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ABSTRACT 

 

 

EXAMINING THE RELATIONSHIP BETWEEN TEACHERS' 

PSYCHOLOGICAL CAPITAL PERCEPTION, STRESS COPING STRATEGIES, 

AND JOB PERFORMANCE 

 

 

KIZKAPAN DÖĞER, GülĢah  

M.S., The Department of Educational Sciences, Educational Administration and 

Planning 

Supervisor: Assoc. Prof. Dr. Gökçe GÖKALP 

 

 

December 2025, 162 pages 

 

 

This study aims to examine the role of psychological capital and stress coping 

strategies, and their sub-dimensions, on teachers' job performance and its sub-

dimensions, using a correlation research design. The population of this study consists 

of 7.868 teachers working in all branches at primary and secondary schools in 

Çankaya and Sincan districts of Ankara province. In this study, multistage sampling 

was used. Data were collected using purposive sampling to identify districts, random 

sampling to identify primary and secondary schools within these districts, 

convenience sampling for school visits, and finally, volunteer sampling from 

teachers working at participating schools who completed the surveys. 300 of the 

teachers working at the visited schools volunteered to participate in the study. The 

Psychological Capital Scale, the Stress Coping Scale, and the Teacher Job 

Performance Scale were administered to the teachers. Descriptive statistics, Pearson 

correlation analysis, and hierarchical multiple linear regression analysis were 

conducted. The results showed a significant relationship between teachers' 
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psychological capital, stress-coping strategies, job performance, and its sub-

dimensions (task performance, contextual performance, and adaptive performance). 

The results also suggest that developing teachers' psychological capital, such as 

hope, as well as their analytical thinking and problem-solving capacities, can 

contribute to improved job performance and the quality of education. Future research 

are encouraged to investigate whether psychological capital functions as a mediating 

factor between stress-coping strategies and job performance. Furthermore, the 

development of educational policies and institutional practices aimed at improving 

working conditions in schools and strengthening support mechanisms for teachers 

should be supported. 

 

Keywords: psychological capital, stress coping strategies, and teachers‘ job 

performance 
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ÖZ 

 

 

ÖĞRETMENLERĠN PSĠKOLOJĠK SERMAYELERĠ, STRESLE BAġA ÇIKMA 

STRATEJĠLERĠ VE Ġġ PERFORMANSLARI ARASINDAKĠ ĠLĠġKĠ 

 

 

KIZKAPAN DÖĞER, GülĢah 

Yüksek Lisans, Eğitim Bilimleri, Eğitim Yönetimi ve Planlaması Bölümü 

Tez Yöneticisi: Doç. Dr. Gökçe GÖKALP 

 

 

Aralık 2025, 162 sayfa 

 

 

Bu çalıĢmanın amacı, korelasyonel bir araĢtırma deseni kullanılarak öğretmenlerin 

psikolojik sermaye düzeyleri ile stresle baĢa çıkma stratejilerinin ve bu değiĢkenlerin 

alt boyutlarının, öğretmenlerin iĢ performansı ve iĢ performansının alt boyutları 

üzerindeki rolünü incelemektir. AraĢtırmanın evrenini, Ankara ili Çankaya ve Sincan 

ilçelerinde bulunan ilkokul ve ortaokullarda görev yapan tüm branĢlardaki 7.868 

öğretmen oluĢturmaktadır. Bu çalıĢmada örneklem grubunun belirlenmesinde çok 

aĢamalı örnekleme yöntemi kullanılmıĢtır. Veriler; ilçelerin belirlenmesinde amaçlı 

örnekleme, bu ilçelerdeki ilkokul ve ortaokulların seçilmesinde rastgele örnekleme, 

okul ziyaretlerinde kolayda örnekleme ve son olarak uygulamaya katılan okullarda 

görev yapan öğretmenlerden gönüllü örnekleme yoluyla toplanmıĢtır. Ziyaret edilen 

okullarda görev yapan 300 öğretmen çalıĢmaya gönüllü olarak katılmıĢtır. 

AraĢtırmada öğretmenlere Psikolojik Sermaye Ölçeği, Stresle BaĢa Çıkma Ölçeği ve 

Öğretmen ĠĢ Performansı Ölçeği uygulanmıĢtır. Verilerin analizinde betimsel 

istatistikler, Pearson korelasyon analizi ve hiyerarĢik çoklu doğrusal regresyon 

analizi yapılmıĢtır. Elde edilen bulgular, öğretmenlerin psikolojik sermayeleri, stresle 

baĢa çıkma stratejileri, iĢ performansları ve iĢ performansının görev performansı, 
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bağlamsal performans ve uyum performansı alt boyutları arasında anlamlı iliĢkiler 

olduğunu göstermektedir. Bulgular ayrıca, umut gibi psikolojik sermaye 

bileĢenlerinin yanı sıra analitik düĢünme ve problem çözme becerilerinin 

geliĢtirilmesinin, öğretmenlerin iĢ performansını ve eğitimin niteliğini artırmaya 

katkı sağlayabileceğini ortaya koymaktadır.  Gelecek araĢtırmalarda, psikolojik 

sermayenin stresle baĢa çıkma stratejileri ile iĢ performansı arasındaki iliĢkide aracı 

rolünün incelenmesi önerilmektedir. Ayrıca, okullarda çalıĢma koĢullarını 

iyileĢtirmeye ve öğretmenlere yönelik destek mekanizmalarını güçlendirmeye 

yönelik eğitim politikaları ve kurumsal uygulamaların geliĢtirilmesi 

desteklenmelidir. 

 

Anahtar Kelimeler: psikolojik sermaye, stresle baĢa çıkma stratejileri, öğretmen iĢ 

performansı  
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CHAPTER 1 

 

 

INTRODUCTION 

 
 

This chapter provides the theoretical background, research purpose, significance, and 

definitions of key terms. In the background an overview of previous literature 

relevant to the relationships between teachers' psychological capital, stress coping 

strategies, and job performance. The purpose of the study is stated through its main 

goals and research questions. The significance of the study is described by 

underlining the contributions of the study to educational theory and practice. Finally, 

operational definitions of key terms and concepts used in the study are provided. 

 

1.1. Background of the Study  

 

In contemporary educational systems, teacher stress has emerged as a critical factor 

influencing both individual well-being and school effectiveness. Teacher stress refers 

to the emotional and physiological responses that arise when the demands of the 

profession exceed teachers‘ perceived ability to cope (Kyriacou, 2001). Previous 

studies have shown that teachers who report higher stress levels often display lower 

instructional quality, reduced effectiveness in classroom management, and 

diminished professional engagement. They also report experiencing burnout, 

absenteeism, and turnover intentions more frequently (Collie et al., 2015; Redína & 

Erro-Garcés, 2020). Rather than implying a causal mechanism, these findings point 

to a pattern of associations between stress and various professional difficulties 

encountered in daily school life. Some research further suggests that when stress is 

interpreted as manageable or as a signal for improvement, it may coincide with 

efforts to refine instructional practices. This highlights the potential role of teachers‘ 

appraisals and coping responses in shaping how stress relates to performance. Since 

teacher performance is considered a key determinant of student learning, school 



 
2 

climate, and the broader functioning of education systems (Khan et al., 2012), 

understanding how stress is connected to performance indicators remains an 

important area of inquiry. 

 

A growing body of literature indicates that stress among teachers is rising due to 

multiple factors inherent in school contexts. These include heavy workloads, 

administrative demands, the pressure of accountability and evaluation systems, 

challenges posed by digital transformation, increasingly diverse student needs, and 

evolving parent expectations (Klassen & Chiu, 2010; von der Embse et al., 2019). 

Teachers consistently report higher levels of stress, fatigue, anxiety, and sleep 

disorders compared to many other professional groups (Redína & Erro-Garcés, 

2020). In fact, approximately one-third of teachers leave the profession within the 

first five years due to stress-related difficulties and declining job performance 

(Geving, 2007). Such findings highlight the urgent need to understand which internal 

and external factors mitigate or exacerbate teacher stress and how these factors 

influence teachers‘ ability to meet the demands of the profession. 

 

Given these pressures, the ways in which teachers cope with stress have become an 

important focus of recent research. Research shows that strategies such as problem-

solving, seeking support, and positive evoluation challenging situations are linked 

with more favorable professional experiences, suggesting that teachers who use these 

approaches may navigate work-related demands more effectively. Research also 

notes that teachers who use less effective coping strategies often report experiencing 

higher stress alongside difficulties in sustaining instructional quality or meeting job 

expectations. (Carver & Connor-Smith, 2010). Research increasingly shows that the 

success of coping efforts is closely tied to teachers‘ psychological capital, suggesting 

that individual strengths play an important role in enabling teachers to remain 

effective despite challenging educational conditions. 

 

Within this context, psychological capital has been discussed in the literature as an 

important internal resource that is associated with how teachers experience stress and 

with various dimensions of their job performance. Psychological capital, defined 

through its components of self-efficacy, optimism, hope, resilience, confidence, and 
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extraversion, is associated with various positive outcomes, including job satisfaction, 

organizational commitment, creative performance, and overall effectiveness (Erkmen 

& Esen, 2012; Luthans et al., 2007). This construct is also linked to lower reports of 

job stress, burnout, and withdrawal behaviors, with studies indicating that teachers 

who score higher on psychological capital tend to report more favorable experiences 

in demanding work environments (Zewude & Hercz, 2021). Importantly, 

psychological capital is not a fixed trait but a malleable and developable capacity 

(Luthans, 2002), making it a promising target for interventions aiming to support 

teachers‘ coping abilities and performance. 
 

Although psychological capital has been studied extensively in organizational 

settings, research applying this framework to educational contexts remains limited 

(Zewude & Hercz, 2022). Existing studies indicate that strengthening psychological 

capital can enhance teachers‘ capacity to cope with stress and improve their job 

performance (Rabenu et al., 2016; Tösten & Özgan, 2017; Yeni & Sezici, 2022). 

However, these findings have generally been examined separately and lack an 

integrated approach that considers the combined influence of psychological capital 

and stress-coping strategies on different dimensions of teacher performance. 
 

Despite the well-established importance of teacher performance for overall 

educational quality, the literature still lacks a comprehensive explanation of how 

teachers maintain high levels of effectiveness under conditions of chronic and 

escalating stress. Previous studies examining psychological capital and stress-coping 

processes often treat these constructs independently from teacher performance, 

offering limited insight into their combined or comparative effects on task, 

contextual, and adaptive performance dimensions (Avey et al., 2011; Carver & 

Connor-Smith, 2010; Luthans et al., 2007). This gap is particularly salient in 

contemporary educational contexts, where teachers face intensifying workloads, 

rapid digitalization, complex classroom demands, and shifting expectations from 

parents and students (Klassen & Chiu, 2010; OECD, 2020). 
 

In Türkiye, these pressures are further amplified by large class sizes, curricular 

instability, and significant variation in school resources, especially between 

socioeconomically distinct districts such as Çankaya and Sincan (Esen et al., 2017; 
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OECD, 2019; TEDMEM, 2020; Yıldırım, 2018). Such conditions heighten the need 

for robust psychological resources, effective coping repertoires, and sustained 

professional motivation (Hobfoll, 2001; Lazarus & Folkman, 1984; Luthans et 

al.,2007; Skaalvik & Skaalvik, 2017). Against this backdrop, there is a pressing need 

for holistic models that jointly evaluate teachers‘ psychological capital and coping 

strategies and explain how these resources interact to shape the multidimensional 

structure of teacher performance. Therefore, the present study investigates the 

relationships among psychological capital, stress-coping strategies, and teacher job 

performance within a unified theoretical framework, aiming to contribute to both the 

academic literature and the development of evidence-based policies that support 

teacher well-being and instructional quality. 

 

1.2. Purpose of the Study 

 

The purpose of this study is to examine the relationships between teachers‘ 

psychological capital, their stress-coping strategies, and their job performance, and to 

determine how these variables are associated with one another within the context of 

public primary and secondary schools in Ankara. Beyond assessing these 

relationships, the study aims to address broader theoretical and contextual 

considerations by exploring how psychological capital and coping with stress 

strategies relate to teachers‘ professional functioning in a setting characterized by 

demanding working conditions and ongoing educational reforms. This study 

addresses a gap in the national literature, where empirical evidence on how the 

components of psychological capital and coping strategies relate to different 

dimensions of teacher performance remains limited. It also underscores the need for 

research that considers these constructs together and examines their associations in a 

more nuanced and context-aware way.  

 

1.3. Research Questions 

 

This research aims to answer four key research questions, listed below: 

1. How well do teachers' psychological capital and stress coping strategies 

predict teachers' job performance? 
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2. How well do teachers' psychological capital and stress coping strategies 

predict task performance, a sub-dimension of teacher job performance? 

3. How well do teachers' psychological capital and stress coping strategies 

predict contextual performance, a sub-dimension of teacher job performance? 

4. How well do teachers' psychological capital and stress coping strategies 

predict adaptive performance, a sub-dimension of teacher job performance? 

 

1.4. Significance of the Study 

 

Within the framework of recent changes in educational approaches, a "human"-

centered approach to education has become prominent (Özden, 2002; Turan & 

ġiĢman, 2013). In line with global educational transformations, international 

literature similarly emphasizes a shift toward human-centered, learner-focused 

approaches that prioritize holistic development, well-being, personalization, and 

meaningful teacher–student relationships (Barr & Tagg, 1995; Deci & Ryan, 2000; 

OECD, 2019; UNESCO, 2020). This approach emphasizes that education and 

society should be organized around the needs and well-being of individuals, rather 

than expecting individuals to merely conform to the functional demands of the 

education system or society (Aydın et al., 2013). In this context, the happiness and 

life satisfaction of teachers, who are key to building an education system responsive 

to individual needs, are at the center of these discussions. Psychological capital, an 

important concept in the field of positive psychology, aims to develop individuals' 

strengths and make healthy individuals more productive and resilient (Seligman, 

1998). 

 

Psychological capital is a resource needed to ensure teachers' well-being, their ability 

to perform their jobs peacefully, and create a healthy organizational environment 

(Zewude & Hercz, 2021; Erdem Kandemir & Ġhtiyaroğlu, 2023). Teachers' 

perception of psychological capital is a critical issue, especially given the increasing 

demands and challenges in education. Teaching is known to be a profession 

characterized by high levels of stress (Kyriacou, 2001). Teachers experiencing 

intense stress and psychological fatigue find it difficult to effectively fulfill their 

professional roles (Zhang & Sapp, 2008). At the same time, they are expected to be 
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psychologically resilient and to carry out their work without being overly affected by 

the stressful environment (Sezgin, 2012).  

 

Excessive teaching hours and additional duties, crowded classrooms, inadequate 

physical environments, student-related challenges, excessive parental expectations or 

interference with teachers, low salaries, and financial constraints are factors that can 

increase teachers' stress levels (Kyriacou, 2001; Skaalvik & Skaalvik, 2017). Since 

teachers are exposed to all of these factors at any given time during their teaching 

career leading to high levels of stress and lower performance, it is important to 

identify those variables that may help deal with the stress associated with teaching 

such as psychological capital and stress coping strategies. 

 

When the findings in the literature are evaluated holistically, it is observed that 

teachers' psychological capital levels have a significant impact not only on their own 

professional competence, motivation, and job performance (Avey, et al., 2011; Çetin, 

2006; Luthans, et al, 2007), but also on students' academic achievement, the general 

climate in the school environment, and the psychosocial development of students 

(Wang et al., 2021), higlighting the importance of examining the role of 

psychological capital on job performance. 

 

This study holds significant importance for understanding and improving teacher 

well-being and instructional quality in Türkiye, where teachers work under 

persistently high levels of stress due to rapidly changing regulations, evolving 

curricula, overcrowded classrooms, economic pressures, and increasing diversity in 

student populations (CoĢkun et al., 2017; Gür & Çelik, 2018; Seferoğlu, 2019; 

TEDMEM, 2020). Numerous studies conducted in Türkiye demonstrate that high 

levels of stress negatively affect teachers‘ motivation, classroom practices, and 

overall job performance (Doğan Yıldırım, 2008; Pehlivan, 2000; Yıldırım & 

Yıldırım, 2019). Although research has increasingly emphasized the role of teachers‘ 

psychological resources in coping with work-related stressors, studies that 

simultaneously examine the interconnected relationship between psychological 

capital, stress coping strategies, and job performance in the context of public school 

teachers remain limited. This gap in the national literature highlights the need for 



 
7 

integrated investigations that explore how these constructs collectively influence 

teachers‘ professional functioning. 

 

By examining the relationships among teachers‘ levels of psychological capital, their 

stress-coping strategies, and their job performance within a unified framework, this 

study seeks to address this gap in the literature. Evidence from Türkiye shows that 

teachers who report higher psychological capital also tend to report greater 

resilience, more adaptive coping behaviors, and more favorable perceptions of their 

job performance (Erdem Kandemir & Ġhtiyaroğlu, 2023; Tösten & Özgan, 2017; 

Yeni & Sezici, 2022). However, these associations have rarely been examined 

together. Understanding how psychological capital and coping strategies relate to 

different dimensions of job performance may offer insights that can inform efforts to 

support teacher well-being and professional functioning in public schools. The 

findings of this study may offer valuable insights for the development of targeted 

professional development programs aimed at strengthening teachers‘ psychological 

capital and coping capacities. Such insights can provide data-driven guidance for 

school administrators seeking to create more supportive working environments, 

reduce teacher burnout, and improve teacher retention rates. Furthermore, 

policymakers may use the results to better understand the systemic factors 

contributing to teacher stress and to design more effective, evidence-based support 

policies. In this respect, the study provides both theoretical and practical 

contributions to efforts aimed at improving teacher well-being and overall 

educational quality in Türkiye. 

 

In addition, the findings obtained from this research will be valuable for future 

studies and for gaining a deeper understanding of how coping strategies and job 

performance can be supported through the enhancement of teachers‘ psychological 

capital levels. 

 

1.5. Definitions of the Terms  

 

Psychological Capital: Psychological capital which can be defined as improving an 

individual's positive psychological state, is the ability to trust and believe that one 
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can make the necessary effort to accomplish difficult tasks and works (self-efficacy); 

having a positive expectation of success now and in the future (optimism); showing 

the necessary perseverance and determination in achieving the goals, making efforts 

to prevent deviation from the goals when necessary (hope); it is characterized by 

achieving success (psychological resilience) when faced with difficulties and 

problems (Luthans et al., 2007; Rego et al., 2012). In this study, psychological 

capital represents teachers‘ perceived levels of these psychological strengths as 

measured by the adapted Psychological Capital Scale. 

 

Stress: Stress is defined as a psychological problem that causes the individual's 

biological and physiological systems to lose their functions, and this situation is 

associated with the general adaptation syndrome model. (Selye, 1974). 

 

Stress Coping Strategies: Stress coping strategies are conceptualized as cognitive, 

emotional, and behavioral efforts that individuals mobilize to handle internal or 

external demands evaluated as stressful or beyond their coping resources (Lazarus & 

Folkman, 1984). Within this framework, coping responses may aim to alter the 

stress-inducing situation (problem-focused coping) or to manage the emotional 

impact of the stressor (emotion-focused coping) (Carver & Scheier, 2010). In 

educational contexts, particularly among teachers, approach-oriented coping 

strategies such as logical analysis (attempting to understand the stressor analytically), 

problem solving (generating and implementing solutions), support seeking 

(requesting assistance from others), and positive evaluation (reframing the situation 

constructively) are regarded as adaptive mechanisms that foster more effective stress 

management (Koca Ballı & Kılıç, 2016; Moos, 1993). 

 

Job Stress: In the literature, job stress is defined as a set of negative psychological 

reactions triggered when employees believe that job demands outweigh their 

personal or environmental resources to cope (Kyriacou, 2001; Lazarus & Folkman, 

1984). Work-related stress is the response people may have when presented with 

work demands and pressures that are not matched to their knowledge and abilities 

and which challenge their ability to cope (WHO, 2020). 
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Job Performance: Job performance can be described as the overall contribution an 

individual is expected to make to the organization through various behaviors within a 

specific period of time. It not only includes the tasks and responsibilities fulfilled by 

the employee but also the attitudes and behaviors that align with the organization‘s 

expectations and culture (Motowidlo, 2003; Öğüt and Kaplan 2015). 

 

Teacher Job Performance: Teacher Job performance refers to the behaviors through 

which teachers fulfill their instructional and professional responsibilities, including 

planning, classroom management, collaboration, and adaptability (Limon & Sezgin-

Nartgün, 2020). In this study, job performance is examined across three sub-

dimensions: task, contextual, and adaptive performance. 
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CHAPTER 2 

 

 

LITERATURE REVIEW 

 

 

In this chapter, after a brief introduction to positive psychology, psychological 

capital will be discussed, its definition and components, the measurement of teachers' 

psychological capital levels, and studies on psychological capital. Then, stress, job 

stress, and stress coping strategies will be addressed. Then the topic of performance 

will be discussed, including the definition of job performance, studies on these 

topics, studies on the relationship between psychological capital, stress coping 

strategies, and job performance, and a summary of the literature review. 

 

2.1. Psychological Capital 

 

2.1.1. Positive Psychology 

 

Positive psychology brings a unique perspective to the science of psychology, as it 

offers not only individuals with problems but all people the opportunity to live a 

better life and to discover their abilities and develop their own talents (Linley & 

Joseph, 2009; Luthans et al., 2008). Positive psychology offers a holistic approach 

that complements traditional psychology and aims to understand and develop the full 

potential of the individual. Positive psychology centers around three main points. 

First, it focuses on the individual's positive experiences, such as satisfaction with past 

experiences, well-being for the past and future, hope, optimism, and happiness. 

Second, it emphasizes positive characteristics of the individual, such as extroversion, 

courage, gratitude, love, and forgiveness. The third element focuses on positive 

theories, focusing on areas such as good citizenship, responsibility, altruism, 

civilianization, and modernization (Eryılmaz, 2014). 
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Rather than centering on deficits or risk factors, positive psychology shifts attention 

to the psychological strengths individuals rely on when confronting demanding 

situations. From this perspective, teacher effectiveness is shaped not only by 

institutional or structural conditions but also by the personal resources that influence 

how daily challenges are interpreted and managed. Research grounded in this 

tradition shows that teachers who report higher levels of such psychological 

resources are more inclined to view classroom difficulties as manageable challenges 

rather than as threats, a pattern that aligns with contemporary theories of stress 

appraisal and coping (Lazarus & Folkman, 1984; Seligman & Csikszentmihalyi, 

2000). These ideas also intersect with psychological capital theory, which 

conceptualizes efficacy, optimism, hope, and resilience as developable internal 

capacities relevant to individuals‘ functioning in demanding roles (Luthans, 2002; 

Luthans et al., 2007). Together, these perspectives provide a coherent foundation for 

examining psychological capital and coping strategies as related constructs in 

understanding variation in instructional practice and teachers‘ professional 

functioning. 

 

2.2. Overview of Psychological Capital 

 

Psychological capital, first introduced by Luthans (2002) and incorporated into the 

literature, is a set of components originating from the fields of positive psychology 

and positive organizational behavior. In other words, it provides insight into an 

individual‘s identity, potential, and abilities, while also enhancing their awareness of 

what they may be able to achieve in the future if their positive development is 

supported (Luthans et al., 2007). In this context, as teachers become more self-aware, 

they are better able to cope with the challenges they face, which in turn leads to 

improved performance. 

 

Each component of psychological capital is considered as measurable, developable, 

and manageable elements in order to ensure more effective work performance in 

organizations (Luthans et al., 2004; Luthans et al., 2005; Luthans & Youssef-

Morgan, 2017). Psychological capital (PsyCap) positively affects performance in the 

workplace (Luthans et al., 2007). Positive psychological perceptions are states that 
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are open to development rather than fixed qualities, and all have proven directions 

for development (Luthans et al., 2004). Even when teachers possess strong 

professional qualifications, their psychological state can significantly influence their 

effectiveness in performing their duties. Therefore, teachers‘ levels of psychological 

capital can be enhanced through targeted positive interventions (Youssef & Luthans, 

2007), which in turn may lead to improved performance and greater success in 

education (Kelekçi & Yılmaz, 2015). 

 

PsyCap is also directly linked to positive emotions (Avey et al., 2008). Positive 

emotions are a natural consequence of PsyCap and general positivity. The positive 

nature of PsyCap can trigger positive emotional states that can broaden an 

individual's repertoire of thoughts and behaviors (Fredrickson, 2001), which in turn 

contributes to increased creativity (Luthans et al., 2011) and the pursuit of a broader 

range of goals (Snyder, 2000). At the same time, positive emotions can support the 

rebuilding and repair of depleted physical, social, and psychological resources, 

including PsyCap and the psychological resources that comprise it (Fredrickson, 

2001). Although psychological capital is conceptualized as an internal and self-

directed resource, it is not independent of social interaction. Social environments 

contribute to the development of its components: for instance, supportive 

relationships can strengthen self-efficacy (Bandura, 1997) and resilience (Masten, 

2001; Masten et al., 2009). When individuals draw on external support during 

periods of limited personal resources, this may also be associated with greater 

optimism and hope (Luthans et al., 2015; Youssef-Morgan & Ahrens, 2016). In this 

sense, PsyCap is best understood as a state-like, developable psychological capacity- 

one that reflects internal strengths but is shaped through experience and social 

contexts. Consistent with this view, studies show that positive social relationships are 

closely linked to overall psychological capital, life satisfaction, and well-being 

(Luthans et al., 2013). 

 

2.2.1. Definitions of the Psychological Capital 

 

This section presents various definitions of psychological capital. In its simplest 

form, PsyCap can be considered "your current self" and "the self you can achieve in 
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terms of positive development potential" (Avolio & Luthans, 2006). In this respect, it 

has a different structure than human capital ("your knowledge"), social capital ("your 

relationships"), and financial capital ("your material possessions") (Luthans et al., 

2004). Another study defines the concept of "psychological capital" as the totality of 

human resource potential and psychological capacity that can be measured, 

developed, and actively shaped to improve performance in the workplace (KeleĢ, 

2011). Another group of researchers defines psychological capital as a positive 

psychological state related to an individual's development. This includes confidence 

in the ability to exert the necessary effort to successfully complete challenging tasks 

(self-efficacy), positive expectations regarding current and future success 

(optimism), determination and perseverance in achieving set goals (hope), and the 

capacity to remain resilient and achieve success despite encountering difficulties and 

adversities (resilience) (Güler, 2009; KeleĢ, 2011; Luthans et al., 2007). 

 

Although various definitions of psychological capital appear in the literature, they 

share the common premise that PsyCap represents a positive, state-like and 

developable psychological capacity rather than a fixed personality trait. Luthans 

(2002) emphasizes its malleable nature by classifying PsyCap under positive 

organizational behavior constructs, distinguishing it from stable dispositional traits. 

Other scholars highlight different emphases—for example, some focus on PsyCap‘s 

motivational properties, whereas others underscore its role in stress appraisal and 

adaptive functioning. For the purposes of this study, psychological capital is 

operationalized following the widely accepted framework by Luthans, Youssef, and 

Avolio (2007), which conceptualizes PsyCap as a higher-order construct composed 

of self-efficacy, hope, resilience, optimism, confidence, and extraversion. 

 

2.2.2. Components of the Psychological Capital 

 

When examining the fundamental components of the concept of psychological 

capital, four main elements generally stand out (Luthans, 2002). Taking into account 

different inclusion criteria and the important role of positive psychology, Luthans 

and his colleagues developed the HERO model, which includes the four 

psychological capacities or resources that constitute psychological capital (Hope, 
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Efficacy, Resilience, and Optimism). The components of psychological capital are 

not limited to these four elements; they can vary across countries and cultures (Han 

et al., 2012). Additional constructs such as conscientiousness, adaptability, 

extraversion, trust, self-esteem, determination, discipline, and a sense of belonging 

may also be interpreted as components of the broader framework of psychological 

capital. For example, the scale developed by Tösten and Özgan (2014) included 

components such as "confidence" and "extraversion" in addition to the generally 

accepted four core components. The inclusion of other positive psychological 

capacities, such as trust and extraversion, as research subjects (Tösten & Özgan, 

2014) aligns with the ongoing discussions in the literatüre, suggesting that new 

components may be integrated into the construct of positive psychological capital 

(Kelekçi & Yılmaz, 2015). 

 

2.2.2.1. Hope 

 

Hope is a concept that individuals draw upon continually throughout all stages of 

life. Grounded in a robust theoretical framework, it is clearly and practically defined 

as one of the measurable dimensions of psychological capital (Jensen & Luthans, 

2006). Hope theory refers to the capacity of individuals to develop strategies to 

achieve set goals and the motivation, energy, and drive required to carry out these 

strategies (Bailey et al., 2007). 

 

According to Snyder, hope is a positive psychological state arising from the dynamic 

interaction between (1) agency or goal-directed energy and (2) pathways, which are 

strategies planned to achieve those goals. This state empowers individuals to remain 

persistent in their pursuit of success, revisit alternative routes when necessary, and 

self-motivate to apply these strategies, ultimately fostering a sense of achievement 

(Luthans et al., 2005; Snyder, 2002). 

 

Individuals with high levels of hope exhibit strong confidence and belief that they 

can explore various alternative paths to achieve the goals they have set and that they 

will ultimately achieve these goals (Avey et al., 2008; Çetin & Basım, 2012). 

Individuals with a high perception of hope are more motivated to achieve their goals. 
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They can also anticipate future obstacles and adjust their paths accordingly. These 

individuals are more prone to free thinking, which allows them to take more risks. A 

high level of hope encourages individuals to focus on their set goals and strive 

resolutely to achieve them (Luthans, 2002). Similarly, when teachers possess high 

levels of hope, they become more motivated to achieve their goals, act with foresight 

to anticipate potential obstacles, and persist in their efforts with determination. 

Teachers with high hope strive to do everything in their power to improve their 

students' success, and when a method they are using doesn't work, they immediately 

seek new ones. 

 

2.2.2.2. Self-Efficacy 

 

The concept of efficacy, inspired by the theoretical work and research of Bandura 

(1997), was adapted to the workplace. It is defined as the confidence and belief 

employees have in their own abilities to successfully complete a specific task. This 

belief is a feeling of trust that stimulates motivation, cognitive resources, and 

behavioral patterns. Four fundamental approaches have been adopted to develop self-

efficacy: experiencing success, learning vicariously from or modeling the 

experiences of others, social persuasion and receiving positive feedback, and 

physiological and psychological arousal processes (Bandura, 1997). 

