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Abstract

The purpose of the study was to analyze the relationship between Social
Emotional Learning skills, which helps develop basic skills for life efficiency of
students, and the sensitivity created using reward-punishment in educational
processes on students. The present research was designed in accordance with the
relational survey model. The sample of the research consists of 818 high school E-International
students who continue formal education in a province located in the Marmara 8 Journal of Educational
Region, Tiirkiye. According to the results of the research; When the relationships
between reward addiction in the academic context and sensitivity to punishment
in the academic context were examined, low and moderate positive correlations
were found between the sub-dimensions of both variables. According to the
structural equation modeling., reward dependence affects punishment sensitivity
by 60%. When the relationships between reward addiction and sensitivity to
punishment and social and emotional learning in the academic context are
examined; Both significant and non-significant relationships were found between Research Article
reward addiction sub-dimensions and social and emotional learning sub-
dimensions. There are low-level significant relationships between conditional
performance versus reward expectation and the sub-dimensions of social and
emotional learning. There is no significant relationship between the
reinforcement effect of the award at school and the reinforcement effects of the
award at home and most of the social and emotional learning sub-dimensions.
In the relationships between punishment sensitivity sub-dimensions and social
and emotional learning sub-dimensions; significant low-level and non-significant
relationships were found. The fact that relationship status has a positive value
close to 0 on most dimensions of punishment sensitivity also means that
punishment sensitivity is little related to social and emotional learning. Among
the main suggestions of the research; there is a need to structure family and
educational environments where reward dependence and sensitivity to
punishment are not preferred in order to develop SEL skills in individuals.
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INTRODUCTION

In addition to being an academic learning environment, school is also a social environment in which
students take part from a very young age and both influence and are affected by it. This environment
includes teachers, students, families, administrators, auxiliary staff and other people who may be
associated with the school (Toprakgi, 2017). Students interact with the school environment in the context
of their cognitive, social and emotional characteristics, and in addition to academic (cognitive) learning,
Social Emotional Learning (SEL) (Cherniss, Extein, Goleman & Weissberg, 2006; Hoffman, 2009) takes
place at school. In the early 1990s, attention was drawn to the potential impact of this learning on the
social-emotional problems experienced by American youth (Hoffman, 2009). First introduced at a
conference which Fetzer Institute hosted in 1994, research on the applications of SEL (Cherniss et al,,
2006) has increased significantly in recent years (Jennings et al., 2017; Schonert-Reichl, 2017). The idea
that students' social and emotional competencies can be improved, and many studies proving that this
development will affect not only students' SEL skills, but also their academic success, are increasing the
interest in this field. This interest is not limited to the academic world; Besides educators, parents,
productive and adult citizens in the society have also started to focus on the development of social and
emotional competence for children and young people to realize their potential (Schonert-Reichl, 2017).

Looking at the definitions of SEL, it is seen that five basic skills are emphasized (Weissberg &
Cascarino 2013; Zins & Elias, 2008). These are expressed as recognizing and managing their own
emotions, empathizing, developing positive relationships with people, making decisions that they can
take responsibility for, coping with difficult situations in a constructive and ethical way (Schonert-Reichl,
2017; Slovak & Fitzpatrick, 2015). The definition frequently encountered today is used by the
Collaborative for Academic Social Emotional Learning (CASEL) as the process of acquiring and effectively
applying the necessary knowledge, attitudes and skills to manage the emotions of children and adults,
set and achieve positive goals, feel and show empathy for others, build positive relationships and make
responsible decisions (CASEL, 2013; 2015 ;2019; Weissberg & Cascarino, 2013). CASEL, which has become
one of the leading organizations of SEL, carries out important studies for the recognition of social and
emotional skills and their use in educational environments. In addition, the Organization for Economic
Co-operation and Development (OECD) has extensive research in the field of SEL. The “Big Five” model
based on SEL skills has been developed by the OECD (OECD, 2018). The model included fifteen different
skill areas by dividing five core competencies into sub-categories: task performance, emotional
regulation, collaboration, open-mindedness, communicating and engaging with others. At the same
time, it is seen that this model includes complementary skills such as awareness, self-efficacy, meta-
cognition, and critical thinking under the title of "Compound Skills" (OECD, 2018).

Individuals who have acquired SEL skills can experience many positive developments. While
gaining competence in the management of emotions, improving mood and mental well-being are
expressed as psychological gains provided by SEL (Esen-Aygln, 2017); It also contributes to the
achievement of academic and social gains such as improving academic success and maintaining it
throughout life, taking active decisions, and reducing substance addiction (Durlak, Weissberg, Dymnicki,
Taylor & Schellinger, 2011; Romasz, Kantor & Elias, 2004). From this point of view, it can be concluded
that the cognitive development of SEL is closely related to the development of social and emotional
skills, and that with the development of these skills, learners can actually access higher-level gains more
easily (Eliot, 1997). In addition, the effect of SEL is not only effective on academic achievement, but also
on increasing students' addiction to school and school attendance (Durlak & Weissberg, 2005). A
positive school atmosphere characterized by caring and trust-based relationships encourages students
to be more attached to the school by developing their social and emotional skills with SEL practices
(Catalano, Berglund, Ryan, Lonczak & Hawkins, 2002; Durlak & Weissberg, 2005; Greenberg, Weissberg,
O'Brien, Zins, Fredericks, Resnik & Elias, 2003). The meta-analysis study conducted by Durlak et al. (2011)
highlights the positive effect of SEL programs on children's academic achievement and behaviors, while
emphasizing that practices aimed at gaining SEL skills should be a part of standard education programs.

