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BOLUM 1

ILCE MILLI EGIiTiM SUBE MUDURLERININ
YONETICILIK YETERLIKLERI®

Umit SEVIM?
idris SAHIN®

Oz
Bu arastirmada, okul yoneticilerinin (okul midiirleri ve
miidiir yardimeilari) géziinden ilge milli egitim sube miidiirlerinin
(MESM) yoneticilik yeterliklerini ve onlara iletilen sorunlara nasil
yaklagtiklarin1  incelemeyi amaclamanktadir. Calisma, nitel
arastirma paradigmasindan durum c¢alismasi olarak tasarlanmuistir.
Calismanin verileri, 2024-2025 6gretim yilinda Bursa, Yalova ve
Bilecik illerine bagli yedi farkli ilgede gorev yapan 24 okul
yoneticisi ile yapilan goriismelerden toplanmistir. Arastirmact
tarafindan gelistirilen yar1 yapilandirilmig  goriisme formu

araciligiyla toplanan veriler, tematik analiz teknigi kullanilarak
coziimlenmistir. Aragtirmada, MESM nin yeterlikleri, sube miidiirii
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yeterliginin anlami, egitim-6gretim ve yonetime iliskin yeterlikler,
sorunlart kavrama ve ¢Oziim tretme becerisi seklinde ii¢ ana
temada toplanmistir. Bulgular, okul ydneticilerinin sube
midiirlerinde Oncelikle insan iligkileri ve iletisim becerilerini,
ardindan mesleki ve teknik yeterlikleri aradiklarimi, ancak bu
yeterliklerin  biiyilkk Olgiide bireysel niteliklere bagli olarak
degistigini ve sistemsel bir yapinin eksikligine isaret ettigini ortaya
koymaktadir.

Anahtar Kelimeler: Egitim yonetimi, yonetici yeterlikleri, okul
yoneticisi, milli egitim sube miidiiri
GIRIS

Insan, gegmiste dogayr ve yasadign cevreyi istedigi yonde
degistirme, diizenleme istegini i¢eren bir miicadele i¢indeyken,
giinlimiizde kendi yarattig1 sosyal ve teknolojik ¢evreye bagimli
hale gelmis durumda. Uretim siireglerinin ve sosyal iliskilerin
farklilasip karmasiklasmasi, kentlesme, ulasim, iletisim ve bir
biitiin olarak teknoloji, insanin yagamini giderek ¢ok daha fazla
etkilemektedir (Sahin, 2024). Insan, tercihte bulunarak karar alan,
kendi gelecegini belirmeye yonelik ugras veren bir eyleyendir.
Ozgiir hareket etmesi; kendisini tanimmasi, kim oldugunu ve
cevresindeki toplumsal giiclerin  kendisini nasil etkileyip
bicimlendirmeye c¢alistigin1 bilmesi demektir (Freire, 1991).

Egitim, kisinin davramislarini etkileyerek onu sosyal bir
varliga dontistiiriir. Boylece, insanin hem sosyallesmesinde hem de
bireylesmesinde belirleyici bir rol oynar. Insan iliskilerinden sdz
edince, kacinilmaz olarak egitimden sz ederiz. Giinliikk hayatin
rutin akigt icinde gerek bireysel gerekse sosyal degerlendirmeler
yaparken yaygin bir bicimde egitim kavramini kullanirniz (Sahin,
2024). Insan1 egitmede amaglanan sey; varsayilan insan dogasina
uygun amaglar saptamak, siirecler gelistirmek, sonuglar iiretmeye
yonelik distlinsel, pratik etkinlikler yapmaktir. Benzer bi¢imde
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insan iizerine diisiinmek, insanin i¢inde yasadigi toplumsal sistemi
ve toplumsal iligkilerin bi¢gimlendirdigi insan1 anlamak demektir
(Kurul, 2019).

Toplumu sekillendiren sosyal kurumlar, insanlarin giindelik
hayatin1 biiylik oranda etkiler. Sosyal kurumlar degistikce, yapilar
farklilastikca onunla iliskili olan kisiler de farklilagir. Bu baglamda
okul yoneticileri ile sube miidiirleri arasinda kurulan iliski,
ortaklastiklar1 maddi, egitimsel ve kiiltiirel faaliyetlerle aralarinda
kurulan bagintilar1 ifade eden sosyal bir iligki 6zelligi tasir (Sahin,
2024). Her sosyal iliskinin kendine 6zgii bir mantig1 vardir. Bu
mantik; insanlar karsilikli iliskiler i¢inde bulunduklar1 siirece,
belirli bir bigcimde hissetme, diisiinme ve davranma seklinde isler.
Dolayisiyla da bu mantiga kars1 ¢ikislar sonugsuz kalir (Plehanov,

1982).

Egitim, toplumlarin sosyal, ekonomik ve kiiltiirel
gelisiminde belirleyici rol oynar. Bu yilizden egitim sistemlerinin
etkili, verimli ve siirdiiriilebilir bir bicimde yonetilmesi, kritik
Oonem tasir. Egitim sisteminin amacina ulasabilmesi, biiyiik dl¢iide
sistemin farkli kademelerinde gorevli yoneticilerin sahip olduklari
yeterlikler ve yonetsel sorunlara yaklagimlartyla iliskilidir (Aydin,
2011; Hoy ve Miskel, 2013). Bu ¢er¢evede hem ilge Milli Egitim
Sube Miidiirleri (MESM) hem de okullar sosyal agidan farkl
giicleri iginde barindiran, ¢esitli paydaglardan kurulu bir yapi
ozelligi tasir. Dolayisiyla da ilge MESM’ de ve okullarda yasam
deneyimleri ve hayata bakis agilar1 birbirlerinden farkli kisiler
bulunur. Ayrica bu yapilarin ¢evresinde, onlar etkilemeye c¢alisan
farkli degerleri, farkli ¢ikarlar1 olan cesitli gruplar vardir. Bu
anlamda bir kisi hakkinda, diger kisilerin diislince, tutum ve
davraniglarin1  belirleyen sey, genellikle, o kisinin igsel
ozelliklerinden daha ¢ok sosyal statiisii olmaktadir. Sosyal statii,
kisilere hem bazi haklar ve yetkiler saglar hem de onlara bazi
sorumluluklar yiikler. Statii, kisinin toplumda iistlendigi rolii ve
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herhangi bir sosyal durumda nasil davranilacagin1 gosterir. Bu
yiizden kisinin nerede nasil davranacagi ya da nelere uygun hareket
etmesi gerektigine yonelik bilgi ve becerilere sahip olmasi
onemlidir (Sahin, 2024).

Egitim yoneticiligi, egitim kurumunun amaglarina ulasmasi
icin, Orgiitsel siireglerin etkili bir bigimde yiiriitiilmesini saglayan,
stratejik kararlar alan ve insan iligkilerini yoneten yonetsel bir rol
seklinde tanimlanabilir. Egitim yoneticilerinden yalnizca idari
islevleri yerine getirmeleri degil, ayn1 zamanda 6gretimsel liderlik,
vizyon gelistirme, etik yonelim, paydas katilimi ve degisim
yonetimi ve benzeri alanlarda da etkili olmalar1 beklenmektedir
(Leithwood ve Riehl, 2005). Bu baglamda egitim ydneticilerinin
sahip olduklar1 bilgi ve beceriler ile sorunlari ele alis bigimleri ve
liderlik yapabilme ozellikleri, egitim Orgiitliniin isleyisini ve ona
yonelik alginin sekillenmesini dogrudan etkiler.

Egitim yoneticilerinde aranan yeterlikler, genellikle, Katz
(1955) tarafindan gelistirilen ii¢lii yeterlik modeli gergevesinde
kavramsallastirilmaktadir.  Katz’mm  modeline  gore, etkili
yoneticilerin  sahip olmalar1  gereken yeterlikler; “Teknik
Yeterlikler”, “Insan Iliskileri Yeterligi” ve “Kavramsal Yeterlikler”
seklinde ii¢ temel yeterlik alanini icermektedir.

Teknik Yeterlikler: Bir orgiitte isin ya da gorevin gerektirdigi
alandaki teknik bilgi ve becerileri icermektedir. Orgiitte yoneticinin
iistlendigi gorevin gereklerini yerine getirebilmesi i¢in, uygulanan
yontem, teknik, muhasebe, insaat, finansman vb. siire¢ ve islere
iliskin sahip olmas1 gereken teknik bilgi ve yeterliklerin tiimiinii
ifade eder (Basar, 2000; A¢ikgoz, 1994).

Insan Iliskileri  Yeterligi: Bir orgiitte yoneticilerin,
calisanlar1 anlama ve giidiileyebilme, ortak amaglar olusturabilme,

onlarin 6zelliklerinin, tutum ve davranislarinin farkinda olmalari,
insan iligkileri yeterlikleri olarak goriilmektedir (Basar, 2000).
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Insancil beceri de denilen bu vyeterlik, ydneticinin calisanlar:
giidiileme, tutum gelistirme, grup dinamigi, insanin ihtiyaglari,
moral ve insan kaynagini gelistirme hakkinda bilgi ve beceriye
sahip olmasini gerektirmektedir (A¢ikgdz, 1994).

Kavramsal Yeterlikler: Bir orgiitteki yoneticinin, bulundugu
toplumda, yonettigi Orgiitiin sistem icinde ve evrensel Olgiilerde
tiim pargalar1 karsilikli etkilesim igerisinde gorebilme, alanindaki
kuramsal geligsmeleri izleyebilme, kavrayabilme ve karsilastigi
0zgiin egitim durumlarini bu kuramsal ve kavramsal bakis acistyla
degerlendirebilme yetenegidir. Bu yetenek, egitim Orgiitleri
acisindan bakildiginda yonetim kurami, Orgiit, insan davranisi ve
egitim felsefesi olmak {izere, egitim alanina kuramsal bakis agisi
kazandiracak bilim dallarinin (psikoloji, sosyoloji, antropoloji, tarih
ekonomi vb.) bilgi birikimine sahip olmayr gerektirmektedir
(Acikgoz, 1994).

Yoneticilerin sahip olduklar1 yeterliklerin agirliklari,
yoneticinin bulundugu yonetsel kademeye gore farklilagsmaktadir.
Kavramsal yeterlikler, iist diizey yoOnetsel konumlarda, teknik
yeterlikler alt diizey yonetsel konumlarda yogunlagsmaktadir. Buna
karsin insan iliskileri yeterliligi, her diizeydeki yonetsel konumda
esit derecede Onem tagimaktadir (Acikgdz, 1994; Bursalioglu,
2015). Egitim kurumlarinda herhangi bir diizeyde gorev yapan
egitim yoneticilerinin, 6gretim yontem ve tekniklerine dair siire¢ ve
islemleri kapsayan teknik yeterlik, kisi ve gruplari anlama ve
gidiileme yeterliklerini kapsayan insani yeterlik ile egitim
kurumunu toplum ve egitim sistemi i¢indeki yerini kavramsal ve
kuramsal agidan degerlendirmeye iliskin kavramsal yeterliklere
sahip olmalar1 beklenir (Y1lmaz Bolat ve Atasoglu, 2022).

Tiirkiye’de egitim hizmetleri, Milll Egitim Bakanhig
(MEB) tarafindan merkezi diizeyde hiyerarsik bir yapi igcinde
yiiriitilmektedir. Bu orgiitsel yapida Tiirk Egitim Sistemi (TES)

icinde il ve ilge milli egitim midirliikkleri, merkezi yonetim ile
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okullar arasinda kritik bir ara kademe islevi goérmektedir
(Bursalioglu, 1992; Basaran, 2006). 11 ve ilge Milli Egitim
Midiirliikleri (MEM), merkezde alinan kararlarin uygulanmasi ve
egitim hizmetlerinin yerel diizeyde koordine edilmesinden sorumlu
tutulmaktadir. Bu sorumlulugun yerine getirilmesinde il ve ilge
MEM’de gorev yapan yoneticiler, iist yonetim ile okullar arasinda
bir yer isgal etmektedirr MEB'in ilge diizeyindeki yonetim
kademesi, merkezi politikalarin okul diizeyinde uygulanmasinda
hayati bir koprii islevi gormektedir (Ardi¢ ve Aslanargun, 2020;
Yesil, 2024).

Egitim hizmetlerinin sunumunda ¢ok ¢esitli sorunlar ve bu
sorunlar1 ¢ozmede zorluklar yaganmaktadir. Yerel diizeyde egitim
kurumlarmin ve okullarin yasadiklari sorunlarin ¢oziimiinde 6nemli
rol iistlenen aktorlerden biri, ilge MESM olmaktadir. Ilce MESM
hem egitim hizmetlerinin planlanmasi ve yiiriitiilmesi hem de
izlenmesi  ve  degerlendirilmesi  siireg¢lerinde  aktif  rol
iistlenmektedir. Bu anlamda sube miidiirleri, egitime yon ve bi¢im
veren, egitim sistemini yOneten egitim yOnetiminin bir pargasi
olmaktadir. Gorevleri geregi okul yoneticileriyle siirekli etkilesim
halinde olan sube miidiirleri, sorunlarin ¢6ziimiinde yonlendirici ve
karar stireglerinde etkili olan orta kademe yoneticiler olarak
degerlendirilmektedir (Yesil, 2024).