 

Stajkovic and Luthans (1998) define self-efficacy as an individual's confidence in 

their own abilities and the capacity to optimally perform designated tasks based on 

this confidence. Individuals with high self-efficacy are willing to undertake 

challenging tasks, are relentless in their efforts to achieve their goals, and persist with 

determination (Larson & Luthans, 2006). 

 

Gardner and Pierce (1998) define self-efficacy as an individual's belief in their ability 

to successfully organize future activities and functions and achieve positive 

outcomes. Luszczynska et al., (2005) define self-efficacy as an individual's 

confidence in their ability to perform new and challenging tasks and cope with 

adversity in the face of challenges. Self-efficacy is a concept that individuals learn 

about themselves and develop over time (Luthans et al., 2007). Therefore, self-
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efficacy influences personal success, coping with stress, and resilience to depression 

(Bandura, 1994). Self-efficacy stands out as one of the most structured dimensions of 

psychological capital in the workplace (Luthans et al., 2007). Self-efficacy theory 

also offers clear suggestions for how individuals can develop their abilities (Bandura, 

1995). 

 

Individuals' self-efficacy beliefs play a significant role in determining how much 

effort they will expend and how resilient they will be when faced with challenges. 

These beliefs also support their ability to endure adversity. Individuals with a high 

sense of self-efficacy exhibit greater perseverance, effort, and resilience. Therefore, 

these beliefs are a strong predictor and explanatory factor of their success (Pajares, 

1996). 

 

According to Bandura (1993), there are significant differences between those with 

low and high self-efficacy. Those with low self-efficacy tend to avoid challenging 

tasks; they have little ambition and a weak commitment to their goals. In contrast, a 

strong sense of self-efficacy has positive effects on individual success and subjective 

well-being. Self-confident individuals prefer to choose challenging tasks and stick 

with them, achieving success rather than avoiding dangers (Bandura, 1993). 

 

Self-efficacy is not an individual's abilities, but rather their belief in the extent and 

effectiveness of their use of these abilities. It is not a genetic trait but rather a 

behavioral characteristic shaped and developed by an individual's life experiences 

(Maddux, 2002). Individuals with a high sense of self-efficacy exert more effort to 

achieve their goals, and their commitment to them is strengthened (Bandura, 1993). 

It has been observed that individuals with high self-efficacy tend to set higher goals 

and develop effective strategies to complete complex tasks (Caprara & Cervone, 

2003). 

 

Teachers with a high level of self-efficacy have a strong awareness of their abilities, 

understand how to utilize their skills effectively, and possess a firm belief in their 

capacity to do so. They tend to put greater effort into achieving their goals. The 

stronger a teacher‘s belief in their ability to manage a classroom or effectively teach 
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a challenging concept, the higher their likelihood of attaining desired outcomes. This, 

in turn, contributes to enhanced job performance. 

 

2.2.2.3. Resilience  

 

Resilience is commonly defined as the capacity to recover from difficulties, setbacks, 

conflicts, or even from positive but demanding developments such as increased 

responsibilities (Luthans, 2002). It reflects an individual‘s ability to withstand and 

navigate adversity with flexibility, adaptability, and a constructive outlook. Özkalp 

(2009) notes that resilience is a dynamic and ongoing process shaped by individuals‘ 

interactions with their environments and their attempts to cope with uncertainty and 

change. Within the framework of psychological capital, resilience is understood not 

as a fixed personality trait but as a state-like, developable psychological resource that 

can be strengthened through experience and supportive conditions. From this 

perspective, resilience emerges in response to challenges—meaning that 

encountering difficult situations provides opportunities for individuals to draw on 

and further build this capacity (Richardson, 2002). 

 

From a psychological standpoint, resilience can be understood as a form of positive 

adaptation in the face of risk and adversity. Within the framework of positive 

psychology, it refers to the process through which individuals respond constructively 

to adverse conditions, maintaining or regaining effective functioning despite 

difficulties (Masten & Reed, 2002). This adaptive capacity allows individuals to cope 

effectively with major life changes, risks, or stressful events. In organizational 

settings, resilience manifests as the ability of employees who experience traumatic or 

stressful events to return to their work quickly and at full capacity, thereby managing 

workplace challenges more effectively (Freeman & Carson, 2006). Although 

resilience can develop spontaneously, it is also considered a psychological resource 

that is nurtured and strengthened through lived experiences (Luthans, 2002). 

 

From an organizational behavior perspective, psychological resilience is 

conceptualized as the ability to recover from adversity, uncertainty, conflict, failure, 

and even from positive transformations, processes, or increased responsibilities 
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(Luthans, 2002). The central purpose of applying the resilience concept to 

organizational contexts is to reveal and enhance this intrinsic capacity among 

leaders, employees, and organizations (Luthans et al., 2007). According to Luthans 

and Youssef (2004), resilience is characterized by three essential components: (1) the 

capacity to perceive and accept reality accurately, (2) a deep belief that life has 

meaning and is connected to higher values, and (3) the ability to adapt and improvise 

effectively in response to significant changes. Once regarded as a rare personality 

trait, empirical evidence now indicates that resilience is, in fact, a capacity that can 

be learned, developed, and strengthened depending on situational factors (Coutu, 

2002; Masten & Reed, 2002; Youssef & Luthans, 2005). 

 

Teachers need to possess a high level of psychological resilience in order to cope 

effectively with the intense stress factors inherent in the teaching profession. 

Psychological resilience enables teachers to perform their duties effectively in the 

face of adverse conditions such as difficulties, uncertainties, and failures. Teachers 

with high levels of resilience tend to demonstrate greater strength in coping with 

stress and exhibit a more open and adaptive attitude toward innovation and change. 

 

2.2.2.4. Optimism 

 

Every individual has a unique way of perceiving the world. While some people focus 

on the positive aspects of life, others tend to dwell on the negatives. Optimists 

generally expect good outcomes and maintain a positive perspective toward life, 

whereas pessimists anticipate undesirable results and emphasize potential failures. 

Optimism can be defined as a general belief that good things will happen (Scheier & 

Carver, 1985). Optimistic individuals tend to persist in their efforts even when they 

encounter difficulties in achieving their goals, whereas pessimists are more likely to 

give up when faced with obstacles (Hefferon & Boniwell, 2018). 

 

Optimism can also be explained in terms of how individuals attribute causes to 

events. Optimistic individuals typically interpret positive experiences as stemming 

from internal, stable, and global factors, while attributing negative experiences to 

external, temporary, and situation-specific causes (Luthans et al., 2007; Seligman, 
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2006). Conversely, pessimists interpret positive experiences as external and 

temporary, and negative experiences as internal and enduring. As a result, optimists 

are generally less anxious about the future and more confident in their ability to 

influence outcomes constructively. 

 

Optimistic individuals are typically more motivated in their work, experience higher 

levels of satisfaction and morale, and focus on positive goals and expectations. They 

demonstrate greater resilience in the face of challenges, have lower tendencies 

toward personal inadequacy, and maintain higher levels of both physical and mental 

energy (ÇalıĢkan & Erim, 2010). In essence, optimism is associated with an 

individual‘s positive attitude toward life events and their ability to interpret 

experiences from a hopeful perspective (Harms & Luthans, 2012; Luthans, 2011). 

 

In organizational settings, optimism provides significant advantages. According to 

Carver and Scheier (2002), even when confronted with adverse circumstances, 

optimistic individuals continue to strive for success. They are easily motivated under 

challenging work conditions, tend to experience high levels of job satisfaction and 

morale, and can set long-term goals for the future. Moreover, they exhibit persistence 

in overcoming obstacles and do not internalize failures as personal shortcomings. 

Such individuals typically report greater psychological and physical well-being 

(Luthans, 2002). 

 

Within the framework of psychological capital, optimism is understood not simply as 

an expectation of favorable outcomes but as the cognitive lens through which 

individuals interpret events across time—past, present, and future (Luthans et al., 

2007). This interpretive style shapes how people explain both positive and negative 

experiences. In an optimistic explanatory pattern, positive events are attributed to 

internal, stable, and global causes, whereas negative events are viewed as external, 

temporary, and situation-specific (Seligman, 2006). Because this style can be learned 

and strengthened, optimism in the PsyCap context is considered a state-like, 

developable cognitive orientation rather than a dispositional trait. Tiger (1971) 

similarly conceptualizes optimism as a mental stance characterized by constructive 

expectations rooted in the possibility of attaining social or material well-being. 
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Importantly, although optimism and hope are related components of PsyCap, they 

serve distinct psychological functions. Optimism concerns generalized positive 

expectations about future outcomes, whereas hope involves agency and pathways 

thinking—namely, the motivation to pursue goals and the perceived routes to 

achieving them. Clarifying this distinction is essential, as optimism focuses on 

interpretive style, while hope reflects goal-directed determination and planning. 

Among the core components of psychological capital, optimism and hope are closely 

related but conceptually distinct constructs. While hope reflects a person‘s 

motivation and perceived pathways to achieve specific outcomes, optimism 

represents a broader expectancy that favorable results will occur, even when specific 

paths are unclear (Maier et al., 2000). Thus, optimism serves as a generalized 

positive orientation that sustains motivation and perseverance across diverse life and 

work domains. 

 

In the context of the teaching profession, optimism plays a vital role in enhancing 

teachers‘ motivation, well-being, and professional performance. Teachers with an 

optimistic outlook are more likely to approach challenges such as classroom 

management difficulties, student diversity, and institutional constraints with 

confidence and persistence. They tend to perceive obstacles as opportunities for 

growth rather than as insurmountable barriers, which allows them to maintain 

enthusiasm and commitment to their work. Optimistic teachers are also more 

resilient in coping with occupational stress and are better able to foster a positive 

learning climate that supports student engagement and achievement. 

 

2.2.2.5. Extraversion  

 

Extraversion is an important concept in positive psychology (Eryılmaz, 2014) and a 

fundamental personality trait that reflects individuals' tendencies to be sociable, 

energetic, assertive, talkative, and exhibit positive affect (John & Srivastava, 1999). 

According to the literature on positive organizational behavior and psychological 

capital, extraversion is a source of personality that fosters psychological capital 

components such as optimism, self-efficacy, hope, and resilience (Luthans, 2002; 

Luthans et al., 2007). Because extraverted individuals are generally more willing to 
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experience positive emotions, establish social relationships, and interact with their 

environment, they exhibit higher levels of motivation and satisfaction in 

organizational settings (Judge & Bono, 2001).  In contrast, individuals low in 

extraversion are described as preferring solitude, being introverted, quiet, and 

independent (Çetin & Varoğlu, 2009). 

 

In the context of the teaching profession, extraversion is a key trait that directly 

impacts teachers' classroom interactions, communication skills, and the quality of 

their relationships with students. Furthermore, their openness and collaborative 

nature in social interactions allow them to communicate more effectively with 

colleagues and develop supportive relationships within the school (McCrae & Costa, 

1997). This makes it easier for teachers to cope more effectively with occupational 

stress. 

 

Therefore, extraversion can be considered an important personal resource that 

strengthens teachers' professional performance and the quality of their pedagogical 

relationships with students. This characteristic contributes to the sustainable 

development of teachers' positive psychological capital, paving the way for improved 

educational quality at both the individual and organizational levels. 

 

2.2.2.6. Confidence 

 

Confidence is often considered within the context of self-efficacy and refers to an 

individual's belief in their ability to successfully perform a specific task (Bandura, 

1997). Confidence can be defined as an emotional force that begins with a sense of 

self-worth and, over time, expands outward like the radius of a circle, interacting 

with all individuals within the company, department, and team (Töremen, 2002). 

Individuals with sufficient confidence can pursue their goals with determination 

(Carver & Scheier, 2002). In a study conducted by Börü (2001) to identify the 

characteristics of trustworthy individuals, he concluded that the factors that influence 

individuals' trust in others are self-confidence, altruism (providing help and support), 

agreeableness, honesty, compassion, openness, consistency, knowledge, and 

avoiding gossip. Theoretical studies on confidence in the context of psychological 
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capital highlight two fundamental approaches. The first is the expectancy-value 

approach; the second is the state of being free from doubt. The expectancy-value 

approach can also be considered in two ways: the first is the social environment's 

attitude toward the individual, and the second is the individual's goal-oriented 

approach. For example, a teacher's lack of suspicion or their willingness to act 

transparently are associated with trust. Similarly, the social circle's belief that the 

teacher can achieve expected goals is also linked to confidence. A review of the 

literature on confidence reveals that trustworthiness is based on qualities such as 

honesty, openness/transparency, competence, and continuity. 
 

Confidence in the teaching profession encompasses a teacher's belief in both their 

own professional competence and their students' learning potential. Teachers with 

high self-confidence view the problems they encounter not as personal shortcomings, 

but as temporary situations that need to be resolved. Furthermore, confidence has a 

decisive impact on teachers' professional effectiveness. Developing teachers' 

confidence positively impacts not only their individual performance but also the 

overall performance of educational institutions. 
 

2.2.3. The Measurement of Teachers' Psychological Capital Levels 
 

This section includes three scales measuring psychological capital levels.  There are 

numerous scales developed in the literature to measure psychological capital (Avey 

et al., 2011; Bayar et al., 2016; Çetin & Basım, 2012; Hançer, 2003; Luthans et al., 

2007; Tösten & Özgan, 2014). Although several instruments have been developed to 

measure psychological capital—such as the Psychological Capital Questionnaire 

(PCQ-24; Luthans et al., 2007), the Psychological Capital Questionnaire–Short Form 

(PCI-12; Avey et al., 2011), and various national adaptations—most of these scales 

were originally designed for general organizational settings rather than for educators. 

While PCQ-24 and PCI-12 are widely validated measures in organizational 

psychology, their items may not fully capture the unique professional demands, 

interpersonal dynamics, and cultural nuances of teaching contexts.  
 

For this reason, the Psychological Capital Scale developed by Tösten and Özgan 

(2014) was selected for the present study. This scale is one of the few PsyCap 
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instruments specifically designed and validated for Turkish teachers, enabling a more 

accurate assessment of their self-efficacy, hope, optimism, resilience, confidence, 

and extraversion within their own professional and cultural context. Using this scale 

not only enhances the methodological appropriateness of the study but also 

contributes to the broader PsyCap literature by providing context-sensitive data from 

a population that remains underrepresented in empirical research. In this way, the 

study helps address a notable gap in teacher-focused PsyCap measurement and 

supports efforts to adapt positive organizational constructs to educational settings. 

 

2.2.3.1. Psychological Capital Questionnaire (PCQ-24) 

 

The Psychological Capital Questionnaire (PCQ), developed by Luthans et al., (2007), 

is designed to measure individuals‘ positive psychological capacities within 

organizational settings. The instrument is grounded in positive organizational 

behavior theory, which emphasizes measurable, developable, and performance-

related psychological resources. The Psychological Capital Questionnaire (PCQ), 

includes four sub-dimensions- self-efficacy, hope, resilience, and optimism- each 

reflecting a distinct but related positive psychological capacity. 

 

The original scale comprises 24 items (six items per sub-dimension) and is typically 

administered using a six-point Likert-type format ranging from strongly disagree to 

strongly agree. Higher scores on each sub-dimension indicate higher levels of 

psychological capital (Çetin & Basım, 2012). The Psychological Capital 

Questionnaire (PCQ) has demonstrated high reliability, with Cronbach‘s alpha values 

frequently reported between .70 and .90 across sub-dimensions (Avey et al., 2009; 

Luthans et al., 2007). Its construct validity has been supported through confirmatory 

factor analyses, consistently verifying the four-factor structure (Avey et al., 2010). 

The scale has also shown criterion-related validity, as PsyCap scores have been 

linked to higher job performance, engagement, organizational commitment, and 

lower burnout (Avolio et al., 2010; Luthans et al., 2007). 

 

Originally developed in the United States within business and organizational 

psychology research, the Psychological Capital Questionnaire (PCQ) has since been 
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adapted for use in educational, healthcare, and public service sectors. In Türkiye, the 

instrument was adapted by Çetin & Basım (2012), who reported strong psychometric 

properties for the Turkish version (Cronbach alpha> .80). The scale is commonly 

used to assess teachers‘, managers‘, and public sector employees‘ psychological 

strengths, especially in research exploring performance, motivation, well-being, 

stress management, and organizational behavior. 

 

2.2.3.2. Psychological Capital Questionnaire-Short Form (PCI-12) 

 
The PCI-12 is an abbreviated version of the Psychological Capital Inventory 

developed by Luthans et al., (2007). It initially included 24 items for the four core 

dimensions of psychological capital: self-efficacy, optimism, hope, and resilience. 

Avey et al., (2011) later validated a shortened version consisting of 12 items without 

compromising the psychometric quality or conceptual integrity of the original scale. 

The PCI-12 uses a six-point Likert scale, with higher scores indicating higher levels 

of psychological capital. 

 

The Turkish adaptation process involved forward translation of the original English 

version by two organizational behavior experts, followed by back translation 

procedures to ensure linguistic and conceptual equivalence (Bayar et al., 2016; 

Hançer, 2003). Studies using the PCI-12 in Türkiye have generally focused on 

organizational behavior, employee performance, work engagement, and well-being 

in business or public administration contexts. Despite its reliability and validity, the 

PCI-12 has been used relatively less frequently in educational settings, particularly 

among teachers. 

 

While the PCI-12 has demonstrated high internal consistency (typically α> .80) and 

strong construct validity across diverse populations (e.g., Avey et al., 2011; Luthans 

et al., 2007), it is considered somewhat limited in capturing context-specific cultural 

or professional characteristics. In educational research, psychological capital can 

manifest in ways different from institutional settings, leading some scholars to 

suggest adapting more profession-specific measures. 
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2.2.3.3. Psychological Capital Scale 

 

In this study, the Psychological Capital Scale developed by Tösten and Özgan (2014) 

was used to assess teachers' psychological capital levels. Unlike the original 

Psychological Capital Scale (PCS) developed by Luthans et al. (2007) and 

comprising four dimensions (hope, self-efficacy, resilience, and optimism), Tösten 

and Özgan (2014) developed an expanded version specifically for Turkish 

educational settings by adding two additional subdimensions: confidence and 

extraversion. Rather than conducting a direct linguistic adaptation of the PSQ, the 

authors designed the scale based entirely on the theoretical foundations of positive 

organizational behavior, integrating literature in the field of teacher psychology and 

conducting item development through expert consultation and pilot research.  

 

The scale consists of 26 items rated on a five-point Likert-type scale. Tösten and 

Özgan (2014) confirmed the validity of the scale through exploratory and 

confirmatory factor analyses and reported high internal consistency values 

(Cronbach's alpha coefficients ranged from .83 to .88 for the subscales and .92 for 

the entire scale). Furthermore, significant correlations with motivation, well-being, 

and teacher engagement variables supported its construct validity. Since its 

development, the scale has been used in studies involving teachers and school 

administrators in Türkiye, particularly in studies examining job satisfaction, 

professional commitment, stress, performance, and teacher well-being. This scale 

was chosen over other psychological capital scales, such as the PCQ-24 and PCQ-12, 

because  it was specifically designed and validated for use with Turkish educators 

and  because it  includes  additional  dimensions  relevant  to the teaching  

profession. 

 

Therefore, the Psychological Capital Scale developed by Tösten and Özgan (2014) 

was chosen in this study because it was specifically designed and validated for use 

with Turkish teachers. This scale includes additional items reflecting contextual 

characteristics of educational settings, such as commitment to the teaching profession 

and coping with classroom challenges. Subsequent studies using this scale in Turkish 

school settings have confirmed its suitability for teacher-based research. 
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2.3. Stress Coping Strategies 
 

2.3.1. Stress 
 

The concept of stress was first scientifically addressed by Selye in 1950 (Selye, 

1950). Selye (1974) defined stress as a psychological problem that deactivates an 

individual's biological and physiological systems and explained this through the 

"general adaptation syndrome" approach. According to this approach, stress is 

examined in three stages (Keser, 2013; Selye, 1950). 
 

1. Alarm stage: This is the stage when the individual first recognizes stress factors. 

At this point, the body releases stress hormones and adrenaline; pupils dilate, the 

heart rate accelerates, and the face turns pale. At this point, the individual chooses to 

either combat the stress or avoid it. 
 

2. Resistance stage: This is the process in which the organism attempts to adapt to 

stress factors. Psychological and physiological adaptation to the current situation is 

attempted. Stress can be overcome at this stage; however, if this is not achieved, the 

process continues. 
 

3. Exhaustion stage: This is the stage in which prolonged and intense stress depletes 

the individual's physical and spiritual strength. During this stage, life takes a negative 

turn; problems such as loss of vitality, loneliness, anger, insomnia, headaches, doubt, 

helplessness, boredom, and sudden outbursts of anger arise. A prolonged period of 

this stage destroys the body's resilience and can shorten life expectancy. Keser 

(2013) emphasizes that the changes and reactions observed during the stages of 

general adaptation syndrome emerge as a result of the organism's self-protection. 

Stress is one of the most important issues organizations must manage to ensure 

employees produce high-quality work. Stress can cause a loss of balance in an 

individual's life, leading to depression, which harms both health and work attitudes 

and behaviors. Stressors include workplace conflict, role conflict, role ambiguity, 

and work overload (Addae et al., 2008). Because it is impossible to provide a 

completely stress-free environment in any organization, it is impossible to eliminate 

stress (Warraich et al., 2014). 
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The comprehensive classification of stress sources proposed by BaltaĢ and BaltaĢ 

(2018) divides these into three main categories: environmental, work-related, and 

psychosocial stressors. Environmental stress factors arise from teachers' physical 

working conditions and the overall structure of the school environment. Examples 

include overcrowded classrooms and the physical inadequacy of the school. Job-

related stress factors can be exemplified as teachers‘ heavy responsibilities, 

challenging and exhausting working conditions, time pressure, shift difficulties, and 

work-related obligations (Kyriacou, 2001). In recent years, the escalating 

performance expectations imposed on teachers, the growing demand for advanced 

competencies driven by digital transformation, and the heightened complexity of 

interactions with parents have collectively contributed to substantial occupational 

stress among educators (Maslach & Leiter, 2016). Finally, psychosocial stressors 

arise from teachers' daily life circumstances, interpersonal relationships, and 

individual psychological characteristics (Pehlivan, 1995; Pehlivan, 2000). 

 

2.3.2. Job Stress 

 

Luthans (1995) defined job stress as the interaction of an individual with their 

environment. Gül (2007), in his research, defined job stress as a psychological 

condition resulting from work-related factors that prevent employees from 

maintaining their normal functions and cause changes in their physical and 

psychological behaviors. Workplace stress has become an increasing concern for 

human resource managers. Although stress management has received significant 

academic and practical attention over the years, there is now a need for new 

perspectives and further research (Avey et al., 2009). 

 

Nowadays, stress has become an essential part of daily life. It significantly affects 

not only individuals' professional and personal lives but also their positive or 

negative interactions with others. People are always the ones who cause stress, 

experience its effects, try to avoid it, and attempt to regulate it. Although stress 

cannot be eliminated, it can sometimes be necessary and even beneficial. Stress 

management involves processes aimed at preventing and reducing the harmful 

effects of stress at both individual and organizational levels. Effective stress 
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management can be achieved through both individual and collective efforts (Bıdık, 

2024). 

 

General stressors such as workload, role conflict, and role ambiguity are particularly 

significant for the teaching profession (Kyriacou, 2001; Montgomery & Rupp, 2005). 

Teachers' increased workload stemming from long work hours, extracurricular 

responsibilities, and tasks related to lesson planning and preparation significantly 

contribute to increased job stress (Skaalvik & Skaalvik, 2017). This increased stress 

leads to a decline in job performance, as excessive demands can negatively impact 

teachers' motivation and overall professional success (Lazarus & Folkman, 1984; 

Klassen & Chiu, 2010). Role conflict arises when teachers face conflicting 

expectations from administrators or parents, creating tension in their professional 

roles (Kyriacou, 2001). Furthermore, role ambiguity or a lack of clarity regarding job 

expectations and evaluation criteria can increase stress levels. These stressors 

collectively negatively impact job performance (Montgomery & Rupp, 2005). 

 

Teacher stress can be defined as the experience of negative emotions such as 

pressure, tension, fear, and lack of motivation while performing professional duties 

(Kyriacou, 2001). These feelings may range from mild anxiety or discomfort to more 

severe emotional states such as depression (Maslach & Leiter, 2016). Alternatively, 

teacher stress can be described as a lack of harmony or a mismatch between the 

teacher and the demands of the teaching profession. Constant stress can negatively 

impact teachers' performance by causing burnout, which can become a major 

problem in schools (Lazarus & Folkman, 1984). 

 

2.3.3. Stress Coping Strategies 

 

According to Lazarus (2006), coping with stress is shaped around an individual's 

reactions to stressful situations, and when effective coping strategies are not 

employed, stress levels increase. Bartram and Gardner (2008) define coping with 

stress as cognitive and behavioral efforts to gain control over distressing situations 

that exceed individual capacity and therefore create difficulties. Carver (2011) 

summarized coping with stress as the process of improving the physiological and 
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psychological risks created by stressful conditions and the individual's responses to 

these potential threats. Doğan and Mümin (2013) emphasize that coping with stress 

does not necessarily require the complete elimination of the stressor but focuses 

primarily on the individual's ability to reduce the stressor to a manageable level that 

minimizes its damage. Coping with stress can be defined as the attitude an individual 

exhibits in the face of environmental demands and the expectations they create 

within their inner world (Türküm, 2002). 

 

In summary, the common thread across the various definitions of stress coping is that 

it involves cognitive or behavioral efforts by individuals to cope with situations they 

perceive as stressful. This shared perspective highlights the critical role that coping 

mechanisms play in individuals' responses to the complex stressors they face in 

today's environment. The concept of stress is inherently subjective and can manifest 

in different ways, encompassing personal meanings and interpretations that vary 

from individual to individual (Selye, 1976). Similarly, because the process of coping 

with stress is multidimensional, it cannot be defined with a single, universal strategy 

that applies equally to every individual. This diversity stems from the complex 

interaction between individuals' unique characteristics, their susceptibility to specific 

stressors, and the different methods they use to navigate life (Çimli & Çelik, 2019). 

 

Wills and Filer (1996) state that individuals can utilize coping strategies that can be 

classified as either problem-focused or emotion-focused. Problem-focused coping is 

characterized as a planned and systematic approach that involves defining the 

problem, presenting various alternatives, evaluating possible solutions, and 

ultimately selecting and implementing a determined path (Lazarus & Folkman, 

1984). This approach encompasses the individual's interventions directed at both 

their internal state and their broader external environment (Lazarus, 2006). In 

contrast, emotion-focused coping revolves around methods aimed at alleviating the 

negative emotions triggered by stressful circumstances. These strategies may include 

seeking emotional support, finding solace through escape or avoidance, distancing 

themselves from the stressor, denial, daydreaming, using humor, intellectualizing, 

engaging in magical thinking, and drawing strength from religious beliefs. Emotion-

focused coping also allows for the reappraisal of stressful situations in both positive 
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and negative terms, mentally reframing them, or reducing perceived threat (Wills & 

Filer, 1996). In short, problem-focused coping focuses more on logically analyzing 

and solving problems, while emotion-focused coping focuses on mitigating the 

negative emotional effects of the stressor (Bartram & Gardner, 2008). 
 

Core coping strategies are used to categorize how individuals respond to or manage 

stress (Rabenu et al., 2016). Recently, Rabenu et al. (2015, 2016) proposed three 

strategies for coping with stress. The first change corresponds to Lazarus and 

Folkman‘s (1984) problem-focused coping, which involves managing the problem 

itself. The second strategy, acceptance (an emotion-focused component), entails the 

individual deciding to adjust and regulate their perceptions, thoughts, and feelings 

about a stressful situation that cannot be changed. The third strategy, withdrawal, is 

part of Lazarus and Folkman‘s (1984) emotion-focused coping, involving the 

regulation of emotions generated through the appraisal process (Folkman, 2012). In 

this case, individuals mentally distance themselves from the stressful work 

environment, resulting in psychological withdrawal (Rabenu et al., 2015, 2016). 

Briefly, in problem-focused coping, the individual obtains information about what to 

do and takes actions by resorting to certain behaviors to correct the problem 

occurring in the human-environment relationship. In emotion-focused coping, the 

individual aims to regulate stress-related emotions (Lazarus, 2000). 
 

Moos (1993), through his interactive model, conceptualized coping strategies as 

mediators between health, well-being, and acute life crises. He sought to integrate 

diverse perspectives on the dimensions of coping and examined these strategies 

within the frameworks of focus and method. From the focus perspective, individuals 

either make efforts to cope with the problem and adapt to the stressful situation 

(approach) or attempt to regulate the emotions arising from avoidance and conflict 

(avoidance). From the method perspective, individuals employ cognitive and 

behavioral activities to engage in either approach or avoidance in response to stress. 
 

Approach and avoidance strategies can be summarized as follows: 
 

Approach strategies include logical analysis, positive appraisal, support seeking, and 

problem solving. Avoidance coping strategies include cognitive and behavioral 
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responses. Moos's (1993) model of approach strategies coping consists of four main 

dimensions: logical analysis, positive appraisal, support seeking, and problem 

solving. 

 

Logical analysis refers to the cognitive processes individuals engage in to understand 

a stressful situation and its potential consequences, thereby preparing themselves 

mentally (Moos, 1993). This approach involves a deliberate and systematic 

evaluation of the seriousness of the situation, its effects, and possible outcomes 

(Çimli & Çelik, 2019). In this process, individuals break down complex stressors into 

smaller, more manageable components and examine each element through rational 

analysis. This coping method helps reduce overwhelming emotional reactions by 

framing the stressor within a more neutral and controllable context (Moos, 1993). As 

teachers successfully employ logical analysis strategies, their confidence in coping 

with stress will increase (Bıdık, 2024). 

 

Positive appraisal involves acknowledging the reality of a stressful situation while 

making cognitive efforts to reinterpret it from a more constructive perspective 

(Moos, 1993). This strategy focuses on identifying personal growth, learning 

opportunities, or other beneficial outcomes that may arise from facing challenges. 