There are many studies in the literature examining the effects of SEL practices on various variables
or their relationship with these variables. However, it is possible to say that these studies differ in terms
of content, format, impact and the approach used (Wigelsworth et al.,, 2016). In general, it is possible to
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say that the topics covered in these studies are listed as follows: academic performance (Wang, Haertel
& Walberg, 1997; Zins et al., 2004), asocial and aggressive behaviors (Losel & Beelman, 2003; Wilson &
Lipsey, 2007), symptoms of depression (Horowitz & Garber, 2006), results of SE L applications at student
and class level (Domitrovich et al., 2016; Greenberg & Abenavoli, 2017), results of SEL applications on
teachers (Castillo-Gualda et al.,, 2017; Carvalho et al., 2017; Jennings et al.,, 2017), mental health (Durlak
& Wells, 1997; Greenberg, Domitrovich, & Bumbarger, 2001), problem behaviors (Wilson, Gottfredson
& Najaka, 2001) and positive self-development of youth (Catalano et al., 2002).

When we look at the researches carried out in the context of Turkiye, it is seen that various SEL
practices are adapted to teaching activities. Among these, the Second Step Program, adapted by the
Social Emotional Learning Academy in 2011, has been implemented in 55 schools as of 2019 (Agirkan &
Ergene, 2022). In addition, Promoting Alternative Thinking Strategies (PATHS) (Bilir-Seyhan et al., 2019),
First Step to Success (Karaoglu, 2011), Lions Quest life skills program (Gol- Guven, 2017) and Strong
Beginning SEL Program (Beceren- Ozdemir & Zembat, 2016) and programs containing other SEL
competencies (Ceylan & Yigitalp, 2018; Kilicoglu-Akbulut, 2016) are some of the important practices
carried out in Tlrkiye.

Two other concepts discussed in the research are reward addiction and punishment sensitivity.
While reward sensitivity is defined as an individual's emotional identity and behavior that begins to be
governed by the rewards provided to him over time (Aypay, 2016); Sensitivity to punishment is defined
as “a sensitivity that results in hypersensitivity to punishment and punishment stimuli, fear, anxiety and
dysfunctional reactivity” (Aypay, 2015a). In fact, while these rewards and punishments are used for
opposite purposes, there are situations in which individuals who expect a reward will experience
disappointment when they encounter a lower reward than they expected (Carver, 2004; Corr, 2002;
Harmon-Jones, 2003). Sensitivity to punishment includes the concepts of inhibited behavior and anxiety
about punishment (Loxton & Dawe, 2006). Reward addiction, on the other hand, includes the sensitivity
developed by the person to approach behavior and receive rewards under rewarding conditions (Loxton
& Dawe, 2006).

The concept of sensitivity used for rewards and punishments using based on Gray's (1970; 1991)
Reinforcement Sensitivity Theory. According to the basic version of this theory, there are two
motivational systems: the behavioral inhibition system (BIS) and the behavioral approach system (BAS).
Each system is associated with different brain structures, responding to a separate reinforcement for
certain types of behavior. While BIS is characterized by fear and anxiety, sensitive to stimuli associated
sensitive to stimuli associated with punishment and non-reward and to high-intensity stimuli such as
innate fears;; BAS, on the other hand, is characterized by impulsivity and is sensitive to stimuli for
unconditional reward or avoidance of punishment (Gray, 1970; 1991). In the revised version of the theory
by Gray and McNaughton (2000), the Fight-Flight-Freeze System (FFFS) was added to the theory and
sensitivity to punishment was associated with FFFS and BIS, and reward addiction with BAS (Corr, 2008).

Aypay (2015a) states that reward and punishment will cause similar feelings in individuals. In other
words, just as an individual whose reward sensitivity has reached the level of addiction will be upset
when no longer encounters a reward, in case of high sensitivity to punishment, impunity will create a
reward effect on the individual.

The use of rewards and punishments are tools used in education as an important element that
affects and shapes academic success. At the same time, it is clear that social emotional skills, which are
expected to be developed in education processes and whose importance is recognized in the current
system, will also be affected by reward-punishment practices. Therefore, it is thought that the use of
reward-punishment may be related to social emotional skills, which is another variable that also affects
and shapes academic achievement.