TES’ de ilce MESM, okullarin yonetsel siirecleri ile
dogrudan etkilesimi olan bir yOnetim pozisyonunu temsil
etmektedir. Okul yoneticileri, kurumlarina iligkin yOnetsel
sorunlarin ¢oéziimiinde, maddi ihtiyaglarin karsilanmasinda ve proje
ile etkinlik odakli c¢alismalarin yiriitilmesinde ilgili sube
miidiirleriyle yogun bir iletisim ve etkilesim icine girmektedir. Bu
etkilesimin niteligi, sube miidiirlerinin mesleki yeterliklerinden
bagimsiz diisiiniilemez. Orta kademe yoneticiler olarak MESM nin,
orgiit hiyerarsisinde iist yonetim ile okul yOneticileri arasinda yer
alan, stratejik uygulayici, iletisim kanali, problem ¢oziici ve
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degisim ajan1 gibi ¢oklu rolleri bulunmaktadir (Currie ve Procter,
2005; Floyd ve Wooldridge, 1997; Wooldridge vd., 2008). Bu
rollerin etkin bir sekilde yerine getirilmesi, sube miidiirlerinin sahip
oldugu yonetsel yeterliklerle dogrudan iligkilidir. Ancak
Tirkiye’nin merkeziyetci yapisi, bu roliin gerektirdigi esnekligi ve
inisiyatif kullanmay1 sinirlandirmakta, sube miidiirlerini daha ¢ok
"uygulayict" konumuna sokmaktadir (Bursalioglu, 1992; Ardig ve
Aslanargun, 2020). Bu durum, MESM’nin stratejik katkilarin
siirlayarak onlarin daha ¢ok biirokratik iglemlerin yiiriitiiciisii
olarak algilanmasina neden olmaktadir.

Okul yoneticileri, MESM ile en sik temas kuran
kisilerdendir. Bu yiizden, okul yoneticilerinin sube miidiirlerine
iliskin degerlendirmeleri, egitim yonetiminde Onemli bir doniit
kaynagidir. Sahadan gelen bilgiler, sube miidiirlerinin ¢ogu zaman
denetim ve islem siireglerine odaklandigini, rehberlik ve liderlik
rollerinin yeterince hissedilmedigi belirtilmektedir (Yilmaz ve
Altinkurt, 2012). Ayrica literatiirde sube midiirlerinin sorunlara
yaklagim bi¢imlerinin kisisel tutuma bagl olarak farklilastigi, bazi
yoneticiler ¢oziim odakli olurken bazi yoneticilerin daha biirokratik
davrandigr ifade edilmektedir (Ardi¢ ve Aslanargun, 2020; Yesil,
2024).

Sube miidiirlerinin sahip olmast gereken kavramsal,
yonetsel ve teknik beceriler, egitim yonetiminin kalitesini dogrudan
etkileyen wunsurlardir. Okul yoneticileri, sube miidiirleriyle
dogrudan ve sik etkilesim halinde olan, karar siireclerini, iletisim
becerilerini, sorun ¢dzme yaklasimlarini ve mesleki yeterliklerini
yakindan gozlemleyen aktorler olarak onlarin bu becerilerini nasil
algiladiklar1  6nemlidir. ~ Dolayisiyla, okul  ydneticilerinin
perspektifinden sube miidiirlerinin degerlendirilmesi, orta kademe
yonetimin etkililigine ve egitim sisteminin isleyisine dair énemli
veriler sunabilir.



Yonetici yeterliklerine yonelik yapilan literatiir taramasinda,
ozellikle okul midiirlerinin yeterlikleri ile ilgili arastirmalarin
varlig1 gozlenmistir. Okul miidiirlerinin sahip olduklar1 yoneticilik
yeterliklerinin kurum kiiltiirti, orgiitsel iklim ve paydas tutumlari
iizerindeki etkisi, pek c¢ok c¢alismada sistematik olarak
sorgulanmistir (Akin, 2022; Cay, 2023; Korkut, 2018; Kizilkaya
Erdem, 2024; Oztiirk, 2019). Ayrica, TES'in 6rgiitsel hiyerarsisinde
ilce MEM sube midiirliiklerine yonelik arastirmalarin agirlikli
olarak bu konumdaki bireylerin ¢alisma kosullari, 6zliikk ve sosyal
haklar1 ile se¢me, atama ve yetistirme siiregleri gibi konulara
yogunlastigr goriilmektedir (Akdas, 2004; Demir, 2024; Yesil,
2024). Sube midiirlerinin yonetici yeterlikleri ekseninde
gerceklestirilmis calismalara ise ulusal ya da uluslararast literatiirde
yeterince yer verilmedigi dikkat ¢ekmektedir.

Bu baglamda bu c¢alismada, ilge MESM’nin yeterlikleri ve
sorunlara yaklasimlarina iliskin olarak okul yoneticilerinin
goriiglerinin ortaya konulmasi amaclanmaktir. Arastirma, egitim
yoneticilerinin niteliklerinin  gelistirilmesi, gorevde yiikselme
politikalarinin gézden gecirilmesi ve yonetim siireglerine iliskin
farkindalik olusturulmasi ac¢isindan oOnem tasimaktadir. Bu
dogrultuda asagidaki sorulara yanit aranmstir:

Okul yoneticilerine gore, sube midiirlerinin yeterlikleri ne
anlama gelmektedir?

Okul yoneticilerinin, sube midiirlerinin egitim-6gretim ve
egitim yonetimine iliskin kavramsal, mesleki ve teknik

yeterliklerine iligkin goriisleri nelerdir?

Okul yoneticilerinin, sube miidiirlerine ilettikleri sorunlari,
sube miidiirlerinin kavrama ve ¢0ziim iiretme becerilerine iliskin
goriisleri nelerdir?

YONTEM



Arastirmanmin Modeli

Bu arastirma, okul yoneticilerinin ilge milli egitim sube
miidiirlerinin  yeterlikleri ve sorunlara yaklasimlarina iligkin
goriislerini  derinlemesine incelemek amaciyla nitel arastirma
yontemlerinden durum g¢alismasi deseninde tasarlanmistir. Durum
calismasi, smirli bir sistemin derinlemesine betimlenmesi ve
incelenmesi olarak tanimlanmaktadir (Merriam, 2018; Creswell,
2007). Bu baglamda, okul yoneticilerinin kisisel deneyim ve
gbozlemlerine dayali olarak sube miidiirlerine iligkin algr ve
degerlendirmeleri analiz edilmistir.

Calisma Grubu

Arastirmanin ¢alisma grubunu, 2024-2025 egitim-6gretim
yilinda Bursa (14), Bilecik (6) ve Yalova (4) illerine bagh yedi
farkli ilgede gorev yapan, 18 okul midiirii, altt midiir yardimcisi
olmak Ttzere toplam 24 okul yoneticisi olusturmaktadir.
Katilimcilar, maksimum g¢esitlilik 6rneklemesi yoluyla okul tiirii
(ilkokul, ortaokul, lise), yonetim deneyimi ve gorev yaptigi ilge
degiskenleri dikkate alinarak se¢ilmistir. Katilimcilarin 17’si erkek,
yedisi kadindir. Mesleki kidemleri 10 yil ile 30 yil arasinda
degismektedir. Yoneticilik kidemleri en az bir yil en fazla 25 yildir.
Katilimcilardan yedisi Egitim YoOnetimi alaninda, {icii ise kendi
branslarinda lisanstistii egitim yapmustir.

Veri Toplama Siireci ve Araglar

Veri toplamak i¢in, ac¢ik uglu sorulardan olusan yari
yapilandirilmig ilge “Milli Egitim Sube Miidiirlerinin Yeterlilikleri
ve Sorunlara Yaklagimi” goriisme formu gelistirilmistir. Aragtirma
icin 09.12.2024 tarihinde Etik Kurul Onayr alinmistir. Goriisme
formunun gelistirilmesi siirecinde sekiz farkli iiniversiteden
Ogretim liyesinin uzman goriisii alinmis ve form revize edilmistir.
Pilot uygulama sonrasinda forma son hali verilmistir MEB

Arastirma  Uygulama Izinleri Basvuru ve Degerlendirme
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Sistemi’nden 07.03.2025 tarihinde Arastrma Uygulama Izni
alinarak, 2025 yili Mart, Nisan, Mayis aylarinda yiiz yiize bireysel
goriigmeler yapilmistir. Goriigmelerde ses kaydi yapilmis, ses
kaydina onay vermeyenlerle yapilan goriismelerde katilimcilarin
anlattiklar1 arastirmaci tarafindan not edilmistir. Goriismeler
ortalama 30-45 dakika stirmiistiir. Calismada katilimc1 mahremiyeti
korunmusg, okul midirleri "MD", miidiir yardimcilart "MY"
seklinde kodlanmastir.

Veri Analizi

Elde edilen veriler, tematik analiz  yOntemiyle
¢oztimlenmistir. Tematik analiz kavrami, temelde bir veri
kiimesindeki ortak noktalara, iliskilere ve farkliliklara gore
verilerin analiz edilme siirecini ifade eder. ‘Tematik’ sozciigi,
veriler i¢indeki temalari arama amaci ile ilgilidir (Gibson ve
Brown, 2009). Analiz siirecinde goriismelerin yazili dokiimii
yapilmig, veriler belirlenen temalar ve kodlar c¢ergevesinde
gruplandirilmig, katilmci1 ifadelerine yer verilerek analiz
zenginlestirilmistir. Arastirmanin gegerlik ve giivenirligi, uzman
goriisli, katilimer teyidi ve ayrintili betimleme yontemleriyle
saglanmistir (Lincoln ve Guba, 1985; Yildirim ve Simsek, 2011).

BULGULAR

Bulgular, aragtirmanin alt problemlerine paralel bi¢imde
“Sube Miidiirii Yeterliginin Anlam1”, “Sube Miidiirlerinin Egitim-
Ogretim ve Yonetime iliskin Yeterlikleri” ile “Sube Miidiirlerinin
Sorunlar1 Kavrama ve Coziim Uretme Becerisi” bashklari altinda
diizenlenip sunulmustur.

Sube Miidiirii Yeterliginin Anlanm

flge MESM nin yeterliklerini tanimlamada, katilimcilarin

biiyiilk ¢ogunlugu (18/24) onceligi insan iliskileri ve iletisime

vermistir. Bu dogrultuda okul yoneticileri sube midiirlerinin
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yeterliklerinde en ¢ok "Insan Iliskileri ve iletisim" yeterligini
anladiklarini ve onemsediklerini belirtmistir. Insan Iliskileri ve
lletisim temas: altinda empati kurma ve duyarhilik (£=9), pozitif
iletisim (f=6), ulasilabilirlik (f=5) ve saygili diyalog (f=3) alt
temalar1 yer almistir. Ornegin bu durum bir okul miidiiriiniin
ifadesine sOyle yansimistir:

“lice MESM denince aklima ilk gelen, empati yetenegi iist
seviyede olan, kendisine bir sorun iletildiginde kendini bizim
verimize koyarak empati kurabilen, bilmese dahi yonetmelikleri
arastirarak ¢oziim tiretmeye ¢alisan sube miidiirleri aklima geliyor.
Empati yetenegi gelismis, insani iliskileri iyi, bizi dinleyecek
zamant olan sube miidiirleri geliyor aklima” (MD10).

Sube miidiirleriyle goriistiikleri anlara iliskin olarak sube
miidiirlerinin davraniglarini betimleyen bir okul midiiri (MD3):
“Sube miidiirlerinin bizimle diyalog kurarken ki halleri, tavirlar,
hareketleri, bunlar bizim icin onemli. Bununla alakali olarak
iletisim becerisinin yiiksek olmasi gerekiyor ve halden anlamalari
gerekiyor.” seklinde durumu ifade etmistir. C6zemedigi sorunlarin
¢Ozimii i¢in hizli bir bicimde sube miidiirlerine ulasmak ve
onlardan yardim almak istedigini bu okul miidiirii: “Okul miidiirii
olarak yetemedigim yerde yardim almak isterim, [sube miidiiriine]
cabuk ulasmak isterim, her konuda benden daha bilgili olmasin
isterim” (MD17) seklinde belirtmistir. Bununla birlikte sube
miidiirlerinin iletisim becerilerini ve kendilerine yaklagimlarin
olumsuz goren bir okul miidiirii bu durumu: "Makamlar: geregi bir
tistten bakma durumu hissettiriyorlar. Bu durum da iletisimi
bozuyor." (MD16) seklinde ifade etmistir.

Sube miidiirlerinin sahip olduklar1 yeterliliklerden digeri
“mesleki ve teknik yeterlik” olarak adlandirilmistir. Katilimeilarin
yaridan fazlas1 (16/24) sube miidiirlerinin yeterlikleri denince
mesleki ve teknik yeterlikleri anladiklarini ifade etmistir. Bu tema
altinda mevzuat bilgisi (f=12), bilgi aktarim1 ve damigsmanlik rolii
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(f=12) alt temalar1 yer almaktadir. Mevzuat bilgisi alt temasi,
yonetmelik ve mevzuata hakimiyet (f=12) koduyla en sik
vurgulanan alt tema olmustur. Bilgi aktarimi ve danigmanlik rolii
alt temas1 ise hizli ve dogru bilgi verebilme (f=7) kodu ile yol
gostericilik, danmismanlik  yapabilme (f=5)  kodlarinda
yogunlagsmaktadir. Katilimcilar, sube miidiirlerinden yonetmelik ve
mevzuata hakim olmalarimi1 beklediklerini, 06zellikle yasanan
sorunlarda kendilerine mevzuat cergevesinde rehberlik yapmalari
gerektigini vurgulamistir. Ornegin bir okul miidiirii (MD9): "Sube
miidiirlerinin yeterlikleri denince bir sorunla karsilastigimiz
zaman, yonetmelik geregi neler yapabilecegimizi aktarmalart
[gerektigini]  beklentilerimizi  anliyorum.”  seklinde  durumu
aciklamaya calisirken bir baskasi sube miidiirlerinin en azindan
danistiklar1 konu hakkinda yorum yapmalarini beklediklerini ifade
etmistir. Bu miudiir: “Bunu  ben bir arastirayim’ cevabini
aldigimizda yetersiz olduklarini diistiniiyorsunuz. Mevzuat olarak
tam yamit olmasa da yorum bekliyoruz” (MDI11), seklinde
beklentisini ortaya koymaktadir.