This shift in perspective- from seeing the situation as a threat to viewing it as a 

catalyst for personal development- enhances resilience and adaptability (Koca Ballı 

& Kılıç, 2016). For example, being passed over for a promotion may be reframed as 

an opportunity to recognize areas for professional growth or to seek a better position 

elsewhere. This approach supports individuals in maintaining optimism despite 

adversity and is associated with stronger immune function and higher life satisfaction 

(Garza Varela et al., 2021). For example, positive evaluation supports teachers in 

maintaining optimism despite challenges and increases motivation, and improves job 

performance. 

 

Seeking support refers to behavioral efforts aimed at obtaining information, 

guidance, or emotional assistance to cope with stressful situations (Koca Ballı & 

Kılıç, 2016). This strategy includes turning to friends, family, professionals, or 

support groups to share emotions, receive advice, or gain empathy and understanding 
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(Liddon et al., 2018). At its core lies the belief that social connections can provide 

essential emotional, informational, and practical support during difficult times 

(Moos, 1993) By seeking support, teachers can reduce the burden of stress through 

the validation and assistance provided by their colleagues, friends, and family 

members (Bıdık, 2024). 

 

Problem-solving involves taking direct and planned steps to eliminate or reduce the 

source of stress (Koca Ballı & Kılıç, 2016). This action-oriented strategy aims not 

merely to manage symptoms but to change or remove the root cause of stress 

(Maghan, 2017). The problem-solving process includes identifying the problem, 

brainstorming possible solutions, evaluating these options, and implementing the 

most effective one (Moos, 1996). This approach is particularly effective when the 

stressor is controllable, and the individual has the necessary resources to make 

changes. Problem-solving not only helps resolve the immediate issue but also builds 

skills and self-efficacy that empower individuals to handle future challenges 

(Maghan, 2017). Problem-solving allows teachers to actively address challenges 

rather than feeling trapped. Problem solving, also, which also involves setting goals 

and creating a roadmap to overcome stress, increases teachers' sense of 

accomplishment and, consequently, their job performance as they achieve their goal 

(Bıdık, 2024).  

 

2.3.4. The Measurements of Stress Coping Strategies 

 

This section includes two scales measuring stress coping strategies: the Stress 

Coping Methods Scale 1 and Stress Coping Methods Scale 2, which were used in this 

study. This section presents instruments measuring stress coping strategies. The 

Stress Coping Methods Scale, developed by Folkman and Lazarus (1980; revised in 

1985) and adapted into Turkish by ġahin and Durak (1995), and the Stress Coping 

Methods Scale, developed by Moos (1993), adapted into Turkish by Koca Ballı and 

Kılıç (2016). Stress Coping Methods Scale, adapted into Turkish by ġahin and Durak 

(1995), has been widely used in various professional and clinical fields, particularly 

in health, organizational psychology, education, and mental health settings, to assess 

individuals' coping strategies in stressful situations. However, the Stress Coping 
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Methods Scale, adapted into Turkish by Koca Ballı and Kılıç (2016), was employed 

in the current research because its psychometric adequacy has been evidenced in 

Turkish educational settings, and its emphasis on solution-focused coping renders it a 

particularly relevant measure for examining stress management strategies among 

teachers. 

 

2.3.4.1. Stress Coping Methods Scale 1 

 

The Coping with Stress Scale, developed by Folkman and Lazarus (1980; revised 

1985), is designed to assess individuals' coping strategies in stressful situations. The 

scale consists of 30 items and is scored on a five-point Likert-type scale. It reflects 

different coping responses based on the transactional model of stress and coping, 

which conceptualizes stress as a process mediated by cognitive appraisal and 

behavioral regulation. The original scale, validated through factor analysis, identifies 

five coping subdimensions representing the different approaches individuals use to 

cope with stress. 

 

The scale was adapted into Turkish by ġahin and Durak (1995). This process 

assessed construct validity through factor analysis, and a similar multidimensional 

structure was confirmed in the Turkish version. Criterion and discriminant validity 

were also examined using various relevant psychological instruments, including the 

Stress Symptoms Inventory, the Beck Depression Inventory, the Job Satisfaction 

Inventory, the Type A Personality Scale, the Reasons for Living Inventory, and the 

Loneliness Inventory. As a result of these validity analyses and internal consistency 

coefficients, it was determined that the Turkish form of the scale was both reliable 

and psychometrically sound. 

 

2.3.4.2. Stress Coping Methods Scale 2 

 

To assess teachers' stress coping strategies, the Coping with Stress Scale, developed 

by Moos (1993) and based on Moos's coping model, was used. It consists of two 

main sections (approach responses and avoidance responses) encompassing a total of 

eight subscales. Approach-focused strategies, such as logical analysis, positive 
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appraisal, support-seeking, and problem-solving, are considered adaptive and focus 

on addressing or reframing the stressor, while avoidance strategies are associated 

with emotional withdrawal or detachment. 

 

The Turkish adaptation of the scale was conducted by Koca Ballı and Kılıç (2016), 

who completed validity and reliability studies using both exploratory and 

confirmatory factor analyses. In the validity studies, only the approach-focused 

section of the scale was included due to its higher validity in professional and 

educational contexts. Consequently, the Turkish version consists of four subscales: 

logical analysis, positive appraisal, support-seeking, and problem-solving. Each 

demonstrates strong internal consistency (Cronbach's alpha values range from .83 to 

.89). These strategies are consistent with contemporary stress and coping frameworks 

that emphasize proactive and constructive coping behaviors in performance-based 

professions like teaching (Carver et al., 1989; Collie, 2021). 

 

In the current study, this scale was preferred over other stress-related scales because 

it focuses specifically on coping strategies rather than stress symptoms or 

consequences (e.g., burnout or perceived stress). Furthermore, its structure aligns 

with the theoretical framework of the current study, which positions coping strategies 

as a predictor of job performance rather than a dependent variable. The scale's 

proven psychometric strength in Turkish educational settings and its emphasis on 

problem-focused coping make it particularly suitable for examining stress 

management processes among teachers. 

 

2.4. Teacher Job Performance 

 

2.4.1. Performance 

 

Kasnaklı (2002) defines performance as the level of achievement of a set goal. In this 

context, performance indicates the extent to which an individual, team, work unit, or 

organization carrying out a task achieves its goals through that task. According to 

Akal (2011), performance is generally defined as the quantitative or qualitative 

expression of the outcomes achieved as a result of planned and goal-oriented work. 
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Schuler (1995) defines performance as the high level of effort exerted by employees 

within an organization in the work environment. 

 

Performance can also be defined as the completion of a task under specific 

conditions or the behavior exhibited by employees. According to Kane et al., (1995) 

and Bingöl (2006), performance is the result of employees' skill level and the effort 

they exert, and can be measured by the outcomes achieved within the scope of 

specified tasks or activities. According to Argon and Eren (2004) and BaĢaran 

(2000), performance is viewed as a function of the relationship between an 

employee's job expectations and the actual work they perform. Every action and 

process an employee performs to fulfill their role reflects performance behavior. 

Performance is a concept related to the fulfillment or implementation of a specific 

purpose, function, or task in organizations (BegenirbaĢ & ÇalıĢkan, 2014). 

Performance is also defined as the degree to which a goal is achieved and indicates 

how far an individual, group, work unit, or company has been able to reach the target 

through the task performed (Çöl, 2008). Another definition describes performance as 

a concept that determines, using both quantitative and qualitative criteria, what an 

individual, group, or organization can achieve and what outcomes they achieve 

through their work, toward a targeted outcome. 

 

Elements such as individual characteristics, abilities, level of professional training, 

job design, and the policies of the organization are among the primary factors 

affecting employee performance (Hayajneh, 2000). An individual's compatibility or 

incompatibility with their role can have positive or negative effects on performance. 

Providing a work environment where employees can utilize and develop their talents 

is crucial for their success (Canman, 1993). 

 

One of the factors affecting performance is the level of professional training. 

Continuing education allows employees to develop their professional knowledge and 

skills,  enabling them  to  perform  their  jobs more effectively and boosting their 

self-confidence. Furthermore, training is a crucial element in preparing employees 

for  their  career goals within the organization (Akdemir, 2012; Akat & Budak, 

1999). 
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2.4.2. Job Performance 
  

2.4.2.1. Definitions of the Job Performance 

 

Job performance is defined as the process of completing and fulfilling a specific task 

and reflects the level of success achieved as a result of all the efforts an individual 

exerts to perform their job (Yıldız et al., 2014). Individual performance is the most 

important type of performance for organizations because an organization can only be 

as successful as the performance demonstrated by its employees (Benligiray, 2004). 

Job performance can also be described as the set of activities and attitudes directed 

by the individual that contribute to the goals of the organization (Rotundo & Sackett, 

2002). Additionally, job performance includes not only the tasks completed by the 

employee within a specific time frame but also the expected attitudes and behaviors 

within the organizational environment (Motowidlo, 2003). An individual‘s level of 

personal knowledge is an important factor affecting job performance. An employee 

can perform their duties more effectively and competently thanks to their knowledge 

level, thereby contributing more actively to the organization‘s work processes. This 

positively influences their individual performance (Biddle, 1993). Among the factors 

that determine employees‘ individual performance are various behavioral and 

characteristic traits. These traits determine how effectively employees can 

demonstrate their performance (Mohrman et al., 1989). 

 

2.4.2.2. Dimensions of Job Performance 

 

Job performance is generally considered in two dimensions: Task and contextual 

performance (Borman & Motowidlo, 1993). 

 

Task performance is the set of activities that indirectly support the organization's 

core services by enabling employees to adapt to evolving processes, keep up with 

and utilizing technology and innovations, and also by providing necessary materials 

and services. Task performance is directly related to the overall performance of the 

organization and is also the quality and quantity of work required by the basic 

activities included in the employees' job descriptions (ÇalıĢkan & Köroğlu, 2022; 
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Díaz-Vilela et al., 2015). Murphy and Kroeker (1988) defined task performance as 

the success of completing assigned tasks and responsibilities in accordance with 

professional standards. Borman and Motowidlo (1997), on the other hand, considered 

task performance as a specific part of a job and defined it as activities that support 

the organization's technically sound workload. 

 

Contextual performance refers to the contextual dimension of job performance, 

encompassing support for broader psychological, social, and organizational aspects 

beyond the completion of technical tasks. In organizational settings, contextual 

activities serve as catalysts for task processes and activities by contributing to 

shaping the psychological, social, and organizational context within the organization. 

These contextual behaviors are voluntary contributions beyond the core job 

responsibilities, reflecting support in completing tasks collaboratively with other 

employees (Borman & Motowidlo, 1997). Contextual performance is defined as the 

continuation and reinforcement of behaviors that benefit the organizational climate 

and culture. Employees may voluntarily take on additional duties outside their formal 

job descriptions. Demonstrating commitment and persistence in accepting these tasks 

is part of contextual performance. Assisting coworkers and collaborating effectively 

with them are also key components of this performance dimension. Additionally, 

exhibiting behaviors that support or advocate for the organization is considered an 

aspect of contextual performance. Finally, adherence to organizational rules is 

regarded as an important element within the scope of contextual performance 

(Motowidlo et al., 1997). 

 

Although there is no clear boundary between contextual performance and task 

performance, task performance encompasses task-oriented activities within the 

organization, while contextual performance generally involves behaviors intended to 

support task performance (Motowidlo, 1997). In other words, contextual 

performance, which falls outside the formal role definition, refers to voluntary social 

interactions for the benefit of the organization (Rhoades & Eisenberger, 2002). 

Within this framework, contextual performance encompasses positive attitudes and 

behaviors that encourage helping others and cooperation and are supported by the 

organization (Motowidlo et al., 1997). 
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Adaptive performance constitutes the third dimension of job performance. As 

organizations face increasing uncertainty and employee roles become more dynamic 

and flexible, interest in modeling the performance competencies necessary to cope 

with this change and uncertainty has increased (Campbell, 2012). Adaptive 

performance is defined as employees' ability to adapt their behavior to the demands 

of new situations (Charbonnier-Voirin & Roussel, 2012; Shoss et al., 2011) or the 

capacity to adapt to change (Ramawickrama et al., 2017). According to Allworth and 

Hesketh (1999), adaptive performance generally encompasses the ability to cope 

with change in changing work conditions and the ability to transfer learned 

knowledge from one task to another. 

 

2.4.3. Teachers’ Job Performance 

 

The success of an education system largely depends on the performance of teachers, 

who are regarded as the cornerstone of the system (Amin et al., 2013; Hanif, 2004; 

Khan et al., 2012). Teachers‘ job performance is defined as the contribution they 

make toward achieving the goals and objectives set in education (Özdemir & Gören, 

2017; Özdemir & YirmibeĢ, 2016). It can be considered a multidimensional construct 

(Adeyemi, 2008; Amin et al., 2013; Hanif & Pervez, 2004; Mehmood et al., 2013; 

Yusoff et al., 2014). These dimensions include lesson preparation, the teaching 

process, student assessment, professional commitment, effective leadership, 

motivation, and discipline (Adeyemi, 2008); instructional, experienced, and personal 

competencies as well as contextual and task performance (Yusoff et al., 2014). 

According to Collie and Martin (2016), one of the defining characteristics of the 

teaching profession is the constant need to adapt to innovations, changes, and 

uncertainties encountered on a daily basis. Therefore, teachers must continuously 

pursue professional development and convey new knowledge to their students. 

Furthermore, changes in educational policies require teachers to adapt to these 

innovations. It has been found that teachers‘ performance improves due to factors 

related to themselves, their students, parents, colleagues, working conditions, as well 

as the physical and socio-cultural characteristics of the school and its environment. 

Teachers‘ job performance can be enhanced by factors such as their professional 

commitment, attachment to the school they work in, supportive attitudes from 
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parents and colleagues, favorable physical conditions of the school, and the presence 

of a well-established school culture (Vural & Özdemir, 2024).   
 

2.4.4. The Measurements of Job Performance 
 

This section presents instruments measuring job performance. There are numerous 

scales developed in the literature to measure job performance (Deniz & Kumru, 

2022; Köroğlu-Kaba & Öztürk, 2021; Sultana, 2020; Limon & Sezgin-Nartgün, 

2020; ÇalıĢkan & Köroğlu, 2022). Here, the Teacher Job Performance Scale 

developed by Limon and Sezgin-Nartgün (2000) and the Job Performance Scale 

developed by ÇalıĢkan and Köroğlu (2022) are presented. The scale developed by 

ÇalıĢkan and Köroğlu (2022) highlights two sub-dimensions of performance and has 

been predominantly employed in non-educational sectors. On the other hand, the 

Teacher Job Performance Scale developed by Limon and Sezgin-Nartgün (2000) was 

preferred in this study, as it was specifically designed for the teaching profession and 

comprehensively addresses three sub-dimensions of performance. 
 

2.4.4.1. Job Performance Scale  
 

The Job Performance Scale was developed by ÇalıĢkan and Köroğlu (2022) to 

measure employees' perceived performance in organizational settings. The scale 

consists of 11 items rated on a five-point Likert-type scale ranging from "strongly 

disagree" to "strongly agree." Adopting a two-dimensional structure based on 

performance theory, the scale distinguishes between task performance, which is 

behaviors directly related to the completion of core job tasks, and contextual 

performance, which refers to supportive, discretionary behaviors that facilitate the 

broader organizational and social environment (Borman & Motowidlo, 1997). 
 

The scale's development involved a literature review, expert review, and pilot 

implementation. Construct validity was examined using exploratory and 

confirmatory factor analyses, both of which supported the two-factor model. 

Reliability analyses demonstrated high internal consistency, with Cronbach's alpha 

values exceeding .80 for both subscales and exceeding .90 for the total scale. 

Additionally, by examining the scale's correlation with measures of employee 
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commitment and organizational commitment, criterion validity was established, 

confirming its usefulness in assessing performance outcomes. 

 

Previous research has primarily used this scale in Turkish organizational contexts, 

particularly in studies examining factors related to employee productivity, work 

motivation, commitment, and performance. Its concise structure and theoretical basis 

make it particularly suitable for research requiring efficient performance 

measurement. Therefore, it was chosen in this study because it aligns well with the 

multidimensional conceptualization of teacher job performance, particularly the 

distinction between task-related responsibilities and extra-role behaviors related to 

school functioning. 

 

2.4.4.2. Teachers’ Job Performance Scale 

 

The Teacher Job Performance Scale used in this study was developed by Limon and 

Sezgin-Nartgün (2000) specifically to assess the job performance of teachers within 

educational environments. The scale consists of 37 items distributed across three 

sub-dimensions: task performance (16 items), which reflects the extent to which 

teachers carry out instructional and professional responsibilities; contextual 

performance (9 items), encompassing voluntary behaviors that contribute to the 

functioning of the school beyond required duties; and adaptive performance (12 

items), which measures teachers‘ ability to respond effectively to changes in 

educational conditions, student needs, and instructional demands. The instrument is 

structured as a five-point Likert-type scale, ranging from 1 (strongly disagree) to 5 

(strongly agree), with higher scores indicating higher perceived job performance. 

 

The development of the scale was grounded in performance theory, drawing 

particularly on the distinction between task and contextual performance introduced 

by Borman and Motowidlo (1997), and expanding it to include adaptive 

performance, which has gained importance in contemporary education due to 

increasing variability in teaching contexts. Initial item development involved 

literature review and expert consultation, followed by pilot administration. The 

construct validity of the instrument was first examined through exploratory factor 
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analysis (EFA), which supported the three-factor structure. This model was 

subsequently confirmed through confirmatory factor analysis (CFA), yielding 

acceptable fit indices. Reliability analyses demonstrated strong internal consistency, 

with Cronbach's alpha coefficients exceeding .80 for each sub-dimension and above 

.90 for the overall scale. 

 

The scale has since been used in studies focusing on teacher performance, 

instructional quality, professional competence, and the impact of organizational and 

psychological variables on workplace functioning. It was selected for the current 

study due to its context-specific design for use with teachers, its multidimensional 

conceptualization of performance, and its strong psychometric properties.   

 

2.5. Studies on Psychological Capital, Stress-Coping Strategies & Job 

Performance 

 

Despite the assumption that these three concepts are positively and significantly 

related, the literature review reveals that, to our knowledge, no previous study has 

directly examined psychological capital, stress coping strategies, and job 

performance together. Therefore, in this section, studies are first presented on the 

relationship between psychological capital and coping strategies with stress, 

followed by research on the relationship between psychological capital and job 

performance. 

 

2.5.1. Studies on Psychological Capital and Stress-Coping Strategies 

 

This section presents studies that investigate the relationship between psychological 

capital and coping strategies with stress. While some studies have concluded that there 

is a positive and significant relationship between psychological capital and coping 

strategies, others have revealed a negative relationship between the two variables. 

 

ġen and colleagues (2014) conducted a study to examine the impact of psychological 

capital on employees' stress coping skills, job satisfaction, and organizational 

commitment, demonstrating a negative relationship between psychological capital 
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and stress. Similarly, Zağlı (2016) reported a positive and significant relationship 

between psychological capital and stress coping styles.  

 

Yeni and Sezici (2022) used simple and multiple regression analyses to find that 

psychological capital significantly and negatively impacts job stress. According to 

this result, an individual's positive assessment of the likelihood of achieving success 

through motivated effort and perseverance contributes to greater resilience to job 

stress and the ability to use coping strategies more consciously and effectively. These 

findings are aligned with the results of previous studies (Herbert, 2011; Liu et al., 

2012; Shen, 2014; ġen et al., 2014). 

 

Furthermore, Rabenu et al. (2016) found that the relationship between psychological 

capital and different aspects of coping with stress (through change, acceptance, and 

withdrawal) mediates the relationship between employees' well-being and their 

performance within the organization.  

 

Studies indicate that Psychological Capital (PsyCap) mitigates the negative effects of 

stressors to which individuals are exposed and strengthens positive outcomes (Liu et 

al., 2012; Riolli et al., 2012). Individuals with high self-efficacy tend to consciously 

choose the challenges they face (Bandura & Locke, 2003). Highly hopeful 

individuals, on the other hand, can set both realistic and challenging goals (Luthans 

et al., 2007, 2015). Individuals with high perceived difficulty tend to produce less 

negative emotion in situations that require attention, enabling them to implement 

problem-focused coping strategies more effectively (Folkman, 1984). 

 

Furthermore, research shows that individuals with high levels of psychological 

resilience tend to experience more positive emotions and fewer negative emotions 

(Smith et al., 2010). Yiter (2019) concluded that as individuals' levels of 

psychological capital increase, they become more effective in coping with stress. 

Deger (2017) conducted a study examining the relationship between psychological 

capital, academic stress, and achievement among higher education students. The 

findings showed that students with higher psychological capital had lower academic 

stress and higher academic achievement. 
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When studies examining the relationship and interaction between psychological 

capital and job stress in the literature are examined, it is generally observed that there 

are negative and significant relationships between the two variables (Avey et al., 

2009; Bandura, 2008; Herbert, 2011; Liu et al., 2012; Riolli et al., 2012; Robert et 

al., 2011; ġen et al., 2014). Anık and Tösten (2019) examined the link between 

teachers' perceptions of psychological capital and problem-solving skills. The 

findings indicate a moderate and positive relationship between psychological capital 

and problem-solving skills. As a result of their research on high school teachers, 

Barutçu et al. (2020) concluded that there is a positive and significant relationship 

between psychological capital and stress coping strategies. 
 

2.5.2. Studies on Psychological Capital and Job Performance  
 

This section presents studies that investigate not only the relationship between 

psychological capital and overall job performance but also the relationships between 

the sub-dimensions of psychological capital and the sub-dimensions of job 

performance. 
 

A study by Luthans et al. (2008) found that psychological capital has a positive and 

statistically significant effect on job performance. Similarly, another study by 

Luthans et al. (2005) concluded that psychological capital is a factor that enhances 

job performance.  Demirel and Özmen (2020) examined the impact of psychological 

capital on job performance and found this effect to be positive and significant. 

Luthans et al. (2007), in their study of technical personnel and engineers, found a 

positive relationship between psychological capital and job performance. 
 

Çiftçi and Bozkurt (2016) conducted a study examining the relationship between 

social capital, psychological capital, and job performance. The research findings 

demonstrated that both social capital and psychological capital have a significant 

impact on job performance. Therefore, improving employees' psychological capital 

levels can contribute to increased job performance. 
 

Job performance is an indicator of the performance and abilities of employees, 

reflecting the level of productivity, quality, creativity, and achievement of goals 
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within the scope of the roles they undertake (Abbasi et al., 2022). Williams and 

Anderson (1991) examined job performance in two dimensions: task performance 

and contextual performance. Task performance refers to work behaviors directly 

related to the responsibilities and requirements of the job description, while 

contextual performance encompasses role behaviors that employees voluntarily 

undertake and that contribute to organizational performance beyond their formal job 

descriptions.  

 

Today, scholars adopt a more holistic approach, arguing that job performance should 

not be limited to task requirements but should also encompass a variety of behaviors 

and achievements aimed at achieving job goals (Levy & Williams, 2004). Employees 

with high levels of psychological capital can more easily overcome the challenges 

they face in business life and exhibit higher levels of performance (Yeni & Sezici, 

2022).  Studies conducted in various fields, including the higher education sector, 

have revealed positive and statistically significant relationships between 

psychological capital and job performance (Biricik, 2020; Çetin, 2006; Indhumathi, 

2011; Kappagoda et al., 2014; Polat, 2017; Polat, 2019). 

 

In another study conducted by Luthans et al. (2005), positive and significant 

relationships were found not only between overall psychological capital and 

performance but also between the sub-dimensions of psychological capital—hope, 

optimism, and resilience—and performance. A meta-analysis by Judge and Bono 

(2001) demonstrated a positive and significant relationship between self-efficacy and 

job performance. Another meta-analysis supporting this finding was conducted by 

Stajkovic and Luthans (1998), which revealed that self-efficacy is significantly 

related to job performance. 

 

A study by Seligman (1990) found that sales representatives with high levels of 

optimism had significantly higher sales volumes and customer loyalty rates 

compared to their pessimistic counterparts. These findings demonstrate that 

optimism is an important personal trait that enhances job performance. Adams et al., 

(2002) found that employees with high hope levels achieved more successful 

outcomes than those with low hope levels. Similarly, another study by Youssef and 
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Luthans (2007) found positive and statistically significant relationships between 

hope, resilience, and optimism levels and job performance. 

 

Youssef and Luthans (2007), in their study of employees, found a positive and 

significant relationship between resilience, optimism, and hope, and performance. 

Kappagoda et al., (2014), in their study of the banking sector in Sri Lanka, revealed 

positive and significant relationships between psychological capital and its four sub-

dimensions and performance. Polatcı (2014) found that hope and resilience, among 

the sub-dimensions of psychological capital, had a positive and significant effect on 

performance, while self-efficacy and optimism did not have a significant effect on 

performance.  

 

Overall, the Turkish literature shows that teacher stress is widespread and has 

detrimental effects on teachers‘ motivation, classroom practices, and overall 

professional functioning (Doğan Yıldırım, 2008; Pehlivan, 2000; Yıldırım & 

Yıldırım, 2019) teacher job performance is recognised as a key determinant of 

educational quality and is linked to various attitudinal and organizational factors such 

as job satisfaction and school climate (Büyükgöze & Özdemir, 2017; Polat, 2018); 

and psychological capital is emerging as an important personal resource associated 

with lower burnout, higher resilience, and more adaptive professional outcomes 

among teachers in Türkiye (Erdem Kandemir & Ġhtiyaroğlu, 2023; Tösten & Özgan, 

2017; Yeni & Sezici, 2022). Nonetheless, studies that simultaneously investigate 

psychological capital, stress-coping strategies, and teacher job performance—

particularly in the context of public schools—remain scarce.  

 

There is limited empirical evidence on how teachers‘ psychological capital and 

coping strategies interact to buffer the negative effects of stress and enhance different 

dimensions of job performance (task, contextual, and adaptive performance) in the 

Turkish educational context.  

 

Addressing this gap, the present study focuses specifically on public school teachers 

in Türkiye and examines the relationships among psychological capital, stress-coping 

strategies, and job performance within an integrated framework. 
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2.5.3. Studies on Stress-Coping Strategies and Job Performance  

 

A substantial body of research demonstrates that individuals‘ stress-coping strategies 

play a decisive role in shaping job performance, particularly in occupations 

characterized by intense emotional labor and high cognitive demands, such as 

teaching. Grounded in the transactional stress and coping model (Lazarus & 

Folkman, 1984), scholars agree that the ways employees appraise stressors and the 

strategies they employ to manage them directly influence work effectiveness, 

motivation, and task engagement. Adaptive coping strategies—such as problem-

focused coping, planning, seeking social support, and cognitive reappraisal—are 

consistently associated with higher levels of performance, lower emotional 

exhaustion, and better professional functioning (Carver & Connor-Smith, 2010; 

Herman et al., 2020; Keller et al., 2020). These strategies facilitate individuals‘ 

ability to regulate stress, sustain attention, and maintain productive behaviors under 

demanding conditions. By contrast, maladaptive strategies such as avoidance, denial, 

disengagement, and emotional venting tend to intensify psychological strain, predict 

lower performance, and increase the likelihood of burnout and absenteeism 

(Montgomery & Rupp, 2005; Pressley, 2021). 

 

Within educational settings, recent international studies highlight the pivotal role of 

coping in teachers‘ task, instructional, and adaptive performance. Teachers who 

actively manage stress through constructive coping mechanisms demonstrate 

stronger classroom management, more effective instructional delivery, and higher 

adaptability during periods of rapid change, such as the transition to online and 

hybrid instruction (Collie, 2021; Kim & Asbury, 2020). This line of evidence 

underscores the importance of coping not only for teachers‘ personal well-being but 

also for their ability to maintain professional effectiveness in increasingly complex 

school environments. 

 

In Türkiye, research has similarly emphasized the influence of coping strategies on 

teachers‘ performance and well-being. Studies consistently show that Turkish 

teachers who employ problem-focused and solution-oriented strategies report higher 

perceived professional competence, stronger classroom performance, and lower 
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levels of burnout (Aslan & Ağıroğlu Bakır, 2018). Empirical findings reveal that 

teachers‘ reliance on active coping, planning, and social support predicts greater 

instructional effectiveness and improved task performance. Conversely, teachers who 

rely heavily on emotion-focused or avoidant coping strategies display diminished job 

satisfaction, higher stress, and reduced performance indicators (Çapri et al., 2021). 

Recent studies in Türkiye also point to the role of coping in predicting contextual and 

adaptive aspects of teacher performance, suggesting that coping capacities are 

particularly crucial in environments marked by curriculum changes, high workloads, 

and crowded classrooms (KuĢ & Tümkaya, 2024; Vural & Özdemir, 2024). 

 

Despite growing interest, the Turkish literature remains relatively limited in its 

exploration of how specific coping strategies affect different dimensions of job 

performance. While many national studies primarily concentrate on teacher stress, 

burnout, and general well-being (Çiçek et al., 2025), fewer have explicitly examined 

the link between coping strategies and performance outcomes (Bayramoğlu et al., 

2020). Moreover, studies that adopt multidimensional conceptualizations of job 

performance—such as task, contextual, and adaptive performance—are scarce, 

despite their increasing relevance in modern educational contexts characterized by 

uncertainty and interdependence (Borman & Motowidlo, 1993, Griffin et al., 2007; 

Pulakos et al., 2000). 

 

Although international research has consistently shown that coping strategies are a 

key determinant of teacher functioning, classroom effectiveness, and workplace 

adaptability (Collie, 2021; Day & Gu, 2014; Kim & Asbury, 2020), Turkish studies 

have yet to fully integrate coping processes into comprehensive models of job 

performance. This limitation is noteworthy given that teachers in Türkiye operate 

within a centralized educational system and often face elevated stress arising from 

rapidly evolving curricula, growing classroom diversity, and shifting societal 

expectations (TEDMEM, 2020). Therefore, the literature would benefit from more 

systematic, model-based research that examines the mechanisms through which 

various coping behaviors either enhance or impede teachers‘ ability to meet job 

expectations, manage classroom challenges, and respond adaptively to change 

(Hobfoll, 1989; Lazarus & Folkman, 1984). Addressing these gaps is essential for 
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designing evidence-based interventions, school-wide support structures, and 

professional development initiatives aimed at strengthening teacher well-being and 

improving multidimensional job performance within the Turkish education system. 