When many SEL studies conducted in Tirkiye and around the world are examined, no study
examining the relationship between SEL and sensitivity to punishment and reward addiction was found.
However, SEL skills, which affect students' basic motivational processes, academic achievement and
emotion management, and the impact of which has been proven by many research findings, and the
concepts of punishment sensitivity and reward addiction are united on a common subject. It is known
that emotional problems increase among children and young people, who are the common subjects of
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these concepts, especially in secondary and high school periods (Chung, Elias & Schneider, 1998), and
the importance of SEL skills increases in this period (Agirkan & Ergene, 2022). This deficiency in the
literature makes the relationship questionable between reward addiction and sensitivity to punishment
both among themselves and with SEL in the academic context. In this case, it is thought that it would be
appropriate to apply the measurement tools that can be applied to determine the SEL skills, sensitivity
to punishment and reward addiction in the academic context and to determine the relationship between
these variables, to high school students between the ages of 15-18 in order to provide high-valid results.
In the current study, it is aimed to determine the relationship between high school students in Tirkiye,
their addiction to rewards and sensitivities to punishment in the academic context, and the relationship
between the same variables and SEL skills. The increase in social-emotional problems in adolescence
was effective in choosing high school students as the study group of the research. In addition, the
research wondered why social and emotional skills were not developed in students. It has been predicted
that reward addiction and punishment sensitivity may cause this situation. Similarly, it is among the aims
of the research to determine the predictive levels of reward addiction and sensitivity to punishment,
which are thought to affect social and emotional learning (positively or negatively), in high school
students. For these reasons, it is aimed to answer three research questions for high school students:

1. Is reward addiction of high school students related to punishment sensitivity in the academic
context and to what extent does reward addiction affect punishment sensitivity?

2. Is reward addiction of high school students related to social and emotional learning skills in
academic context, and what is the predictive effect of reward addiction on social and emotional
learning?

3. Is sensitivity to punishment of high school students related to social and emotional learning
skilld in academic context, and what is the predictive effect of punishment sensitivity on social
and emotional learning?

METHOD
Research Model

The research is a descriptive study designed in accordance with the relational survey model, one
of the quantitative research designs. Survey studies are studies that allow the description of the tendency
and attitude of the sample (Creswell, 2017). In the relational screening model, the relationship between
two quantitative variables is revealed on the basis of the correlation coefficient (Fraenkel, Wallen & Hyun,
2012). In relational survey studies, the relationship between the investigated characteristics of the sample
group is handled without any intervention (Buyukoztirk, Cakmak-Kilig, Akgiin, Karadeniz & Demirel
20713). In this context, firstly, the mean scores of SEL skills, reward addiction and sensitivity to punishment
were revealed, the scores of reward addiction and sensitivity to punishment were tested in terms of
various variables, and lastly, the predictive relationship between SEL skills, reward addiction and
sensitivity to punishment scores was examined.

Population and Sample

The universe of the research consists of high school students who continue their formal education
in a province located in the Marmara Region. There are 90.806 high school students in the province
determined as the universe in the 2021-2022 academic year when the data of the research were
collected. In the study, it was calculated that a sample group consisting of 383 students would be
sufficient to select a sample with a confidence interval of 0.05 (Yazicioglu & Erdogan, 2004). Simple
random sampling method was used to determine the sample. In the simple random sampling method,
it is assumed that the probability of being included in the sample is equal independently of each other
(Cohen, Manion & Morrison, 2007). The fact that it does not depend on any criteria and gives equal
chance to each individual makes the simple random sampling method powerful. In the present study, a
two-stage sampling method was used. Firstly, the high schools to be included in the sample were
determined. It was aimed to include students from four different types of high schools: Anatolian high
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school, science high school, religious high school and vocational high school. In this context, different
types of high schools were included in the research by using the maximum diversity sampling method
in the first stage in determining the sample. Secondly, 818 high school students studying at 12 high
schools in a province located in the Marmara Region were included in the sample of the study by using
the random sampling method. Detailed information about the sampling is given in Table 1.

Table 1. Descriptive Data of the Participants

Variables f %
Gender Female 443 54,6
Male 375 45,4
School type Anatolian High School 618 75,9
Vocational high School 84 10,3
Imam Hatip High School 69 8,5
Science High School 47 53
Grade level 9th grade 273 33,5
10th grade 244 29,9
11th grade 218 26,9
12th grade 82 9,7
Total 818 100

Data Collection Tools

Four different data collection tools were used in the study. Detailed information about these data
collection tools is given below.

Personal Information Form: In this section, which is located at the beginning of the data collection
tools and consists of three items, it is aimed to obtain information about the gender, school type and
grade level of the participants.

Punishment Sensitivity Scale: The punishment sensitivity scale for high school students was
developed by Aypay (2015b) on a total of 506 students consisting of 9th, 10th and 11th grade students.
The KMO value of the scale was 0.90; The result of Bartlett's Test (x* (153) =2260,070, p<.05) showed
that it was significant. This shows that the scale has an additive structure. Punishment Sensitivity Scale
consists of 18 items and has a four-factor structure. These factors are; fear of punishment, negative
attitude towards punishment contexts, negative self-feelings related to punishment, inhibition due to
punishment. The sample items of the Punishment Sensitivity Scale are as follows; “If | think that | might
get an adverse reaction from the teacher even though | know the answer in the lessons, | will not answer
that question.”, “If | think my friends will make fun of me because of my answer to a question asked in
the lesson, | will never answer that question.”, “I am afraid of being humiliated in front of my friends by
saying the wrong thing in the lessons. | don't attend class because of it." The scale is rated on a four-
point Likert type (1=Totally agree, 2=Agree, 3=Disagree, 4=Strongly disagree). According to the data of
this study, the reliability (internal consistency) cronbach alpha coefficients of the sub-dimensions of the
scale; fear of punishment is .788, negative attitude towards punishment contexts was .765, negative self-
feelings related to punishment are .783, inhibition due to punishment is .794, and the total scale is .873.