Katilimcilarin bazilar1 (9/24) sube miidiirlerinin yeterlikleri
denince kavramsal yeterlikleri anladiklarima wvurgu yapmustir.
Kavramsal yeterlik temasi altinda yonetim hakimiyeti (f=4), gorev-
uzmanlik uyumu (f=4) ve biitlinciil bakis (f=1) alt temalar1 yer
almaktadir. Bu alt temalar, yonetim ve program bilgisi, gorev alant
ile uzmanlik alam1 uyumu beklentisi ve sistem biitiinligilini
gorebilme kodlariyla temsil edilmektedir. Problem ¢6zme
becerisine ya da yetenegine ve kapasitesine sahip olmay1 bir okul
midiri (MD4): “Benim anladigim [kadariyla] alt birimler
tarafindan kendilerine iletilen, ¢oziilemeyen problemleri ¢ozebilme
kabiliyeti ve kapasitesi olarak goriiyorum.” seklinde ifade etmistir.
Okul yoneticilerinin, sube miidiirlerinin gorev alanlar1 ile uzmanlik
alanlar1 arasinda olmasi gereken uyuma iliskin beklenti, “Gorev-
uzmanlik uyumu” seklinde alt teme olarak diizenlenmistir. Okul
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yoneticilerinin bu beklentisini bir miidiir yardimcis1 sdyle ifade
etmistir: "Isterim ki [ilce milli egitim] rehberlik sube miidiirii, bir
rehber ogretmen olsun; temel egitimden sorumlu sube miidiirii
ilkokul, ortaokul olabilir. Lise brangindaki bir 6gretmenin ¢ikip da

temel egitimden sorumlu olmasini istemem. Yeterlik denince benim
aklima bu geliyor." (MY1).

Biitiinciil bakis alt temasi, sube miidirlerinin okulu sistem
biitiinliigli icinde gorebilmesini, ona uygun davranmasini, okulun
sistem i¢inde yerine getirdigi islevin Odnemini kavramasim ifade
etmektedir. Bu durumu bir okul miidiir yardimcis1 soyle ifade
etmistir: “Sorunlara bulduklar: ¢oziim, bakis acilar, is bitiricilik
veya idari olarak yasadigimiz sorunlart ¢oziim odakl yaklagmalari,
yonetmeleri gereken biiyiik bir topluluk aklima geliyor.” (MY®6).

[lge MESM’nin sahip olduklari ya da sahip olmalari
gereken yeterliklerinin tanimlanmasinda yonetim literatiirii ile
uyumlu bulgular elde edilmistir. Elde edilen bulgular, okul
yoneticilerinin ilce MESM yeterliliginden, Katz’in kavramlastirdigi
sekilde “Insan iliskileri ve iletisim”, “Mesleki ve teknik yeterlik”
ve “Kavramsal yeterlilik” seklinde ifade edilen teoriyle uyumlu
oldugu gozlenmistir.

Sube Miidiirlerinin Egitim-Ogretim ve Yonetime Iliskin
Yeterlikleri

Sube miidiirlerinin egitim-0gretim ve egitim yodnetimine
iligkin yeterlikleri; “Mesleki Yeterlik”, “Sistem Biitiinltigii”,
“Sorunlara Yaklasim” ve “Gelismeleri Izleme” temalar1 seklinde
diizenlenmigtir. Mesleki Yeterlik; Uzmanlik bilgisi, Mevzuat
hakimiyeti ve Teknik yeterlik alt temalarini igermektedir. Uzmanlik
bilgisi (f=20) alt temasinda, katilimcilarin yaridan ¢ogu (f=11) sube
miidiirlerinin gorev alanlarinda yeterli bilgiye sahip olduklarint
belirtirken, yartya yakini (f=9) yeterli bilginin kisiye bagli olarak
degistigini ve yetersiz oldugunu ifade etmistir. Ayrica, sube
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midiirlerinin yeterli bilgiye sahip olmadiklarinda bu durumu telafi
etmek i¢cin genellikle ast olarak gorev yapan sefe ve memurlara
danistiklar1 ifade edilmektedir. Bu durumu yansitan bir okul
miidiiriiniin ifadesi soyledir:

“Bir¢ok sube miidiirii aslinda yaptigi isin ne oldugunu
bilmiyor.  Bir¢ogu bilgisayardaki ofis programlarini  dahi
kullanmayr bilmiyor. Yasalar ve yonetmeliklerdeki bir¢ok maddeyi
de bilmiyorlar. Altlarinda ¢alisan sefler bu ise daha hakimler.
Altindaki sef iyiyse veya mevzuata hakimse sube miidiirii de o kadar
iyi ve konuya hakimdir. Bir¢ok sube miidiirii biliyorum ki bir
konuyu tamistigimizda ‘size sonra doneyim’ diyerek altindaki sef
veya yullardir o isi yapan memura danisip, istisare edip bizlere
doniis yapryorlar.” (MD1).

Mevzuat hakimiyeti (f=18) alt temasinda goriis bildiren
katilimcilarin yaridan fazlasi (f=10) sube miidiirlerinin mevzuata
hakim oldugunu belirtmektedir. Sube miidiirlerinin mevzuat
hakimiyetini (kanun, yonetmelik, yonerge ve prosediirler) yeterli
bulan okul yoneticileri, sube miidiirlerinin  gergeklesen
degisikliklerle ilgili bilgilendirme toplantilar1 yaptiklarini ifade
etmektedirler. Omegin bir okul mudiri: “Kanunlari,
yonetmelikleri ¢ok iyi biliyorlar. Mevzuatta degisiklik oldugunda
toplanti yaparak ozellikle dikkat edilmesi gereken hususlari bizlere
anlatiyorlar.” (MD18) seklinde durumu agiklamaktadir. Baska bir
okul midiri de durumu aciklamak i¢in: “Prosediirlere,
yvonetmeliklere, yonergelere, kanunlara hakimler ve bu noktada
bilgilendirme de bize yapiliyor... Bu da ashinda yonetmelikleri,
prosediirti, kanunlart stirekli takip ettiklerini ve bunu uygulamaya
calistiklarint gosteriyor.” (MD3), ifadesini kullanmistir. Bununla
birlikte okul yoOneticileri, yasanan eksiklik ve aksakliklarin da
yapilan mevzuat degisikliklerine baglamaktadir. Bu durum bir okul
yoneticisinin  ifadesine: “Mevzuata  hakim  olduklarini
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diistintiyorum. Eksikligi olan durumlarin da degisen durumlardan
kaynakli..., oldugunu diigiintiyorum.” (MD14) seklinde yansimstir.

Buna karsin bazi katilmcilar (f=8) sube miidiirlerinin
mevzuat bilgisini yetersiz bulmaktadir. Sube miidiirlerinin mevzuat
bilgisini yetersiz bulanlar, yetersizligin, uzmanhk bilgisi
kategorisine benzer sekilde, ¢ogunlukla sef ve memurlar tarafindan
telafi edildigi belirtilmektedir. Bu katilimcilar, mevzuatla ilgili
olarak sube miidiirlerinde danistiklart bazi konularda, sube
miidiirlerinin altlarinda calisan sef veya deneyimli memurlara
danistiklarini belirtmiglerdir. Bu durumun kisiye bagli olmakla
birlikte, bagimsiz karar {iiretme siireglerinde ciddi eksiklikler
yasandigini, siirecin bir iist ya da bir alt yonetim kadrosuna
birakildigini, bu duruma sorunun ¢oziimiiniin bazen sikintilara
sebep olacak sekilde siirlincemeye birakildigini dile getirmistir. Bu
durumu bir okul midiirii: “Yasalar ve yonetmeliklerdeki bir¢ok
maddeyi bilmiyorlar. Bir¢ok sube miidiirii biliyorum ki bir konuyu
danmistigimizda ‘size sonra doneyim’ diyerek altindaki sef veya
villardir o isi yapan memura danmisip, istisare edip bizlere doniis
yapiyorlar” (MD1) seklinde ifade etmistir.

Teknik yeterlik alt temasinda (f=19), katilimcilarin
cogunlugu (f=12) sube miidiirlerinin dijital ve teknik konularda
yetersiz kaldiklarmi vurgulamaktadir. Ozellikle MEBBIS, EBYS,
KBS gibi dijital yonetim programlarinin kullaniminda ciddi
eksiklikler oldugu ifade edilmektedir. Bazi sube miidiirlerinin
elektronik imzalarimi dahi seflere teslim ettikleri belirtilmektedir.
Bu durumu bir okul miidiirii s0yle ifade etmistir:

“Bir¢cogunun cok iyi bilgisayar kullandigim
zannetmiyorum. Elektronik belge yonetim sistemi (EBYS) iizerinden
vazi yazmayr dahi bilmiyorlar. Yaziyi memuru yaziyor, sef
parafliyor, sube miidiirii elektronik ortam iizerinden onayliyor.
Hatta bir¢ogu elektronik imzay: bile seflere teslim ediyor. Bu
duruma bir¢ok defa sahit oldum. ’1’5(M D1).



Sistem biitiinliigli temas1 altinda goriisleri toplanan okul
yoneticilerinin yaridan fazlasi (f=10), sube miidiirlerinin olumsuz
iletisim tarzina sahip olduklarini, kendilerini degersizlestiren bir
tslup kullandiklarint  vurgulamaktadir. Bu okul yoneticileri,
kendilerinin ve gorev yaptiklart kurumun TES i¢inde roliiniin ve
oneminin kavranmadigini, kavranmis olsa bile bunun kendilerine
hissettirilmedigini ifade etmektedir. Ornegin bir okul miidiirii bu
durumu: “Sube miidiirlerinde okul idarecilerine karsi deger verme
noktasinda sikinti oldugunu goézlemliyorum. Okul yoneticilerinin
sistemdeki rol ve onemini kavrama noktasinda, bu durumu
kavrasalar bile, okul idarecilerine yansitma noktasinda sikinti
vasiyorlar bence. Bu da ..., hos bir sey degil” (MD3), seklinde
ifade etmistir.

Sorunlara yaklasim temasinda, ¢6ziim {iretme alt temasinda
(f=19), katilimcilarin yariya yakimi (f=8) sube miidiirlerinin
sorunlara ¢oziim odakli yaklastigini belirtirken, yaridan fazlasi
(f=11) sube midiirlerinin sorunlar1 agirdan aldiklarni ya da
stirincemede biraktiklarini ifade etmektedir. Okul ziyaretleri alt
temasinda (f=13), katilimcilarin ¢cogunlugu (f=9) sube miidiirlerinin
sorunlart yerinde incelemek icin okul ziyaretleri yapmasi
gerektigini belirtmistir. Ornegin bir okul miidiirii bu durumu: “Bir
sorunla karsilagip sube miidiirlerimize sorunu ilettigimizde
beklentimiz, okula gelerek gozlem yaparak sorunu irdelemesi ve
bizim demek istediklerimizi anlayabilmeleridir.” (MD12), seklinde
ifade etmistir. Bununla birlikte dort okul yoneticisi, sube
miidiirlerinin okullarin1 diizenli bir bigimde ziyaret ettiklerinin
ifade etmistir. Bu durumu bir okul miidiirii s6yle ifade etmistir:
“Iicemizde giizel bir uygulama yapiuliyor. Sube miidiirleri yilda en
az bir defa okullari ziyaret ediyorlar. Okullar: kendi aralarinda
planlama yaparak geziyorlar. Ayrica davet ettigimiz etkinliklere de
azami surette katilmaya gayret gosteriyorlar” (MDS8).
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Gelismeleri  izleme  temasinda  goriisleri  derlenen
katilimcilarin yaridan fazlast (f=9), sube miidiirleri tarafindan,
egitim ve yonetim alanindaki ulusal ve uluslararasi giincel
gelismelerin yeterince izlenmedigini vurgulamaktadir. Buna karsin
bazi katilimcilar tarafindan egitim ve yonetim alanindaki ulusal ve
uluslararas1 giincel gelismelerin izlendigi (f=7) belirtilmektedir.
Giincel gelismelerin izlenip izlenmeme durumu, gelisim odakli
davraniglarin TES’te ve sistemin 0diil-ceza mekanizmasi iginde bir
karsiliginin olmamasina baglanmaktadir. Bu durumu bir okul
miidiirii soyle ifade etmistir:

“Sube  miidiirlerinin egitim ve yonetim alamindaki
gelismeleri, giincel gelismeleri ve milli egitim bazinda uluslararasi
gelismeler ne kadar takip ediyor diye sorarsaniz hi¢ diyecek kadar
az oldugunu diisiiniiyorum. Ozellikle uluslararast egitim sistemi
karsilastirmalar: ve uluslararasi alanda egitim ile ilgili gelismeleri
takip etmenin TES deki yoneticilerde karsiligi yok. Bu donanima
sahip olmanmn isleyiste karsiligi yok. Bununla ilgili bir odiil veya
ceza mekanizmast da yok. Dolayisiyla ilce MESM ve diger
voneticiler bu alanda kendilerini gelistirmeye ihtiya¢ duymuyorlar.
Bunun gelistirilebilmesi icin bir degerlendirme kriterinin olmast
gerektigini diigtintiyorum.” (MD8).

Sube Miidiirlerinin Sorunlar1 Kavrama ve Céziim Uretme
Becerisi

Sube miidiirlerinin kendilerine iletilen sorunlar1 kavrama ve
sorunlara ¢oziim iiretme becerilerine iliskin olarak katilimcilarin
goriisleri: “Coziim Uretme Becerisi ve Yaklagimi”, “Degisime Agiklik ve
Yenilik¢ilik” ile “Sorunlara Biitiinciil ve Analitik Yaklagim” temalar
altinda toplanmugtr.