 

2.5.4. Psychological Capital, Stress Coping Strategies, and Teacher Job 

Performance within School Context 

 

Although psychological capital, stress coping strategies, and job performance have 

each received substantial attention in the literature, prior research has largely 

addressed these variables in isolation rather than within integrated analytical models 

(Avey et al., 2011; Luthans et al., 2007). Existing national and international studies 

have predominantly examined the associations between psychological capital and job 

performance (Pradhan & Jena, 2017; Youssef & Luthans, 2005), psychological 

capital and stress-related outcomes (Avey et al., 2009; Bhat & Beri, 2016), or stress 

coping strategies and job performance as separate research strands (Carver & 

Connor-Smith, 2010; Lazarus & Folkman, 1984). Moreover, these investigations 

have typically been conducted with non-educational occupational groups, such as 

private-sector employees, healthcare workers, or heterogeneous employee samples 

(Avey et al., 2009; Pradhan & Jena, 2017). Consequently, empirical studies that 

simultaneously examine psychological capital, stress coping strategies, and job 

performance within a single research framework and the same participant group - 

particularly among teachers - remain scarce (Collie et al., 2021; Skaalvik & Skaalvik, 

2017). In response to this gap, the present study adopts an integrative approach by 

examining these three variables together using a cross-sectional survey design 

conducted with public primary and lower-secondary school teachers employed in 

socioeconomically diverse districts of Ankara (Çankaya and Sincan) during the 

2024–2025 academic year. 

 

One of the few international studies partially addressing this gap is the work of 

Rabenu et al., (2016), which examined psychological capital, coping with stress, 

well-being, and performance within a single model. Their findings demonstrated that 

the effect of psychological capital on performance was not direct but was shaped 

indirectly through coping processes and well-being. This study is particularly 
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important as it highlights that the relationship between individual psychological 

resources and performance can only be fully understood when stress coping 

processes are taken into account.  

 

Similarly, Avey, Luthans, and Jensen (2009) examined the interplay between 

psychological capital, perceived workplace stress, and job performance among full-

time employees working in private-sector organizations in the United States. 

Psychological capital was operationalized as a higher-order construct consisting of 

hope, optimism, resilience, and self-efficacy, and was analyzed in relation to 

employees‘ stress perceptions and self-reported performance levels.  

 

The findings indicated that employees with higher psychological capital experienced 

lower levels of stress and demonstrated higher job performance, with stress acting as 

a partial mediator in this relationship. However, because the study was conducted 

outside the educational sector and within a different national and organizational 

context, the extent to which these findings can be generalized to teachers working in 

public schools in Türkiye, and sources of stress differ substantially—remains 

uncertain. This limitation underscores the need for context-specific research that 

simultaneously examines psychological capital, stress coping strategies, and job 

performance within the Turkish education system. 

 

Nevertheless, these studies were conducted outside the educational context, did not 

consider the unique contextual demands of the teaching profession, and did not 

examine stress coping strategies in a detailed, multidimensional manner. Teaching is 

characterized by high cognitive demands, emotional labor, and continuous 

interpersonal interaction, making it a professional context in which the interplay 

between psychological capital, stress coping strategies, and job performance 

becomes particularly salient. Despite this, research adopting a comprehensive and 

simultaneous examination of these three variables among teachers remains scarce. 

Accordingly, the present study aims to address this gap by examining psychological 

capital, stress coping strategies, and teacher job performance within a single 

integrative model, thereby contributing  to both  national  and international  

literature. 
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2.6. Summary of the Literature Review 

 

Psychological capital (PsyCap) refers to individuals‘ existing psychological 

resources and their capacity for positive development, distinguishing it from human, 

social, and financial forms of capital (Avolio & Luthans, 2006; Luthans et al., 2004). 

PsyCap is commonly conceptualized as a developable psychological state grounded 

in the HERO framework, comprising hope, self-efficacy, resilience, and optimism 

(Luthans, 2002). Extending this framework, Tösten and Özgan (2014) incorporated 

additional positive psychological characteristics, such as confidence and 

extraversion, as subdimensions of psychological capital. This perspective is 

consistent with contemporary debates suggesting that psychological capital 

represents a dynamic construct that may be broadened through the inclusion of 

emerging positive psychological capacities (Kelekçi & Yılmaz, 2015). 

 

Coping with stress is generally defined as the cognitive and behavioral efforts 

individuals use to manage demands perceived as stressful. In teaching, stress is 

closely associated with emotional strain, role demands, and burnout, which can 

negatively affect both well-being and performance (Kyriacou, 2001; Lazarus & 

Folkman, 1984; Maslach & Leiter, 2016). According to Moos‘s (1993) interactive 

model, coping with stress strategies mediate the relationship between stress and 

outcomes such as health and performance, with approach-oriented strategies—logical 

analysis, positive appraisal, support seeking, and problem solving—playing a 

particularly adaptive role. 

 

Teachers‘ job performance is a key determinant of educational effectiveness and is 

shaped by professional commitment, organizational support, and the ability to adapt 

to change (Amin et al., 2013; Collie & Martin, 2016; Vural & Özdemir, 2024). In the 

literature, job performance is conceptualized as a multidimensional construct 

consisting of task performance, contextual performance, and adaptive performance, 

reflecting both formal role requirements and broader behavioral contributions within 

the organization (Borman & Motowidlo, 1993; Motowidlo et al., 1997; Allworth & 

Hesketh, 1999). Existing research has substantially explored psychological capital, 

coping strategies, and job performance; however, these constructs have 
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predominantly been examined separately rather than within a single analytical 

framework (Avey et al., 2011; Luthans et al., 2007). Studies have focused on links 

between psychological capital and performance (Pradhan & Jena, 2017), 

psychological capital and stress-related outcomes (Avey et al., 2009), or coping 

strategies and performance (Carver & Connor-Smith, 2010), but evidence integrating 

all three variables remains limited, particularly in teaching contexts (Collie et al., 

2021; Skaalvik & Skaalvik, 2017). Moreover, much of the literature is based on non-

educational employee populations, raising questions about applicability to the 

teaching profession.  

 

International evidence provides important groundwork for an integrated 

understanding of these variables. For instance, Rabenu et al. (2016), working within 

an educational context, showed that psychological capital influenced performance 

indirectly through coping and well-being, underscoring the importance of stress 

processes in understanding performance among education professionals. Similarly, 

Avey et al., (2009) found that individuals with higher psychological capital reported 

lower stress levels and better performance outcomes, with stress acting as a partial 

mediator. Consequently, there remains a clear need for research that jointly examines 

psychological capital, coping strategies, and job performance within school-based 

contexts. 

 

Although the existing body of research offers valuable insights, most relevant studies 

have been conducted beyond the educational field, without acknowledging the 

distinctive professional realities of teaching or considering coping processes through 

a nuanced, multidimensional lens. Given that teaching requires sustained cognitive 

effort, intensive emotional engagement, and frequent social interaction, it represents 

a professional environment in which the dynamic relationship between psychological 

capital, stress management approaches, and performance outcomes is likely to be 

especially pronounced. Nevertheless, studies that simultaneously explore these three 

constructs within teacher populations remain limited.  

 

In this respect, the current study seeks to fill this empirical gap by investigating 

psychological capital, stress coping strategies, and teacher job performance within an 
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integrative analytical framework, thereby extending the evidence base and providing 

original contributions to both national and international scholarship. 
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CHAPTER 3 

 

 

METHODOLOGY 

 

 

3.1. Research Design  

 

This study adopted a quantitative correlational research design to examine the 

relationship between teachers' psychological capital, stress-coping strategies, and job 

performance. A correlational design is suitable for determining the strength and 

direction of relationships between variables without manipulating them (Creswell & 

Creswell, 2018). Furthermore, hierarchical multiple regression analysis was used to 

determine the predictive power of psychological capital and coping strategies on 

teachers' job performance, controlling for demographic variables such as gender, 

school level, and school district.  

 

3.2. Participants  

 

The data collection process for the study covers the Çankaya and Sincan districts 

during the second semester of the 2024-2025 academic year. In the 2022 Socio-

Economic Development Ranking (SEGE) study conducted by the Ministry of 

Industry and Technology, districts were evaluated using a total of 56 variables in the 

dimensions of demography, employment and social security, education, health, 

finance, competitiveness, innovation, and quality of life, and the districts' 

development scores, rankings, and levels were determined (Acar et al., 2022). In this 

study, among the first-tier developed districts in Turkey, the Çankaya district of 

Ankara province ranked second with 6,901 points, while the Sincan district ranked 

125th with 1,050 points. Within the province, Çankaya ranked first in the first-tier, 

while Sincan ranked eighth in the second-tier. The purpose of sampling from 
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Çankaya and Sincan districts in this study was to enable comparison of two different 

districts, as seen in the results of the districts' socio-economic development rankings. 

 

The population of the study consists of 7.868 primary and secondary school teachers 

working in public schools in the Çankaya and Sincan districts of Ankara. In these 

districts, there are a total of 125 primary schools and 120 secondary schools.  

 

Table 3.1. Number of Public Primary and Secondary Schools in Ankara Çankaya 
and Sincan Districts, the Proportion of Primary and Secondary Teachers in the 

Population, and the Sample Size 

No District School  
Type 

 
Number 

of 
Schools 

Number 
of 

Teachers 

  Number of 
Schools 

Determined by 
the MofNE for 
the Research 

 Number of 
Schools 

Accepting to 
Participate in 
the Research 

 Number of 
Participants 

Reached  

Number of 
Samples 
Realized 

1 Çankaya  Primary 
School  77 1.662          22     3 54 54 

2 Çankaya  Secondary 
School 69 2.206          17   9 124 120 

3 Sincan Primary 
School  48 1.790          21   5 68 62 

4 Sincan Secondary 
School 51 2.210          16   6 65 64 

Toplam                                 245         7.868             76               23                     311                  300 

 

The sample of 300 teachers represents approximately 3.8% of the total population of 

7,868 teachers in the target districts. In social science research, when the population 

size is large, a sample-to-population ratio between 1% and 5% is generally 

considered sufficient for achieving adequate representativeness (Büyüköztürk et al., 

2020; Krejcie & Morgan, 1970). In this regard, the sample obtained in the present 

study meets accepted standards of adequacy both in terms of proportional 

representation and in fulfilling the minimum requirements for multivariate statistical 

analyses. Therefore, the data collected from 300 teachers can be regarded as 

sufficiently large and representative for addressing the aims of the study. 

 

In this study, a multistage sampling method was used to determine the sample group. 

The target population of the study consisted of teachers working in public schools in 

Ankara province during the 2024-2025 academic year. In the first stage, Sincan and 

Çankaya districts were selected as the research fields using purposive sampling 
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because they represent different socioeconomic characteristics of the city. In the 

second stage, official permission (Research Implementation Permit) for data 

collection was obtained from the Ministry of National Education (MEB). The MEB 

provided a randomly selected list of primary and secondary schools in these districts. 

In the third stage, the schools on the list were visited using the convenience sampling 

method, but only 23 schools (8 primary schools and 15 secondary schools) 

volunteered to participate in the study. In the final stage, volunteer sampling was 

used to collect data from teachers working in participating schools who completed 

the research surveys. Of the 311 teachers who participated in the study, 300 

completed the survey completely. 

 

This multistage sampling design was adopted to ensure that the sample represents 

teachers from schools with diverse contextual and demographic characteristics, 

thereby increasing the representativeness and generalizability of the research findings 

(Büyüköztürk et al., 2020; Cohen, Manion, & Morrison, 2018; Creswell & Creswell, 

2018; Fraenkel, Wallen, & Hyun, 2019; Karasar, 2021). 

 

Table 3.2. Frequencies table 

Variable  Frequency Percentage (%) 
Gender Female  234 78.3 

 Male 66 21.7 
 Total 300 100 

 

 

  Age Group 26-35 

 

49 16.33 
 36-45 

46 

104 34.7 
 46-55 98 32.7 
 56-65 49 16.3 
 Total 300 100 
Marital Status Single 63 21.0 

 Married 237 79.0 
 Total 300 100 
Education Level Bachelor‘s 

Degree 
244 81.3 

 Master‘s Degree 54 18.0 
 Doctorate 2 0.7 
 Total 300 100 
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Table 3.2. (continued) 

 

 

Professional Experience  01- 05  14 

3 

5 
(Years)  06- 10 33 11 
  11- 15 31 10 
  16- 20 57 19 
  21- 25 55 18 
  26- 30 63 21 
  31- 35 33 11 
 36+ 14 5 
 Total 300 100 
School Level Primary 116 38.7 

 Secondary 184 61.3 
 Total 300 100 
District of the School Çankaya 174 58.0 

 Sincan 126 42.0 
 Total 300 100 

 

As shown in Table 3.2, a total of 311 teachers from the districts of Çankaya and 

Sincan participated in the study, and 300 questionnaires were deemed valid for 

analysis. Of the participants, 234 were female and 65 were male, indicating that 

female teachers participated in the study at a higher rate than male teachers. 

Regarding age distribution, 49 teachers were between 26–35 years old, 104 between 

36–45, 98 between 46–55, and 49 between 56–65 years old. Thus, the largest group 

of participants consisted of teachers in the 36–45 age range. In terms of marital 

status, 63 participants were single and 237 were married. With respect to educational 

background, 244 teachers held a bachelor‘s degree, 54 held a graduate degree, and 2 

held a doctoral degree. Additionally, 116 teachers were employed in primary schools 

and 184 in lower secondary schools. Of the total sample, 174 teachers were from 

Çankaya and 126 from Sincan. This distribution suggests that teachers working in 

Çankaya may be more inclined to participate in research studies of this nature. 

 

3.3. Data Collection Instruments  

 

The ―Demographic Information Form‖ prepared by the researcher was used to collect 

demographic information from the participants. The Psychological Capital Scale, 
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developed by Tösten, R. and Özgan, H. (2014), was used to measure teachers' 

psychological capital levels; the Stress Coping Methods Scale, developed by Moos 

(1993) to measure stress coping strategies and adapted to Turkish by completing the 

validity and reliability study of the scale as a result of EFA and CFA conducted by 

Koca Ballı and Kılıç (2016); and the Teacher Job Performance Scale, developed by 

Limon and Sezgin-Nartgün in 2020, was used to measure job performance (see 

Appendix A). 

 

3.3.1. Demographic Information Form 

 

The researcher prepared the Demographic Information Form to obtain basic personal 

information from participants. The form includes gender, age, marital status, number 

of children, subject, school level, seniority in the teaching profession, years of 

service at the current school, and the district where teachers work. 

 

3.3.2. The Psychological Capital Scale 

 

The researchers reported that the Turkish adaptation of the Psychological Capital 

Scale demonstrated strong psychometric qualities, with a total Cronbach‘s alpha 

coefficient of .92. Validity analyses revealed a KMO value of .91 for the exploratory 

factor analysis, a significant Bartlett‘s test result (p < .01), and an explained variance 

of 61.6%. In addition, confirmatory factor analysis indicated that the model showed 

good fit, with χ² = 728.83 (N = 308, df = 285, p = .00), χ²/df = 2.56, RMSEA = .071, 

SRMR = .13, GFI = .85, AGFI = .81, CFI = .96, IFI = .96, and NFI = .93, suggesting 

that the scale is an appropriate measurement tool (Tösten & Özgan, 2014). 

  

In this study, teachers answered questions regarding their levels of psychological 

capital (self-efficacy, optimism, confidence, extraversion, resilience, and hope). The 

six-factor structure had a Cronbach's alpha reliability of .956, thus demonstrating 

high reliability.  

 

The internal consistency of the Self-efficacy factor was .846, Cronbach's alpha. The 

internal consistency of the Optimism factor was .881, Cronbach's alpha. The internal 
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consistency of the Confidence factor was .881, Cronbach's alpha. The internal 

consistency of the Extraversion factor was .873, Cronbach's alpha. The internal 

consistency of the Resilience factor was .894, Cronbach's alpha. The internal 

consistency of the Hope factor was .853, Cronbach's alpha. 

 

Confirmatory factor analysis was performed to assess the model fit of the 

Psychological Capital Scale for the dataset. Self-efficacy, one of the sub-dimensions 

in the established model, was labeled "SE." Furthermore, the items used to explain 

"Self-Efficacy" were labeled "SE1," "SE2," "SE3," and "SE4," respectively. The 

error terms for the items in the model were labeled e1, e2, e3, and e4. Similarly, the 

sub-dimensions "Optimism," "Confidence," "Extraversion," "Psychological 

Resilience," and "Hope" were labeled "O," "C," "E," "R," and "H," respectively.  

 

 
Figure 3.1. CFA Model of Psychological Capital Scale 
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In the current study, confirmatory factor analysis, reveal fit index values of RMSEA 

= .06 SRMR = .03, GFI = .76, CFI = .85, IFI = .85, and NFI = .81. The fact that the 

RMSEA, CFI, SRMR, NFI, IFI, and GFI values in the CFA results of the scale are 

within the limits recommended in the relevant literature (Browne & Cudeck, 1993; 

Hu & Bentler, 1999) supports the good level of fit of the model and the structural 

validity of the measurement tool in question. 

 

Values of standard estimates changed between .70 and 1.25 (p <0,05) (see Figure 

3.1).  Considering the calculated p-values, it is possible to say that it is appropriate to 

explain the 6-subdimensional Psychological Capital Scale structure with 26 items. 
 

3.3.3. The Stress Coping Methods Scale 
 

The Stress Coping Methods Scale was developed by Moos (1993) and adapted into 

Turkish by Koca Ballı & Kılıç (2016). The scale consisted of 24 items and was rated 

on a five-point Likert-type scale. The scale included four subdimensions. These 

components were named logical analysis (6), positive evaluation (6), seeking support 

(6), and problem solving (6). The scale is a 5-point Likert-type measurement tool. 

The answer options are ―1-Never, 2-Rarely, 3-Sometimes, 4-Mostly, 5-Always.‖  

 

The researchers reported that the Turkish adaptation of The Stress Coping Methods 

Scale demonstrated strong psychometric properties, with a total Cronbach‘s alpha 

coefficient of .0.93. In addition, confirmatory factor analysis indicated that the model 

showed good fit with RMSEA=0.070; SRMR=0.048; GFI=0.90; NFI=0.913; 

TLI=0.924; CFI=0.935 and IFI=0.935, suggesting that the scale is an appropriate 

measurement tool (Koca Ballı & Kılıç, 2016).  

 

The Cronbach's alpha reliability coefficients for the sub-dimensions of the scale, with 

a reliability coefficient of 0.93, were calculated as 0.91 for the logical analysis 

dimension, 0.91 for the positive evaluation dimension; 0.91 for the problem-solving 

dimension; and 0.80 for the support-seeking dimension. Based on the EFA and CFA 

results, it can be said that the scale is a reliable and valid measurement tool. The 

four-factor structure had a Cronbach's alpha reliability of .972, thus demonstrating 
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high reliability. The internal consistency of the logical analysis factor was .961 

Cronbach's alpha. The internal consistency of the positive evaluation factor was .947 

Cronbach's alpha. The internal consistency of the support-seeking factor was .840 

Cronbach's alpha. The internal consistency of the problem-solving factor was .960, 

Cronbach's alpha. The confirmatory factor analysis, revealed a fit index value of 

RMSEA = .06, SRMR = .04, GFI = .77, CFI = .90, IFI = .91, and NFI = 88. The fact 

that the RMSEA, CFI, SRMR, NFI, IFI, and GFI values in the CFA results of the 

scale are within the limits recommended in the relevant literature (Browne & 

Cudeck, 1993; Hu & Bentler, 1999) supports the good level of fit of the model and 

the structural validity of the measurement tool in question. Consequently, all factors 

had acceptable internal consistency (Field, 2009). To confirm the four-factor 

structure, data collected in the study (n=300) were analyzed using confirmatory 

factor analysis.  
 

 
Figure 3.2. CFA Model of Coping with Stress Strategies Scale 
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Confirmatory factor analysis was performed to assess the model fit of the "Coping 

with Stress Strategies" scale for the data set.  Logical Analysis, one of the sub-

dimensions in the established  model, was labeled "LA." Furthermore, the items used 

to describe "Logical Analysis" were labeled "LA1," "LA2," ..., and "LA6," 

respectively. The error terms related to the items in the model were labeled e1, e2, ..., 

and e4. Similarly, the "Positive Evaluation," "Support Seeking," and "Problem 

Solving" sub-dimensions were labeled "PE," "SS," and "PS," respectively. Values of 

standard estimates changed between 1.00 and 1.23 (p<0,05) (see Fig. 3.2) shows the 

standard estimates. Considering the calculated p-values, it is possible to say that it is 

appropriate to explain the four-dimensional Coping with Stress Strategies Scale 

structure with 26 items. 

 

3.3.4. The Teacher Job Performance Scale 

 

The Teacher Job Performance Scale used in the study was developed by Limon & 

Sezgin-Nartgün (2020) using items from many different scales (Bhat & Beri, 2016; 

Carlos & Rodrigues, 2016; Charbonnier-Voirin & Roussel, 2012; Koopmans et al., 

2013; Lynch, et al., 1999; Pradhan & Jena, 2017; Pulakos et al., 2000; Raza, 2010; 

Yusoff et al., 2014). The scale consists of 37 items and a five-point Likert-type 

rating. The scale includes three subdimensions. These components are named task 

performance (16 items), contextual performance (9 items), and adaptive performance 

(12 items). The scale is a 5-point Likert-type measurement tool. The answer options 

are ―Never (1)‖, ―Rarely (2)‖, ―Sometimes (3)‖, ―Mostly (4)‖, and ―Always (5)‖. 

There are no reverse-coded items in the scale. A total score can be obtained from the 

scale. 

 

The researchers reported that the teacher job performance scale demonstrated strong 

psychometric properties, with a total Cronbach‘s alpha coefficient of  .937. 

Cronbach's Alpha reliability coefficients for the subdimensions of the scale were 

.890 for the task performance dimension, for the contextual performance dimension, 

it was calculated as .881 for the adaptive performance dimension, it was calculated as 

.889. The factor structure of the scale was tested by exploratory factor analysis and 

supported by confirmatory factor analysis. When the confirmatory factor analysis fit 
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indices were examined, it was found as RMSEA= 0.048; SRMR= 0.050; GFI= 

0.867; NFI= 0.835; CFI= 0.902, and IFI= 0.903. (Limon & Sezgin- Nartgün, 2020). 
 

In this study, teachers answered questions regarding their levels of job performance 

(task performance, contextual performance and adaptive performance). The three-

factor structure had a Cronbach's alpha reliability of .989, thus demonstrating high 

reliability. The internal consistency of the task performance factor was .988 

Cronbach's alpha. The internal consistency of the contextual performance factor was 

.941 Cronbach's alpha. The internal consistency of the adaptive performance factor 

was .976 Cronbach's alpha.  

 
Figure 3.3. CFA Model of Teachers‘ Job Performance 
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Consequently, in addition to the overall scale reliability, all factors had acceptable 

internal consistency (Field, 2009). Confirmatory factor analysis was conducted to 

confirm the three-factor structure of the Job Performance scale. Task Performance, 

one of the sub-dimensions in the constructed model, was labeled "TP." Furthermore, 

the items used to describe "Task Performance" were labeled "TP1," "TP2," ..., and 

"TP16," respectively. The error terms for the items in the model were labeled e1, e2, 

..., and e16. Similarly, the "Contextual Performance" and "Adaptive Performance" 

sub-dimensions were labeled "CP" and "AP," respectively. 

 

Confirmatory factor analysis revealed a fit index value of RMSEA = .09 SRMR = 

.04, GFI = .71, CFI = .91, IFI = .91, and NFI = 88. The fact that the RMSEA, CFI, 

SRMR, NFI, IFI, and GFI values in the CFA results of the scale are within the limits 

recommended in the relevant literature (Browne & Cudeck, 1993; Hu & Bentler, 

1999) supports the good level of fit of the model and the structural validity of the 

measurement tool in question. 
 

After completing the model setup, the explanatory power of each item and its 

significance were tested. Values of standard estimates changed between .80 and 1.08 

(p<0,05) (see. Fig. 3.3). Considering the calculated p-values, it is reasonable to say 

that the three-dimensional Job Performance Scale structure can be explained with 37 

items. These results indicate that all factor loadings are statistically significant and 

within acceptable ranges, supporting the construct validity of the measurement 

model. 

 

3.4. Data Collection Procedure 

 

Before beginning the data collection process, the necessary permissions for the use of 

the data collection tools in the study were obtained (Appendix B). Later, ethical 

permission (Appendix C) was obtained from the Middle East Technical University 

Human Resources Ethics Committee and Research Implementation Permit 

(Appendix D) from the Ministry of National Education. After obtaining permissions, 

the data was collected in May and June 2025. Information was provided to the 

schools in Çankaya and Sincan about the study, and appointments were made for the 
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visits. Only 23 schools (8 primary schools, 15 secondary schools) agreed to 

participate in the study and they were visited by the researcher. The researcher 

conducted school visits, explained the purpose of the study to the principals and vice 

principals, and shared the data collection instruments, prepared using Google Forms, 

to be sent to the school groups. The purpose of the study was then shared with the 

teachers in the teachers' room, and they were briefed. Finally, 311 teachers 

participated in the study. Of these, 300 completed the forms completely, formed the 

sample. 

 

3.5. Description of the Variables 

 

In this study, teachers' psychological capital levels and stress coping strategies are 

the predictive variables, and their job performance is the criterion variable. 

 

3.5.1. Predictor Variables 

 

In this study, the independent variables (predictors) are psychological capital and 

stress coping strategies, along with their sub-dimensions. 

 

Psychological capital: An independent variable measuring teachers‘ levels of 

psychological capital. It consisted of 26 items (Self-efficacy (4), Optimism (5), 

Confidence (4), Extraversion (5), Psychological Resilience (6), Hope (3)) on a 5-

point Likert scale.  

 

Stress coping strategies: Measured by the following sub-dimensions, representing 

teachers' approaches to managing stress: It consisted of 16 items (Logical Analysis 

(4), Positive Appraisal (4), Seeking Support (4), Problem Solving (4)) on a 5-point 

Likert scale. 

 

3.5.2. Criterion Variables 

 

In this study, there are four criterion variables, which also serve as the dependent 

variables of the research. Job performance and its sub-dimensions—task 
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performance, contextual performance, and adaptive performance—are considered the 

dependent variables. 
 

Job Performance: The dependent variable measures teachers‘ perceptions of their 

job performance. It consisted of 37 items on a 5-point Likert scale. 
 

Task Performance: It measured the teachers‘ perceptions of task performance. It 

consisted of 16 items on a 5-point Likert scale. 
 

Contextual Performance: It measured the teachers‘ perceptions of contextual 

performance. It consisted of 9 items on a 5-point Likert scale. 
 

Adaptive Performance: It measured the teachers‘ perceptions of adaptive performance. 

It consisted of 17 items on a 5-point Likert scale. 

 

3.6. Data Analysis 

 

During the study, factor analysis was conducted on the data collected to test the 

construct validity of the psychological capital scale, the stress coping strategies scale, 

and the teachers‘ job performance scale. Data were analyzed using IBM SPSS 27.0 

to examine the factors. Cronbach's alpha and correlation coefficients were calculated 

using IBM SPSS 27.0 to verify the reliability of the items. Confirmatory factor 

analysis was conducted using AMOS 18.0. 

 

First, a descriptive analysis was conducted, taking into account the teachers' 

characteristics, psychological capital, stress coping strategies, and job performance. 

Teachers' psychological capital levels and stress coping strategies are the predictive 

variables, and their job performance is the criterion variable. Inferential statistics 

were employed to test the study‘s hypotheses. To answer the first question, Pearson‘s 

correlation analysis was conducted to determine the existence, direction, and 

magnitude of the relationships among teachers‘ psychological capital, stress-coping 

strategies, and job performance. To perform these tests, the normality assumption 

was first checked. In the study, the normality test was examined by examining the 
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skewness and kurtosis coefficients. Since the normality assumptions were met, 

Pearson Correlation was run to check the relationship. To answer the other three 

questions, hierarchical multiple regression analysis was performed to examine the 

extent to which psychological capital (Self-Efficacy, Optimism, Confidence, 

Extraversion, Psychological Resilience, Hope) and stress-coping strategies (Logical 

Analysis, Positive Evaluation, Support Seeking, Problem Solving) predict job 

performance, including task performance, contextual performance, and adaptive 

performance. This study used hierarchical multiple regression analysis to examine 

the relative effects of variables predicting teachers' job performance. Hierarchical 

regression is a method that allows the researcher to include groups of variables in the 

model according to a theoretical order and allows testing the change in explained 

variance (ΔR²) at each stage (Field, 2009; Tabachnick & Fidell, 2019). 

 

3.7. Limitations of the Study 

 

Several limitations of the present study should be acknowledged. First, the relatively 

small sample size may limit the statistical power of the analyses and reduce the 

stability of some findings, particularly for subgroup comparisons. Limitations 

regarding the population and sample structure should be acknowledged. The study 

was conducted with teachers working in public primary and lower-secondary schools 

in two specific districts of Ankara. Therefore, the results cannot be fully generalised 

to teachers working in private schools or different educational contexts. Future 

research should incorporate both public and private-school teachers to enable more 

comprehensive comparative analyses.  

 

Second, only two school levels (primary and lower-secondary) were included in the 

current study. Since stress levels, professional challenges, and coping strategies may 

differ across educational stages, particularly in high schools, it is recommended that 

future studies extend their scope to include upper-secondary level educators to allow 

stronger generalisability and vertical comparisons. 

 

Third, participation in the study was based on voluntary self-selection, which may 

have introduced sampling bias. Teachers who chose to participate may differ 
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systematically from those who did not, for example in terms of motivation, 

psychological resources, or stress management skills. As a result, the findings may 

not be fully representative of the broader teacher population, and generalizations 

should be made with caution. Future research employing larger, randomly selected 

samples is therefore recommended to enhance the robustness and generalizability of 

the results. 

 

Fourth, future studies may benefit from adopting a mixed methods research design. 

By incorporating qualitative interviews alongside quantitative measures, researchers 

could gain a deeper understanding of how psychological capital and stress coping 

strategies interact to influence teacher job performance. Qualitative data would allow 

for the exploration of teachers‘ subjective experiences, providing insight into the 

mechanisms through which psychological resources are translated into coping 

behaviors and performance outcomes, which cannot be fully captured through survey 

data alone. 