Reward Addiction Scale: It was developed by Aypay (2018) and its construct validity was tested
with exploratory factor analysis (EFA) and comfirmatory factor analysis CFA analyzes. The KMO value in
EFA is 0.95; The result of Bartlett's Test (x*(153) =5321,719, p<.001) was found significant. After the
Varimax Rotation, a three-factor structure with an eigenvalue greater than 1 and explaining 64% of the
total variance was determined. These factors are; Conditional performance depending on the
expectation of reward, the reinforcement effect of the reward at school, and the reinforcement effect of
the reward at home. The scale consists of a total of 18 items and some sample items are as follows; “If |
know that | will receive a reward in return, | will study immediately.”, "When | am rewarded by my parents
after studying, my desire to study increases.”, “If | cannot have some things | want as a reward in return,
| see studying as torture.”. The scale is rated on a four-point Likert type (1=Totally agree, 2=Agree,
3=Disagree, 4=Strongly disagree). According to the data of this study, the reliability (internal
consistency) cronbach alpha coefficients of the sub-dimensions of the scale; Conditional performance
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depending on the expectation of reward is .869, the reinforcement effect of the reward at school is .858,
the reinforcement effect of the reward at home is .797, and the total scale is .903.

Social Emotional Learning Scale: The Social and Emotional Learning Scale developed by West,
Buckley, Krachman, and Bookman (2018) and translated into Turkish by Kilic and Alci (2022) was used to
determine the social and emotional learning levels of the participants in the study. The 5-point Likert-
type data collection tool consists of 25 items and 4 sub-dimensions. These sub-dimensions are; self-
management, mindset change, self-efficacy and social awareness. The items in the scale determine the
level of social and emotional learning in an academic context. The sample items of this measurement
tool are as follows; “| came to class prepared”, "My intelligence is something | can hardly change”, “l can
get the best grade in my classes”, “How carefully did you listen to the opinions of others?” In this research
data, the reliability (internal consistency) cronbach alpha coefficients of the sub-dimensions of the scale;
.765 in self-management dimension; .709 in mentality change dimension; .915 in the self-efficacy
dimension; in the social awareness dimension, it was calculated as .785 and the total reliability coefficient
of the scale was calculated as .801.

Analysis of Data

SPSS 26.0 and Amos 24.0 programs were used in the statistical analysis of the research data. In
the analyses, firstly, the correlation coefficient (pearson) between reward addiction and punishment
sensitivity sub-dimensions was examined. Since all sub-dimensions were found to be positively related,
causal relationships between the variables were attempted to be estimated. For this reason, tested by
structural equation modeling by establishing a structural equation modeling with latent variables.
Secondly, the relationship between students' levels of reward addiction and punishment sensitivity to
social and emotional learning in the academic context was investigated. Since various correlations were
obtained, albeit at low levels, it was decided to perform regression analysis. In this way, the predictive
levels of both reward addiction and punishment sensitivity on social and emotional learning skills were
examined. Therefore, it was deemed appropriate to perform regression analysis. For the analysis, first of
all, extreme values were calculated with the Mahalanobis distance from the data (Mertler & Reinhart,
2016). Then, before the analysis process was started, it was tested whether the data were normally
distributed at each scale. Homogeneity of variance was tested by Levene Test. The kurtosis and skewness
values of the data were examined and it was determined that the values were between +1.5 and -1.5,
thus conforming to the normal distribution (Tabachnick & Fidell, 2013). In order to test the multiple
normality assumptions of the data, the Bartlett sphericity test was performed and significant results
(p<.001) were obtained.

Ethic Issues

There are some ethical principles that should not be violated in all human-related research
(Yildinm & Simsek, 2018). These ethical principles are counted as informed consent, non-deception,
accuracy, confidentiality and privacy by Christians (2005). In line with these principles, the data set
containing information about the purpose and scope of the research, the informed consent form and
the parent consent form were shared with the participants and their parents before the study was
conducted. Only volunteers were included in the study and it was reported that they could leave the
study at any time. The personal information of the participants was not included in the research report,
instead only demographic information was included. Prior to the study, research permission was
obtained from the Ministry of National Education. Academic ethics committee approval was obtained
from Yildiz Technical University Ethics Committee, stating that the study did not contain any elements
contrary to ethical principles.