Sube miidirlerinin sorunlara “Céziim Uretme Becerisi ve
Yaklasimi” temasi, “Coziim Odakli ve Destekleyici Tutum” ile
“Pasif veya Kagingan Tutum” alt temalarini i¢ermektedir. COoziim

-17--



odakli ve destekleyici tutum (f=25) alt temasinda, katilimcilarin
yaridan fazlasi sube miidiirlerinin damisarak ve arastirarak (f=13)
cOziim arayisina girdiklerini belirtmistir. Bu katilimcilar, sube
midiirlerinin bilmedikleri durumlarda, kendi alt kadrolarindaki sef
ve memurlara, il milli egitim sube miidiirlerine ya da bakanliga
danisarak ¢6ziim trettiklerini ifade etmistir. Bu durumu bir okul
miudiri: “Konuya vakif degillerse o zaman arastirirlar, gerekirse

bakanliga kadar yazarak goriis alirlar, o goriise binaen tekrar bize geri
donerler.” (MD13), seklinde ifade etmistir.

Gortsleri, pasif veya kacingan tutum alt temasinda (f=14)
toplanan katilimcilarin yaridan fazlasi (f=8), sube miidiirlerinin
karar almaktan kacindiklarini, bu nedenle de siirekli iistlerine
yonlendirme yaptiklarint vurgulamaktadir. Bu durumu bir okul
yOneticisi de soyle ifade etmistir:

“Bizim takildigimiz yapamadigimiz ya da bir ¢oziim
aradigimiz zaman dogrudan gidip sube miidiiriimiizle bunu
konusamiyoruz. Ciinkii bize ‘ilgce milli egitim miidiirii bilir’, ‘o
isterse olur’, ‘o séylerse olur’ cevabi veriliyor. Sorunlarimizia ilgili
va ilge milli egitim miidiiriimiizle ya kaymakam beyle veya belediye
baskanimizla birebir goriistiyoruz. Ama sube miidiirlerimiz de biz
bu tiir konulart konusamiyoruz. Kendileri inisiyatif alarak bir sey

yapamiyorlar veya yapmak istemiyorlar.” (MD17).

Degisime Acgiklik ve Yenilikgilik temast (£=26),
“Degisime Agik Tutum” (f=6) ve “Degisime Kapali Tutum” (f=20) alt
temalarmi icermektedir. Degisime kapali tutum alt temasinda,
katilimcilarin yarisindan fazlasi degisime acik olmama, yenilige
direng ve eski uygulamalarda 1srar etme (f=11) seklinde davranig
sergilerken; digerlerinin de mevzuata siki sikiya baglilik
gosterdikleri ve risk almaktan kacindiklari (f=9) belirtmistir. Bu
durumu bir miidiir yardimeisi: “Degisime acik olma konusunda ¢ok da
pozitif bir algi icinde olduklarim diigiinmiiyorum.” (MY6), seklinde ifade
ederken, bir okul miidiirii ise “Bazi seylere ¢oziim iiretme noktasinda
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mevzuata takilarak esnek olmadiklar: hatta ¢cok kati olabildiklerini
gozlemleyebiliyorum.” (MD8), dile getirmistir.

Degisime acik tutum sergileyen sube miidiirleri (f=6),
katilimcilar tarafindan "degisime ve gelismelere acik olma"
seklinde tanimlanmis ancak bu ag¢ikligin sinirinin "mevzuatin izin
verdigi kadar" oldugu vurgulanmaktadir. Bu durumu bir okul
midiiri (MD5): “Yonetmelik ve mevzuatlara gore hareket ettikleri iin

degisime agik olmalari da yine mevzuatin degistigi kadariyla sumirh...”
seklinde ifade etmistir.

Sorunlara biitlinciil ve analitik yaklasim temasinda,
katilimcilarin yaris1 (f=4) sube midiirlerinin yonetmeligi kontrol
ederek gilincel gelismeleri takip eden ve biitiinciil degerlendirme
yapan bir yaklagim benimsedigini belirtmektedir. Bu durum bir
okul miidiiriiniin ifadesine sdyle yansimistir:

“Egitim O&gretime ve ydnetmeye iliskin sorunlart sube
miidiirlerimize ilettigimiz zaman ¢oziim odakli yaklagiyorlar.
Ozellikle yonetsel islerle ilgili sorunlart ilettigimizde o sorunla
ilgili bize ¢oziim iiretiyorlar. Bir soru sordugumuz zaman, bu
yonetmelikte yoksa bile tiim yonleriyle irdeleyerek kendileri ortak
bir goriis itibariyle bizlere yardimci oluyorlar” (MDB).

Sorunlara biitiinciil ve analitik yaklasim temasinda goriisleri
derlenen katilimcilarin yarisi (f=4) ise sorunu yiizeysel ele alan,
spesifik olmayan, genel kararlarla gecistiren bir tutumla
karsilagtiklarint vurgulamaktadir. Bu duruma yonelik olarak bir
okul miidiirii: “Biraz genel, spesifik olmaktan ¢ikan kararlar olmasi
gerekiyor. Yani sorunlara biitiinciil bakilmast gerekiyor.” (MD14),
seklinde beklentisini dile getirmektedir.

TARTISMA, SONUC VE ONERILER

Aragtirmanin katilimcis1 olan okul yoneticilerinin “Sube

Miidiirii Yeterligi Algist” insan iliskileri ve iletisim, mesleki ve
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teknik yeterlik, kavramsal yeterlik seklinde iic tema altinda
toplanmistir.  Arastirma bulgulari, okul yoneticilerinin sube
miidiirlerinde  aradiklart  yeterliklerin  hiyerarsik  bir  yap1
sergiledigini ortaya koymaktadir. En temel diizeyde "insan iligkileri
ve iletisim" (saygi, empati, ulasilabilirlik), ardindan "mesleki ve
teknik yeterlik" (mevzuat bilgisi, danismanlik), en son olarak da
"kavramsal yeterlik" gelmektedir. Bu hiyerarsi, egitim orgiitlerinin

insan merkezli dogasmmi ve giliglii biirokratik karakterini
yansitmaktadir.

Katz''m (1955) yonetici yeterlik modeline gore, insan
iliskileri ve iletisim yeterligi, yonetimin her kademesinde esit
derecede Onemlidir. Ancak bu arastirmanin bulgulari, okul
yoneticileri nezdinde bu yeterligin sadece esit derecede Onemli
olmadigini, ayn1 zamanda diger yeterliklerin (mesleki ve teknik
yeterlik, kavramsal yeterlik) oniinde bir dncelik ve giris kosulu
olarak konumlandigini gostermektedir. Bir sube miidiirii, mevzuati
ne kadar iyi bilirse bilsin, eger okul yoneticilerine karsi kibirli,
ilgisiz veya ulasilmas1 gii¢ bir profil sergiliyorsa, "yetersiz" olarak
algilanmaktadir. Tersine, iletisim becerileri giiclii ancak mevzuat
bilgisi zayif bir sube miidiiri ise "yeterli" kabul edilebilmektedir.
Bu bulgu, Cay'in (2023) rehber 6gretmen goriislerine dayali olarak
okul yoneticilerinin yeterliklerini inceledigi ¢alismasindaki insan
iliskileri ve mevzuat bilgisinin 6n plana ¢ikmasi bulgusuyla
ortiismektedir. Ayrica Ardi¢ ve Aslanargun'un (2020) ilge egitim
yonetimindeki iletisim  yetersizligine iliskin tespitlerini de
desteklemektedir. Ancak mevcut arastirma, iliskisel yeterligin
teknik yeterligin Oniine gegtigini ortaya koyarak alanyazina 6zgiin
bir katki sunmaktadir.

Sonu¢ olarak aragtirmanin bulgular1, yeterlik algisinin
hiyerarsik bir yap1 sergiledigini ortaya koymaktadir. Okul
yoneticilerinin yeterlik algisinda, once insan iliskileri ve iletisim
yeterligi, ardindan mesleki ve teknik yeterlik, sonra da kavramsal
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yeterlik gelmektedir. Bu durumda giiglii mevzuat bilgisine sahip
ama ulasilmaz bir sube midiirii “yetersiz”, iletisimi giiclii ancak
mevzuat bilgisi smirli bir sube miidiiri ise “yeterli” olarak
algilanabilmektedir. Bu bulgu, alanyazinda ¢ok fazla islenmemis
bir perspektif olan okul yoneticisinin list kademeye iligkin yeterlik
algisin1 ifade etmektedir. Bu cerceve i¢inde sube miidiirliigii
rolliniin rehber, danigsman ve iletisim kogu boyutlariyla yeniden
kavramsallastirilmas1 gerektigi soylenebilir (Hargreaves, 2024;
Nguyen ve Hiebl, 2025).

Sube miidiirlerinin “Egitim-Ogretim ve Yonetime Iliskin
Yeterlikleri” mesleki yeterlik, sistem biitiinliigli, sorunlara yaklagim
ve gelismeleri izleme seklinde dort temada toplanmistir. Dikkat
cekici ortak ozellik, her alt temada yeterligi onaylayan ve elestiren
goriiglerin neredeyse esit agirlikta c¢ikmasidir. Bu durum sube
miidiirliigii yeterliklerinde Olglinlii ve tiirdes bir yap1 olmadigini,
bireysel deneyim, gorev-ilgi uyumu ve sube miidirlerinin
doniisiimlii  gorevlendirilmeye tabii  tutulmasinin  belirleyici
degiskenler oldugunu gostermektedir.

Sube miidiirlerinin uzmanlik bilgisinin genellikle alt
kadrolardaki sef ve memurlar tarafindan telafi edilmesi,
Mintzberg'in (1979) profesyonel biirokrasi modelinde tanimladigi
"profesyonellik paradoksu"na isaret etmektedir. Yetkili yonetici,
uzmanlhigi daha yiiksek olan ast veya yatay pozisyondaki
calisanlara yaslanmak durumunda kalmaktadir. Bu durum, Demir'in
(2024) zorunlu rotasyonun kurumsal hafizay1r zayiflattigina iliskin
tespitiyle ve Akdas'in (2004) sube miidiirlerinin yetistirilmesine
yonelik liyakat eksikligi vurgusuyla dogrudan Ortiismektedir.
Katilimcilarin  sube miidiirlerinin ulasilabilirligine ve iletisim
kalitesine yonelik elestirileri de, Currie ve Procter'm (2005) orta
kademe yoneticiler i¢cin tanimladig: "iletisim kanali" islevinin sube
midirligii baglaminda zaman zaman islemedigini, bir darbogaza
doniistiigiinii  diistindiirmektedir. Benzer bigimde, teknik/dijital
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yeterlik eksikligine ve mevzuat bilgisinin kisiye bagli kalmasina
iligkin bulgular, orta kademe yoOneticilerin Orgiitsel bilgi akisini
saglama islevinin (Floyd ve Wooldridge, 1997) kurumsal bir
sistemden ¢ok bireysel kapasiteye dayandigina isaret etmektedir.

Katilimcilarin 6nemli bir kismi, sube miidiirlerinin dijital
yonetim sistemlerinde (MEBBIS, EBYS, KBS) ciddi eksiklikleri
oldugunu belirtmistir. Elektronik imza yetkisinin alt kademeye
devredilmesi, teknik yetersizligin yanisira bir tiir sorumluluktan
kacis bicimi olarak da yorumlanabilir. Bu bulgu hem OECD'nin
(2024) dijital dontistimii bir liderlik doniistimii olarak tanimlamasi
hem de Yilmaz Bolat ve Atasoglunun (2022) tespitleriyle
ortiismektedir.

Sistem biitlinliigli temasinda goriis bildiren katilimcilarin
yariddan fazlast sube miidiirlerinin deger vermeyen, hatta
kiigiimseyici bir tutum sergiledigini bildirmistir. Bu durum
Ashforth ve Humphrey'in (1993) duygusal emek kurami ve
Spears'm (2010) hizmetkar liderlik kurami g¢er¢evesinde okul
yoneticilerinin motivasyon ve bagliligin1 zedeleyen bir etken olarak
goriilebilir. Buna karsin katilimeilarin yaklasik {igte biri, olumlu bir
yaklasimdan soz etmistir. Bu fark, ortak bir kurumsal iletisim
stratejisinin eksikliginden daha ¢ok bireysel farkliliklarin belirleyici
hale geldigini gostermektedir.

Sorunlara yaklasim temasinda, sube miidiirlerinin ¢6ziim
odakli olma ile sorunu agirdan alma ve siirlincemede birakma
tutumlar arasinda keskin bir ayrisma goriilmektedir. Katilimcilarin
yaklagik yarisi sorunu agirdan alma ve siiriincemede birakma ile
karsilagtigini  belirtmistir. Bununla birlikte, okul ziyaretlerinin
yetersizligi de sube miidiirlerinin rehberlik islevini zayiflatan bir
bulgu olarak o©ne ¢ikmaktadir (Hallinger ve Murphy, 1985;
Leithwood ve Riehl, 2005).
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Gelismeleri izleme temasindaki diistik diizey, bireysel
ilgisizlikten c¢ok kurumsal tesvik sisteminin (0diil/yaptirim)
yokluguyla a¢iklanmaktadir. Bu durum Argyris ve Schon'iin (1978)
Ogrenen oOrgiit kuramiyla g¢elismektedir. Ayrica OECD'nin (2024)
onerdigi  stirekli  mesleki  gelisim  modelinin  TES’de
uygulanmadigini da gostermektedir.