 

Finally, the use of self-report measures inherently carries the risk of subjective 

evaluation and potential distortion. Teachers may have tended to respond in ways 

they believed to be socially acceptable rather than fully reflecting their genuine 

perceptions of stress, psychological resources, or performance. Complementing self-

report data with objective indicators—such as classroom observations, administrative 

performance records or structured observational assessments—would allow a more 

holistic and robust understanding. 
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CHAPTER 4 

 

 

RESULTS 

 

 

In this chapter results of the data analysis is reported. The first section summarizes 

descriptive statistics detailing teachers' levels of psychological capital, stress-coping 

strategies, and job performance. In the second section the findings of the correlation 

analysis, focusing specifically on the Pearson correlation are reported. Finally, the 

last section reports the results of the Hierarchical Multiple Regression analysis. 

 

4.1. Descriptive Statistics 

 

Descriptive statistics were calculated to summarize the central tendencies and 

distributional characteristics of the main study variables, including psychological 

capital, stress coping strategies, and job performance, along with their respective 

sub-dimensions.  

 

The results presented in Table 4.1 include the mean (M), standard deviation (SD), 

skewness, and kurtosis values. These values provide an overview of teachers‘ general 

tendencies and indicate whether the data meet the normality assumption required for 

subsequent parametric analyses. 

 

Table 4.1. Descriptive Statistics 

Variable     M SD Skewness Kurtosis 

Self-Efficacy   4,56 ,50 1,295 1,313 

Optimism   4,30 ,65 1,106 1,323 

Confidence 4,68 ,50 -1,558 1,507 

Extraversion 4,44 ,58 ,593 1,112 

Psychological Resilience 4,37 ,61  ,973 1,077 
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Table 4.1. (continued) 
Hope 4,44 ,62 1,261 1,555 

Logical Analysis 4,10 ,89 -1,175 1,370 

Positive Evaluation 3,99 ,90 -1,511 1,781 

Support Seeking 3,68 ,81 -,782 ,600 

Problem Solving 4,05 ,90 -1,661 1,853 

Task Performance 4,35 ,90 -1,622 1,925 

Contextual Performance 3,97 ,88 -1,515 1,698 

Adaptive Performance 4,13 ,86 -1,436 1,851 

 

Table 4.1 presents the mean, standard deviation, skewness, and kurtosis values for 

the main variables of the study, including the sub-dimensions of psychological 

capital, stress coping strategies, and job performance. Teachers‘ confidence 

(M=4.68, SD=.50) is higher than self efficacy (M=4.56, SD=.50), hope (M=4.44, 

SD=.62), extraversion (M=4.44, SD=.58), psychological resilience (M=4.37, 

SD=.61) and optimism (M=4.30, SD=.65). Teachers‘ logical analysis (M=4.10, 

SD=.89) are higher than positive evaluation (M=4.05, SD=.90) problem solving 

(M=3.99, SD=.90), and support seeking (M=3.68, SD=.81). Teachers‘ task 

performance (M=4.35, SD=.90) are higher than adaptive performance (M=4.13, 

SD=.86), and contextual performance (M=3.97, SD=.88). The mean scores of the 

variables range from 3.68 to 4.35, indicating that teachers generally reported 

moderate to high levels across these constructs.  

 

Skewness values of the psychological capital scale and its dimensions are between -

1.558 and 1.295 and Kurtosis values are between 1.077 and 1.555. In addition, the 

skewness value of the stress coping strategies scale and its dimensions are-1.661 and-

.782 and the kurtosis value are .600 and 1.853.  Last, the skewness value of the 

teacher job performance scale and its dimensions are-1.436 and-1.622 and the 

kurtosis value are 1.698 and 1.925. In this method, if the skewness and kurtosis 

coefficients are between -3 and +3, it can be said that the data conform to a normal 

distribution (Hopkins & Weeks, 1990; DeCarlo, 1997; KeleĢ, 2018). Therefore, all 

variables meet the assumption of normal distribution. Slight negative skewness 

observed in variables such as confidence, problem solving, and task performance 

indicates that teachers tended to give higher ratings on these dimensions, whereas 
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slight positive skewness in self-efficacy and hope suggests lower relative ratings. 

Overall, these results confirm that the data are suitable for subsequent parametric 

analyses such as correlation and regression. 
 

4.2. Pearson Correlation  
 

Table 4.2 presents the correlations among teachers‘ psychological capital, stress-

coping strategies, and job performance variables. According to the Pearson 

correlation analysis, the variables were generally positively and significantly 

correlated (p<.01).  

 

According to the analysis results, there were generally low-level, positive, and 

significant relationships between psychological capital subdimensions and stress-

coping strategies. First of all, a positive correlation was found between psychological 

capital sub-dimensions and logical analysis. Extraversion and logical analysis (r 

=.177; p <.01), hope and logical analysis (r =.189; p <.01), and psychological 

resilience and logical analysis (r =.136; p>.05). The strongest positive associations 

are seen with hope and extraversion. Positive and significant correlations were found 

between positive evaluation and sub-dimensions of psychological capital. Optimism 

and positive evaluation (r =.211; p <.01), extraversion and positive evaluation (r 

=.133; p <.05), psychological resilience and positive evaluation (r =.135; p <.05), 

hope and positive evaluation (r =.195; p <.01). Positive and significant correlations 

were also found between support seeking and psychological capital sub-dimensions. 

Optimism and support seeking (r =.135; p <.05), hope and support seeking (r = .144; 

p <.05). Finally, several psychological capital sub-dimensions demonstrated positive 

associations with problem-solving. In particular, optimism (r =.121; p <.05), 

extraversion (r =.206; p <.01), psychological resilience (r =.172; p <.01), and hope (r 

=.175; p <.01) were positively and significantly correlated with problem solving, 

indicating that teachers with stronger psychological resources tend to engage more 

actively in cognitive and problem-focused coping strategies when facing stress. This 

finding suggests that psychologically strong teachers do not avoid stressors; rather, 

they are more likely to analyze challenging situations, generate solutions, and take 

initiative to manage demands effectively. 
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Table 4.2. Correlations Matrix of Variable 

Variable 1. 2. 3. 4. 5. 6. 7. 8. 9. 10. 11. 12. 13. 

1. Self Efficancy - 
            

2. Optimism ,564** - 
           

3. Confidance ,694** ,490** - 
          

4. Extraversion ,613** ,498** ,726** - 
         

5. Psychological Resilience ,617** ,553** ,605** ,814** - 
        

6. Hope ,645** ,511** ,596** ,690** ,765** - 
       

7. Logical Analysis ,072 ,078 ,106 ,177** ,136* ,189** - 
      

8. Positive Evaluation  ,073 ,211** ,081 ,133* ,135* ,195** ,806** - 
     

9. Support Seeking ,006 ,135* ,024 ,101 ,113 ,144* ,641** ,734** - 
    

10. Problem Solving ,066 ,121* ,099 ,206** ,172** ,175** ,861** ,811** ,708** - 
   

11. Task Performance ,043 ,056 ,087 ,140* ,072 ,110 ,831** ,773** ,599** ,803** - 
  

12. Contextual Performance ,027 ,072 ,114* ,219** ,195** ,115* ,744** ,663** ,578** ,755** ,833** - 
 

13. Adaptive Performance  ,094 ,099 ,154** ,223** ,166** ,189** ,824** ,752** ,570** ,808** ,914** ,838** - 

*p<05, **p<,01 

r= .10 weak, .30 moderate, .50 strong association (Cohen,1988) 
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The correlation analyses revealed consistently low and positive correlations between 

the subdimensions of psychological capital and the three components of teacher job 

performance-task performance, contextual performance, and adaptive performance. 

The relationships between the subdimensions of psychological capital and task 

performance are quite weak. Only extraversion (r =.140; p <.05) shows a significant 

but low-level positive association with task performance, while the other 

subdimensions do not have a significant relationship with task performance. 

Confidence (r = .114, p <.05), extraversion (r = .219, p <.01), hope (r = .115, p <.05), 

and psychological resilience (r = .195, p <.01) were all positively and significantly 

correlated with contextual performance. Confidence, extraversion, hope, and 

psychological resilience exhibit significant positive associations with contextual 

performance. Extraversion (r = .223, p <.01), hope (r = .189, p <.01), psychological 

resilience (r = .166, p <.01), and confidence (r = .154, p <.01) were all positively and 

significantly correlated with adaptive performance. Although all subdimensions of 

psychological capital are positively associated with adaptive performance, 

extraversion, hope, psychological resilience, and confidence show comparatively 

stronger positive relationships with adaptive performance. Overall, these findings 

indicate that psychological capital, as measured in this study, does not demonstrate a 

strong linear relationship with teachers‘ performance perceptions. Of the 

psychological capital dimensions, extraversion demonstrated a comparatively 

stronger positive correlation, showing significant associations with all three 

performance domains. Similarly, confidence, psychological resilience, and hope 

were positively and significantly related to contextual and adaptive performance, 

although the magnitude of these correlations remained small. In contrast, self-

efficacy and optimism showed very weak and nonsignificant associations across all 

performance dimensions. Importantly, low correlation coefficients suggest that 

psychological capital subdimensions alone are not substantial predictors of teacher 

performance. 

 

The correlation coefficients indicate that all subdimensions of stress-coping 

strategies show significant and positive associations with the three components of 

teacher job performance -task, contextual, and adaptive performance: logical analysis 

and task performance (r = .803; p <.01), logical analysis and contextual performance 
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(r = .755; p <.01), logical analysis and adaptive performance (r =.808; p <.01). 

Logical analysis demonstrates consistently strong and significant positive 

correlations with all performance dimensions. This suggests that teachers who 

analyze challenging situations rationally and systematically tend to perform better 

across all aspects of their professional responsibilities. Positive evaluation and task 

performance (r = .773; p <.01), positive evaluation and contextual performance (r = 

.663; p <.01), positive evaluation and adaptive performance (r = .752; p <.01). 

Positive evaluation also shows strong positive correlations with all dimensions of 

performance. Support seeking and task performance (r = .599; p <.01), support 

seeking and contextual performance (r = .578; p <.01), support seeking and adaptive 

performance (r = .570; p <.01). Support seeking exhibits moderately strong positive 

correlations with performance. Problem solving and task performance (r = .803; p 

<.01), problem solving and contextual performance (r = .755; p <.01), problem 

solving and adaptive performance (r = .808; p <.01). Problem solving shows very 

strong and significant positive associations with all performance domains. All stress-

coping strategies show strong, positive, and significant relationships with teacher job 

performance. Logical analysis and problem solving emerge as the most influential 

strategies across all performance types. These findings highlight the critical role of 

effective coping skills in enhancing teachers‘ task-related behaviors, social 

contributions, and adaptive capabilities within the school environment. 

 

These results indicate that teachers who effectively utilize various stress-coping 

strategies in challenging situations tend to perform better in accomplishing their 

duties, contributing to a positive school environment, and adapting to changing 

conditions. In other words, teachers who are capable of engaging in rational analysis, 

maintaining a positive outlook, seeking support when necessary, and adopting 

problem-focused approaches demonstrate higher levels of professional performance. 

This finding highlights that stress-coping strategies function as important 

psychological resources that strengthen teachers‘ job performance and enhance their 

overall professional effectiveness. 

 

In summary, the results indicate a significant interrelationship between psychological 

capital, stress-coping strategies, and job performance. Teachers with higher levels of 
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psychological capital were more likely to use constructive coping strategies- 

particularly logical analysis and problem solving- which, in turn, were associated 

with higher levels of job performance. Collectively, these results underline the 

importance of psychological capital and coping strategies as significant determinants 

of teachers‘ job performance. 

 

4.3. Hierarchical Regression Analysis 

 

Dummy coding was created at the beginning of the process to conduct hierarchical 

multiple linear regression. There were seven dummy-coded variables: gender 

dummy, age group dummy, marital status dummy, educational background dummy, 

school level dummy, professional experience dummy, and school district dummy. 

Furthermore, self-efficacy, optimism, confidence, extraversion, resilience, hope, 

logical analysis, positive evaluation, support seeking, and problem solving were 

continuous independent variables. Finally, job performance subdimensions (task 

performance, contextual performance, and adaptive performance) were the study's 

dependent variables. Hierarchical regression analyses were conducted separately for 

each of the job performance subdimensions. 

 

4.3.1. Assumptions of Hierarchical Regression Analysis 

 

In order to analyze how well teachers' psychological capital and stress coping 

strategies predict teachers' job performance with its three sub-dimensions (task 

performance, contextual performance, and adaptive performance), hierarchical 

regression analysis was conducted. Before the analysis, assumptions were checked. 

In accordance with Field (2009), these assumptions included the level of 

measurement of variables, independence of observations, normality of residuals, 

homoscedasticity, absence of multicollinearity, independence of errors, and the lack 

of influential outliers. 

 

In terms of the types of variables, the analysis required the presence of continuous 

variables or categorical variables with two levels (Field, 2009). Initially, the 

demographic (categorical) variables were dummy coded into two levels (0 or 1). 
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These variables also served as predictor (independent) variables in the analysis. 

Other predictor variables included continuous and quantitative measures such as self-

efficacy, optimism, confidence, extraversion, psychological resilience, hope, logical 

analysis, positive evaluation, support seeking, and problem solving. The dependent 

variables were continuous, namely task performance, contextual performance, and 

adaptive performance — the three sub-dimensions of job performance. 

Consequently, no violation of this assumption was detected. 

 

In addition, the assumption of independent observations was ensured during the data 

collection process. The researcher distributed the questionnaire via Google Forms, 

allowing participants to complete it individually and voluntarily, without external 

influence. 

 

The assumption of residual normality was examined using both the histogram and 

the P–P plot. As presented in Figure 4.1 the overall shape of the distribution closely 

approximated normality, indicating that this assumption was adequately met. 

Furthermore, the assumption of homoscedasticity was evaluated through inspection 

of the scatter plot. As depicted in Figure 4.1, the residuals were evenly dispersed 

around the zero line, suggesting that the variances of the predictors were relatively 

uniform across levels. Therefore, the assumption of homoscedasticity was also 

confirmed. 

 

 



 
76 

 

 
Figure 4.1. The histogram of standardized residuals, the normal probability plot, and 

scatter plot 

 

Regarding multicollinearity, Tolerance and Variance Inflation Factor (VIF) values 

obtained from the regression outputs were examined. Tolerance values ranged 

between 0.17 and 0.94, and VIF values ranged between 1.07 and 5.93, indicating that 

all were within acceptable limits (Tolerance> 0.10, VIF <10). Therefore, no 

multicollinearity problem was detected. Other assumptions (normality, 

homoscedasticity, independence of errors, and influential observations) were 

assumed to be met, as no violations were reported in the SPSS outputs and 

standardized residuals remained within acceptable ranges. As a result, the dataset met 

all the required assumptions for conducting hierarchical multiple regression analysis. 
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4.3.2. Results of Hierarchical Regression Analysis 
 

Hierarchical multiple regression analysis was conducted to answer the research 

questions. For each dependent variable, dummy-coded variables were entered as 

independent variables in step one. In step two, continuous independent variables, 

psychological capital (self-efficacy, optimism, confidence, extraversion, 

psychological resilience, hope) and stress coping strategies (logical analysis, positive 

evaluation, support seeking, and problem solving), were entered. In subsequent steps, 

dependent variables for each research question, namely job performance and its sub-

dimensions (task performance, contextual performance, and adaptive performance), 

were entered. 
 

Research Question 1: "How well do teachers' psychological capital and stress 

coping strategies predict teachers' job performance?"  
 

In Model 1, dummy-coded demographic variables were entered as independent 

variables, while job performance served as the dependent variable. Model 1 was 

significant (F (7, 291) = 2.32, p <.05; R² = .054), explained 5.4% of the variance in 

perceptions of job performance. In Model 1, teachers‘ professional experience (β = 

.103, p <.05), gender (β = −.119, p <.05), and district of the school (β = −.155, p 

<.05) had relatively higher standardized beta values, indicating that these variables 

significantly predicted job performance. 
 

In Model 2, the sub-dimensions of psychological capital (self-efficacy, optimism, 

confidence, extraversion, psychological resilience, and hope) and the sub-dimensions 

of stress coping strategies (logical analysis, positive evaluation, support seeking, and 

problem solving) were added to the model as independent variables. Model 2 was 

found to be significant (F (17, 283) ≈ 61.20, p <.05; R² = .786). Psychological capital 

and stress coping sub-dimensions together explained 78.6% of the variance in job 

performance perceptions. This result indicates that, after controlling for demographic 

variables, the sub-dimensions of psychological capital and stress coping explained an 

additional 73.3% of the variance in job performance perceptions (ΔR² = .733, ΔF 

(10, 281) = 96.39, p <.001). 
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In Model 2, extraversion (β = −.112, t = −1.979, p <.05) and hope (β = .89, t = 

−1.270, p <.05) emerged as more significant predictors among the sub-dimensions of 

psychological capital (see. Table 4.3). When the standardized coefficients of Model 2 

were examined, the sub-dimensions of psychological capital and stress coping 

strategies revealed distinct contributions. Among the psychological capital variables, 

hope (β =. 089 t = 1.873, p <.05) positively predicted job performance, indicating 

that higher levels of hope were associated with higher perceived job performance. 

Whereas extraversion (β = −.112, t =-1.979, p <.05) negatively, and significantly 

predicted job performance, suggesting that increases in extraversion were associated 

with lower levels of job performance. 

 

Among the stress coping strategies, logical analysis (β = .422 t = 6.900, p <.001), 

problem solving (β = .293 t = 4.618, p <.001), and positive evaluation (β = .225, t = 

3.844, p <.001) were found to be the strongest predictors of job performance. These 

findings indicate that teachers who adopt logical, solution-oriented, and positively 

evaluative coping strategies tend to exhibit higher levels of job performance. Table 

4.3 presents the results of the hierarchical multiple regression analysis assessing the 

relationship between psychological capital and stress coping strategies on job 

performance. 
 

Table 4.3. Results of the Hierarchical Multiple Regression Analysis on Teachers‘ 
Job Performance 

Model  B SE β t R R² ΔR² ΔF 

Model 1     .232ᵃ .054 .031 2.358* 
Gender dummy -.243 .119 -.119 -2.047     
Age dummy -.002 .013 -.021 -.158     
Marital status dummy .081 .12 .039 .672     
Education level dummy .088 .114 .045 .769     
School level dummy -0.02 .103 -.012 -.194     
Professional experience 
dummy .010 .013 .103 .753     
District of the School dummy -.266 .103 -.155 -2.567     

          
Model 2      .887ᵇ 786 773 96.389** 
Self-Efficacy .000 .076 .000 .004     
Optimism .086 .050 .067 1.726     
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Table 4.3. (continued) 

Confidence -.059 .078 -.035 -.759     
Extraversion -.164 .083 -.112 -1.979     
Psychological Resilience .015 .078 .011 .195     
Hope .122 .065 .089 1.873     
Logical Analysis .402 .058 .422 6.900     
Positive Evaluation .211 .055 .225 3.844 

    Support Seeking -.030 .046 -.029 -.648 
    Problem Solving .275 .060 .293 4.618         

*p < .05             **p < .001 

 

Research Question 2: "How well do teachers' psychological capital and stress 

coping strategies predict task performance, a sub-dimension of teacher job 

performance?"  
 

In Model 1, dummy-coded demographic variables were entered as independent 

variables, while task performance served as the dependent variable. Model 1 was 

significant (F (7, 291) = 2.51, p <.05; R² = .057), explaining 5.7% of the variance in 

perceptions of task performance. In Model 1, teachers‘ professional experience (β = 

.097, p <.05), gender (β = −.130, p <.05), and district of the school (β = −.166, p 

<.05) had relatively higher standardized beta values, indicating that these variables 

significantly predicted task performance. 
 

In Model 2, the sub-dimensions of psychological capital (self-efficacy, optimism, 

confidence, extraversion, psychological resilience, and hope) and the sub-dimensions 

of stress coping strategies (logical analysis, positive evaluation, support seeking, and 

problem solving) were added to the model as independent variables. Model 2 was 

found to be significant (F (10, 281) ≈ 84.44, p < .001; R² = .765). Psychological 

capital and stress coping sub-dimensions together explained 76.5% of the variance in 

task performance perceptions. This result indicates that, after controlling for 

demographic variables, the sub-dimensions of psychological capital and stress 

coping explained an additional 70.8% of the variance in job performance perceptions 

(ΔR² = .708, ΔF (10, 281) = 84.44, p <.001). 
 

In Model 2, extraversion (β = .097, t = 1.628, p <.10) and optimism (β = −.070, t = 

−1.746, p <.10) were significant at the 90% confidence level, whereas psychological 
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resilience (β = −.086, t = −1.428, p >.05) and hope (β =  −.065, t = −1.313, p > .05) 

were not significant predictors among the sub-dimensions of psychological capital. 

As a result, teachers‘ demographic information and psychological capital 

significantly predicted task performance. When the standardized coefficients of 

Model 2 were examined, the sub-dimensions of psychological capital and stress 

coping strategies revealed distinct contributions. Among the psychological capital 

variables, extraversion (β = .097, t = 1.628, p <.10) positively predicted task 

performance, whereas optimism (β = −.070, t = −1.746, p <.10) contributed 

negatively and significantly. 

 

Among the stress coping strategies, logical analysis (β = .440, t = 6.825, p <.001), 

positive evaluation (β = .286, t = 4.625, p <.001), and problem solving (β = .215, t = 

3.220, p <.01), were found to be the strongest predictors of task performance. These 

findings indicate that teachers who adopt logical, solution-oriented, and positively 

evaluative coping strategies tend to exhibit higher levels of job performance. On the 

other hand, support seeking (β = −.039, t = −.839, p >.05) did not significantly 

predict task performance, suggesting that relying on external assistance alone may 

not be sufficient in enhancing performance outcomes. In conclusion, the hierarchical 

regression analysis demonstrates that while demographic factors account for a small 

proportion of the variance, stress coping strategies- particularly logical analysis, 

positive evaluation, and problem solving- play a decisive role in enhancing teachers‘ 

job performance. Table 4.4 presents the results of the hierarchical multiple regression 

analysis assessing the relationship between psychological capital and stress coping 

strategies on task performance. 

 

Table 4.4. Results of the Hierarchical Multiple Regression Analysis on Task 
Performance 

Model  B SE β t R R² ΔR² ΔF 

 
        

Model 1     .239ᵃ .057 .057 2.510* 

         
Gender dummy -.283 .126 -.130 -2.250     
Age dummy .143 .093 .153 1.537     
Marital status dummy                      .071      .127       .032           .558 

Education level dummy .053 .121 .026 .442     
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Table 4.4. (continued) 

School level dummy .014 .109 .007 .127     Professional experience 
dummy -.043 .044 -.097 -.964     
District of the School dummy -.303 .110 -.166 -2.762     

          
Model 2      .874ᵇ .765 .708 84.443** 

          
Self-Efficacy .071 .085 .039 .844     
Optimism -.097 .056 -.070 -1.746     
Confidence .022 .087 .012 .251     
Extraversion .151 .093 .097 1.628     
Psychological Resilience -.127 .089 -.086 -1.428     
Hope -.096 .073 -.065 -1.313     
Logical Analysis .448 .066 .440 6.825     
Positive Evaluation .287 .062 .286 4.625     
Support Seeking -.044 .052 -.039 -.839     
Problem Solving .216 .067 .215 3.220         
*p < .05             **p < .001 

 

Research question 3: "How well do teachers' psychological capital and stress 

coping strategies predict contextual performance, a sub-dimension of teacher job 

performance?"  

 

In Model 1, dummy-coded demographic variables were entered as independent 

variables. The results indicated that Model 1 was not significant (F (7, 291) = 2.51, 

p>.05; R² = .049), explaining only 4.9% of the variance in teachers‘ contextual 

performance perceptions.  

Among the demographic predictors, the district of the school was the only significant 

predictor (β = –.160, t = –2.665, p <.01), indicating that teachers working in different 

socioeconomic contexts may differ in their collaborative behaviors and voluntary 

contributions in the workplace. Gender (β = –.109, t = –1.875, p <.10) showed 

borderline significance at the 90% confidence level; however, it was not statistically 

significant at p <.05. The remaining demographic variables did not significantly 

predict contextual performance. This finding suggests that demographic variables 

contribute minimally to teachers‘ contextual performance. The significance of school 

district indicates that contextual performance is shaped by environmental and school-

level differences rather than individual demographics. 
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In Model 2, the sub-dimensions of psychological capital (self-efficacy, optimism, 

confidence, extraversion, psychological resilience, and hope) and the sub-dimensions 

of stress coping strategies (logical analysis, positive evaluation, support seeking, and 

problem solving) were added to the model as independent variables.  

 

Model 2 was found to be significant (F (10, 281) ≈ 51.40, p < .001; R² = .664). 

Psychological capital and stress coping sub-dimensions together explained 66.4% of 

the variance in contextual performance perceptions. This result indicates that, after 

controlling for demographic variables, the sub-dimensions of psychological capital 

and stress coping explained an additional 61.5% of the variance in contextual 

performance perceptions (ΔR² = .615, ΔF(10, 281) = 51.40, p < .001). 

 

Table 4.5. Results of the Hierarchical Multiple Regression Analysis on Contextual 
Performance 

Model  B SE β t R R² ΔR² ΔF 

 
        

Model 1     .221ᵃ .049 .057 2.510* 

         
Gender dummy -.230 .123 -.109 -1.875     
Age dummy .143 .091 .157 1.576     
Marital status dummy .034 .124 .016 .272     
Education level dummy -.017 .118 -.009 -.147     
School level dummy -.146 .106 -.081 -1.373     Professional experience 
dummy -.048 .043 -.111 -1.104     
District of the School dummy -.285 .107 -.160 -2.665     

         
Model 2     .815ᵇ .664 .615 51.398** 

         
Self-Efficacy -.133 .098 -.075 -1.352     
Optimism -.102 .065 -.075 -1.573     
Confidence .064 .101 .037 .638     
Extraversion .156 .108 .103 1.452     
Psychological Resilience .307 .103 .214 2.984     
Hope -.298 .085 -.209 -3.509     
Logical Analysis .373 .076 .378 4.906     
Positive Evaluation .098 .072 .100 1.356 

    Support Seeking .046 .061 .043 .765 
    Problem Solving .291 .078 .298 3.739         

*p < .05             **p < .001 

 

Psychological resilience (β = .214, t = 2.984, p <.01) was a positive and significant 

predictor, while hope (β = –.209, t = –3.509, p <.001) had a significant negative 
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effect. This finding, although not fully aligned with initial expectations, suggests that 

teachers with higher levels of hope may be less inclined to respond to immediate 

contextual demands, potentially prioritizing longer-term objectives instead. Other 

dimensions of psychological capital (self-efficacy, optimism, confidence, and 

extraversion) did not significantly predict contextual performance. 

 

All stress coping strategies significantly predicted contextual performance. Logical 

analysis (β = .378, t = 4.906, p <.001) emerged as the strongest contributor to 

contextual performance, indicating that teachers who approached stressful situations 

analytically exhibited higher levels of voluntary participation, cooperation, and 

professional responsibility. Problem solving (β = .298, t = 3.739, p <.001) also 

significantly predicted performance, highlighting the importance of proactive coping 

strategies. The high explanatory power of Model 2 (R² = .664) underscores the 

importance of cognitive and problem-focused coping mechanisms in sustaining 

teachers‘ contextual performance (see Table 4.5).  

 

Research question 4: ―How well do teachers' psychological capital and stress 

coping strategies predict adaptive performance, a sub-dimension of teacher job 

performance?‖ 

 

In Model 1, dummy-coded demographic variables were entered as independent 

variables. Model 1 was significant (F(7, 291) = 2.418, p < .05; R² = .055), explaining 

5.5% of the variance in teachers‘ adaptive performance perceptions.  

 

In Model 1, which included only demographic variables, the explanatory power of 

adaptive performance was limited. The district of the school (β = –.146, t = –2.431, p 

<.05), negatively and significantly predicted adaptive performance, indicating that 

teachers working in schools located in less advantaged districts may exhibit lower 

levels of voluntary engagement, collaboration, and contribution to the school climate. 

Gender (β = –.113, t = –1.958, p <.10) was marginally significant. The other 

demographic variables—age, marital status, educational level, school level, and 

professional experience—were not significant predictors. 
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In Model 2, the sub-dimensions of psychological capital (self-efficacy, optimism, 

confidence, extraversion, psychological resilience, and hope) and the sub-dimensions 

of stress coping strategies (logical analysis, positive evaluation, support seeking, and 

problem solving) were added to the model as independent variables.  

Model 2 was found to be significant (F (10, 281), 78.60, p <.001; R² = .751). 

Psychological capital and stress coping sub-dimensions together explained 75.1% of 

the variance in adaptive performance perceptions. This result indicates that, after 

controlling for demographic variables, the sub-dimensions of psychological capital 

and stress coping explained an additional 69.6% of the variance in adaptive 

performance perceptions (ΔR² = .696, ΔF (10, 281) = 78.6, p < .001).  

 

Table 4.6. Results of Hierarchical Multiple Regression Analysis on Adaptive 
Performance 

Model  B SE β t R R² ΔR² ΔF 

 
        

Model 1     .234ᵃ .055 .032 2.418 

         
Gender dummy -.235 .120 -.113 -1.958     
Age dummy .124 .089 .139 1.395     
Marital status dummy .116 .122 .055 .949     
Education level dummy .138 .115 .069 1.199     
School level dummy -.024 .104 -.013 -.228     Professional experience 
dummy 

-.022 .042 -.052 -.516 
    

District of the School dummy -.255 .105 -.146 -2.431     

         
Model 2     .867ᵇ .751 .736 78.602** 

         
Self-Efficacy .001 .083 .001 .014     
Optimism -.093 .055 -.070 -1.709     
Confidence .073 .085 .042 .853     
Extraversion .134 .091 .090 1.472     
Psychological Resilience -.017 .087 -.012 -.201     
Hope -.037 .072 -.027 -.520     
Logical Analysis .410 .064 .423 6.372 

    Positive Evaluation ,216 ,061 ,224 3,536 
    Support Seeking -,080 ,051 -,075 -1,563 
    Problem Solving ,284 ,066 ,297 4,319         

*p < .05             **p < .001 

 

Although none of the psychological capital sub-dimensions were significant at the p 

< .05 level, optimism (β =  −.070, t = −1.709, p < .10), and extraversion (β =.090, t = 
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1.472, p <.10) exhibited a trend toward significance. This finding indicates that 

teachers with higher levels of optimism may focus more on long-term strategies 

rather than immediate task requirements. 

