve okula aidiyet hislerine gore farklilagip farklilasma-
diginin belirlenmesi amaciyla Iligskisiz Orneklemler Icin Tek Faktorlii Varyans
Analizleri (One-Way Anova) yapilmistir. ANOVA sonugclari Tablo 2’de verilmig-
tir.

Tablo 2

ABCHO Toplam Puanlarimin Okula Yonelik Duygu ve Okula Aidiyet Hissine Gore
ANOVA Sonuglan

Varyansin Kareler Kareler Orta-
Kaynagi Toplami sd lamasi F (p)

Okula Yonelik Duygu  Gruplararasi 645.17 2 322.58 7.97 .00

Gruplarigi 18580.13 459 40.48

Toplam 19225.31 461
Okula Aidiyet Gruplararasi 720.76 2 360.38 8.94 .00

Gruplarigi 18504.54 459 40.31

Toplam 19225.31 461

p<05 “p<01 “p<001

Tablo 2’de goriildiigii gibi ABCHO toplam puan ortalamalar1 6grencilerin
okula yonelik duygularia gére [1= Okula yonelik olumlu duygu (Okulu ¢ok se-
viyorum/ Okulu seviyorum), 2= Notr duygu (Okula yonelik olumlu olumsuz bir
duygum yok) ve 3= Okula yonelik olumsuz duygu (Okulu sevmiyorum/ Okul-
dan nefret ediyorum)] anlamli farklilasma gostermektedir [F , 459, =7,97, p<.01].
Scheffe testine gore 6grencilerin ABCHO toplam puanlarmdakl anlamli farklilik
1. (okula yonelik olumlu duygu) ve 3. (okula yonelik olumsuz duygu) se¢enekler
arasmnda olup, 1 secenegi isaretleyenlerin puan ortalamalar 3. segenegi isaretle-
yenlerin puan ortalamalarindan daha yiiksektir (1. secenek X=21.78; 3. secenek

X=18.54). Yani, okula yonelik olumlu duygusu olan 6grencilerin akademik bag-
lama iligkin ceza hassasiyetleri okula yonelik olumsuz duyguya sahip 6grenciler-
den daha yiiksektir.

ABCHO toplam puan ortalamalari 6grencilerin okula aidiyet hislerine gére [1=
Okula ait hissetme (Kendimi kesinlikle bu okulun bir par¢asi gibi goriiyorum/ Ken-
dimi bu okulun bir parcasi gibi gérliyorum), 2= Okula biraz ait hissetme (Kendimi
biraz bu okulun bir parcasi gibi goriilyorum) ve 3= Okulu ait hissetmeme (Kendi-
mi bu okulun bir parcasi gibi gérmlyorum)/ Kendimi hicbir sekilde bu okulun bir
parcasi gibi gérmiyorum)] anlamli farklilasma gostermektedir [F , ,4,=8,94, p<.01].
Scheffe testine gore dgrencilerin ABCHO toplam puanlarindaki anlamli farklihk 1.
(okula ait hissetme) ve 3. (okula ait hissetmeme) secenekler arasinda olup, 1 secenegi
isaretleyenlerin puan ortalamalari 3. secenegi isaretleyenlerin puan ortalamalarindan
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daha yiksektir (1. secenek X=22.31; 3. secenek X=18.66). Yani, kendini okula ait
hisseden 6grencilerin akademik baglama iliskin ceza hassasiyetleri kendini okula ait
hissetmeyen dgrencilerden daha yiksektir.

Bagimsiz degiskenin bagiml degisken tizerinde ne derece etkili oldugunu
belirleyebilmek icin etki biyikliigii (effect size) olarak da adlandirilan eta-kare
hesaplanmustir. Ogrencilerin okula yonelik duygularina dayali olarak akademik
baglamda ceza hassasiyet diizeyleri arasinda anlamli bir farklilasma olmakla
birlikte; .03 olarak hesaplanan eta-kare degeri okula yonelik duygularin ceza
hassasiyeti tizerinde diigiik bir etki degerine sahip oldugunu gostermektedir.
Ogrencilerin okula aidiyet hislerine dayal olarak akademik baglamda ceza
hassasiyet diizeyleri arasinda anlaml bir farklhilagma olmakla birlikte; .04 olarak
hesaplanan eta-kare degeri okula aidiyet hislerinin ceza hassasiyeti tizerinde dii-
stik bir etki degerine sahip oldugunu gostermektedir.