Sube midirlerinin “Sorunlar Kavrama ve Coziim Uretme
Becerileri” ¢dziim iiretme becerisi ve yaklasimi, degisime agiklik
ve yenilikeilik ile sorunlara biitiinciil ve analitik yaklasim seklinde
iic tema altinda toplanmistir. Bulgular, sube miidiirlerinin
kendilerine iletilen sorunlara yonelik yaklasimlarinin, sistematik
olmaktan ¢ok, bireysel farkliliklara bagl gelistigini gostermektedir.

Sorunlara  yaklasimlar1  ¢6ziim odakli olan sube
miidiirlerinin, birlikte ¢alistiklar1 ya da yakin ¢evrelerindeki kisilere
danisarak ve arastirarak sorunlara ¢o6ziim aradiklari, is birligine
acik, fikir ve projeleri destekleyen kisiler olarak goriilmektedir.
Katilimcr okul yoneticileri ¢oziim odakli ve destekleyici tutum
sergileyen sube miidiirlerinin kendilerine iletilen sorunlarda
danisarak, arastirma yapip, ilgili makamlardan yazili goriis alarak
coziim irettiklerini ve bu siirecte is birligine agik olduklarini
belirtmistir. Bu bulgu, etkili bir egitim yoneticisinin sorunlar1 salt
kendi bilgi birikimiyle ¢ézmeye calismak yerine, gerektiginde
uzmanlara danigan, mevzuati aragtiran ve ¢oklu bilgi kaynaklarini
kullanan bir yaklasim benimsemesi gerektigini vurgulayan
alanyazinla dogrudan ortiismektedir (Aydin, 2014). Bu tiir bir
yaklagim, "profesyonel biirokrasi" (Mintzberg, 1979) olarak
tamimlanan egitim Orgiitlerinde, standart prosediirlerin Otesine
gecerek uzmanhik  bilgisinden yararlanmanin  gerekliligini
yansitmaktadir. Sube miidiirlerinin, bilmedikleri konularda il milli
egitim sube miidiirlerine, bakanliga veya kendi alt kadrolarindaki
sef ve memurlara danisarak ¢ozlim {iiretmeleri, onlarin "6grenen
lider" profiline yaklastiklarin1 gostermektedir (Senge, 1990).
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Katilimcilar ayn1 zamanda, sube miidiirlerinin kendi fikir ve
projelerine deger verdigini, Onlerini kesmedigini ve ekip
calismasina 6nem verdigini vurgulamistir. Bu bulgu, “dagitilmis
liderlik” anlayisiyla (Harris ve Spillane, 2008) yakindan iligkili
olmakla birlikte, bu olumlu tablonun bireysel farkliliklara bagh
oldugu, tiim sube miidiirleri i¢in gegerli olmadig1 anlagilmaktadir.
Ayrica, katilimcilarin 6nemli bir kismi, sube miidiirlerinin inisiyatif
almaktan kac¢indiklarini, kararlan iist makamlara havale ettiklerini,
bu tutumun  iktidar  yanlist  sendikal  aidiyetle  de
iliskilendirilmektedir.

Degisime agiklik ve yenilikg¢ilik temasinda goriisleri
derlenen katilimcilarin  biiyiik ¢ogunlugu sube miidiirlerini
degisime kapali ve kat1 bulmaktadir. Bu bulgu, egitim 6rgiitlerinin
"degisime direng" kavramiyla (Coghlan, 1993; Dent ve Goldberg,
1999) yakindan iligkili goriinmektedir. Degisime ac¢ik bulunan
sube miidiirlerinde bile bu acikligin “mevzuatin izin verdigi kadar”
goriisiiyle ifade edilmesi, Tiirkiye'de yonetici 6zerkliginin oldukca
dar bir alana sikistinldigini gostermektedir. Sube miidiirlerinin
mevzuat degisikliklerine uyum saglarken yapisal isleyis kaliplarim
koruma egilimi, tam olarak "yiizeysel degisim" ile sinirli kalan bir
adaptasyon bi¢imini yansitmaktadir. Ardi¢ ve Aslanargun'un (2020)
ilgce egitim yonetiminde biirokratik engelleri ve koordinasyon
eksikliklerini tespit eden bulgulart da bu degerlendirmeyi
desteklemektedir.

Sorunlara biitlinciil yaklasim temasinda
katilimcilarin yaris1 arastirmacit ve kapsamli bir degerlendirme,
diger yarisi ise yiizeysel ve genel gecer kararlarla karsilastigini
bildirmistir. Arastirmact ve kapsamli yaklasim sergileyen sube
miidiirleri, "yonetmeligi kontrol etme, gilincel gelismeleri takip
etme ve Dbiitlinciill degerlendirme yapma" davranislariyla
tanimlanmistir. Bu tiir bir yaklasim, etkili bir yoneticinin sahip
olmasi gereken "kavramsal yeterlik" (Katz, 1955) ile dogrudan
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iliskilidir. Bu ikili yapi, sistemin ortak bir yeterlik standardi tiretme
kapasitesinden yoksun oldugunu, sorunun yalnizca se¢me-atama
stiregleriyle degil, gorev i¢i gelisim mekanizmalarinin yokluguyla
da ilgili oldugunu gostermektedir. Bu bulgu, Tiirkiye'de yonetici
yetistirilmesi ve seg¢me siireclerine iligkin yapisal sorunlari
derinlemesine belgeleyen Celikten ve Celikten (2024) ile Balyer
(2012) ¢alismalarini biitiinciil bir baglamda dogrulamakla birlikte,
sorunun yalnizca giris siiregleriyle degil, ayn1 zamanda gorev ici
gelisim  mekanizmalarinin ~ yokluguyla da ilgili  oldugunu
vurgulayan 6zgilin bir katki sunmaktadir. Yiizeysel degerlendirme
yapan sube miidiirleri ise, katilimcilar tarafindan "sorunu
kavrayamama, yeterince analiz etmeme, spesifik olmayan genel
kararlar verme" davranislariyla tanimlanmistir. Bu bulgu, karar
verme siireglerinde "sinirlt rasyonellik" kavramiyla (Simon, 1957)
aciklanabilir. Simon, bireylerin karar verirken tiim alternatifleri ve
olast sonuglar1 degerlendirecek biligsel kapasiteye sahip
olmadiklarini, bu nedenle "yeterli" c¢ozliimlere yoneldiklerini
savunur.

Bir biitiin olarak bulgular, {i¢ ayr1 diizlemde
tekrarlayan aymi Oriintiiye isaret etmektedir. MESM yeterligi,
sistemsel bir standarttan cok bireysel niteliklere bagli olarak
bicimlenmekte ve bu bireysel degiskenlik de biiyiikk Olciide
kurumun gorev i¢i gelisimi, dijital yetkinligi ve inisiyatif
kullaniminm1 ~ 6diillendirmeyen  yapisindan  kaynaklanmaktadir.
Aragtirmanin alanyazina 6zgilin katkist da tam olarak bu noktada
belirginlesmektedir. Alanyazin ¢alismalar1 MESM'ye iliskin
sorunlar1 ¢cogunlukla segme-atama, 6zlik haklar1 ya da rotasyon
politikalart diizeyinde ele alirken (Akdas, 2004; Demir, 2024), bu
calisma s6z konusu yapisal sorunlarin okul diizeyindeki muhataplar
tarafindan gilinliik etkilesimde nasil deneyimlendigini géstermekte
ve insan iligkileri yeterliginin diger yeterlikler icin bir 6n kosula
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dontistiigiinii ortaya koyarak Katz'in (1955) esit agirlikli yeterlik
modeline egitim yonetimi baglaminda bir sinirlama getirmektedir.

Arastirma bulgularina dayali olarak su Oneriler
gelistirilmistir: Sube miidiirlerinin, atama siireclerinde salt mevzuat
bilgisi yerine iletisim, empati ve biitiinciil yonetim gibi yeterlikler
esas alinmalidir. Sube miidiirlerinin goérev tanimlari, biirokratik
yiikii azaltacak ve egitimsel liderlik rollerini 6ne ¢ikaracak sekilde
yeniden diizenlenmelidir. Dijital okuryazarlik ve bilisim sistemlerin
kullanimina yonelik zorunlu ve periyodik egitimler verilmeli,
elektronik imza gibi kritik yetkilerin alt kadrolara devredilmesini
onleyecek denetim mekanizmalari kurulmalidir. Sube midiirlerinin
bir gorev alaninda en az 4-5 yil kalmasi saglanarak uzmanlagma
olanag1 yaratilmalidir. Rotasyon uygulamasi, planli bir kariyer
modeli ¢ercevesinde kurumsal hafizayr zedelemeyecek sekilde
uygulanmalidir. Hizmet i¢i egitimler, teknik konularin yanisira
iletisim, empati, ¢atisma yoOnetimi ve doniit verme becerilerini
icermelidir. Okul ziyaretleri denetimden daha ¢ok rehberlik ve
sorun ¢ozme yaklasimina dondstiiriillmelidir. Yetki devrinin agik ve
somut sekilde tanimlanmasi, karar verme siirecini hizlandiracak,
sube miidiirlerinin inisiyatif kullanma cesaretini artiracaktir.
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Abstract

The relationship between the toxic leadership, job motivation
and organisational cynicism level of the academicians was
investigated in this study. the research was designed with the
quantitative method and correlational screening model. The sample
of the research consisted of the academicians on duty at Erzincan
Binali Yildirim University in the 2021-2022 academic year. The data
used in the research were collected through the -electronic
environment because of the pandemic. The research data were
analysed with the SPSS program. According to the results obtained
in the research, it was found that the academicians' perceptions of
toxic leadership and unappreciation, and sordidness, which are their
sub-dimensions, were at a high level, that their perceptions of
selfishness and negative mood sub-dimensions were at a moderate
level. According to another result, the academicians' organisational
cynicism and job motivations were high. According to the obtained
results, it was concluded that there was a negative moderate level of
relationship between the academicians' toxic leadership and
organisational cynicism perceptions. Another result of the research
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suggested that there was no significant relationship between the
academicians' toxic leadership perceptions and their job motivations.

Key Words: Academician, Motivation, Organizational Cynicism,
Toxic Leadership
Introduction

Organisational behaviour is not only the function of formal
expectations, individual needs and motivation. The relationship
between these elements is dynamic. Organisation members have
some individual values, needs, goals and beliefs when they come to
their workplace. This situation transforms organisations into a place
with their distinctive features and identity (Hoy ve Miskel, 2020).

While globalisation, intense competition environment, and
innovations in information and communication technology affect
organisations, the organisation workers also are affected by these
changes (Memduhoglu ve Yilmaz, 2017). Successful realisation of
the change process in organisations is related to the behaviour of the
organisation leader. The change in organisations is closely related to
the leadership behaviour of the manager.

The phenomenon of leadership has been studied in many
types of research and described in various ways. Bennis (1989)
likens leadership to beauty and says “It is difficult to describe but
you will know as you see.” Rodney T. Ogawa and Steven T. Bossert
(1995) stress that leadership is an attribute of the school organisation,
which consists of social networks and roles. According to Kotter
(1990), leaders share the task of determining how to behave and
motivate people by becoming the source of inspiration. In short,
people think that leaders are those who make the difference and they
want to understand the reason. Leadership is regarded as the single
most important factor of success or failure in organisations. This
view i1s even valid for educational organisations. The gradually
increasing expectations of many people and institutions in or out of
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education are regarded as the elements that increase the significance
of leadership (Hoy ve Miskel, 2020).

Leadership is the leader's persuasion of followers to act for
specific goals that represent both the leader's own and the followers'
values and motives (wants, needs, aspirations and expectations)
(Celikten ve Ozbas, 2014).

When the relevant literature was reviewed, it was seen that
the basis of the leadership concept dates back to the 19th century and
focused on the types of successful leadership in general. However,
in addition to the leadership styles, destructive and especially
malicious leadership behaviours have started to gain significance in
the literature for 20 years (Demir, 2019).

The types of leadership such as toxic (poisonous) leadership,
destructive leadership, authoritarian leadership, narcissistic
leadership, and rude-bully leadership are leadership types that
consist of negative characteristics. Toxic leaders are narcissistic
individuals who do not care about the well-being of their employees,
even ignore their comfort, have a lack of empathy or sensitivity for
others and do not care about their interests, overwhelm their
employees with threats or authority, thus making them submit to
themselves, and focus only their interests (Yal¢insoy ve Isik, 2018).

Toxic leaders are malicious, maladaptive, unappreciative and
harmful. They reach success by hiding their insufficiencies,
deceiving those around them, and crushing their opponents. Toxic
leaders, who have personality traits such as being cynical, deceitful,
immoral, liars, unreliable, hypocritical, insatiable, who put their
interests before the benefit of their followers, do not realise their
shortcomings and therefore cannot renew themselves because of
their excessive arrogance, cannot see their mistakes due to their
arrogance, or make important decisions due to their cowardice, and
have an attitude that does not care about the consequences of their
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behaviour on others [5]. In addition to all these characteristics, a
toxic leader often makes hasty decisions during tasks and can change
these decisions suddenly without a logical reason, however, plays an
important role in creating and maintaining a toxic work environment
(Cankaya ve Ciftei, 2020).

Three different types of leadership behaviour can be stated in
organisations. These leadership behaviours are classified as safe
(green light), changeable (yellow light), and toxic (red light). On the
other hand, a toxic leader is defined as a rowdy, bully and street
fighter. In the organisation, a toxic leader can be defined as a person
who causes some negative emotions and pain such as anger, tension,
fear, anxiety and distress (Cankaya ve Cift¢i, 2020).

In the organisations the toxic leaders direct, there is an
unhealthy organisation culture which makes the employee
functionless. Toxic feelings can change the degree of toxicity,
creating an emotional pain that is contagious and, if it is left
unchecked, it can destroy the good in organisational life (Demir,
2019).