FINDINGS

1. Predictive Relationships Between Reward Loyalty and Punishment Sensitivities in
Academic Context

The correlations between the sub-dimensions of reward addiction in academic context and
sensitivity to punishment in academic context in high school students are given in Table 2.
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Table 2. Correlations between reward addiction sub-dimensions and punishment sensitivity sub-dimensions

Conditional performance
based on reward

Reinforcement

Reinforcement effect of effect of reward at

reward at school

expectation home
Fear of punishment .358** .292** .266**
Neg.atlve attitude towards 202+ 434+ 317+
punishment
Neg.atlve sense of self against 7% g3k P
punishment
Inhibition due to punishment .189** 182 131**
**p<0.01

As seen in Table 2, the sub-dimensions of addiction to reward addiction and sensitivity to
punishment are positively and significantly related to each other in the academic context of high school
students. Since the correlation coefficients of the sub-dimensions are in the range of .131 and 434, a
low and moderate relationship can be mentioned. In the light of these relationships, the extent to which
reward addiction affects punishment sensitivity was examined through structural equation modeling.
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Figure 1. Between reward addiction and punishment sensitivity in an academic context: structural equation
modeling.
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The fit indices of the structural equation model shown in Figure 1 are x2/sd = 2.95 (p<.05), RMSEA
=.079, SRMR = .069, CFl = .86, GFl = .92, NFI = .90, AGFI = . It was found to be 92. It can be said that
the values are acceptable values according to Kline (2005), Joreskog and Sérbom, (1993), Anderson and
Gerbing, (1984).

In high school students, it is seen that reward addiction in the academic context affects
punishment sensitivity at a moderate level of .62. This shows that reward addiction sub-dimensions
positively affect punishment sensitivities in high school students. This result is estimated to be that as
students' loyalty to the reward increases, they constantly expect rewards or want to be reinforced with
rewards, and they develop their sensitivity to punishment over time. In other words, the emotions felt
by the individual in criminal sanctions can be positively affected by the feelings of reward. All these
situations show that the feelings of reward that occur in individuals can create feelings of punishment
over time.

2. Predictive Relationships Between Reward Addiction, Sensitivity to Punishment, and
Social and Emotional Learning in an Academic Context

The relationships between the sub-dimensions of reward addiction in the academic context and
the social and emotional learning sub-dimensions in the academic context in high school students are
given in Table 3.

Table 3. Correlation coefficients between reward addiction sub-dimensions and social and emotional learning sub-
dimensions

Self-management Mindset Development Self-efficacy Social Awareness

Conditional performance

based on reward 293** .200** 232%* 252**
expectation

Reinforcement effect of

reward at school .102** .040 .086* .063
Reinforcement effect of
reward at home .068 .008 .049 .015

**p<0.01 *p<0.05

It is seen in Table 3 that the correlation coefficients between the reward addiction in the academic
context and the social and emotional learning sub-dimensions in the academic context are between .015
and .293. While there is a low level of positive significant correlation in some correlation coefficients,
there is no significant correlation in others. This means that in the academic context, there is a low level
of positive relationship between reward addiction and social and emotional learning in high school
students or no relationship at all in some sub-dimensions. The fact that most of the correlation
coefficients show significance with a value close to 0 may also mean that reward addiction does not
improve or affect social and emotional learning skills. It is estimated that this situation does not affect
the social and emotional changes in the physiology of students' dependence on reward. It is also thought
that the increase in an individual's addiction to the reward is a situation that hinders his social and
emotional learning. Multiple regression analysis was deemed appropriate in order to better test these
predictions about the predictive status of social and emotional learning of reward addiction sub-
dimensions. The results of multiple regression analysis regarding the prediction of social and emotional
learning with reward dependence in the academic context are presented in Table 4.

Table 4. Multiple regression analysis results on predicting social and emotional learning with reward dependence in
academic context

Variables B Standard Error B t p Doubler  Partial r
Constant 2.533 .098 - 25.796  .000

Award-based performance .380 .034 434 11.249  .000 373 379
Reinforcement effect of reward at school .003 .029 .004 .100 .921 112 .004
Reinforcement effect of reward at home .031 -142  -3.189  .001 .054 -115

R =0.393 R?=0.155 F = 46.039 P = .000
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In the multiple regression analysis indicated in Table 4, an analysis was made on the averages over
the total scores of reward addiction and social and emotional learning sub-dimensions, and the
predictive status between them was examined. All sub-dimensions of reward addiction, together with
the mean scores of social and emotional learning, have a low level of significant predictive value
(R2=0.155, p<.01). Reward-related conditional performance has positive predictive effects, and the
reinforcement effect of the reward at home has negative predictive effects. The reinforcement effect of
the award at school does not have a significant effect. It is estimated that this situation causes positive
changes in the social and emotional learning of the individual who is in expectation of reward. However,
it is thought that the individual whose behaviors are reinforced with rewards cannot achieve the social
and emotional satisfaction they want. In other words, when an individual is in anticipation of a reward,
he or she can experience positive emotional states in social and emotional terms. However, these
positive moods can be extinguished or turned into a negative direction when the individual receives the
reward.