Tartisma, Sonuc ve Oneriler

Ortaokul 6grencilerinin akademik baglama iligkin ceza hassasiyet diizeyleri
ve okul tikkenmislikleri arasindaki iligskilerin incelendigi regresyon sonuglarina
gore, Ogrencilerinin cezadan oOtiirii ketlenme ve ceza baglamlarina karst olum-
suz tutum puanlari arttikca okul tiikenmiglik diizeyleri de yiikselmektedir. Ceza
hassasiyeti yitksek olan bireyler kendileri agisindan tehdit iceren durumlar karsi-
sinda daha ¢ok kendilerini olumsuz sonuclara karsi koruyacak eylemleri secerler
(McNaughton ve Corr, 2004), davranigsal olarak kilitlenir ve enerjilerini kendi-
leri i¢in tehdit olarak algiladiklari duruma 6yle yogun bir bicimde harcarlar ki
(Gray 1987, Corr vd., 1997; Gray ve McNaughton, 2000) bu nedenle sorunlarini
¢Ozecek adaptif savunma ya da basacikma stratejilerine bagsvuramazlar. Bu du-
rum ceza hassasiyeti yiiksek olan bireyleri titkenmislik sendromu icin potansiyel
adaylar haline getiriyor olabilir.

Bu bilgiler 1g1ginda yukaridaki bulgunun olasi yorumu soyle olabilir: Og-
renciler akademik baglamlarda ceza aldikga, ceza hassasiyetleri gelismekte; bu
hassasiyetin kendilerinde yol actig1 korku ve kaygi bir siire sonra onlarda kontrol
edilemeyen bir strese neden olmaktadir. Bu strese yine ceza hassasiyetinin neden
oldugu maladaptif savunma ve basa ¢ikma stratejileri ya da ¢ekinme ve kagin-
ma stratejileri ile tepki vermeye baglayan 6grenciler akademik baglamdaki so-
runlarini ¢cozmekten uzaklagsmakta, hatta yeni sorunlara kaynaklik eden bir kisir
dongiiye hapsolmaktadirlar. Bu sonugsuz ¢abalarin sonucunda da dgrencilerde
tiikenme sendromu gelisiyor olabilir.

Alanyazindaki bulgular cezanin 6grenmeyi ketledigini (Jyoti ve Neetu, 2013),
ogrenci basarisini diisiirdiigiinii (Ahmad vd., 2013; Arif ve Rafi, 2007; Naz vd.,
2011) ve dgrencileri mutsuz ve lizgiin hale getirdigini (Morrow ve Singh, 2014)
gostermistir. Ceza hassasiyetinin bireyde yiiksek kayg diizeylerinin olusmasina
neden oldugunu (Gray, 1990, 1991; McNaughton ve Corr, 2004;); davranisi ket-
ledigini; bireyin dikkat ve enejisini tehdit iceren duruma yogun bir bicimde har-
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camasina neden oldugunu (Corr vd., 1997; Gray, 1987; Gray ve McNaughton,
2000); bireyde kaygi, korku, hiiziin ve engellenme gibi olumsuz duygulara yol
actigini (Gray, 1990, 1991); kaygi, ndrotik olma, olumsuz duygular, korku, obses-
yon, diisiik 6z-saygi, sosyal olarak ice kapanma ve depresyonla arasinda pozitif
yonde iliskiler oldugunu (Segarra vd., 2007); stresle iliskili oldugunu (Carver ve
White, 1994; Heponiemi, Keltikangas-Jarvinen, Puttonen vd., 2003; Heponie-
mi, Keltikangas-Jarvinen, Kettunen vd., 2004; Van der Linden vd., 2007) hatta
stresin mizaci bir kaynagi oldugunu (Van der Linden vd., 2007) gostermektedir.
Bu bilgiler, akademik baglama iligkin ceza hassasiyeti yliksek olan 6grencilerin
neden okul tiikenmigligi sendromuna yatkin hale geldigi ile ilgili yorumu destek-
lemektedir.

Ogrencilerin okula yonelik duygulari ve okula aidiyet hisleri esas almarak
yapilan ANOVA ve Shefee testi sonuclart okula yonelik olumlu duygusu olan
ogrencilerin ve kendini okula ait hisseden 0grencilerin akademik baglama iliskin
ceza hassasiyetlerinin okula yonelik olumsuz duyguya sahip 6grencilerden ve
kendini okula ait hissetmeyen ogrencilerden daha yiiksek oldugunu gostermistir.
Bu bulgu ilgi ceken bir bulgu olmakla birlikte ayn1 zamanda ceza hassasiyeti ile
okul titkenmesi arasindaki yakin iligkiyi anlamay1 da kolaylastiran bir bulgudur.
Bu bulgu, akademik baglamdaki yasantilar1 6nemseyen ve o yasantilarin bir par-
¢ast olmaya c¢alisgan Ogrencilerin maruz kaldiklar1 cezai uygulamalardan okulla
gonil baglart zayif olan ya da okuldaki yasantilar1 6Gnemsemeyen 0grencilerden
daha fazla ve daha olumsuz bir bicimde etkilendiklerini gostermektedir.