Employees’ gathering around a common purpose and their
high organisational commitments are significant for the
organization’s efficiency and effectiveness. The attitudes of the
employees related to the organisation are the most significant
predictor of their organisational commitment. The concept of
cynicism has begun to be investigated as an attitude in recent years
(Celikten ve Ozbas, 2014).

Cynicism is a multi-dimensional concept. It has been the
subject of the disciplines such as philosophy, religion, political
sciences, sociology, management and psychology. While cynicism
has been regarded as a concept which has, even partially, a positive
meaning by some, it has transformed to be a negative concept today.
Recent studies equate cynicism with disillusionment in today's
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society with the failure of certain institutions to meet the high
expectations of modern life. In general, cynicism is defined as “a
general or specific attitude characterised by feelings of hopelessness,
disappointment, frustration, and hatred and distrust of a person,
institution, group, ideology, or social convention” (Memduhoglu ve
Yilmaz, 2017).

The person who thinks that everyone is sordid and self-
interested is referred to as cynical; expressing this thought is defined
as cynicism [3]. Cynicism, inclusively, refers to the feeling of
hopelessness and being blocked, and humiliation and distrust for
people or objects (Memduhoglu ve Yilmaz, 2017).

Organisational cynicism is defined as an employee's negative
attitude towards the organisation. It has three dimensions cognitive,
affective and behavioural dimensions. In the cognitive dimension,
the employee believes that the organisation is lack honesty. In the
affective dimension, the employee has a grudge and hatred towards
the organisation. In the behavioural dimension, the employee has
humiliating and critical behaviour (Celikten ve Ozbas, 2014).

Within the scope of organisational cynicism, the employees
regard their organisations as having a lack of honesty. Cynicism
emerges as a result of the employees' experiences in their
organisations and affects the future of the organisation (Celikten ve
Ozbas, 2014).

In the organisations with organisational cynicism, there are
some negative situations such as alienation from their organisations,
decrease in their performance, weak organisational commitment and
organisational citizenship, low level of work motivation, employee-
organisation conflict, job dissatisfaction, and wish to leave the job
(Celikten ve Ozbas, 2014).

Motivation is a concept that includes needs, desires, motives,
and interests. Various psychological, physiological and sociological
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effects that cause any behaviour constitute motivation. The
employees' job performance, which is one of the most significant
origins of organisational success, has been the subject of a lot of
research in the field of organisational behaviour. The employees
require high performance to be successful. Many factors affect the
employee's high performance in the organisation (Aslan ve Cengiz,
2015). The concept of motivation is one of the most significant ones
among these.

The employee's performance in contemporary work life, the
number of products they produce or the factors affecting their work
efficiency are, have always been wondered about and tried to be
understood in management science, industrial and organisational
psychology (Civilidag ve Sekercioglu, 2017).

Individuals have the behaviours necessary for doing business
and achieving success through motivation. However, there are inner
and outer factors that will affect the individual’s motivation.
Individuals' needs, expectations and what they have with these
expectations have a significant effect on the individuals' motivation
(Aslan ve Cengiz, 2015).

Organisations want their employees to be highly efficient and
productive to reach their goals. At that point, the motivations of their
employees are a significant issue. Beyond its meaning in daily life,
the motivation concept in work life is directly related to the job
performance and productivity of the worker. Job motivation is a
complementary aspect of work and is also an employee's dedication
to time, money and resources in the workplace (Civilidag ve
Sekercioglu, 2017).

Various hypotheses guide theoretical and practical studies on
employee motivation. The first of these is related to the necessity to
systematically analyse how personal, work-related and
environmental characteristics affect employee behaviour to
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understand the motivation. The second is that motivation refers to a
dynamic inner status that emerges as a result of being affected by
personal and situational factors and can change with the change in
personal, social or other factors. The third is related to the effect of

motivation on employee behaviour (Diindar, Ozutku ve Taspinar,
2007).

This research aimed to investigate whether there is a
relationship between the academicians' toxic leadership,
organisational cynicism and job motivation levels if there, the
direction of this relationship.

The problem sentence of this study is “the relationship
between the academicians’ toxic leadership, organisational cynicism
and job motivation”. For this purpose, these research questions were
asked:

1. How are the academicians’ toxic leadership,
organisational cynicism and job motivation perception
levels?

2. Is there a relationship between the academicians’
toxic leadership, organisational cynicism and job
motivation perceptions?

3. Are the academicians’ toxic leadership perceptions a
significant predictor of their organisational cynicism and
job motivations?

Method

Ethical Statement

This study was carried out with the ethical consent and
permission of Erzincan Binali Yildirnm University Human
Researches Ethical Committee with the date of 31st March 2021, the
volume of 04 and 04/40 protocol number.

Research Model
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This research was in a correlational screening model. The
correlational screening model is a model which enables the
investigation of the difference between two or more variables and
puts forth the level of difference [10]. In accordance with the created
theoretical model, it was aimed to determine the predictive power of
the academicians' toxic leadership scores on their organisational
cynicism and job motivation scores.

Universe and Sample

The sample of the research consisted of the academicians
who work at Erzincan Binali Yildirim University in the 2021-2022
academic year. The demographic information of the academicians
who participated in the research is presented in Table 1.

Table 1 Demographic information of the participants

f %
Gender Male 137 32.8
Female 67 67.2
Degree Research Associate 33 16.2
Lecturer 31 15.2
Doctor Lecturer 64 31.4
Associate Professor 47 23
Professor 29 19.2
Year of Experience 1-10 76 37.5
11-20 68 32.6
21 + 60 299
Marital Status Evli 164  80.4
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Bekar 40 19.6

Data Collection Tools

The data of the research was collected with the "Toxic
Leadership Scale" which was developed and adapted into Turkish by
Celebi, Giliner and Yildiz (2015), and the "Multi-dimensional Job
Motivation Scale" developed and adapted into Turkish by Civilidag
and Sekercioglu (2017) and the “ Organisational Cynicism Scale”
developed by Kalagan (2009).

Toxic Leadership Scale

It is a scale which was developed by Andrew A. Schmidt,
(2008), adapted into Turkish by Celebi, Gliner and Y1ldiz (2015), and
consists of 30 items and 4 dimensions. These dimensions are
unappreciation, sordidness, selfishness and negative mental state. It
is in the form of a 5-point Likert type as "1: Completely Agree, 2:
Agree, 3: Undecided, 4: Disagree, 5: Completely Disagree.” In the
reliability analyses of the scale performed by the researchers, the
Cronbach Alpha value for the sordidness was found as .95, for the
“unappreciation” dimension as .96, for “negative mental state” .87,
for “selfishness” .91 and for the overall scale as .96. According to
the reliability analysis results applied within the scope of this
research, the Cronbach Alpha value was found as .96 for the
“sordidness” sub-dimension, .97 for “unappreciation”, .94 for
“negative mental state”, .96 for “selfishness” and .99 for the overall
scale.

Multi-dimensional Job Motivation Scale

The scale, which was developed by Gagné, Forest, Gilbert,
Aub¢, Morin and Malorni (2010), adapted into Turkish and
developed by Civilidag and Sekercioglu (2017), consists of 19 items
and 6 dimensions. According to the reliability analyses performed by
the researchers, the Cronbach Alpha coefficient was found as .74 for
the "lack of motivation" sub-dimension, .72 for the intrinsic
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motivation dimension, .82 for the extrinsic regulation social
dimension, .75 for the personal regulation dimension, .63 for the
extrinsic regulation material dimension, .67 for the introjected
regulation dimension and .75 for the overall scale.

[Irganisational Cynicism Scale

The organisational cynicism scale which was developed by
Brandes, Dharwadkar and Dean (1999) and adapted into Turkish by
Kalagan (2009) consists of 13 items and 3 dimensions. There are five
items in the cognitive dimension, four items in the affective
dimension and four items in the behavioural dimension. On the scale,
5-point Likert types are ranked as "Completely Agree" (5), "Agree"
(4), "Partly Agree" (3), "Disagree" (2), "Completely Disagree" (1),
was used. The Cronbach Alpha internal Consistency Coefficients
were calculated orderly as 0.86, 0.80 and 0.78. In the reliability
analyses performed within the scope of this research, the Cronbach
Alpha coefticients were calculated orderly as .92 for the cognitive
cynicism dimension, .97 for the affective cynicism, and .85 for the
behavioural dimension.

Personal Information Form

There is demographic information in the personal
information form about the participants such as gender, degree, year
of experience and marital status to get information about them.
Analysis of the Data

The data obtained in the research were subjected to the
normality analysis before the analyses and found that the data
demonstrated normal distribution. It was realised that the skewness
and kurtosis values related to the data differ between -2 and +2. The
information related to the normality test is presented in Table 2.
Table 2. The normality test results related to the research variables

Variables Skewness Kurtosis
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Tox[¢ Leadershp -,490 -,629

Unappreclation -,818 -,153
Sordldness -451 -,827
Selflshness -,119 -,702
Negatlve Mental State -,150 -,763
[Jrgan(sat/onal -,690 ,553
Job Motvation ,386 ,672

As a result of the normality tests, it was noticed that the data
demonstrated normal distribution, and data analysis was started
within the lights of the obtained data. The mean, independent
samples t-test, correlation analysis and regression analysis methods
were used in the analyses of the data.

Findings

In this part of the research, findings obtained as a result of
the data analysis and interpretations related to the findings were
placed.

Table 3. Academicians’ toxic leadership, organisational cynicism
and job motivation levels

Variables N X Standard
Doviatian
Tox[¢ 204 3,48 1,03
Unappreclation 204 3,70 1,06
Sordldness 204 3,50 1,17
Selflshness 204 3,15 1,09
Negatlve Mental 204 3,25 1,09
[rgan(satonal 204 3,51 0,85
Job Motvation 204 4,12 0,71
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As Table 3 is examined, it is seen that the academicians’ toxic
leadership ( = 3,48) perceptions are high; the sub-dimensions
unappreciation ( = 3,70), sordidness ( = 3,50) perceptions are high;
their selfishness ( = 3,15) and negative mental state ( = 3,25)
perceptions are at moderate level, their organisational cynicism ( =
3,51) perceptions are at high; their job motivation levels are high
compared with the other dimensions (x = 4,12). According to these
results, it can be claimed that the academicians regard their managers
as toxic leaders, who have cynical behaviours and their job
motivations are at a high level.

Table 4. The relationship between toxic leadership, organisational
cynicism and job motivation

1 2 3 4 5 6 7 8 9

1 Toxic
Leadership

2 Unappreciation  gg#+ |

3 Selﬁshness ’937** ,876** 1

4 Sordidness 965%% 879%* 90g*+* |

5 Negative Mental R54%% T61%% T08%* 799%* |
State ’ ’ ’ ’

6 _rganisational oy gg1u 7408% 749%% 705+ |
Cynicism ’ i > > >

7 Cognitive 7097 678%*% T06** 669%* 593%* 804+ |
cynicism

8 Affective T6T™ [TAARE GO0** 723%% JQ1*% 882** 679k |
cynicism ’ ’ ’ ’ ’ ’ ’

? Behavioural —— soque spzux soaen sapxr s3GRE 21%E SOIEE G14%E |
cynicism

10 Job Motivation _os7 _098 -057 -030 ,002 -073 -080 -,142*% 051

When Table 4 is analysed, it is seen that while there is a
positive significant high level of relationship between the
academicians’ toxic leadership, their perceptions related to its sub-
dimensions and organisational cynicism and its sub-dimensions
cognitive and affective cynicism perceptions, there is a positive
moderate level of relationship between toxic leadership, its sub-
dimensions and behavioural cynicism. No significant relationship
was found between the academicians’ toxic leadership and their
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perceptions related to its sub-dimensions and job motivation
perceptions. When the relationship between the academicians'
organisational cynicism perceptions and job motivations was taken
into consideration, while there was a negative low level of a
significant relationship between organisational cynicism and
affective cynicism dimensions and job motivation, no significant
relationship was found between cognitive cynicism, behavioural
cynicism and organisational cynicism and job motivation. According
to these findings, it can be claimed that the existence of managers,
who demonstrate toxic leadership, in an organisation means that
employees are likely to demonstrate cynical attitudes and behaviours
toward their organisations.

Findings Related to the Measurement Model Test

In the structural equation model, the relationship between the
variables was let free; thus, the measurement model was tested with
CFA in which the relationships between the variables were
examined. The regression coefficients which was standardised
between the variables in the research are presented in Figure 1.

Figure 1 Measurement Model
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It was determined that the coefficients between the latent
variables in the measurement model and the observed variables
related to these variables were significant(p<.01). According to this
finding, the relationship coefficient between the Organisational
Cynicism latent variable and Toxic Leadership latent variable was
found as .88.

Table 5. Fit values calculated related to the measurement model
and model fit criteria

Fit Values Good Fit Acceptable
Indexes Fit

X%/Sd 2,84 0-3 3-5
RMSEA 0.09 .00-.05 .05-.10
SRMR 0.27 .00-.05 .05-.10
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CFI .98 .95-1.00 .90-.95
NNFI 97 .95-1.00 .90-.95
IFI 97 .95-1.00 .90-.95
RFI .95 .95-1.00 .90-.95
TLI .98 .95-1.00 .90-.95

In Table 5, the model fit criteria and good fit and acceptable
fit criteria related to these fit criteria (Karagdz, 2017, p. 466;
Tabachnick, B. G. & Fidel, L. S. 2015; Karagdz, 2017, p. 466) are
presented. In the measurement model, it was found as y*/sd 2.84,
RMSEA= .090 and RFI = .95. It is seen that these calculated
measurements meet the acceptable fit criteria. On the other hand, the
calculations are CFI= .98, IFI=.97, TLI= .98, NNFI=.97. It is seen
that these calculated measurements meet the good fit criteria.
According to these findings, it was realised that the measurement
model created to test the hypothetical model had good and
acceptable fit values.
Findings Related to the Hypothetical Model Test

After the measurement model was tested and confirmed, the
hypothetical model was tested as it was proposed in the current
study, and the fit values for this test are presented in Table 6.