Based on the results that the increase in the addictiveness to to the award in the academic context
also increases the sensitivity to punishment; Positive, low or negative correlations are predicted between
the sub-dimensions of sensitivity to punishment and the sub-dimensions of social and emotional
learning. The relationships between the sub-dimensions of sensitivity to punishment in the academic
context and the social and emotional learning sub-dimensions in the academic context in high school
students are given in Table 5.

Table 5. Correlation coefficients between punishment sensitivity sub-dimensions and social and emotional learning
sub-dimensions

Mind Self- Self- Social
Development efficacy management Awareness
Inhibition due to punishment 142 2971** .159** -.002
Negative sense of self versus punishment 125%* ATT** -.018 -.138
Negative attitude towards punishmnet contexts 183+ .108** .230** 129
Fear of punishment 137+ .168** .081* -.005

It is seen that the correlation coefficients between the sensitivity to punishment in the academic
context and the social and emotional learning sub-dimensions in the academic context, indicated in
Table 5, range from -.138 to .291. While there are significant relationships in the correlation coefficients,
there are also non-significant relationships. As predicted, this situation indicates situations where there
is no relationship, although there are low levels of both positive and negative relationships between the
sub-dimensions of sensitivity to punishment and the sub-dimensions of social and emotional learning.
The fact that most of the correlation coefficients are close to 0 means that punishment sensitivity does
not improve or affect social and emotional learning skills in any way.

According to these results; In the academic context, it can be said that the formation of various
sensitivities to punishment in students does not affect them socially and emotionally in a positive way.
It is estimated that the penal sanction applied to the student causes negative emotional states in him
and these situations hinder their social and emotional learning. Multiple regression analysis was deemed
appropriate in order to better test these predictions about the predictive status of social and emotional
learning of punishment sensitivity sub-dimensions.

Table 6. Multiple regression analysis results on predicting social and emotional learning with punishment sensitivity
sub-dimensions in academic context

Variables B Standard B t p Double r Partial r
Error

Constant 2.859 112 - 25.616 .000

Fear of punishment .036 .040 .039 .906 .365 162 .033

Negative attitude towards punishmnet contexts -.173 .027 148 .248 .000 197 130

Negative sense of self versus punishment -.060 .028 -088 -088 .034 .086 -.077

Inhibition due to punishment 17 .026 .180 .180  .000 .246 163

R =0.341 R?=0.117 F=24.871 P =.000

In the multiple regression analysis indicated in Table 6, an analysis was performed on the average
of the sub-dimensions of sensitivity to punishment and the total sub-dimensions of social and emotional
learning, and the predictive status between them was examined. All sub-dimensions of sensitivity to
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punishment, together with the mean scores of social and emotional learning, have a low level of
significant predictive value (R2=0.117, p<.01). Fear of punishment does not have a significant effect on
students' social and emotional learning. Negative attitudes towards punishment contexts and inhibition
due to punishment sub-dimensions have a low-level positive effect on social and emotional learning,
and negative self-states against punishment have a negative significant effect. These results indicate that
as students' sensitivity to punishment in the academic context develops, their social and emotional
learning situations are affected at a moderate or high level. It can even be said that sometimes students'
sensitivity to punishment negatively affects their social and emotional learning.

CONCLUSION, DISCUSSION AND SUGGESTIONS

When the relationships between academic reward addiction and academic punishment sensitivity in high
school students were examined, low and medium level relationships were found between the
subdimensions of both variables. There are the highest relationships between the sub-dimensions of
reward addiction, conditioned performance against reward expectation, the reinforcement effect of
reward at school, and the negative attitude towards punishment contexts sub-dimension of the
reinforcement effect of reward at school. In the light of these relationships, a path analysis was
conducted between reward addiction and punishment sensitivity and it was found out to what extent
reward addiction affects punishment sensitivity. According to the regression equation, reward addiction
affects punishment sensitivity by 60%. In other words, as high school students' addiction to reward in
the academic context increases, their sensitivity to punishment also increases by 60%. This also means
that rewards given to students may have a punishment effect on them after a certain period of time.
Because as a student's addiction to reward increases, she will constantly expect reward. If this expectation
is not realized, negative emotional states will be experienced and a perception of punishment may occur.
In addition, this possible perception of punishment will cause fear of punishment and inhibition due to
punishment, development of negative attitudes towards punishment contexts and negative self-feelings.
These results are similar to the results of Aypay (2018)'s research with secondary school students.
According to Aypay (2018), reward addiction alienates students from academic enjoyment. Apart from
these situations, as stated by Carver (2004), Corr (2002) and Harmon-Jones (2003), individuals who
expect a reward will be disappointed when they receive a lower reward than they expected. Therefore,
it can be said that reward expectation will be perceived as punishment sensitivity over time.