 

Among the stress coping strategies, logical analysis (β = .423, t = 6.372, p < .001) 

was the strongest predictor of adaptive performance, while problem solving (β =  

.297, t = 4.319, p < .001) and positive evaluation (β = .224, t = 3.536, p < .001) also 

contributed significantly to adaptive performance. The high predictive power of 

logical analysis suggests that teachers who approach stressful situations analytically 

tend to be more effective in class planning, instructional delivery, and classroom 

management. The findings indicate that coping strategies made a stronger unique 

contribution to adaptive performance than psychological capital, highlighting the 

importance of analytical thinking and problem‐solving skills in shaping adaptive 

behaviors. Table 4.6 presents the results of the hierarchical multiple regression 

analysis assessing the relationship between psychological capital and stress coping 

strategies on adaptive performance. 

 

4.4. Summary of Findings 

 

According to the results of the hierarchical multiple regression analyses, 

psychological capital and stress coping strategies were found to be strong predictors 

of job performance and its sub-dimensions—task performance, contextual 

performance, and adaptive performance. Demographic variables explained only a 

very small portion of the variance, and among them, only gender and school district 

demonstrated limited predictive effects. Across all models, stress coping strategies 

had a higher predictive power than the sub-dimensions of psychological capital. 

 

In particular, logical analysis consistently emerged as the strongest predictor of job 

performance outcomes, followed by problem solving and positive evaluation. These 

findings indicate that teachers who employ analytical thinking, adopt solution-

oriented approaches, and evaluate challenges positively tend to exhibit higher 

performance levels. Regarding psychological capital, hope positively predicted 

overall job performance, while extraversion had a negative predictive effect. 
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With respect to task performance, extraversion and optimism showed a weak tendency 

toward prediction. Again, logical analysis was the strongest predictor, followed by 

positive evaluation and problem solving, whereas support seeking was not a significant 

predictor. Psychological resilience positively predicted contextual performance, while 

hope had a significant negative effect. All stress coping strategies positively contributed 

to contextual performance, with logical analysis demonstrating the highest impact, 

followed by problem solving. 

 

Although none of the psychological capital dimensions significantly predicted adaptive 

performance, optimism and support seeking exhibited a tendency toward significance. 

Stress coping strategies once again played a dominant role, with logical analysis being 

the most influential factor, followed by problem solving and positive evaluation. 

 

Across both job performance and all three job performance sub-dimensions, stress 

coping strategies—particularly logical analysis, problem solving, and positive 

evaluation—were consistently more effective than psychological capital components. 

These findings suggest that teaching performance may be more closely associated with 

active and cognitive coping approaches rather than stable psychological traits. 
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CHAPTER 5 

 

 

DISCUSSION 

 
 

In this chapter presents a discussion of the results in relation to the existing literature. 

Implications of the findings for practitioners and policymakers are provided. Lastly, 

limitations and recommendations for future research are discussed. 

 

5.1. Discussion of the Findings 

 

The purpose of this study was to examine the relationships between teachers' 

psychological capital levels, stress coping strategies, and job performance, and to 

reveal the effects of these variables on job performance and its sub-dimensions. The 

results of the study demonstrated a significant relationship between teachers' 

psychological capital, stress coping strategies, job performance, and its sub-

dimensions (task performance, contextual performance, and adaptive performance). 

The findings of the study are highly consistent with both national and international 

literature. 

 

5.1.1. Discussion of the Findings for Research Question 1 

 

The first research question asked: ―To what extent do teachers‘ psychological capital 

and stress-coping strategies predict their job performance?‖ The results demonstrated 

that both psychological capital and coping strategies significantly predict teachers‘ 

performance. To address this question, demographic variables were examined prior 

to the inclusion of psychological factors. The analysis indicated that professional 

experience, gender, and school district significantly predicted job performance. The 

positive influence of professional experience aligns with the literature suggesting that 

more experienced teachers possess stronger classroom management skills, more 



 
88 

effective relationships with students, and greater competence in handling challenging 

situations (Day & Gu, 2014; Klassen & Chiu, 2010). 

 

Both gender and school district exerted negative and significant effects on overall job 

performance and its three sub-dimensions (task, contextual, and adaptive 

performance). The negative coefficient for gender indicates that female teachers tend 

to display higher performance levels than their male counterparts. This finding is 

consistent with several studies conducted in Türkiye, which report that female 

teachers often demonstrate stronger student-centered practices, communication skills, 

and empathic engagement (ÇalıĢkan & Ayık, 2015; Kıran et al., 2015; TEDMEM, 

2020). However, large-scale international studies have generally reported no 

substantial gender differences in instructional effectiveness or performance 

indicators (Dee, 2005; Klassen & Chiu, 2010; OECD, 2019; Skaalvik & Skaalvik, 

2011). The contrast between these findings suggests that gender effects may be 

shaped by cultural expectations and institutional norms specific to the Turkish 

education system rather than representing universal patterns. 

 

The negative effect of school district on performance indicates that job performance 

is shaped not only by individual characteristics but also by environmental and 

institutional factors. Teachers working in more disadvantaged areas often cope with 

heavier workloads, classroom management challenges, and more complex parent 

communication demands, all of which may place additional strain on performance 

(OECD, 2020). 

 

The findings also showed that psychological capital had a limited and direct effect on 

job performance. Descriptive statistics revealed that teachers reported moderate to 

high levels of psychological capital across all sub-scales, with optimism and 

resilience showing the highest means, followed by hope and self-efficacy. These 

values suggest that teachers generally hold constructive beliefs about their abilities 

and future prospects. Among the six dimensions of psychological capital—self-

efficacy, optimism, confidence, extraversion, resilience, and hope—hope emerged as 

the strongest positive predictor of job performance, whereas extraversion was 

negatively and significantly related to performance. The positive effect of hope 
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suggests that teachers who engage in goal-oriented thinking and demonstrate 

persistence when facing challenges tend to perform better (Luthans et al., 2007). 

 

In contrast, although teachers reported moderate levels of extraversion, this trait 

showed a negative association with performance. While extraverted teachers may 

possess strong communication and interpersonal skills, excessive sociability may 

interfere with sustained focus on teaching tasks that require continuous attention, 

thereby reducing effectiveness (Skaalvik & Skaalvik, 2017). These results imply that 

although teachers generally exhibit a positive psychological profile, the forward-

looking and intentional qualities associated with hope may be more conducive to 

enhancing job performance than outward-facing characteristics such as extraversion. 

 

The broader literature suggests that psychological capital is a developable resource 

whose impact on performance often occurs indirectly through its influence on coping 

processes rather than through direct pathways (Luthans et al., 2007; Rabenu et al., 

2017; Yeni & Sezici, 2022). Thus, psychological capital may not directly increase 

performance but may facilitate more effective responses to stressors, which in turn 

support better performance. 

 

The results of this study further showed that among the sub-dimensions of coping 

strategies, logical analysis, positive evaluation, and problem solving were the 

strongest predictors of job performance. This finding is consistent with international 

research demonstrating the benefits of problem-focused coping for improving work-

related outcomes (Carver & Connor-Smith, 2010; Herman et al., 2020; Keller et al., 

2020). However, it contrasts with studies indicating that coping strategies do not 

always exert strong or consistent effects on performance and may instead show 

weak, indirect, or context-dependent associations (Betoret, 2006; Montgomery & 

Rupp, 2005; Kyriacou, 2001). 

 

Finally, support-seeking showed a negative and weak relationship with job 

performance. This pattern, frequently reported in studies conducted in Türkiye 

(Kılınç et al., 2015), suggests that cultural norms emphasizing self-reliance, 

institutional structures limiting the perceived usefulness of seeking assistance, and 
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concerns regarding professional image may diminish the effectiveness or frequency 

of support-seeking behaviours in public school settings. Consequently, the limited 

explanatory power of support seeking in this study should be interpreted within this 

broader cultural and organizational context. 
 

5.1.2. Discussion of the Findings for Research Question 2 
 

The second research question was "How well do teachers' psychological capital and 

stress coping strategies predict task performance," a sub-dimension of teacher job 

performance. 
 

The analysis showed that demographic variables explained a small portion of the 

variance in job performance, with professional experience, gender, and school 

district emerging as the only significant predictors. The positive contribution of 

professional experience is consistent with the literature, as more experienced teachers 

tend to have stronger classroom management skills and higher teaching confidence 

(Day & Gu, 2014; Klassen & Chiu, 2010). Although female teachers in the present 

study exhibited higher performance scores than male teachers, this difference should 

be interpreted cautiously due to the female-dominated sample structure. 

Consequently, the observed gender-related variation may be better understood as 

reflecting differences in professional roles, expectations, or contextual practices 

rather than stable gender-based performance characteristics. Prior studies 

highlighting women‘s stronger communication tendencies and student-centered 

approaches in teaching (ÇalıĢkan & Ayık, 2015; TEDMEM, 2020), as well as greater 

responsibility orientation (Sarıçam & Sakız, 2014), may help contextualize this 

finding without implying generalizable gender differences. Teachers working in 

disadvantaged areas exhibited lower performance, reflecting the structural 

inequalities and increased workload characteristic of such contexts (OECD, 2020). 

Accordingly, regional differences suggest that the socioeconomic characteristics of 

schools influence teacher performance indirectly by intensifying workload and 

classroom demands. 
 

Within psychological capital, extraversion has been shown to have a slightly positive 

correlation with task performance, suggesting that socially active and energetic 
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teachers may be more proactive in fulfilling their teaching responsibilities (Judge et 

al., 2002). However, this finding should be interpreted with caution, as extraversion 

and self-confidence are not components of the original Psychological Capital 

construct proposed by Luthans et al. (2007), but have been included as additional 

dimensions in the Psychological Capital Scale developed and validated for Turkish 

teachers by Tösten and Özgan (2014), and this study also used this scale. Therefore, 

direct comparisons between this result and studies using the original Psychological 

Capital model should be made carefully, taking into account contextual and cultural 

adaptations of the construct. In contrast, optimism showed a marginally negative 

relationship with performance, suggesting that when optimism is not accompanied by 

realistic appraisal or active coping, overly positive expectations may reduce attention 

to potential challenges and demands. Previous research suggests that excessively 

positive expectations, when not adequately supported by situational resources, may 

weaken task engagement and adaptive responses in demanding work contexts 

(Carver & Scheier, 2002; Schneider, 2001; Skaalvik & Skaalvik, 2017). In the 

present study, teachers‘ optimism scores were relatively high (M = 4.30, SD = .65 on 

a 5-point scale), which may help explain the weak or inconsistent associations 

observed between optimism and certain dimensions of job performance. However, 

this interpretation should be approached cautiously, as the study did not directly 

assess optimism bias or unrealistic expectations. Although self-efficacy, confidence, 

resilience, and hope were positively and significantly correlated with contextual and 

adaptive performance, these psychological capital components did not emerge as 

significant predictors of overall job performance once stress coping strategies were 

entered into the regression model. Taken together, this pattern suggests that 

psychological capital may influence performance indirectly by shaping how teachers 

cope with work-related stressors, rather than exerting a direct effect. Rather than 

indicating that psychological capital is unimportant for performance, this finding 

suggests that its influence may operate indirectly through stress coping processes. 

Supporting this interpretation, studies that have examined psychological capital, 

coping with stress, and performance within the same analytical framework have 

shown that psychological capital primarily functions as a mediating or enabling 

resource rather than as a direct predictor of performance outcomes (Avey et al., 

2009; Rabenu et al., 2017). 
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In terms of task performance, stress coping strategies emerged as the most effective 

and powerful predictors. Teachers who used logical analysis, positive evaluation, and 

problem-solving strategies were found to be more successful in areas such as 

classroom planning, academic tasks, and managing the learning process. This finding 

supports studies suggesting that problem-focused coping increases teaching 

effectiveness (Collie, 2021). Furthermore, according to the coping model, problem-

solving and positive appraisal strategies positively affect behavioral outcomes by 

changing an individual's perception of a stressful situation (Carver et al., 1989; 

Herman et al., 2020). According to Moos's coping framework, logical analysis is 

defined as a cognitively guided, approach-focused strategy in which individuals 

systematically interpret stressors and evaluate possible outcomes, thereby supporting 

more adaptive coping behaviors (Moos, 1993). In line with this conceptualization, 

Koca Ballı and Kılıç (2016), using Moos's Coping Responses Inventory, reported 

that logical analysis, positive reappraisal, and problem solving constitute the core 

components of approach-based coping. Empirical evidence from research with pre-

service teachers suggests that the application of such cognitive strategies 

(specifically logical analysis and positive appraisal) is linked to higher academic 

performance and improved adjustment (Gustems-Carnicer et al., 2019). Recent 

findings suggest that teachers who frequently employ logical analysis, positive 

evaluation, support seeking, and problem-solving techniques tend to exhibit higher 

levels of psychological resilience and subjective well-being, contributing to better 

task performance (Bıdık, 2024). 

 

5.1.3. Discussion of the Findings for Research Question 3 

 

The third research question was: "How well do teachers' psychological capital and 

stress coping strategies predict contextual performance, a sub-dimension of teacher 

job performance?" 

 

The results indicated that gender reached borderline significance in predicting 

contextual performance, with female teachers reporting slightly higher scores. 

However, this finding should be interpreted with caution, as gender explained only a 

very small proportion of the variance, and the sample included a substantially smaller 
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number of male teachers, which may limit the stability of gender-based comparisons. 

Moreover, when all demographic variables were considered together, they accounted 

for only 4.9% of the variance in contextual performance, suggesting that 

demographic characteristics play a relatively limited role in explaining teachers‘ 

performance outcomes. 

 

In contrast, school district emerged as the most consistent and meaningful 

demographic predictor of contextual performance. This finding highlights the 

importance of contextual and structural conditions, indicating that the socioeconomic 

characteristics of the school environment may shape teachers‘ organizational and 

collaborative behaviors. Consistent with previous research, teachers working in 

socioeconomically disadvantaged settings tend to exhibit lower levels of contextual 

performance, likely due to increased workload, limited resources, and greater 

emotional and professional demands (Day & Gu, 2014; OECD, 2019).  Taken 

together, these findings suggest that contextual performance is influenced less by 

individual demographic attributes and more by environmental and organizational 

factors embedded in the school context. 

 

The results indicate that among the psychological capital subdimensions, 

psychological resilience emerged as a positive and significant predictor of contextual 

performance, which aligns well with existing literature. Previous research suggests 

that resilient teachers are more capable of managing stressful situations, maintaining 

motivation, and sustaining effective teaching practices even under challenging 

conditions (Le Cornu, 2009; Tait, 2008). Psychological resilience is widely 

considered a protective resource that enables teachers to recover from difficulties and 

adapt proactively to classroom challenges (Hobfoll, 2002; Mansfield et al., 2012). In 

this sense, resilience supports persistence and constructive engagement in 

professional tasks, which likely contributes to better performance outcomes. 

 

Interestingly, hope demonstrated a significant negative relationship with contextual 

performance, which contradicts most theoretical assumptions within positive 

psychology (Snyder, 2002; Luthans et al., 2007). A possible interpretation is that 

highly optimistic and future-oriented individuals may develop overly ambitious goals 
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or underestimate practical constraints, which could impair their task focus in high-

pressure environments (Skaalvik & Skaalvik, 2017). Stajkovic and Luthans (1998) 

argue that optimism and hope facilitate performance only when accompanied by 

effective strategic planning and self-regulation. Therefore, when hope operates 

without sufficient structuring or problem-focused coping strategies, it may hinder 

rather than enhance performance. In summary, psychological resilience supports 

teacher performance, confirming that emotionally and cognitively flexible teachers 

cope more effectively with professional demands. 

 

Hope may negatively influence performance when not supported by realistic goal-

setting and problem-focused coping, suggesting that internal motivation alone may 

not be sufficient in demanding educational contexts. Stress coping strategies are the 

strongest predictors of contextual performance. Logical analysis and problem-solving 

contribute to teachers exhibiting more adaptive, constructive, and collaborative 

behaviors within the school community. This finding is consistent with studies 

supporting the impact of coping skills on social interaction and extra-role behavior 

(Montgomery & Rupp, 2005). 

 

5.1.4. Discussion of the Findings for Research Question 4 

 

The final question, ―How well do teachers' psychological capital and stress coping 

strategies predict adaptive performance, a sub-dimension of teacher job 

performance?‖ 

 

Findings addressing the research question revealed that teachers' psychological 

capital and stress-coping strategies significantly contribute to the prediction of 

adaptive performance, a key dimension of job performance in contemporary 

educational settings. Among demographic variables, gender and school district were 

identified as significant predictors. Male teachers demonstrated lower levels of 

adaptive performance, consistent with previous studies indicating that uncertainty in 

professional responsibilities can lead to increased stress and decreased resilience 

among male educators (Zhang & Sapp, 2008). In contrast, research suggests that 

female teachers tend to participate more actively in interpersonal collaboration and 
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school-based social processes, which can facilitate positive adaptation to dynamic 

classroom conditions (Klassen & Chiu, 2010). 

 

In Model 2, although none of the psychological capital sub-dimensions reached 

statistical significance at the p <.05 level, optimism and extraversion demonstrated a 

marginal tendency toward significance. This finding suggests that while teachers 

with higher optimism may hold strong future-oriented expectations, they may also 

risk overlooking potential challenges, which could limit their immediate adaptive 

performance under stressful conditions. This interpretation is consistent with 

literature indicating that unrealistic optimism can sometimes impair problem 

recognition and hinder adaptive responses when not accompanied by effective 

planning and self-regulation (Skaalvik & Skaalvik, 2017; Stajkovic & Luthans, 

1998). Conversely, teachers with higher extraversion may benefit from their socially 

oriented and energetic dispositions, potentially engaging more actively in classroom 

activities; however, in the absence of structured coping strategies, extraversion alone 

may not be sufficient to enhance adaptive performance in a meaningful or 

sustainable way. These results reinforce the notion that personality traits can 

facilitate adaptive performance only when complemented by constructive coping 

mechanisms and problem-focused approaches (Carver et al., 1989; Collie, 2021). 

Accordingly, the findings highlight the importance of equipping teachers not only 

with psychological strengths but also with practical coping competencies to translate 

these traits into effective professional outcomes. 

 

Importantly, stress-coping strategies emerged as the strongest predictors of adaptive 

performance, overriding the effects of both psychological capital and demographic 

factors. In particular, teachers who frequently adopt problem-focused approaches, 

such as logical analysis and problem-solving techniques, have been shown to adapt 

more effectively to changing curricular expectations, diverse student needs, and 

evolving technological and pedagogical demands. These results are consistent with 

empirical literature suggesting that adaptive performance is closely linked to the 

ability to cognitively assess stressors, generate alternative solutions, and respond 

constructively to changing classroom environments (Collie, 2021; Kim & Asbury, 

2020). These findings highlight that strengthening teachers' capacity to cope with 
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stress may be more effective in promoting adaptive performance than simply 

increasing psychological capital. 

 

Overall, the findings suggest that teacher performance is influenced less by the direct 

effects of psychological capital and more by cognitive and behavioral stress coping 

processes. Psychological capital appears to function as an important internal 

resource; however, its contribution to performance outcomes largely depends on 

teachers‘ capacity to translate these psychological resources into active, problem-

focused coping strategies when confronting work-related stressors. This pattern shifts 

the theoretical emphasis away from relatively stable psychological traits toward 

process-oriented coping mechanisms, highlighting the role of adaptive cognitive 

strategies in shaping performance, particularly in professional contexts characterized 

by high demands and limited organizational support. In other words, this finding 

shifts the theoretical perspective away from stable psychological traits toward 

process-oriented coping mechanisms, highlighting the adaptive role of cognitive 

strategies in contexts where organizational support is limited. 

 

5.2. Implications for Theory  

 

The present study provides empirical evidence that both psychological capital and 

stress-coping strategies are strong and meaningful predictors of teachers‘ job 

performance and its sub-dimensions—task, contextual, and adaptive performance. 

There is a positive relationship between teachers' psychological capital levels, stress 

coping strategies, and job performance.  While demographic variables explained only 

a very limited portion of the variance, particularly school district and gender, the 

inclusion of psychological capital and coping strategies substantially increased 

explanatory power across all models. This highlights that teacher performance is 

shaped more by psychological resources and active coping mechanisms than by 

personal background characteristics. 

 

Across all performance dimensions, stress-coping strategies consistently 

demonstrated stronger predictive effects than psychological capital. In particular, 

logical analysis emerged as the most powerful predictor of teaching performance, 
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followed by problem solving and positive evaluation. Teachers who approach 

difficulties analytically, seek constructive solutions, and reinterpret challenges more 

positively were found to demonstrate higher levels of task effectiveness, 

collaborative engagement, and adaptive instructional behavior. This finding confirms 

that performance is closely linked to active and cognitively oriented coping 

mechanisms rather than solely stable psychological traits. 

 

Furthermore, the strong predictive effect of stress-coping strategies across all models 

contributes to the literature by emphasizing that teacher performance is promotable 

through interventions that develop cognitive coping capacity. This is especially 

valuable in the current educational context, where teachers are expected to manage 

complex demands related to instructional processes, student needs, and evolving 

curriculum structures. 

 

The study demonstrates that enhancing teachers‘ ability to cope with stress through 

analytical, solution-focused, and positively reframed strategies is a critical factor in 

improving performance outcomes. This research, by discovering coping strategies as 

more influential than psychological capital, proposes a shift from solely capability-

based approaches toward strategies that actively strengthen teachers‘ cognitive 

resilience and resourcefulness. 

 

In addition to all the information provided above this study offers several valuable 

contributions to the existing literature on teacher performance, psychological capital, 

and stress coping strategies. First, unlike previous research that predominantly 

identifies psychological capital as the key predictor of job performance (Luthans et 

al., 2007; Avey et al., 2011), the present study revealed that cognitive and problem-

focused coping strategies are more powerful predictors.  

 

Second, the negative predictive effects of hope on contextual performance and 

extraversion on job performance represent unique contributions, as existing studies 

typically associate these traits with positive performance outcomes (Snyder, 2002; 

Judge et al., 2002). These unexpected findings suggest that excessively forward-

looking or socially driven behavioral tendencies may reduce effectiveness in coping 
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with immediate task or contextual demands, offering new insights into the 

occupational realities of teachers in high-pressure educational environments. 

 

Lastly, by integrating psychological capital and stress coping strategies within a 

single predictive model of job performance and its sub-dimensions, the present study 

offers a comprehensive framework that links individual psychological resources with 

behavioral regulation under stress. The findings offer a conceptual basis for future 

longitudinal studies, as the relationships identified in this study involve dynamic 

psychological resources and process-oriented coping mechanisms that are likely to 

evolve over time. Longitudinal designs would allow researchers to examine the 

temporal ordering and potential mediating role of stress coping strategies in the 

relationship between psychological capital and teacher performance, thereby 

providing stronger evidence for causal and developmental pathways. Such 

approaches would also clarify whether changes in coping capacity lead to sustained 

improvements in performance or function as protective mechanisms under prolonged 

work-related stress. 

 

5.3. Implications for Policy and Practice 

 

The findings of this study provide important implications for practitioners, school 

leaders, and policymakers aiming to enhance teacher performance. The results 

revealed that stress coping strategies—particularly logical analysis, problem solving, 

and positive evaluation—were stronger predictors of job performance than 

psychological capital. Therefore, professional development initiatives should include 

training that strengthens teachers‘ cognitive coping capacities, such as analytical 

thinking, reflective decision-making, and structured problem-solving processes. 

 

While psychological capital alone did not strongly predict performance, its 

contribution appears to be maximized when combined with effective stress-coping 

strategies. In particular, fostering goal-directed thinking may support teachers in 

overcoming long-term challenges, while equipping them with problem-focused 

coping skills enhances their ability to manage immediate instructional demands. 

Among the psychological capital components, hope was found to be a positive 
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predictor of overall job performance, suggesting that teachers who are future-

oriented and purposeful tend to show higher levels of professional functioning. In 

contrast, extraversion emerged as a negative predictor in several models, indicating 

that high external stimulation and social orientation may occasionally challenge 

concentration and task persistence during instructional processes. These findings 

advance the literature by showing that performance is not necessarily strengthened 

by outward-oriented traits, but rather by cognitively grounded mechanisms such as 

purposeful goal-setting. The findings indicate that current practices tend to focus 

predominantly on pedagogical competencies, whereas holistic approaches that 

support teachers‘ emotional resilience and psychological resources are required. In 

this regard, school administrators may contribute to reducing burnout, improving 

teacher retention, and indirectly strengthening instructional performance by 

restructuring work environments in ways that promote teacher well-being. 
 

The findings also indicate that organizational and contextual factors are critical in 

shaping performance. Although demographic variables had limited predictive power, 

the influence of the school district suggests that working conditions and socio-

economic context can affect teachers' performance outcomes. Therefore, policies 

should prioritise improving conditions in disadvantaged schools and promoting 

equitable support mechanisms. From a practical perspective, integrating stress 

management, coping skills training, and psychological capital development into 

teacher induction and continuous professional development programmes may 

contribute to sustainable improvements in performance and reduce burnout. Rather 

than relying solely on performance-oriented evaluation systems, school policies 

should move towards models that foreground teacher well-being and supportive 

work contexts.  
 

In line with these findings, the Ministry of National Education could consider 

incorporating resilience- and coping-based modules into teacher training 

frameworks. Embedding cognitive coping strategies into teacher induction, 

professional supervision, and performance evaluation processes may help enhance 

instructional effectiveness. Such an approach would align with the shift toward 

teacher well-being–oriented policy models rather than solely performance-driven 

evaluation systems. 
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As a considerable portion of stress experienced by teachers originates from systemic 

and structural conditions, policymakers are encouraged to go beyond strictly 

performance-oriented approaches and develop evidence-based, sustainable support 

mechanisms that address teachers‘ psychosocial needs. In this context, the study 

contributes theoretically to transformation initiatives in the Turkish education system 

that place the human factor at the center, while also offering practical guidance for 

implementation. Furthermore, the findings suggest that investing in teacher well-

being may indirectly enhance educational quality, emphasizing that teacher support 

should be viewed not merely as an individual matter but as an institutional and 

systemic requirement. 
 

In conclusion, the findings highlight that strengthening teachers' coping abilities—

especially logical analysis and problem solving—holds greater value for performance 

than focusing exclusively on psychological traits. Interventions that promote the 

combined development of psychological resources and cognitive coping capacities 

should therefore be prioritised in future practice and policy initiatives. 
 

5.4. Recommendations for Future Research 
 

Future research should consider addressing the methodological and contextual 

limitations of the current study to deepen understanding of the relationships between 

psychological capital, stress-coping strategies, and teacher job performance.  

Although stress coping strategies were found to be strong predictors of teacher 

performance, future studies may investigate whether variables such as psychological 

resilience, job satisfaction, burnout, or organizational support mediate or moderate 

this relationship. Since the current study was cross-sectional, future research could 

apply longitudinal designs to assess how psychological capital and coping strategies 

evolve and how they impact performance across academic years. Additionally, to 

deepen the understanding of how teachers experience and apply coping strategies in 

practice, interviews, focus groups, or classroom observations may complement 

quantitative findings and reveal context-specific coping mechanisms. 
 

Considering that this study was conducted solely with public school teachers at the 

primary and lower-secondary levels, future research should expand the sample to 
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include high school teachers, as well as educators working in private school settings. 

Comparative research across different educational stages and institutional types may 

reveal variation in coping approaches and performance outcomes. Moreover, future 

studies should incorporate more diverse geographic regions to improve the 

generalizability of results and to detect potential regional differences in stress factors 

and psychological capital among teachers. The impact of the school district on 

performance indicates that external conditions matter. Subsequent research could 

explore school climate, leadership style, workload, and resource availability as 

structural predictors of performance. 

 

Experimental or quasi-experimental studies could evaluate the effectiveness of 

intervention programs focused on strengthening coping strategies and psychological 

resources, particularly those targeting logical analysis and problem solving. Instead 

of investigating psychological capital and coping strategies independently, future 

research may use structural equation modelling to test how these constructs interact 

and contribute collectively to job performance. 

 

Finally, incorporating objective performance indicators—such as administrative 

evaluations, peer assessments, or classroom observation tools—alongside self-report 

measures would offer a more comprehensive and holistic assessment of teacher 

performance.  Future research is encouraged to move beyond performance-based 

evaluation approaches and instead focus on holistic models that incorporate well-

being, coping capacity, and contextual realities, enabling a more sustainable and 

human-centered understanding of teacher performance. 
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APPENDICES 
 

 

A. QUESTIONNAIRES 

 

 

Öğretmenlerin Psikolojik Sermaye Algısı, Stresle BaĢa Çıkma Stratejileri ve ĠĢ 

Performansı Arasındaki ĠliĢkinin Ġncelenmesi 

Sayın Öğretmenim 

Bu çalıĢma "Öğretmenlerin Psikolojik Sermaye Algısı, Stresle BaĢa Çıkma 

Stratejileri ve ĠĢ Performansı Arasındaki ĠliĢkinin Ġncelenmesi" isimli Yüksek Lisans 

tezinde kullanılmak üzere gerçekleĢtirilmektedir. Sizden istenen anket formunu 

dikkatli okuyup eksiksiz yanıt vermenizdir. Anket formu dört bölümden 

oluĢmaktadır. Birinci bölümde kiĢisel bilgiler formu yer almaktadır. Ġkinci bölümde 

psikolojik sermaye ölçeği, üçüncü bölümde stresle baĢa çıkma stratejileri ölçeği ve 

son bölümde ise öğretmen iĢ performansı ölçeği bulunmaktadır. Her üç ölçekte 5'li 

likert tarzında olmasına rağmen üç ölçekte de rakamların karĢılığındaki ifadeler 

birbirinden farklıdır. Ölçeklerde yer alan ifadelere dikkatli ve samimi cevaplar 

vermeniz araĢtırmanın doğru ve gerçekçi sonuçlar üretmesi bakımından son derece 

önemlidir. Toplanan veriler kesinlikle araĢtırma amacı dıĢında kullanılmayacaktır. 

AraĢtırmaya vermiĢ olduğunuz katkı ve destekten dolayı teĢekkürlerimi ve 

saygılarımı sunarım.  

 

GülĢah Kızkapan Döğer 

ODTÜ Eğitim Bilimleri Fakültesi 

Eğitim Yönetimi ve Planlama Programı   
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1. KiĢisel Bilgi Formu 

1-Cinsiyetiniz:  

Kadın ( ) Erkek ( )  

2-YaĢınız: … 

3-Medeni Durum:  

Evli ( ) Bekar ( ) 

4- Çocuğunuz var mı?  