Table 6. Fit value results related to the hypothetical model

Fit Value Goo Acceptabl

Indexes S d Fit e Fit
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X?%/Sd 2,84 0-3 3-5

RMSE .09 .00- .05-.10

A .05

SRMR 27 .00- .05-.10
.05

CF1 98 .95- .90-.95
1.00

NNFI 97 .95- .90-.95
1.00

IFI .98 .95- .90-.95
1.00

RFI 95 .95- .90-.95
1.00

TLI 97 .95- .90-.95
1.00

The fit values of the hypothetical model are %> /sd 2,84,
RMSEA= .09, CFI= .98, IFI= .98, TLI= .97, RFI= .95, NNFI= .97.
These calculated data demonstrate that the hypothetical model has
good and acceptable fit values. In addition to the hypothetical model,
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the standardised regression coefficients calculated in this model are
presented in Figure 2.
Figure 2: A hypothetical model for Organizational Cynicism and

Toxic Leadership
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In the hypothetical model in Figure 2, it was found that the
coefficient related to the path between Organisational Cynicism and
Toxic Leadership latent variables is .88 and this path was significant
(p <.001). Table 8 demonstrates the standardised path coefficients,
standard error and t-test results, as well as non-standardised path
coefficients for the relationships between latent variables in the
hypothetical model.

Table 8. Values for direct effects on the hypothetical model
Structural Relat(ons B B S.E CR(®)

s
. E
< é = 33 .87 022 14.992
o 8 Q%
o 5
o o I )
= ORE)

Note. ** p <.001

Modifications Related to the Measurement Model and
Hypothetical Model
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In structural equation modelling, the program offers the re-
evaluation of the fit coefficients of the model established by the
researchers and the creation of covariance matrices between the
observed variables and latent variables to obtain a better fit. These
values, which are known as the Modification Indexes (MI), are
evaluated by the researcher, and appropriate changes are performed
on the model in the context of the literature (Chou ve Huh, 2012).

In this study, one of the modifications proposed by the
AMOS analysis program was applied by the researchers for the
measurement model and hypothetical model within the scope of the
literature. In this modification, drawing a covariance between
selfishness and Negative Mental State which are the sub-dimensions
of the Toxic Leadership latent variable was suggested. When the
relevant literature was reviewed, the high scores of these two sub-
dimensions belonging to the Toxic Leadership Scale indicate that the
leader experiences selfishness and a negative mental state and there
is a positive moderate level of correlation between this negative
mental state and selfishness (Celebi, Gliner, & Yildiz, 2015). For
this purpose, covariance was drawn between these two sub-
dimensions and modification was performed. The modifications in
the measurement model were also applied to the hypothetical model.
Discussion

In this research, the relationship between the academicians'
toxic leadership perceptions and organisational cynicism, and their
job motivation perceptions was investigated. According to the
results, it was found that the academicians perceived their managers
as toxic leaders. According to another result of the research the
academicians' demonstrating cynical behaviour levels were high.
Another result suggested that the academicians' job motivations
were at a high level.

The results indicated that there was a positive significant
relationship between the academicians' toxic leadership and their
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organisational cynicism perceptions. However, it was concluded that
there was not a significant relationship between toxic leadership and
organisational cynicism and their job motivations.

When the relevant literature was reviewed, in their study,
Kaya, Tokur Goncii ve Erarslan (2021) found that there was a
positive and significant relationship between the sub-dimensions of
toxic leadership, "Sordidness, Selfishness, Negative Mental State"
and cognitive cynicism, which 1is the sub-dimension of
organisational cynicism. In addition, it was also found in their study
that there was a positive significant relationship between ““ negative
mental state”, the sub-dimension of toxic leadership and affective
cynicism. Dobbs (2014), Dobbs and Do (2019) and Aktas, Kiling and
Dogan (2020) suggested in their study that there was a positive
significant relationship between toxic leadership and organisational
cynicism. Likewise, in the study by Demirel (2015) and Cankaya ve
Ciftei (2020) it was claimed that there was a positive significant
relationship between toxic leadership and organisational cynicism.
In another research by Kiigiik (2020), Pour, Yousefi, Zardoshtian and
Eydi (2020) and Ince (2018) it was determined that toxic leadership
had a positive significant effect on organisational cynicism. Ertugrul
(2021) found out in a study that there was a negative significant
relationship between toxic leadership and motivation. Kirca (2021)
suggested in a study that there was a negative significant relationship
between toxic leadership and job motivation. Semedo vd., Monico
(2022) concluded in their study that there was a negative relationship
between toxic leadership and motivation. Torres, Reling ve Hawdon
(2018) found a negative relationship between organisational
cynicism and motivation in their study. According to Bori vd.,
(2020), unappreciation and negative mental state which are the
dimensions of toxic leadership had significant effects on cynicism.
In addition, according to (Cankaya ve Cift¢i,2020), the perceptions
related to toxic leadership and organisational cynicism feelings
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affect organisational commitments negatively. For Kaya vd. (2021)
the sub-dimensions (Unappreciation, Sordidness, Selfishness and
Negative Mental State) of toxic leadership predict the variance
belonged to the "Organisational Cynicism" variable which is a
dependent variable as 37.6 %. Demirel (2015) reached in a study that
toxic leadership is a significant predictor in explaining
organisational cynicism and that toxic leadership explains
approximately 48.2% of organisational cynicism. When these
studies are analysed, it has been observed even in our study that the
academicians’ toxic leadership scores are a significant predictor of
their organisational cynicism scores (B = .87 ) with the structural
equation modelling analysis. In this scope, it can be claimed that
toxic leadership behaviours in organisations affect organisational
cynicism significantly.
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How Public Education Spendil?ngMt:é Student Sense of Belonging in
OECD Nations: A PISA 2015-2022 Analysis

ARZU ALVAN"1
ASUMAN BOLKAN?2

Introduction

The pursuit of understanding how public policy instruments influence students'
psychological and social development has become increasingly central to contemporary
educational research and policy discourse. In recent years, a fundamental shift has occurred
in how educational success is conceptualized: beyond mere academic achievement, the
well-being of students—encompassing their sense of belonging, safety, and psychological
health—has emerged as a paramount educational outcome. This transformation reflects
both the insights of contemporary developmental psychology and the evolving priorities of
major international organizations including the OECD, UNESCO, and UNICEF.

The sense of belonging to school represents a foundational psychological construct
with far-reaching consequences for student outcomes. As Baumeister and Leary (1995)
established in their seminal work, the need to belong is indeed a fundamental human
motivation, and when satisfied within the school context, it generates positive effects on
psychological health, motivation, and academic achievement. Students who experience a
genuine sense of belonging exhibit higher levels of engagement with learning, reduced
school dropout, and demonstrably better academic performance. Beyond these academic
dimensions, research consistently demonstrates that school belonging contributes
significantly to students' overall psychological well-being and social development.

The question that drives this investigation is deceptively straightforward yet
profoundly important: What role do macro-level education policy variables—specifically,
public education spending and student-teacher ratios—play in shaping students' sense of
school belonging across OECD nations? To address this question, this study employs panel
data analysis based on PISA administrations from 2015, 2018, and 2022, examining data
from 31 OECD member countries. Using econometric methods including fixed effects
estimation, we investigate whether changes in education expenditure within countries over
time correspond with changes in school belonging, thereby isolating the effect of spending
from persistent country-level differences in culture, history, and institutional structure.
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Our principal finding demonstrates that public education expenditure exerts a
statistically significant positive effect on school belonging even after accounting for
country-specific unobserved heterogeneity. Specifically, a one percentage point increase
in education spending as a share of GDP is associated with a 0.031 unit increase in the
school belonging index (p = 0.031), an effect that strengthens to 0.040 (p = 0.004) when
measured at the secondary education level. In contrast, within-country variation in student-
teacher ratios does not exhibit statistically significant effects on belonging over the short
panel period, suggesting that the impact of classroom composition operates through longer-
term mechanisms or intermediate variables such as teacher support and school climate.

Pedagogical Importance

Belonging and safety represent among the most fundamental components of student
well-being and serve as critical pedagogical necessities rather than mere supplementary
concerns. In educational environments where students experience a strong sense of
belonging, the quality of learning processes is substantially enhanced. A student's feeling
of being a valued and accepted member of the school community directly translates into
greater engagement with academic content, heightened motivation, and improved learning
outcomes.

The psychological research supporting these connections is extensive and robust.
Students who possess a high sense of school belonging participate more actively in learning
activities, demonstrate lower absenteeism rates, show reduced likelihood of school
dropout, and maintain more positive peer relationships. These are not peripheral effects but
central outcomes that define educational quality. Contemporary pedagogical theory
increasingly recognizes that the creation of inclusive, safe learning environments that
strengthen students' sense of belonging should be regarded as a critical educational
requirement, essential not only for students' social-emotional development but equally for
the realization of effective cognitive learning.

Within the OECD framework of student well-being, belonging is understood as a
multidimensional construct encompassing students' perceptions of being respected, valued,
and accepted by both teachers and peers. This conception integrates cognitive,
psychological, and social dimensions of development into a holistic understanding of
educational effectiveness. The sense of belonging is no longer treated as tangential to
academic achievement; rather, it is recognized as foundational to comprehensive
educational outcomes. For this reason, understanding the structural and policy-level factors
that influence belonging becomes essential for informed educational decision-making.

Literature Review

The relationship between public education expenditure and student outcomes has
long engaged the attention of educational researchers and policy analysts. Hanushek's
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(2003) influential work established that the relationship between expenditure levels and
student achievement is not automatic; rather, the manner in which resources are allocated
and the quality of institutions prove decisive. However, more recent empirical evidence
provides compelling support for the importance of education funding. Card and Krueger's
(1992) landmark study and subsequent research by Jackson, Johnson, and Persico (2016)
have demonstrated that increases in school funding improve graduation rates and generate
significant long-term earnings effects, particularly for disadvantaged students. These
findings establish education expenditure as a necessary—though not independently
sufficient—condition for high-quality educational outcomes. The OECD's (2023)
Education at a Glance report further documents that countries with higher education
expenditure generally exhibit more positive student well-being indicators.

The student-teacher ratio constitutes another major focus of educational research,
particularly regarding its relationship with both academic achievement and affective
student outcomes. The Tennessee STAR project, conducted by Finn and Achilles (1990),
provided experimental evidence that smaller class sizes increase academic achievement,
especially in early years of schooling. With respect to affective dimensions, Kutsyuruba,
Klinger, and Hussain (2015) found that in smaller classes where teachers can develop
deeper knowledge of individual students, school climate and safety perceptions are shaped
in markedly positive directions. Notably, Nilsen and Teig's (2022) comprehensive
systematic review revealed that the effect of class size on affective outcomes decreases
substantially once school climate and teacher support variables are controlled for,
suggesting that class size functions as an instrumental variable operating through
intermediate mechanisms rather than exerting a direct effect.

The school belonging literature has developed significantly since Goodenow's
(1993) pioneering conceptualization, which established belonging not merely as an
academic variable but as a fundamental component of overall student well-being.
Osterman's (2000) comprehensive review documented that students with high school
belonging participate more in learning, face reduced dropout risks, and display healthier
peer relationships. Allen et al.'s (2018) meta-analysis confirms robust and consistent
relationships between school belonging and motivational, social-emotional, and academic
outcomes across diverse contexts. Korpershoek et al. (2020) demonstrate that the links
between belonging and academic motivation, engagement, and behavioral adjustment are
replicated across numerous educational settings. Within this framework, school belonging
is recognized as a fundamental indicator of both individual welfare and education system
effectiveness (OECD, 2024).

The present study brings these three literature streams into integrated focus,
examining the effects of macro-level education policy variables on school belonging using
panel data methods in the context of OECD countries. By employing fixed effects
estimation, we isolate within-country variation in these policy variables and their
relationship with belonging, thereby moving beyond simple cross-sectional associations to
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provide more rigorous evidence regarding the causal mechanisms linking education policy
to student well-being.

Student Well-Being Concept

The OECD defines student well-being as students' possession of the psychological,
social, cognitive and physical resources that enable them to lead a good life. This definition
reflects a fundamental reorientation of educational goals away from exclusive focus on
academic achievement toward a more comprehensive understanding of human
development. Educational research and policy have increasingly adopted this holistic
perspective, recognizing that it is insufficient for students merely to be academically
successful; they must also feel safe, develop positive social relationships, experience a
sense of school belonging, and possess overall life satisfaction.

This multidimensional conception of well-being encompasses several
interconnected dimensions. Cognitive well-being refers to students' capacity for effective
participation in learning processes, their possession of learning motivation, and their
development of positive academic self-perceptions. Drawing on Self-Determination
Theory, research shows that when students' needs for autonomy, competence, and
relatedness are satisfied, learning motivation increases and cognitive well-being is
supported. Psychological well-being involves students' life satisfaction, experience of
positive emotions, and sense of personal value. This dimension encompasses concepts such
as self-esteem, hope, happiness, and psychological resilience. Research demonstrates that
students with high psychological well-being maintain stronger academic motivation,
participate more actively in learning, and approach school life more positively.

Social well-being refers to the quality of students' social relationships within and
outside school, encompassing teacher support, peer relationships, social acceptance, and
notably, school belonging. School belonging—the focal construct of this investigation—is
defined as the student's feeling of being an accepted, valued, and respected member of the
school community. This dimension is particularly powerful: PISA research reveals that in
schools with high belonging, students demonstrate higher academic achievement, lower
absenteeism, and reduced dropout risk. Physical safety and a safe school environment
constitute another essential dimension, referring to students' perceptions that they are free
from physical violence, bullying, discrimination, and threats. Finally, satisfaction with
school life reflects how students evaluate their overall school experiences, influenced by
relationships with teachers, peer support, school climate, sense of belonging, and safety
perceptions.