In the next part of the research, the relationships between reward addiction and sensitivity to
punishment and social and emotional learning in an academic context were investigated. Both significant
and non-significant relationships were found between reward addiction sub-dimensions and social and
emotional learning sub-dimensions. There are low-level significant relationships between conditional
performance versus reward expectation and the sub-dimensions of social and emotional learning. In
most of the sub-dimensions of the reinforcement effect of the reward at school and the reinforcement
effect of the reward at home, there are no significant relationships between the social and emotional
learning sub-dimensions. As a result of the regression analysis on the predictor of social and emotional
learning of reward addiction, it was found that reward addiction significantly affected social and
emotional learning at the level of 15%. Conditional performance depending on the reward is 43%, the
reinforcement effect of the reward at home has a significant effect at the level of -14%, and the
reinforcement of the reward at school has no significant effect. According to these results, the
expectation of reward can have positive effects on individuals socially and emotionally for a while.
However, it should be noted that these effects are low-level and temporary. In addition, addictive and
unrealized reward expectation can create punishment situations in individuals over time. In addition,
from these results, it was found that a behavior that the individual performs in an academic context does
not have a social and emotional effect if it is reinforced with an award at home or at school. An individual
whose behavior is reinforced by rewards at an addictive level will constantly expect rewards. Research
findings examining the relationship between punishment sensitivity and reward addiction by Aypay
(2018) also confirm this. This situation will both create sensitivity to punishment and hinder social and
emotional learning.
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Adolescents are prone to more intense and unstable emotions. This is because the brain is in
the process of development. The formation of subcortical-subcortical, cortical-middle and cortical
connections in the brain makes the person prejudiced against rewards (McRae at al, 2012). Therefore,
their sensitivity and bias towards reward can be considered a neural mismatc (Koyuncu, 2022). It can be
said that this neural mismatch does not positively affect social and emotional learning and development.

Significant, low-level and non-significant relationships were found in the relationships between
punishment sensitivity sub-dimensions and social and emotional learning sub-dimensions. The fact that
relationship statuses are close to 0 in most of these dimensions also means that sensitivity to punishment
does not affect social and emotional learning. As a result of the regression analysis on the predictor of
social and emotional learning of punishment sensitivity, it was found that sensitivity to punishment
significantly affected social and emotional learning at the level of 11%. This situation can be considered
as an unexpected result. However, due to the low level of prediction, it is predicted that results close to
zero or at the level of negative effect can be obtained in different samples. As a matter of fact, negative
self-states against punishment affect social and emotional learning significantly and negatively. While
fear of punishment does not have a significant effect, negative attitudes towards punishment contexts
and inhibition due to punishment affect social and emotional learning at low levels. It is thought that
the formation of negative self-states against punishment in an individual causes negative emotional
states in that individual. Negative emotional states negatively affect the social and emotional learning
of the individual. In the study carried out by Gregory and Fergus (2017), SEL practices were considered
as an alternative to punishment. The findings of this study, which offers a critical look at the use of SEL
practices to reduce the negative effects of punishment on students, also emphasize the social emotional
effects of punishment. Hoffman et al. (2009) similarly suggests that reducing dependence on reward and
punishment has positive effects on improving the school climate.

There are many benefits for an individual who is in a learning experience to improve their SEL
levels (Esen-Aygtin, 2017; Durlak et. al, 2011; Romasz, Kantor & Elias, 2004). It is known that situations
such as academic burnout, in particular, are caused by stress at school (Aypay, 2018) and stress situations
can be controlled with SEL gains (Esen-Aygtin, 2017). In addition, SEL outcomes encourage students to
be more connected to a positive school atmosphere (Catalano et. al, 2002; Durlak & Weissberg, 2005;
Greenberg et. al, 2003). Additionally, social and emotional learning also supports cognitive learning
(Koyuncu, 2022). According to a research in which more than 135000 students participated; A significant
increase was found in the mathematics, reading and science test scores of students who received a social
and emotional learning program (Corcoran at al, 2018). In order to create a positive school atmosphere
and students' addiction to school with the mediator role of SEL, it is among the suggestions of the
research to create school environments where reward and punishment practices are not preferred.
Integration of SEL into school environments is still being studied (Ceylan & Yigitalp, 2018; Kilicoglu-
Akbulut, 2016). Another suggestion of the research is that this situation can reach a better point, that is,
SEL is a stronger part of education systems. For this reason, it can be suggested to investigate the
variables with which SEL can be developed and the presence of these variables in school environments.
Apart from these situations, researchers may also be advised to investigate the relationships between
reward and punishment and SEL in different contexts. Social and emotional learning skills are developed
in the context of school, parents and social environment. For this reason, it is among the
recommendations not to create reward addiction towards the child as a parental behavior. It will be
enough for families and teachers to know that the expectation of reward, even if only slightly, positively
affects social and emotional skills.
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Ozet