Var ( ) Yok ( ) Cevabını ―Var‖ ise sayısını belirtiniz: … 

5-Öğrenim Durumu: Önlisans ( ) Lisans ( ) Yüksek Lisans ( ) Doktora ( )   

6- Lisans derecenizi aldığınız Bölüm, Fakülte ve yılı belirtiniz………………………. 

7- Yüksek lisans dereceniz varsa lütfen aldığınız programı ve yılı belirtiniz………… 

8- Doktora dereceniz varsa lütfen aldığınız programı ve yılı belirtiniz……….……… 

9-BranĢınız: ………………………………  

10- ÇalıĢtığınız Okul Kademesi: Ġlkokul ( ) Ortaokul ( ) 

11- ġu an çalıĢtığınız okulda kaç yıldır çalıĢıyorsunuz?  

12- Toplam kaç yıldır öğretmenlik yapıyorsunuz? 

13- Ġdari göreviniz var mı? Daha önce idari görevde bulundunuz mu? 

14- Okulunuzun bulunduğu ilçe 
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2. Psikolojik Sermaye Ölçeği 

Lütfen aĢağıda yer alan ifadeleri dikkatlice okuyarak, kendinizi hangi düzeyde 

tanımlıyorsanız o seçeneği iĢaretleyiniz. Her ifadeye, 1 (Tamamen katılıyorum), 2 

(Çoğunlukla katılıyorum),  3 (Kararsızım), 4 (Az katılıyorum) ve 5 (Hiç 

katılmıyorum) Ģeklinde puan vererek yanıtlayınız.  Sayılar ve ifadeler diğer 

ölçeklerle farklılık göstermektedir. 

1 

Özyeterlik  

Yaptığım islerin tüm aĢamalarında kendimden eminimdir. 1 2 3 4 5 

2 Kendime güvenirim. 1 2 3 4 5 

3 BaĢarı için yapmam gerekeni biliyorum. 1 2 3 4 5 

4 Beni zorlayan islerde kimden yardım alacağımı bilirim. 1 2 3 4 5 

5 

Ġyimserlik  

Hayat dolu bir insanımdır. 1 2 3 4 5 

6 Enerji doluyum. 1 2 3 4 5 

7 Hayat güzeldir. 1 2 3 4 5 

8 Güler yüzlüyüm. 1 2 3 4 5 

9 Toplumla iç içe yasamak bana huzur veriyor. 1 2 3 4 5 

10 

Güven  

Mesleki sorumluluklarımın farkındayım. 1 2 3 4 5 

11 Öğrencilerimin sorunlarını çözmekte istekliyim. 1 2 3 4 5 

12 Mesleğimde güvenilir birisi olduğumu söylerler. 1 2 3 4 5 

13 Yaptığım her iĢ için hesap verebilirim. 1 2 3 4 5 

14 

DıĢa Dönüklük  

Mesleğimle ilgili konularda istenirse bir grubu bilgilendiririm 1 2 3 4 5 

15 
Okulumun bir problemi olduğunda çözüm için gerekirse tüm mercilerle 

görüĢürüm. 
1 2 3 4 5 

16 Okulum için yeni fikirler geliĢtiririm. 1 2 3 4 5 

17 Mesleki konularda kurumumu temsil edebilirim. 1 2 3 4 5 

18 ÇalıĢma hayatımda Ģeffaf olmayı tercih ederim. 1 2 3 4 5 

19 

Psikolojik 

Dayanıklılık  

Öğrencilerimin eğitimi için çevredeki olumsuzluklarla mücadele 

ederim. 
1 2 3 4 5 

20 Kurumumdaki bir sorun için yapıcı katkılar sağlarım. 1 2 3 4 5 

21 Beklenmedik sorunlara çözümler geliĢtirebilirim. 1 2 3 4 5 

22 Zorluklar mücadele azmimi arttırır. 1 2 3 4 5 

 23 Güçlükler karsısında mücadele ederim. 1 2 3 4 5 

24 

Umut  

YaĢadığım problemler beni olgunlaĢtırır. 1 2 3 4 5 

25 Mesleğimi icra ederken aynı anda birçok isin üstesinden gelirim. 1 2 3 4 5 

26 
Öğretmenlik hayatımda karĢılaĢabileceğim problemlerle bir Ģekilde baĢ 

edebilirim. 
1 2 3 4 5 
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3. Stresle BaĢa Çıkma Yöntemleri Ölçeği 

Lütfen aĢağıda yer alan ifadeleri dikkatlice okuyarak, kendinizi hangi düzeyde 

tanımlıyorsanız o seçeneği iĢaretleyiniz. Her ifadeye, 1 (Hiçbir zaman), 2 (Nadiren), 

3 (Bazen), 4 (Çoğunlukla) ve 5 (Her zaman) Ģeklinde puan vererek yanıtlayınız.  

Sayılar ve ifadeler diğer ölçeklerle farklılık göstermektedir. 

Ölçek Maddeleri  Boyutlar      

Sorunlarla baĢa çıkmak için farklı yollar düĢünürüm. 

Mantıksal analiz 

1 2 3 4 5 

Sorunlara dıĢarıdan bakmaya ve objektif olmaya çalıĢırım. 1 2 3 4 5 

Söylediklerimde ve yaptıklarımda aklımı izlerim. 1 2 3 4 5 

Olaylardan ders almaya çalıĢırım. 1 2 3 4 5 

Olayların nasıl sonuçlanacağını tahmin etmeye çalıĢırım. 1 2 3 4 5 

Ġnsanların benden beklediklerini anlamaya çalıĢırım. 1 2 3 4 5 

Kendimi daha iyi hissetmek için kendi kendimi motive ederim 

Pozitif 

değerlendirme 

1 2 3 4 5 

Hayatta her zaman daha kötüsünün de olabileceğini düĢünürüm. 1 2 3 4 5 

Olayların iyi tarafını görmeye çalıĢırım. 1 2 3 4 5 

Benzer problemlere sahip insanlardan, daha iyi durumda olduğumu 

düĢünürüm. 

1 2 3 4 5 

Kendime her Ģeyin daha iyi olacağını söylerim. 1 2 3 4 5 

YaĢadığım sorunların hayatımı olumlu olarak değiĢtireceğini 

düĢünürüm. 

1 2 3 4 5 

Sorunlar hakkında eĢim ya da diğer akrabalarımla konuĢurum. 

Destek  

arama 

1 2 3 4 5 

Sorunlar hakkında bir arkadaĢımla konuĢurum. 1 2 3 4 5 

Sorunlarla ilgili olarak profesyonel birinden yardım alırım (doktor, 

avukat…). 

1 2 3 4 5 

Benzer problemler yaĢamıĢ kiĢi ya da gruplardan yardım alırım. 1 2 3 4 5 

KarĢılaĢtığım sorunlarla ilgili daha fazla bilgi edinmek için 

çalıĢırım. 

1 2 3 4 5 

Zorlukların üstesinden gelmek için dua ederim. 1 2 3 4 5 

Bir plan yapar ve onu izlerim. 

Problem çözme 

1 2 3 4 5 

Yapılması gerekenleri bilir ve onları yapmak için çok çalıĢırım. 1 2 3 4 5 

Ne istediğime karar verir ve istediğimi gerçekleĢtirmek için 

çalıĢırım. 

1 2 3 4 5 

Sorunları çözmek için birden fazla bakıĢ açısı geliĢtiririm. 1 2 3 4 5 

Kendimi sürekli geliĢtirmeye çalıĢırım. 1 2 3 4 5 

Sorunları çözerken acele etmeden yavaĢ yavaĢ ilerlerim. 1 2 3 4 5 
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4. Öğretmen ĠĢ Performansı Ölçeği 

Lütfen aĢağıda yer alan ifadeleri dikkatlice okuyarak, kendinizi hangi düzeyde 

tanımlıyorsanız o seçeneği iĢaretleyiniz. Her ifadeye, 1 (Hiçbir zaman), 2 (Nadiren), 

3 (Bazen), 4 (Çoğunlukla) ve 5 (Her zaman) Ģeklinde puan vererek yanıtlayınız. 

Sayılar ve ifadeler diğer ölçeklerle farklılık göstermektedir. 

 
Ölçek Maddeleri       
Mesleki sorumluluklarımı zamanında yerine getiririm.   1 2 3 4 5 

Öğretim sürecinde dersimin amaçlarını gerçekleĢtiririm. 1 2 3 4 5 

Derse hazırlıklı girerim. 1 2 3 4 5 

Öğrencilerime branĢımla ilgili ihtiyaç duydukları rehberlik hizmetini sunarım. 1 2 3 4 5 

Derste her öğrencinin öğrenebileceği bir ortam yaratırım. 1 2 3 4 5 

Mesleki geliĢimime önem veririm. 1 2 3 4 5 

Etkili sınıf yönetimi becerileri sergilerim. 1 2 3 4 5 

Mesleki değerlere uygun davranırım. 1 2 3 4 5 

Öğrencilerimi bütün yönleri ile tanımaya gayret ederim. 1 2 3 4 5 

Ders planlarımı alanımın öğretim programına uygun olarak hazırlarım. 1 2 3 4 5 

Tutum ve davranıĢlarımla öğrencilerime olumlu rol model olurum. 1 2 3 4 5 

Ölçme ve değerlendirmeyi adil olarak yaparım. 1 2 3 4 5 

Ölçme ve değerlendirme sonuçlarına göre öğrencilerime dönüt veririm. 1 2 3 4 5 

Ölçme ve değerlendirme sonuçlarına göre öğretme ve öğrenme süreçlerini yeniden düzenlerim. 1 2 3 4 5 

Alanıma ve öğrencilerimin geliĢim özelliklerine uygun ölçme değerlendirme araçları kullanırım. 1 2 3 4 5 

Öğrencilerimin öğrenme süreçlerine aktif katılımını sağlarım. 1 2 3 4 5 

Zorunlu görevlerim dıĢında gönüllü olarak okulum adına sorumluluk alırım. 1 2 3 4 5 

MeslektaĢlarımla bilgi ve deneyimlerimi paylaĢırım. 1 2 3 4 5 

Okulumda yaĢanabilecek sorunları öngörerek gerekli tedbirlerin alınmasını sağlarım.   1 2 3 4 5 

Okuluma yeni atanan öğretmenlerin okula uyumuna destek olurum. 1 2 3 4 5 

Okulumun sorunlarını çözme adına yapıcı öneriler sunarım. 1 2 3 4 5 

Okulda ders saatlerim dıĢında öğrencilerime zaman ayırırım.  1 2 3 4 5 

Okul saatleri dıĢında öğrencilerime zaman ayırırım. 1 2 3 4 5 

Eğitim öğretim faaliyetlerinde ailelerle iĢ birliği yaparım.  1 2 3 4 5 

KiĢisel iliĢkilerimi kullanarak okula maddi kaynak sağlamaya çabalarım.   1 2 3 4 5 

KoĢullar ne olursa olsun iĢimi en iyi Ģekilde yapmaya gayret ederim. 1 2 3 4 5 

Eğitim sisteminde yapılan değiĢikliklere kolaylıkla uyum sağlarım. 1 2 3 4 5 

Mesleki zorluklara karĢı dirençliyimdir. 1 2 3 4 5 

Okulumda meydana gelen acil durumlarda soğukkanlı davranırım. 1 2 3 4 5 

Okulumu çevreleyen coğrafi koĢullardan etkilenmeden iĢimi en iyi Ģekilde yapmaya gayret 
ederim. 

1 2 3 4 5 

Okulumu çevreleyen kültürel koĢullardan etkilenmeden iĢimi en iyi Ģekilde yapmaya gayret 
ederim.  

1 2 3 4 5 

Farklı kültürlerden meslektaĢlarımla uyumlu bir Ģekilde çalıĢırım. 1 2 3 4 5 

Yeni atandığım bir okulun fiziksel koĢullarına kolaylıkla ayak uydururum. 1 2 3 4 5 

Mesleki bilgi ve deneyimim sayesinde isabetli kararlar veririm.   1 2 3 4 5 

Dersimin amaçları değiĢtiğinde yeni amaçlara kolaylıkla uyum sağlarım.  1 2 3 4 5 

Mesleki stresin üstesinden gelirim.  1 2 3 4 5 

Aynı anda birden fazla karar vermem gerektiğinde soğukkanlılığımı korurum.   1 2 3 4 5 
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B. PERMISSION TO USE QUESTIONNAIRES 

Psychological Capital Scale 

 

The Stress Coping Methods Scale  
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The Teacher Job Performance Scale 
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C. APPROVAL OF THE METU HUMAN SUBJECTS ETHICS COMMITTEE 
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D. PERMISSION OF NATIONAL EDUCATION 
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E. INFORMED CONSENT FORM 
 

 

 

AraĢtırmaya Gönüllü Katılım Formu  

 

Bu araĢtırma, ODTÜ Eğitim Bilimleri Bölümü Yüksek Lisans öğrencisi GülĢah Kızkapan 

Döğer tarafından Doç. Dr. Gökçe Gökalp danıĢmanlığındaki yüksek lisans tezi kapsamında 

yürütülmektedir. Bu form sizi araĢtırma koĢulları hakkında bilgilendirmek için hazırlanmıĢtır. 

ÇalıĢmanın Amacı Nedir? ÇalıĢmanın amacı, devlet okullarında çalıĢan öğretmenlerin 

psikolojik sermaye algıları, stresle baĢa çıkma stratejileri ve iĢ performansları arasındaki iliĢkiyi 

incelemektir. 

Bize Nasıl Yardımcı Olmanızı Ġsteyeceğiz? AraĢtırmaya katılmayı kabul ederseniz, sizden 

beklenen, online olarak gönderilecek olan link üzerinden anket formunu yanıtlamanızdır. Bu çalıĢmaya 

katılım ortalama olarak 20 dakika sürmektedir.  

Sizden Topladığımız Bilgileri Nasıl Kullanacağız? AraĢtırmaya katılımınız tamamen 

gönüllülük temelindedir. Ankette, sizden kimlik veya kurum belirleyici hiçbir bilgi istenmemektedir. 

Cevaplarınız tamamıyla gizli tutulacak, sadece araĢtırmacılar tarafından değerlendirilecektir. 

Katılımcılardan elde edilecek bilgiler toplu halde değerlendirilecek ve bilimsel yayımlarda 

kullanılacaktır.  

Katılımınızla ilgili bilmeniz gerekenler: Soru formları, genel olarak kiĢisel rahatsızlık verecek 

sorular veya uygulamalar içermemektedir. Ġstediğiniz zaman soruları yanıtlamayı bırakabilir daha sonra 

devam edebilirsiniz.  

AraĢtırmayla ilgili daha fazla bilgi almak isterseniz: Bu çalıĢmaya katıldığınız için Ģimdiden 

teĢekkür ederiz. ÇalıĢma hakkında daha fazla bilgi almak için Eğitim Bilimleri Bölümü öğretim 

üyelerinden Doç. Dr. Gökçe Gökalp (E-posta:  ya da yüksek lisans öğrencisi 

GülĢah Kızkapan Döğer (E-posta:  ile iletiĢim kurabilirsiniz.  

 

Yukarıdaki bilgileri okudum ve bu çalışmaya tamamen gönüllü olarak katılıyorum.  

(Formu doldurup imzaladıktan sonra uygulayıcıya geri veriniz). 

 

 

Ġsim Soyad   Tarih   Ġmza    

                                                            ----/----/----- 
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F. TURKISH SUMMARY / TÜRKÇE ÖZET 

 

 

GĠRĠġ 
 

Günümüz eğitim sistemlerinde öğretmen stresi hem öğretmenlerin bireysel iyi 

oluĢunu hem de okulların etkililiğini etkileyen kritik bir olgu olarak öne çıkmaktadır. 

Öğretmen stresi, mesleki taleplerin öğretmenlerin bu taleplerle baĢa çıkma 

kapasitelerini aĢması durumunda ortaya çıkan duygusal ve fizyolojik tepkiler olarak 

tanımlanmaktadır (Kyriacou, 2001). Alanyazında öğretmenlerin yaĢadığı yüksek 

stres düzeylerinin, öğretim kalitesinde düĢüĢ, sınıf yönetiminde güçlükler ve mesleki 

bağlılıkta azalma ile iliĢkili olduğu; bunun yanı sıra tükenmiĢlik, devamsızlık ve 

meslekten ayrılma niyetlerinin daha sık rapor edildiği belirtilmektedir (Collie vd., 

2015; Redína & Erro-Garcés, 2020). Bu bulgular, stres ile öğretmen performansı 

arasında doğrudan nedensel bir iliĢki kurmaktan ziyade, günlük okul yaĢamında 

karĢılaĢılan mesleki güçlüklerle bağlantılı bir örüntüye iĢaret etmektedir. 

 

Öğretmen stresinin artmasında; yoğun iĢ yükü, idari sorumluluklar, hesap verebilirlik 

baskısı, dijital dönüĢüm süreçleri, farklılaĢan öğrenci ihtiyaçları ve değiĢen veli 

beklentileri gibi çok sayıda bağlamsal etkenin rol oynadığı vurgulanmaktadır 

(Klassen & Chiu, 2010; von der Embse vd., 2019). Öğretmenlerin diğer meslek 

gruplarına kıyasla daha yüksek düzeyde stres, yorgunluk ve kaygı bildirdikleri; hatta 

mesleğin ilk yıllarında önemli bir kısmının stres kaynaklı nedenlerle meslekten 

ayrıldığı rapor edilmektedir (Geving, 2007; Redína & Erro-Garcés, 2020). Bu durum, 

öğretmen stresini azaltan ya da etkilerini hafifleten bireysel ve bağlamsal faktörlerin 

daha ayrıntılı biçimde incelenmesini gerekli kılmaktadır. 

 

Bu bağlamda stresle baĢa çıkma stratejileri, öğretmenlerin mesleki talepleri nasıl 

yönettiklerini açıklayan önemli bir mekanizma olarak ele alınmaktadır. Problem 

çözme, destek arama ve olumlu yeniden değerlendirme gibi iĢlevsel baĢa çıkma 

stratejilerinin daha olumlu mesleki deneyimlerle iliĢkili olduğu; buna karĢılık etkisiz 



 
148 

stratejilerin stres düzeylerinin artması ve performansın düĢmesiyle birlikte seyrettiği 

belirtilmektedir (Carver & Connor-Smith, 2010). Ancak baĢa çıkma süreçlerinin 

etkililiğinin, öğretmenlerin sahip oldukları bireysel psikolojik kaynaklarla yakından 

iliĢkili olduğu da vurgulanmaktadır. 

 

Bu noktada psikolojik sermaye kavramı, öğretmenlerin stresli çalıĢma koĢulları 

altında performanslarını nasıl sürdürdüklerini anlamada önemli bir çerçeve 

sunmaktadır. Psikolojik sermaye; öz yeterlilik, umut, iyimserlik, psikolojik 

dayanıklılık, güven ve dıĢadönüklük gibi geliĢtirilebilir psikolojik kaynaklardan 

oluĢmaktadır (Luthans vd., 2007). Yüksek psikolojik sermayeye sahip öğretmenlerin, 

daha düĢük stres ve tükenmiĢlik düzeyleri bildirdikleri ve daha olumlu mesleki 

çıktılar sergiledikleri ifade edilmektedir (Erkmen & Esen, 2012; Zewude & Hercz, 

2021). Bununla birlikte, psikolojik sermayenin eğitim bağlamında ve özellikle 

öğretmen performansı ile birlikte ele alındığı çalıĢmaların sınırlı olduğu dikkat 

çekmektedir (Zewude & Hercz, 2022). 

 

Türkiye bağlamında öğretmen stresi; kalabalık sınıflar, müfredat istikrarsızlığı ve 

okullar arası kaynak farklılıkları nedeniyle daha da belirgin h le gelmektedir (Esen et 

al., 2017; OECD, 2019; TEDMEM, 2020). Bu koĢullar altında öğretmenlerin 

psikolojik sermayeleri ve stresle baĢa çıkma stratejilerinin birlikte ele alınması, 

öğretmen performansının çok boyutlu yapısının daha iyi anlaĢılmasına katkı 

sağlayabilir. Bu nedenle mevcut çalıĢma, psikolojik sermaye, stresle baĢa çıkma 

stratejileri ve öğretmen iĢ performansını bütüncül bir kuramsal çerçevede ele alarak, 

öğretmen refahını ve eğitim kalitesini desteklemeye yönelik önemli çıkarımlar 

sunmayı amaçlamaktadır. 

 

Bu çalıĢmanın amacı, öğretmenlerin psikolojik sermayeleri, stresle baĢa çıkma 

stratejileri ve iĢ performansları arasındaki iliĢkileri incelemek ve bu değiĢkenlerin 

Ankara'daki devlet ilkokul ve ortaokulları bağlamında birbirleriyle nasıl iliĢkili 

olduğunu belirlemektir. ÇalıĢma Ģu sorulara cevap bulmayı amaçlamaktadır: 

 

1. Öğretmenlerin psikolojik sermayesi ve stresle baĢa çıkma stratejileri 

öğretmenlerin iĢ performansını ne kadar iyi yordamaktadır? 
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2. Öğretmenlerin psikolojik sermayesi ve stresle baĢa çıkma stratejileri, 

öğretmen iĢ performansının bir alt boyutu olan görev performansını ne 

kadar iyi yordamaktadır? 

3. Öğretmenlerin psikolojik sermayesi ve stresle baĢa çıkma stratejileri, 

öğretmen iĢ performansının bir alt boyutu olan bağlamsal performansı ne 

kadar iyi yordamaktadır? 

4. Öğretmenlerin psikolojik sermayesi ve stresle baĢa çıkma stratejileri, 

öğretmen iĢ performansının bir alt boyutu olan uyum performansını ne 

kadar iyi yordamaktadır? 

 

Psikolojik Sermaye: Bireyin zorlayıcı görevleri baĢarabileceğine olan inancını (öz 

yeterlilik), Ģimdi ve gelecekte baĢarıya iliĢkin olumlu beklentilerini (iyimserlik), 

hedeflere ulaĢmada kararlılığını (umut) ve güçlükler karĢısında toparlanma 

kapasitesini (psikolojik dayanıklılık) içeren, geliĢtirilebilir bir psikolojik kaynaklar 

bütünüdür (Luthans vd., 2007; Rego vd., 2012). 

 

Stres: Bireyin karĢılaĢtığı taleplerin uyum kapasitesini aĢması durumunda ortaya 

çıkan ve biyolojik, fizyolojik ve psikolojik sistemlerde iĢlevsel bozulmalara yol 

açabilen bir tepki süreci olarak tanımlanmaktadır (Selye, 1974). 

 

Stresle BaĢa Çıkma Stratejileri: Bireylerin stres yaratan içsel ya da dıĢsal taleplerle 

baĢ edebilmek amacıyla kullandıkları biliĢsel, duygusal ve davranıĢsal çabaları ifade 

etmekte olup, öğretmenlik bağlamında mantıksal analiz, problem çözme, destek 

arama ve olumlu yeniden değerlendirme gibi yaklaĢım odaklı stratejiler daha iĢlevsel 

kabul edilmektedir (Lazarus & Folkman, 1984; Moos, 1993; Carver, Scheier & 

Weintraub, 1989; Koca Ballı & Kılıç, 2016). 

 

ĠĢ Stresi: ÇalıĢanların iĢ taleplerini kendi bilgi, beceri ve kaynaklarını aĢan düzeyde 

algılamaları sonucunda ortaya çıkan ve olumsuz psikolojik tepkilerle karakterize 

edilen bir süreçtir (Kyriacou, 2001; Lazarus & Folkman, 1984; WHO, 2020). 

 

ĠĢ Performansı: Bireyin belirli bir zaman diliminde örgüte katkı sağlayan görevlerini 

yerine getirmesiyle birlikte, örgütsel beklenti ve normlarla uyumlu tutum ve 
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davranıĢlarını da kapsayan çok boyutlu bir yapı olarak tanımlanmaktadır 

(Motowidlo, 2003; Öğüt & Kaplan, 2015). 
 

YÖNTEM 
 

ÇalıĢmanın tasarımı iliĢkisel araĢtırmadır. Herhangi bir müdahale olmaksızın iki 

değiĢken arasında bir iliĢki olduğunu göstermektedir (Fraenkel vd., 2012). ÇalıĢma, 

öğretmenlerin psikolojik sermaye düzeyleri, stresle baĢa çıkma stratejileri ve iĢ 

performansları arasındaki iliĢkiyi araĢtırmaktadır. 

 

Bu çalıĢmada, öğretmenlerin psikolojik sermaye düzeyleri ve stresle baĢa çıkma 

stratejileri ile alt boyutları yordayıcı değiĢkenler, iĢ performansı ve alt boyutları ise 

ölçüt değiĢken olarak ele alınmıĢtır. 

 

AraĢtırmanın evrenini, Ankara ilinin Çankaya ve Sincan ilçelerinde bulunan kamu 

ilkokul ve ortaokullarında görev yapan 7.868 öğretmen oluĢturmaktadır.  

 

Çankaya ve Sincan Ġlçeleri‘nde 125 ilkokul ve 120 ortaokul bulunmaktadır. 

Örneklem grubunun belirlenmesinde çok aĢamalı örnekleme yöntemi kullanılmıĢtır. 

Ġlk aĢamada amaçlı örnekleme ile ilçeler belirlenmiĢ, ikinci aĢamada okullar rastgele 

seçilmiĢ, üçüncü aĢamada okul ziyaretleri kolayda örnekleme yoluyla 

gerçekleĢtirilmiĢ ve son aĢamada gönüllü öğretmenlerden veri toplanmıĢtır. Veriler 8 

ilkokul ve 15 ortaokuldan toplanabilmiĢtir. ÇalıĢmaya 311 öğretmen katılmıĢ ancak 

örneklemdeki öğretmenlerin 300‘ü anketi eksiksiz doldurmuĢtur. Analiz bu 300 

katılımcının yanıtları üzerinden yapılmıĢtır. 

 

ÇalıĢmada, araĢtırmacı tarafından katılımcıların temel demografik bilgilerini 

toplamayı amaçlayan ―KiĢisel Bilgi Formu‖ hazırlanmıĢtır. Verilerin toplanmasında 

üç ölçme aracı kullanılmıĢtır. Öğretmenlerin psikolojik sermaye düzeylerini 

belirlemek amacıyla Psikolojik Sermaye Ölçeği, stresle baĢa çıkma stratejilerini 

ölçmek için Stresle BaĢa Çıkma Stratejileri Ölçeği ve son olarak öğretmen iĢ 

performansını ölçmek için Öğretmen ĠĢ Performansı Ölçeği uygulanmıĢtır. Veri 

toplama araçları Ek A‘da yer almaktadır. 



 
151 

Veri toplama sürecine baĢlamadan önce, çalıĢmada kullanılacak veri toplama araçları 

için gerekli izinler alındı (Ek B). Ardından, Orta Doğu Teknik Üniversitesi Ġnsan 

Kaynakları Etik Kurulu'ndan etik izin (Ek C) ve Milli Eğitim Bakanlığı'ndan 

araĢtırma uygulama izni (Ek D) alındı. 
 

Ġzinler alındıktan sonra, veriler Mayıs ve Haziran 2025'te toplandı. Çankaya ve 

Sincan'daki okullara gerekli bilgiler verildi ve ziyaretler için randevular ayarlandı. 

Ancak, sadece 23 okul (8 ilkokul, 15 ortaokul) çalıĢmaya katılmaya olumlu yanıt 

verdi ve okullar araĢtırmacı tarafından ziyaret edildi. Okul müdürlerine ve müdür 

yardımcılarına çalıĢmanın amacı açıklandı ve okul gruplarına gönderilmek üzere 

Google Formlar kullanılarak hazırlanan veri toplama araçları paylaĢıldı.  
 

Ölçeklerin yapı geçerliliği IBM AMOS programı kullanılarak doğrulayıcı faktör 

analizi ile değerlendirilmiĢtir. Öğretmenlerden toplanan veriler SPSS 27.0 

programında analiz edilmiĢtir. Betimsel istatistikler ile değiĢkenlerin ortalama ve 

dağılım özellikleri incelenmiĢ; Pearson korelasyon analizi ile değiĢkenler arasındaki 

iliĢkiler belirlenmiĢ; hiyerarĢik çoklu regresyon analizi ile psikolojik sermaye ve 

stresle baĢa çıkma stratejilerinin iĢ performansı üzerindeki yordayıcı rolleri test 

edilmiĢtir. Ölçek ve alt ölçeklerin çarpıklık ve basıklık değerleri 3.68 to 4.35, 

arasında bulunmuĢtur. Verilerin normal dağılım varsayımını karĢıladığı 

belirlendikten sonra, değiĢkenler arasındaki iliĢkilerin incelenmesi amacıyla Pearson 

korelasyon katsayısı hesaplanmıĢtır. Ardından hiyerarĢik regresyon analizinin temel 

varsayımları olan bağımsız gözlemler varsayımı, kalıntı normalliği varsayımı, 

homoskedastisite ve çoklu doğrusallık varsayımları test edilmiĢtir. Yapılan 

incelemeler sonucunda bu varsayımların hiçbirinin ihlal edilmediği görülmüĢtür. 

Ardından araĢtırma sorularını yanıtlamak için hiyerarĢik çoklu regresyon analizi 

yapılmıĢtır.   
 

BULGULAR 
 

Birinci AraĢtırma Sorusunun Bulguları 
 

Bu araĢtırma sorusu kapsamında öğretmenlerin iĢ performansı bağımlı değiĢken 

olarak ele alınmıĢtır. HiyerarĢik çoklu regresyon analizinin birinci modelinde, 
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demografik değiĢkenler (mesleki deneyim, cinsiyet ve okulun bulunduğu ilçe d hil 

olmak üzere) bağımsız değiĢkenler olarak modele d hil edilmiĢtir. Model 1‘in 

istatistiksel olarak anlamlı olduğu görülmüĢtür (F (7, 291) = 2.32, p <.05) ve bu 

model öğretmenlerin iĢ performansına iliĢkin algılarındaki varyansın %5,4‘ünü 

açıklamıĢtır (R² = .054). Bu modelde mesleki deneyim (β = .103, p <.05), cinsiyet (β 

= −.119, p < .05) ve okulun bulunduğu ilçe (β = −.155, p < .05) iĢ performansını 

anlamlı biçimde yordayan demografik değiĢkenler olarak öne çıkmıĢtır. 
 