Within the OECD framework, these dimensions are understood as interconnected
rather than independent. For instance, a safe school environment supports the development
of positive peer relationships, which in turn strengthens the sense of belonging. Similarly,
strong teacher support creates conditions for academic competence and positive peer
acceptance. This integrated approach recognizes that student well-being is a holistic
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phenomenon in which policy interventions affecting one dimension often have ripple
effects across others, making comprehensive evaluation of education system quality
essential.

Data and Methodology

This study draws on three main data sources. The dependent variable, the school
belonging index, was compiled from the results of the 2015, 2018, and 2022 waves of the
Programme for International Student Assessment (PISA) conducted by the OECD. PISA
systematically measures the cognitive competencies and well-being perceptions of students
in the 15-year-old age group every three years, thereby allowing for cross-country and
within-country comparisons.

The explanatory variables were obtained from two sources: public education
expenditure (as a percentage of GDP) was drawn from the World Bank World
Development Indicators database via API; the student-teacher ratio (ISCED 2, lower
secondary level) was retrieved from the OECD's Education at a Glance database via the
SDMX API. The control variable, GDP per capita at purchasing power parity (constant
2021 international dollars), was likewise obtained via the World Bank API.

The dependent variable, the Belonging Index, is a composite score standardized by
the OECD to have a cross-country mean of 0 and a standard deviation of 1, reflecting the
extent to which students feel they belong to school. The index is constructed by combining
multiple items from the PISA questionnaire and is designed to be comparable across the
three waves.

The Education Expenditure variable indicates the percentage share of the
government's total expenditure on education within GDP; it is used as a reasonable proxy
for the magnitude of financial resources allocated to the education system. The Student-
Teacher Ratio is an indicator calculated by dividing the number of students by the number
of teachers at the ISCED 2 (lower secondary) level; a lower ratio indicates greater potential
for individual attention. The control variable In(GDP per capita) was added to the model
through a logarithmic transformation in order to capture differences in countries' general
levels of prosperity.

Although the study's initial aim was to cover 38 OECD member countries, the final
analytical sample was limited to 31 countries owing to missing data. Israel and
Luxembourg did not report data for the PISA 2022 belonging index; the ISCED 2 student-
teacher ratio is missing in the OECD database for Australia, Canada, France, Ireland, and
Switzerland. The unbalanced panel dataset comprising the remaining 31 countries and 83
observations has a structure in which 23 countries cover all three waves (69 observations)
and 8 countries cover only one or two waves.
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Results

Descriptive statistics for all variables used in the analysis are presented in Table 1.
The belonging index obtained from 83 country-year observations ranges from —0.44 to
0.47, with a mean of —0.003 and a standard deviation of 0.214. This distribution indicates
that school belonging varies within a relatively narrow but meaningful band across OECD
countries. The share of education expenditure within GDP averages 5.16% (SD = 1.16),
ranging from 3.08 to 7.70. Although the student-teacher ratio averages 12.4, it lies within
a fairly wide range from 7.3 (lowest) to 29.9 (Mexico, 2022). The logarithmic
transformation of GDP per capita ranges from 9.73 to 11.42.

Table 1. Descriptive Statistics of the Variables

Variable N Mean Std. Dev. Min Max
Belonging 83 —0.003 0.214 —0.440 0.470
Index
Education 83 5.156 1.157 3.078 7.698
Expenditure
(% GDP)

Student- 83 12.406 4.258 7.313 29.889
Teacher Ratio

(ISCED 2)

In(GDP/capita) 83 10.705 0.357 9.730 11.419

Note: N = 83 (unbalanced panel, 31 countries, PISA 2015/2018/2022). By year: 2015 (n=28), 2018 (n=29),
2022 (n=26).

The model selection tests and the regression results for three alternative estimators
are presented in Table 2. The fixed effects model was designated as the baseline
specification. The coefficient of education expenditure in the country fixed effects model
is 0.0308 and is statistically significant at the 5% significance level (p = 0.031). This
finding shows that, even under conditions in which within-country temporal variation is
controlled for, an expansion in the education budget exhibits a positive relationship with
students' school belonging. In terms of effect size, a 1 percentage point increase in
education expenditure corresponds to an increase of approximately 0.031 units in the
belonging index; this value indicates a change of approximately 0.14 of the standard
deviation of the index.

The coefficient of the student-teacher ratio was estimated at 0.0124 in the FE model
and is not statistically significant (p = 0.351). Although the cross-sectional correlation
analysis points to the existence of a negative relationship between the student-teacher ratio
and the belonging index across countries, this relationship does not attain a significant
magnitude in within-country variation. The control variable In(GDP/capita) exhibits a
strong and significant effect in the pooled OLS and random effects models; however, in
the FE model it is largely absorbed by the country fixed effects.
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Table 2. Main Regression Results (Dependent Variable: Belonging Index)

Variable Pooled OLS FE (Country) FE (Two-Way) Random Effects
Education 0.0104 0.0308%** 0.0278 0.0336%***
Expenditure (0.628) (0.031) (0.161) (0.003)

S-T Ratio —0.0020 0.0124 0.0084 0.0005
(0.758) (0.351) (0.586) (0.926)

In(GDP/capita) 0.3107*** 0.1152 0.4015 0.2245%**
(0.001) (0.489) (0.309) (0.003)

R? (Within) —0.063 0.063 —0.045 0.029

N / Country 83 /31 83 /31 83 /31 83/31

Note: p-values in parentheses; country-level clustered standard errors. **p<0.05, ***p<0.01.

The robustness of the main findings was tested with five different specifications:
(1) a subsample including only high-income OECD countries, (ii) the addition of a linear
time trend, (iii) the removal of outlier observations, (iv) a balanced panel (23 countries, 69
observations), and (v) an alternative specification using the student-teacher ratio at the
ISCED 3 level. The positive coefficient of education expenditure exhibits stronger
statistical significance in the ISCED 3 specification (§ = 0.040, p = 0.004). On the other
hand, in the high-income country subsample this effect becomes non-significant; this
situation indicates that the effect of education expenditure is more pronounced in countries
with relatively lower income levels. The student-teacher ratio fails to exceed the
significance threshold in all robustness specifications.

Table 3. Robustness Check Results (Dependent Variable: Belonging Index, FE)

Main Model High Income Trend No Outliers Balanced ISCED 3
Panel
Education 0.031%** 0.009 0.029 0.031 0.026 0.040%**
Expenditure [0.031] [0.727] [0.182] [0.146] [0.226] [0.004]
S-T Ratio 0.012 —0.002 0.008 0.013 0.017 0.010
[0.351] [0.958] [0.546] [0.353] [0.235] [0.182]
R? (Within) /N 0.063 /83 0.212/41 0.096 /83 0.067 /80 0.084 /69 0.074 /90

Note: p-values in square brackets. **p<0.05, ***p<0.01.
Discussion and Policy Recommendations

The principal finding of this study is that within-country increases in public
education expenditure in OECD countries are associated with a statistically significant and
positive relationship with students' school belonging. Because this finding, obtained in the
fixed effects model, focuses only on variation over time by excluding persistent differences
among countries (culture, history, institutional structure, etc.), it substantially mitigates the
bias created by unobserved country heterogeneity.

Several mechanisms can be proposed to explain, from a pedagogical perspective,
the significant effect of education expenditure on belonging. Increased financial resources
allow for improvements in physical infrastructure (classroom quality, libraries, and sports
facilities), the employment of more qualified teachers, and the provision of additional
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support personnel. All of these elements contribute to students experiencing their school
as a safe, supportive, and valued environment. Viewed through contemporary frameworks
of educational psychology, an increase in school resources strengthens the structural
preconditions of the sense of belonging and communicates to students that the school is
investing in them.

Nevertheless, the effect size (approximately 0.14 standard deviations) may be
considered small to moderate; this reminds us that expenditure alone is not sufficient and
that how resources are allocated also plays a decisive role. This finding aligns with the
broader educational research consensus that financial resources are necessary but not
independently sufficient for improved educational outcomes. The quality of institutional
implementation—how resources are actually used to support learning and student well-
being—proves equally important.

The fact that the student-teacher ratio does not show a significant effect in within-
country variation requires a more complex interpretation. The cross-sectional correlation
reveals that countries with a lower student-teacher ratio also exhibit higher levels of
belonging. However, this relationship disappears in the fixed effects model; in other words,
when a country changes its student-teacher ratio over three years, this change does not find
a measurable reflection on belonging in the short term. The most plausible explanation for
this is that the within variation of the short panel with T = 3 is limited. That is, over the
period examined the student-teacher ratio remained relatively stable; sufficient variation to
capture the long-term effects of policy changes did not arise.

Consistent with contemporary systematic reviews in educational research, the effect
of the student-teacher ratio on affective outcomes most likely operates through a long-term
mechanism and manifests itself via intermediate variables such as teacher support and
school climate. These intermediate processes require time to develop and to influence
student perceptions and experiences.

From a policy perspective, these findings offer concrete implications. First and
foremost, increasing the share of public education expenditure within GDP appears to be a
policy instrument that strengthens students' sense of school belonging. This relationship
retains its significance even after country fixed effects are controlled for; therefore, the
effect of increased expenditure cannot be explained solely by countries' general levels of
prosperity. Significant differences in the education expenditure ratio persist among OECD
member countries; this difference explains part of the cross-country variation in levels of
belonging.

Second, attention must be paid to the quality of resource allocation. The fact that
the effect size remains at a moderate level indicates that the manner of allocation, rather
than the sheer amount of expenditure, is decisive. Strategic investments directed toward
areas that improve school climate, strengthen student support services, and enhance the
quality of the teacher-student relationship may produce stronger effects on belonging
compared with a total increase in expenditure.
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Third, it must be borne in mind that differences among countries shape the policy
context. The robustness analyses reveal that the effect of education expenditure disappears
in the high-income country subsample. This finding suggests that, for middle-income
OECD countries where resource constraints are more pronounced, increases in the
education budget may yield a higher marginal return. Therefore, policy recommendations
should be designed in a way that is sensitive to countries' economic and institutional
contexts. Countries with more limited resources may realize particularly strong benefits
from targeted education investments that are strategically directed toward enhancing
student belonging and well-being.

Conclusion

This study examined the effect of public education expenditure and the student-
teacher ratio on students' school belonging in OECD countries within the framework of
short panel data analysis based on PISA 2015, 2018, and 2022 data. In an unbalanced panel
dataset comprising 31 countries and 83 observations, pooled OLS, fixed effects, and
random effects models were estimated; the findings were evaluated in a multifaceted
manner through model selection tests and robustness checks.

The main finding of the study is that an increase in the share of public education
expenditure within GDP exhibits a positive and statistically significant relationship with
school belonging—even after country-specific unobserved fixed factors are controlled for
(B=0.031, p=0.031, fixed effects model). In the ISCED 3 sensitivity analysis this finding
is confirmed at a stronger significance level (f = 0.040, p = 0.004). The student-teacher
ratio, while exhibiting a negative relationship with belonging in the cross-country
correlation, does not show a statistically significant effect in within-country variation over
the short panel.

From a theoretical standpoint, these findings integrate with fundamental
frameworks in educational psychology. Bronfenbrenner's (1979) Ecological Systems
Theory emphasizes that students' behaviors and emotions are the product not only of their
individual characteristics but also of the educational environment in which they find
themselves. Viewed from this approach, an increase in education expenditure improves the
structural quality of the student's immediate environment (the mesosystem) and strengthens
the resources that nourish the sense of belonging. Hirschi's (1969) Social Control Theory,
in turn, predicts that strong bonds established with school will reduce problem behaviors,
supporting the notion that better-financed schools will strengthen this bond. Within this
framework, which is also consistent with the OECD's student well-being approach,
academic achievement, the sense of belonging, and perceptions of safety are evaluated as
simultaneous policy goals.

In terms of its empirical contribution, this study is one of the few that tests the effect
of macro-level education policy variables on belonging within a panel framework covering
three waves of PISA. The use of the fixed effects estimator substantially mitigates the
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problem of unobserved heterogeneity—the fundamental weakness of cross-country cross-
sectional analyses—thereby providing a more robust basis for interpreting the relationship
between education expenditure and belonging.

In terms of the study's limitations, the most critical constraint is the short panel
structure with T = 3. This narrows within-country variation, reduces the power of the
Hausman test, and makes it difficult to detect the effect of slowly changing variables such
as the student-teacher ratio in particular. Furthermore, the compilation of all variables at
the macro (country) level disregards individual-level heterogeneity and brings with it the
risk of ecological fallacy. The effect of the COVID-19 pandemic reflected in the PISA
2022 belonging measurements was also not controlled for. A causal claim is not supported
owing to reverse causality, time-varying omitted variables, and the absence of an
instrumental variable.

Several recommendations can be offered for future research. First and foremost, a
longer panel extending from PISA 2003 to 2022 would both increase within variation and
make it possible to capture the lagged dimensions of policy effects. Estimating multilevel
models with individual-level PISA microdata could illuminate the school and student
characteristics by which the effect of macro expenditure on belonging is moderated.
Because the consistent measurement of the bullying variable is limited to the PISA 2018
and 2022 waves, analyses in the coming years that include bullying as a dependent variable
will produce more comprehensive findings regarding the education policy-safety
relationship. Finally, studies investigating which sub-items of an increase in expenditure
(teacher salaries, infrastructure, support services) produce the strongest effect will offer far
more instructive results for policy design.
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