Yani okul ve onunla ilgili yasantilar 6grencinin psikolojik diinyasinda zaten
bir 6neme sahip degilse, 6grenci bu baglamda aldigi cezalara kars1 daha az du-
yarli olmaktadir. Bunun aksine, 6grenci okulu daha fazla sevdik¢e ve kendisini
okulun bir pargasi gibi gordiikce o baglamda alacagi cezalara karst da daha du-
yarli olmaya baglamaktadir. Bu bulgu sosyal psikolojideki Bilissel Celiski Kurami
(Festinger, 1957) ile daha iyi anlagilabilmektedir. Bu kuramin pencerinden bakil-
diginda, okulu seven, okuldaki yasantilar1 6nemseyen bir 6grenci okulda ceza al-
diginda, “Okulu seviyorum.” ve “Okul bana ceza veriyor.” gibi bir biri ile ¢eligen iki
bilige sahip olur. Celiski psikolojik gerilim yarattigindan (Elliot ve Devine, 1994),
okula kars1 boyle celiskili bilise sahip 6grencide bu durum rahatsizlik uyandirir.
Ciinkt okul onu seven bir 6grenci icin 6nem verilen bir yerdir. Bu sekilde artan
ceza hassasiyetinin 6grencide yol actig1 stresin bir siire sonra okul titkenmisligine
yatkinligr artirdigi diistiniilmektedir.

Okulu seven ve okula ait hisseden 6grencilerin ceza hassasiyetinden daha
fazla ve daha olumsuz etkilendikleri bulgusu, regresyon analizi sonuglariyla bir-
likte degerlendirildiginde daha da iyi anlagiimaktadir. Regresyon sonuclar ce-
zadan otiiri ketlenme ve ceza baglamlarma karsi olumsuz tutum puanlarinin
tikenmeyi yordadigin1 gostermistir. Okulu seven ve okula aidiyet duygusu ge-
listiren bir 6grenci icin okulda aldig1 cezalara bagli olarak ketlenmeler yagsamasi
ve okula karg1 olumsuz tutumlar gelistirmeye baslamasi i¢ diinyasinda ¢atigmalar
yasamasina neden olur. Bu igsel catigmalarin ve celigkili duygularin 6grencide
onu titkenmeye tagiyacak strese neden olmasi akla uygun goriinmektedir.
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Bu caligma nispeten kiiciik bir 6rneklemle yapilmig olmasina karsin, ortao-
kul 6grencilerinin ceza hassasiyeti ve okul titkenmisligi iligkisi konusunda alan-
yazina katki saglayan bir ¢aligmadir. Ceza hassasiyeti yiiksek 6grenciler okul tii-
kenmigligi sendromu gelistirmeye potansiyel adaylardir. Okulu seven ve kendini
okula ait hissedden 6grenciler ceza hassasiyetinden daha yiiksek oranda ve daha
olumsuz etkilenmektedirler.

Bu calismanin bulgulari okul titkenmisligi sendromu gelistirmis bir 6grenci
ile casilacak ruh sagligi uzmanlarina miidahale konusunda dnemli bir ipucu ver-
mektedir. Bu calisma bulgulari 1s1§inda bir ruh sagligi uzmani okul tiikenmislik
sendromu gelistirmis bir 6grenci ile calisirken 6ncelikle 6grencinin evde ve okul-
da maruz kalabilecegi olasi cezai uygulamalarin sonlandirilmasini saglamaya ca-
lisabilir. Ceza uygulamalarimin potansiyel tehlikesi konusunda ebeveynleri biling-
lendirerek kendisi ile igbirligi yapmalarini saglayabilir. Bu da okul tiikenmisligi
sendromu yasayan bir 0grencinin iyilesme siirecini hizlandirabilir.

Bu calisma ayni zamanda Ogrenci velisi olan anne ve babalara, &gret-
menlere ve okul yoneticilerine cezanin kisa siireli ve gecici faydalarina aldan-
mamalar1 gerektigini bir kez daha gostermektedir. Ciinkii cezalar 6grencilerde
ceza hassasiyetinin gelismesine ve onlarin tilkenmelerine neden olmaktadir.
Ustelik ceza hassasiyeti okulu seven ve okula kars1 bir aidiyet duygusu gelistiren
ogrencileri diger 6grencilere gore daha da olumsuz etkilemektedir. Oysa ne anne
ve babalar, ne 6gretmenler ne de okul yoneticileri 6grencileri okuldan uzaklas-
tirmay1 istemezler. Bunlara ek olarak, ortaokul 6grencilerinin ceza hassasiyetle-
rinin 6z saygl, madde kullanimi, depresyon, okula katilim ve okul terki gibi diger
psikolojik degiskenlerle iligkilerinin sorgulanacagi ¢calismalarin yapilmasi 6énemli
goriilmektedir.
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