Analizin ikinci modelinde, psikolojik sermayenin alt boyutları (öz yeterlilik, 

iyimserlik, güven, dıĢadönüklük, psikolojik dayanıklılık ve umut) ile stresle baĢa 

çıkma stratejilerinin alt boyutları (mantıksal analiz, olumlu yeniden değerlendirme, 

destek arama ve problem çözme) modele eklenmiĢtir. Model 2‘nin de istatistiksel 

olarak anlamlı olduğu belirlenmiĢtir (F (17, 283) ≈ 61.20, p <.05). Bu model, 

öğretmenlerin iĢ performansına iliĢkin algılarındaki varyansın %78,6‘sını açıklamıĢ 

ve demografik değiĢkenlerin ötesinde modele eklenen psikolojik sermaye ve stresle 

baĢa çıkma değiĢkenlerinin varyansı %73,3 oranında artırdığı görülmüĢtür (ΔR² = 

.733, ΔF (10, 281) = 96.39, p <.001). Model 2‘de psikolojik sermaye alt boyutları 

incelendiğinde, umut değiĢkeninin iĢ performansını pozitif yönde ve anlamlı biçimde 

yordadığı (β = .089, p <.05), buna karĢılık dıĢadönüklük boyutunun iĢ performansı ile 

negatif ve anlamlı bir iliĢki gösterdiği (β = −.112, p <.05) belirlenmiĢtir. Bu bulgu, 

daha yüksek umut düzeyine sahip öğretmenlerin iĢ performanslarını daha olumlu 

algıladıklarını; dıĢadönüklük düzeyi arttıkça ise iĢ performansı algısının azaldığını 

göstermektedir. Stresle baĢa çıkma stratejileri açısından bakıldığında, mantıksal 

analiz (β = .422, p <.001), problem çözme (β = .293, p <.001) ve olumlu 

değerlendirme (β = .225, p <.001) stratejilerinin iĢ performansını en güçlü biçimde 

yordayan değiĢkenler olduğu görülmüĢtür. Bu sonuçlar, mantıklı, çözüm odaklı ve 

olumlu biliĢsel değerlendirmelere dayalı baĢa çıkma stratejilerini kullanan 

öğretmenlerin daha yüksek düzeyde iĢ performansı sergilediklerini ortaya 

koymaktadır. 
 

Ġkinci AraĢtırma Sorusunun Bulguları 
 

Ġkinci araĢtırma sorusunda, öğretmenlerin psikolojik sermaye düzeyleri ve stresle 

baĢa çıkma stratejilerinin görev performansını ne ölçüde yordadığı incelenmiĢtir. 
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Görev performansı, öğretmenlerin ders planlama, öğretim sürecini yürütme ve sınıf 

yönetimi gibi temel mesleki sorumluluklarını yerine getirme düzeylerini 

kapsamaktadır. 
 

Psikolojik sermaye değiĢkenleri arasında, dıĢadönüklük (β = .097, t = 1.628, p < .10) 

görev performansını olumlu yönde tahmin ederken, iyimserlik (β = −.070, t = 

−1.746, p < .10) olumsuz ve anlamlı bir Ģekilde katkıda bulunmuĢtur. Analiz 

sonuçları, görev performansının yordanmasında stresle baĢa çıkma stratejilerinin 

belirleyici bir rol oynadığını ortaya koymuĢtur. Özellikle mantıksal analiz (β = .440, t 

= 6.825, p <.001), olumlu değerlendirme (β = .286, t = 4.625, p <.001) ve problem 

çözme (β = .215, t = 3.220, p <.01) stratejilerinin görev performansı üzerinde anlamlı 

ve güçlü yordayıcılar olduğu belirlenmiĢtir. Buna karĢılık psikolojik sermaye alt 

boyutlarının görev performansı üzerindeki doğrudan etkilerinin sınırlı kaldığı; stresle 

baĢa çıkma stratejileri modele d hil edildiğinde bu etkilerin büyük ölçüde 

anlamlılığını yitirdiği görülmüĢtür. Bu durum, görev performansının daha çok 

öğretmenlerin günlük sınıf içi sorunlara yönelik biliĢsel ve çözüm odaklı 

yaklaĢımlarıyla iliĢkili olduğunu düĢündürmektedir. 
 

Üçüncü AraĢtırma Sorusunun Bulguları 
 

Üçüncü araĢtırma sorusu kapsamında, psikolojik sermaye ve stresle baĢa çıkma 

stratejilerinin bağlamsal performansı ne ölçüde yordadığı ele alınmıĢtır. Bağlamsal 

performans; öğretmenlerin okul iklimine katkı sağlayan, gönüllülük esasına dayalı, iĢ 

birliğini ve örgütsel uyumu destekleyen davranıĢlarını içermektedir. 
 

Psikolojik sermaye değiĢkenleri arasında, psikolojik dayanıklılık (β = .214, t = 2,984, 

p <.01) pozitif ve anlamlı bir öngörücü iken, umut (β = –.209, t = –3,509, p <.001) 

anlamlı bir negatif etkiye sahiptir. Bu bulgu, baĢlangıçtaki beklentilerle tam olarak 

örtüĢmesede, daha yüksek umut düzeyine sahip öğretmenlerin, anlık bağlamsal 

taleplere yanıt vermeye daha az eğilimli olabileceğini ve bunun yerine uzun vadeli 

hedeflere öncelik verebileceğini düĢündürmektedir. 

 

Bulgular, bağlamsal performansın yordanmasında mantıksal analiz (β = .378, t = 

4.906, p <.001) ve problem çözme (β = .298, t = 3.739, p <.001) boyutlarının öne 
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çıktığını göstermektedir. Bu stratejileri daha sık kullanan öğretmenlerin, okul 

ortamında iĢ birliğine daha açık oldukları ve bağlamsal performans düzeylerinin daha 

yüksek olduğu belirlenmiĢtir. 

 

Dördüncü AraĢtırma Sorusunun Bulguları 

 

Dördüncü ve son araĢtırma sorusunda, öğretmenlerin psikolojik sermaye düzeyleri ve 

stresle baĢa çıkma stratejilerinin uyarlanabilir performansı ne ölçüde yordadığı 

incelenmiĢtir. Uyarlanabilir performans, öğretmenlerin değiĢen koĢullara uyum 

sağlama, yeniliklere açık olma ve beklenmedik durumlar karĢısında esnek 

davranabilme kapasitelerini ifade etmektedir. 

 

Psikolojik sermaye alt boyutlarından hiçbiri p <.05 düzeyinde anlamlı olmasa da, 

iyimserlik (β = −.070, t = −1.709, p <.10) ve dıĢa dönüklük (β =.090, t = 1.472, p 

<.10) anlamlılığa doğru bir eğilim göstermiĢtir. Stresle baĢa çıkma stratejileri 

arasında, mantıksal analiz (β = .423, t = 6.372, p < .001) uyarlanabilir performansın 

en güçlü belirleyicisiydi; problem çözme (β = .297, t = 4.319, p < .001) ve olumlu 

değerlendirme (β = .224, t = 3.536, p < .001) de uyarlanabilir performansa önemli 

ölçüde katkıda bulundu. 

 

Analiz sonuçları, uyarlanabilir performansın özellikle problem çözme ve mantıksal 

analiz stratejileriyle anlamlı biçimde iliĢkili olduğunu göstermektedir. Bu stratejileri 

kullanan öğretmenlerin, değiĢen eğitim koĢullarına ve sınıf içi belirsizliklere daha 

kolay uyum sağladıkları belirlenmiĢtir. Bu bulgu, uyarlanabilir performansın 

doğrudan psikolojik sermayeden ziyade, öğretmenlerin stresli ve belirsiz durumlarda 

aktif ve çözüm odaklı baĢa çıkma becerileriyle Ģekillendiğine iĢaret etmektedir. 

 

TARTIġMA 

 

Bu çalıĢmanın ilk araĢtırma sorusu, öğretmenlerin psikolojik sermayesi ile stresle 

baĢa çıkma stratejilerinin iĢ performansını ne ölçüde yordadığını incelemeyi 

amaçlamıĢtır. Bulgular, her iki değiĢken grubunun da öğretmen iĢ performansını 

anlamlı düzeyde açıkladığını, ancak baĢa çıkma stratejilerinin psikolojik sermayeye 
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kıyasla daha güçlü bir yordayıcı olduğunu ortaya koymuĢtur. Psikolojik değiĢkenler 

modele dahil edilmeden önce incelenen demografik faktörler arasında mesleki 

deneyim, cinsiyet ve okul bölgesinin iĢ performansını anlamlı biçimde etkilediği 

belirlenmiĢtir. Mesleki deneyimin olumlu etkisi, deneyimli öğretmenlerin sınıf 

yönetimi, öğrenci iliĢkileri ve stresli durumlarla baĢa çıkma konularında daha yetkin 

olduklarını ortaya koyan önceki çalıĢmalarla örtüĢmektedir (Day & Gu, 2014; 

Klassen & Chiu, 2010). 

 

Psikolojik sermayenin alt boyutları incelendiğinde, umut iĢ performansının en güçlü 

pozitif yordayıcısı olarak öne çıkarken, dıĢa dönüklük performansla negatif yönde 

iliĢkili bulunmuĢtur. Umudun olumlu etkisi, hedef belirleme, alternatif yollar 

geliĢtirme ve engeller karĢısında kararlılık gösterme gibi özelliklerin öğretmen 

performansını desteklediğini ileri süren psikolojik sermaye literatürüyle uyumludur 

(Luthans, Youssef, & Avolio, 2007). Buna karĢılık, dıĢa dönüklüğün negatif etkisi, 

aĢırı sosyalliğin öğretim görevlerinin gerektirdiği sürekli dikkat ve odaklanmayı 

zayıflatabileceği yönündeki bulgularla açıklanabilir (Skaalvik & Skaalvik, 2017). 

Genel olarak, psikolojik sermayenin iĢ performansı üzerindeki etkisinin sınırlı ve 

çoğunlukla dolaylı olduğu, özellikle baĢa çıkma süreçleri aracılığıyla performansı 

desteklediği görülmektedir (Luthans et al., 2007; Rabenu et al., 2017; Yeni & Sezici, 

2022). 

 

BaĢa çıkma stratejileri açısından, mantıksal analiz, olumlu değerlendirme ve problem 

çözme, iĢ performansının en güçlü belirleyicileri olarak belirlenmiĢtir. Bu bulgu, 

problem odaklı baĢa çıkma stratejilerinin iĢ ile iliĢkili çıktıları iyileĢtirdiğini gösteren 

uluslararası çalıĢmalarla tutarlıdır (Carver & Connor-Smith, 2010; Herman et al., 

2020; Keller et al., 2020).  

 

Bu çalıĢmanın ikinci araĢtırma sorusu, Öğretmenlerin psikolojik sermayesi ile stresle 

baĢa çıkma stratejilerinin, öğretmen iĢ performansının bir alt boyutu olan görev 

performansını ne ölçüde yordadığını incelemeyi amaçlamıĢtır. Bulgular, demografik 

değiĢkenlerin görev performansındaki varyansın yalnızca sınırlı bir bölümünü 

açıkladığını; bu değiĢkenler arasında mesleki deneyim, cinsiyet ve okul bölgesinin 

anlamlı yordayıcılar olarak öne çıktığını göstermiĢtir. Mesleki deneyimin görev 
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performansı üzerindeki olumlu etkisi, deneyimli öğretmenlerin sınıf yönetimi 

becerilerinin daha geliĢmiĢ olması ve öğretim süreçlerinde daha yüksek öz güven 

sergilemeleriyle açıklanmakta olup, bu sonuç literatürle tutarlıdır (Day & Gu, 2014; 

Klassen & Chiu, 2010). 

 

Psikolojik sermaye alt boyutları incelendiğinde, dıĢa dönüklüğün görev performansı 

ile zayıf düzeyde pozitif bir iliĢki gösterdiği; buna karĢılık iyimserliğin marjinal 

düzeyde negatif bir iliĢki sergilediği belirlenmiĢtir. DıĢa dönük öğretmenlerin sosyal, 

enerjik ve etkileĢime açık yapılarının, öğretim sorumluluklarını yerine getirme 

konusunda proaktif davranıĢları destekleyebileceği belirtilmektedir (Judge et al., 

2002). Ancak iyimserliğin negatif yönlü iliĢkisi, gerçekçi değerlendirme ve aktif baĢa 

çıkma stratejileriyle desteklenmeyen aĢırı iyimser beklentilerin, öğretim görevlerinin 

gerektirdiği dikkat ve özen düzeyini azaltabileceğine iĢaret etmektedir. Nitekim 

önceki çalıĢmalar, temelsiz veya gerçekçi olmayan iyimserliğin, özellikle yüksek 

talepli iĢ bağlamlarında görev odaklılık ve uyum süreçlerini zayıflatabileceğini 

göstermektedir (Carver & Scheier, 2002; Schneider, 2001; Skaalvik & Skaalvik, 

2017). Diğer psikolojik sermaye bileĢenlerinin (öz yeterlilik, güven, psikolojik 

dayanıklılık ve umut) baĢa çıkma stratejileri kontrol edildiğinde anlamlı yordayıcılar 

olarak ortaya çıkmaması, psikolojik sermayenin görev performansı üzerindeki 

etkisinin doğrudan değil, dolaylı yollarla iĢlediğine iĢaret etmektedir. Bu bulgu, 

psikolojik sermayenin performansı kolaylaĢtıran bir kaynak olarak, özellikle stresle 

baĢa çıkma süreçleri aracılığıyla etkili olduğunu vurgulayan çalıĢmalarla 

örtüĢmektedir (Avey et al., 2009; Rabenu et al., 2017). 

 

Görev performansı açısından en güçlü ve etkili yordayıcıların stresle baĢa çıkma 

stratejileri olduğu görülmüĢtür. Özellikle mantıksal analiz, olumlu değerlendirme ve 

problem çözme stratejilerini kullanan öğretmenlerin, sınıf planlaması, akademik 

görevlerin yürütülmesi ve öğrenme sürecinin yönetimi gibi alanlarda daha baĢarılı 

oldukları belirlenmiĢtir. Bu sonuç, problem odaklı baĢa çıkma stratejilerinin öğretim 

etkililiğini artırdığını gösteren çalıĢmalarla tutarlıdır (Collie, 2021). BaĢa çıkma 

kuramına göre, problem çözme ve olumlu değerlendirme, bireyin stresli durumu 

algılama biçimini değiĢtirerek daha uyumlu davranıĢsal tepkiler geliĢtirmesini 

desteklemektedir (Carver et al., 1989; Herman et al., 2020). Benzer Ģekilde, 
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öğretmenlerle yürütülen güncel araĢtırmalar, mantıksal analiz ve problem çözme gibi 

stratejilerin psikolojik dayanıklılığı ve öznel iyi oluĢu artırarak görev performansını 

dolaylı biçimde desteklediğini ortaya koymaktadır (Bıdık, 2024). 

 

Bu çalıĢmanın üçüncü araĢtırma sorusu, öğretmenlerin psikolojik sermayesi ile 

stresle baĢa çıkma stratejilerinin, öğretmen iĢ performansının bir alt boyutu olan 

bağlamsal performansı ne ölçüde yordadığını incelemeyi amaçlamıĢtır. Bulgular, 

demografik değiĢkenler arasında özellikle cinsiyet ve okul bölgesinin bağlamsal 

performans üzerinde anlamlı yordayıcılar olarak öne çıktığını göstermiĢtir.  

 

Psikolojik sermaye alt boyutları incelendiğinde, psikolojik dayanıklılık (resilience) 

bağlamsal performansın pozitif ve anlamlı bir yordayıcısı olarak öne çıkmıĢtır. Bu 

sonuç, dayanıklı öğretmenlerin stresli durumlarla daha etkili baĢa çıkabildiğini, 

motivasyonlarını koruyabildiğini ve zorlayıcı koĢullar altında dahi öğretim 

uygulamalarını sürdürebildiğini gösteren literatürle uyumludur (Le Cornu, 2009; 

Tait, 2008). Psikolojik dayanıklılık, öğretmenlerin mesleki güçlüklerden sonra 

toparlanmalarını ve sınıf içi ve okul geneli taleplere uyum sağlamalarını mümkün 

kılan koruyucu bir kaynak olarak değerlendirilmektedir (Hobfoll, 2002; Mansfield et 

al., 2012). Bu yönüyle dayanıklılık, öğretmenlerin ısrarcı, iĢ birliğine açık ve yapıcı 

örgütsel davranıĢlar sergilemesini destekleyerek bağlamsal performansı 

artırmaktadır. 

 

Buna karĢılık, umut değiĢkeninin bağlamsal performansla negatif yönde anlamlı bir 

iliĢki göstermesi, pozitif psikoloji literatüründeki baskın varsayımlarla çeliĢmektedir 

(Snyder, 2002; Luthans et al., 2007). Bu durum, aĢırı iyimser ve geleceğe aĢırı odaklı 

bireylerin, özellikle yüksek baskı altındaki eğitim ortamlarında mevcut sınırlılıkları 

göz ardı ederek gerçekçi olmayan hedefler belirleyebileceği Ģeklinde yorumlanabilir. 

Nitekim önceki çalıĢmalar, umut ve iyimserliğin performansı destekleyebilmesi için 

etkili planlama ve öz düzenleme süreçleriyle birlikte iĢlemesi gerektiğini 

vurgulamaktadır (Stajkovic & Luthans, 1998). Bu tür yapılandırıcı mekanizmalar 

olmaksızın umut, görev ve bağlam taleplerine odaklanmayı zayıflatabilir ve 

performansı olumsuz yönde etkileyebilir (Skaalvik & Skaalvik, 2017). 
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BaĢa çıkma stratejileri açısından değerlendirildiğinde, mantıksal analiz ve problem 

çözme stratejilerinin bağlamsal performansın en güçlü yordayıcıları olduğu 

belirlenmiĢtir. Bu stratejileri kullanan öğretmenlerin, okul topluluğu içinde daha 

uyumlu, yapıcı ve iĢ birliğine dayalı davranıĢlar sergiledikleri görülmektedir. Bu 

bulgu, baĢa çıkma becerilerinin sosyal etkileĢimleri ve rol ötesi davranıĢları 

desteklediğini ortaya koyan çalıĢmalarla örtüĢmektedir (Montgomery & Rupp, 

2005). Genel olarak, sonuçlar bağlamsal performansın yalnızca bireysel kiĢilik 

özellikleriyle değil, psikolojik dayanıklılık ve biliĢsel olarak yönlendirilen baĢa 

çıkma stratejileriyle güçlü biçimde iliĢkili olduğunu göstermektedir. 
 

Bu çalıĢmanın son araĢtırma sorusu, öğretmenlerin psikolojik sermayesi ile stresle 

baĢa çıkma stratejilerinin, öğretmen iĢ performansının önemli bir alt boyutu olan 

uyarlanabilir performansı ne ölçüde yordadığını incelemeyi amaçlamıĢtır. Bulgular, 

hem psikolojik sermaye hem de stresle baĢa çıkma stratejilerinin uyarlanabilir 

performansın yordanmasına anlamlı katkı sağladığını; ancak baĢa çıkma 

stratejilerinin açıklayıcı gücünün daha yüksek olduğunu ortaya koymuĢtur. 

Demografik değiĢkenler arasında cinsiyet ve okul bölgesi, uyarlanabilir performans 

üzerinde anlamlı yordayıcılar olarak belirlenmiĢtir. 
 

Psikolojik sermaye alt boyutları incelendiğinde, hiçbir alt boyutun p < .05 düzeyinde 

anlamlı yordayıcı olarak ortaya çıkmadığı; ancak iyimserlik ve dıĢa dönüklüğün 

marjinal düzeyde anlamlılığa yaklaĢtığı görülmüĢtür. Bu bulgu, psikolojik 

özelliklerin uyarlanabilir performansı destekleyebilmesi için uygun baĢa çıkma 

stratejileriyle tamamlanması gerektiğini düĢündürmektedir. Özellikle gerçekçi 

değerlendirme ve etkili planlama süreçleriyle desteklenmeyen iyimserliğin, stresli ve 

hızlı değiĢen eğitim ortamlarında olası risklerin göz ardı edilmesine yol açabileceği 

belirtilmektedir (Skaalvik & Skaalvik, 2017; Stajkovic & Luthans, 1998). Benzer 

Ģekilde, dıĢa dönük öğretmenlerin enerjik ve sosyal yapıları, sınıf içi etkileĢimi 

artırabilsede, yapılandırılmıĢ problem çözme becerileri olmaksızın bu özelliklerin tek 

baĢına sürdürülebilir uyarlanabilir performans sağlaması sınırlı kalabilir (Carver et 

al., 1989; Collie, 2021). 
 

Bu noktada en dikkat çekici bulgu, stresle baĢa çıkma stratejilerinin uyarlanabilir 

performansın en güçlü yordayıcıları olarak ortaya çıkmasıdır. Özellikle mantıksal 
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analiz ve problem çözme gibi problem odaklı baĢa çıkma yaklaĢımlarını sıklıkla 

kullanan öğretmenlerin, değiĢen müfredat beklentilerine, farklılaĢan öğrenci 

ihtiyaçlarına ve geliĢen teknolojik-pedagojik taleplere daha etkili biçimde uyum 

sağladıkları belirlenmiĢtir. Bu sonuç, uyarlanabilir performansın; stresörlerin biliĢsel 

olarak değerlendirilmesi, alternatif çözümler üretilmesi ve değiĢen koĢullara yapıcı 

tepkiler verilmesiyle yakından iliĢkili olduğunu vurgulayan çalıĢmalarla 

örtüĢmektedir (Collie, 2021; Kim & Asbury, 2020). 

 

Genel olarak, bu bulgular öğretmenlerin uyarlanabilir performanslarının 

artırılmasında yalnızca psikolojik sermayenin güçlendirilmesinin yeterli olmadığını; 

bunun yanında öğretmenlere etkili, yapılandırılmıĢ ve problem odaklı stresle baĢa 

çıkma becerilerinin kazandırılmasının daha belirleyici olduğunu göstermektedir. 

 

SONUÇLAR 

 

Bu çalıĢma, öğretmenlerin psikolojik sermayeleri, stresle baĢa çıkma stratejileri ve iĢ 

performansları arasındaki iliĢkileri bütüncül bir bakıĢ açısıyla ele alarak alan yazına 

önemli katkılar sunmaktadır. Bulgular, öğretmen iĢ performansının artırılmasında 

yalnızca psikolojik kaynakların güçlendirilmesinin yeterli olmadığını; bu kaynakların 

iĢlevsel baĢa çıkma stratejileriyle desteklenmesinin kritik bir öneme sahip olduğunu 

göstermektedir. 

 

AraĢtırmanın en temel bulgusu, stresle baĢa çıkma stratejilerinin tüm performans 

boyutlarında psikolojik sermayeye kıyasla daha güçlü ve tutarlı bir yordayıcı 

olmasıdır. Özellikle mantıksal analiz, problem çözme ve olumlu değerlendirme gibi 

problem odaklı ve biliĢsel baĢa çıkma stratejileri, öğretmenlerin hem öğretimle 

doğrudan iliĢkili görevleri yerine getirmelerinde hem de okulun sosyal ve örgütsel 

süreçlerine uyum sağlamalarında belirleyici bir rol oynamaktadır. Bu durum, 

öğretmen performansının büyük ölçüde öğretmenlerin stresli ve belirsiz durumları 

nasıl değerlendirdikleri ve yönettikleriyle iliĢkili olduğunu göstermektedir. 

 

Kuramsal açıdan, önceki araĢtırmalarda performansın temel belirleyicisi olarak ele 

alınan psikolojik sermaye, bu çalıĢmada daha çok öğretmenlerin stresli durumlara 
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nasıl yaklaĢtıklarını ve hangi baĢa çıkma stratejilerini tercih ettiklerini Ģekillendiren 

bir zemin iĢlevi görmüĢtür. Özellikle mantıksal analiz, problem çözme ve olumlu 

değerlendirme gibi biliĢsel ve problem odaklı baĢa çıkma stratejilerinin performans 

üzerindeki güçlü etkisi, öğretmen performansının sabit kiĢisel özelliklerden ziyade 

geliĢtirilebilir süreçler üzerinden açıklanmasının daha anlamlı olduğunu 

göstermektedir. Psikolojik sermayenin bazı alt boyutlarının (umut, dayanıklılık, 

güven) belirli performans boyutlarında sınırlı ama anlamlı iliĢkiler sergilemesi ise, bu 

kaynakların bağlama duyarlı biçimde iĢlediğine iĢaret etmektedir. 

 

Politika açısından, bulgular öğretmen performansını artırmaya yönelik mevcut 

yaklaĢımların yeniden değerlendirilmesi gerektiğini ortaya koymaktadır. 

Öğretmenlerden yüksek uyum, esneklik ve performans bekleyen sistemlerin, bu 

beklentileri destekleyecek psikososyal ve örgütsel koĢulları da güçlendirmesi 

gerekmektedir. Özellikle okul bölgesinin performans üzerindeki etkisi, dezavantajlı 

bölgelerde görev yapan öğretmenlerin yapısal stres kaynaklarıyla daha yoğun 

biçimde karĢılaĢtığını göstermektedir. Bu nedenle, öğretmen performansına iliĢkin 

politikaların yalnızca bireysel yeterliklere değil, çalıĢma koĢullarına, kaynak 

dağılımına ve eĢitlikçi destek mekanizmalarına da odaklanması önem taĢımaktadır. 

Hizmet öncesi ve hizmet içi eğitim programlarında, psikolojik sermaye geliĢimini 

destekleyen içeriklerin yanı sıra, biliĢsel ve problem odaklı stresle baĢa çıkma 

becerilerinin sistematik biçimde ele alınması, performansın sürdürülebilir biçimde 

geliĢtirilmesine katkı sağlayabilir. 

 

Uygulama düzeyinde, okul yöneticilerinin öğretmen performansını yalnızca ölçme ve 

değerlendirme süreçleriyle izlemek yerine, öğretmen iyi oluĢunu önceleyen ve 

psikolojik güvenliği destekleyen okul iklimleri oluĢturması kritik görünmektedir. 

AraĢtırmada destek arama davranıĢının sınırlı etkisi, öğretmenlerin yardım isteme 

konusunda çekinceler yaĢayabildiğini göstermektedir. Bu durum, iĢ birliğini teĢvik 

eden, hata yapmayı tolere eden ve mesleki desteği normalleĢtiren liderlik 

yaklaĢımlarının önemini ortaya koymaktadır. Öğretmenlerin stresle baĢa çıkma 

kapasitelerini güçlendiren uygulamalar, yalnızca bireysel düzeyde değil, okulun 

genel iĢleyiĢi ve eğitim kalitesi üzerinde de dolaylı olumlu etkiler yaratma 

potansiyeline sahiptir. 
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AraĢtırmanın sınırlılıkları dikkate alındığında, gelecekte yapılacak çalıĢmalarda 

boylamsal ve karma yöntemlerin kullanılması; psikolojik sermaye, stresle baĢa çıkma 

stratejileri ve iĢ performansı arasındaki iliĢkilerin aracı ve düzenleyici modellerle 

incelenmesi önerilmektedir. Boylamsal ve karma yöntemli çalıĢmalar, öğretmenlerin 

psikolojik kaynaklarının ve baĢa çıkma becerilerinin zaman içindeki geliĢimini daha 

ayrıntılı biçimde ortaya koyabilir. Farklı bölgesel ve kurumsal bağlamlarda 

yürütülecek araĢtırmalar, öğretmen performansını etkileyen psikolojik süreçlerin 

bağlama duyarlılığını daha iyi anlamaya katkı sağlayacaktır. Ayrıca deneysel ya da 

yarı deneysel tasarımlar aracılığıyla, özellikle problem çözme ve mantıksal analiz 

becerilerini hedefleyen müdahale programlarının öğretmen performansı üzerindeki 

etkileri test edilebilir. Bu doğrultuda yapılacak çalıĢmalar, öğretmen performansını 

yalnızca sonuç odaklı değil, iyi oluĢu ve bağlamsal koĢulları merkeze alan daha 

sürdürülebilir bir çerçevede ele alma imk nı sunacaktır. 



 
162 

G. THESIS PERMISSION FORM / TEZ ĠZĠN FORMU 

 

(Please fill out this form on computer. Double click on the boxes to fill them) 
 
ENSTİTÜ / INSTITUTE 

 
Fen Bilimleri Enstitüsü / Graduate School of Natural and Applied Sciences    
 
Sosyal Bilimler Enstitüsü / Graduate School of Social Sciences    
 
Uygulamalı Matematik Enstitüsü / Graduate School of Applied Mathematics   
 
Enformatik Enstitüsü / Graduate School of Informatics     
 
Deniz Bilimleri Enstitüsü / Graduate School of Marine Sciences    
 

 
YAZARIN / AUTHOR 

 
Soyadı / Surname : Kızkapan Döğer 
Adı / Name  : GülĢah 
Bölümü / Department : Eğitim Bilimleri, Eğitim Yönetimi ve Planlaması / 
Educational Sciences, Educational Administration and Planning 
 
TEZİN ADI / TITLE OF THE THESIS (İngilizce / English): Examining The Relationship Between 
Teachers' Psychological Capital Perception, Stress Coping Strategies And Job 
Performance 
 
 
TEZİN TÜRÜ / DEGREE: Yüksek Lisans / Master   Doktora / PhD  

 
 

1. Tezin tamamı dünya çapında erişime açılacaktır. / Release the entire 
work immediately for access worldwide.      
 

2. Tez iki yıl süreyle erişime kapalı olacaktır. / Secure the entire work for  
patent and/or proprietary purposes for a period of two years. *   

 
3. Tez altı ay süreyle erişime kapalı olacaktır. / Secure the entire work for  

period of six months. *        
 

* Enstitü Yönetim Kurulu kararının basılı kopyası tezle birlikte kütüphaneye teslim edilecektir. /  
A copy of the decision of the Institute Administrative Committee will be delivered to the library 
together with the printed thesis. 

 
Yazarın imzası / Signature ............................ Tarih / Date ............................ 
      (Kütüphaneye teslim ettiğiniz tarih. Elle doldurulacaktır.) 
      (Library submission date. Please fill out by hand.) 
Tezin son sayfasıdır. / This is the last page of the thesis/dissertation. 