Arastirmanin amact, dgrencilerin sosyal ve duygusal sorunlart lizerinde okulun
etkisini 6n plana ctkaran Sosyal Duygusal Ogrenme becerileri ile egitim siireclerinde
odiil-ceza kullaniminin 6grenciler lzerinde yarattigt hassasiyet arasindaki iliskinin
incelenmesidir. Mevcut arastirma, nicel arastrma desenlerinden iliskisel tarama
modeline uygun olarak tasarlanmistir. Arastrmanin  6rneklemini Marmara
Bélgesi'nde yer alan bir ilde, 6rgiin egitime devam etmekte olan 818 lise 6grencilesi
olusturmaktadur. Verilerin toplanmasinda, kisisel bilgi formu, ceza hassasiyeti 6lcegi,
odil bagimliligt élcegi, sosyal duygusal égrenme élcegi kullandmustir. Verilerin
analizinde, pearson korelasyon katsayulart belirlenmis ve gizil degiskenler ile yapisal
esitlik modellemesi kurularak test edilmistir. ikinci olarak 6grencilerin akademik
baglamda édil bagimliligt ve ceza hassasiyet diizeylerinin sosyal ve duygusal
o6grenmelerine etkisi arastiurilirken coklu regresyon analizi yapdmustir. Arastirmanin
sonuglarina gére; akademik baglamda 6diil bagliligt ile akademik baglamda ceza
hassasiyeti arasindaki iliskiler incelendiginde, her iki degiskenin de alt boyutlart
arasinda diistik ve orta dlizeyde pozitif yonlii iliskiler bulunmustur. Yapisal esitlik
modeline gére 6diil bagimliligt ceza hassasiyetini %60 oraninda etkilemektedir.
Akademik baglamda 6diil bagimliligt ve ceza hassasiyeti ile sosyal ve duygusal
6grenme arasindaki iliskiler incelendiginde; 6diil bagimliligt alt boyutlart ile sosyal
ve duygusal 6grenme alt boyutlart arasinda hem anlamlt hem de anlamli olmayan
iliskiler bulunmusgtur. Odiil beklentisine karst sartl performans ile sosyal ve duygusal
6grenmenin alt boyutlart arasinda disiik diizeyde anlamli iliskiler mevcuttur.
Odiiliin okulda pekistirme etkisi ile diiliin evde pekistirme etkileri alt boyutlarinin
ile sosyal ve duygusal 6grenme alt boyutlarinin bircogu arasinda anlamli iliskiler
bulunmamaktadur. Ceza hassasiyeti alt boyutlart ile sosyal ve duygusal 6grenme alt
boyutlart arasindaki iliskilerde; anlaml diistik diizeyde ve anlamlt olmayan iliskiler
bulunmusgtur. Odiil bagimliligt ve ceza hassasiyetinin boyutlarinin bircogunda iliski
durumlarinin 0’a yakin olmast édiil bagimliigt ve ceza hassasiyetinin sosyal ve
duygusal 6grenmeyi etkilemedigi anlamt da tasimaktadwr. Arastrmanin temel
Snerileri arasinda; bireylerde SDO becerilerini gelistirmek icin édiil bagimliligi ve
ceza hassasiyeti durumlarinin tercih edilmedigi aile ve egitim ortamlarinin
yaptlandirdmast gerektigi bulunmaktadur.

Anahtar Kelimeler: Sosyal ve duygusal égrenme, Odiil bagimliligi, Ceza
hassasiyeti, Ortadgretim.
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Genisletilmis Ozet

Problem: Okul bir akademik 6grenme ortami olmasinin yaninda égrencilerin oldukga kiiclik yaslardan
itibaren icinde yer aldigi ve hem etkiledigi hem de etkilendigi sosyal bir ¢evredir. Bu ¢evre kapsaminda
ogretmenleri, 6grencileri, aileleri, yoneticileri, yardimci personeli ve okul ile iliskili olabilecek diger
insanlari barindinr (Toprakci, 2017). Ogrenciler bilissel, sosyal ve duygusal 6zellikleri baglaminda okul
cevresi ile bir etkilesime girer ve okulda akademik (bilissel) dgrenmenin yaninda Sosyal Duygusal
C)grenme de (SDO) (Cherniss, Extein, Goleman & Weissberg, 2006; Hoffman, 2009) gerceklesir. 1990°I
yillarin basinda, bu 6grenmenin Amerikali genclerin yasadigi sosyal-duygusal sorunlar Uzerinde
potansiyel etkisine dikkat cekilmistir (Hoffman, 2009). ilk olarak, 1994 yilinda Fetzer Enstitiisiiniin ev
sahipligi yaptigi bir konferansta tanitilan SDO (Cherniss vd., 2006) uygulamalarina iliskin arastirmalar son
yillarda énemli élciide artig géstermistir (Jennings vd., 2017; Schonert-Reichl, 2017). Ogrencilerin sosyal
ve duygusal yeterliliklerinin gelistirilebilecedi disiincesi ve bu gelisimin yalnizca égrencilerin SDO
becerilerini degil ayni zamanda akademik basarilarini da etkileyecedi sonucunu kanitlayan pek cok
arastirma bu alandaki ilgiyi giderek artirmaktadir.

SDO becerilerini kazanmis olan bireylerde bircok olumlu gelisim yasanabilmektedir. Bireyin
duygularini etkili bir sekilde yonetebilmesi, mutsuzluunun azalmasi ve psikolojik iyi olusunun
saglanmasi SDO'niin psikolojik kazanimlari arasindayken (Esen-Aygiin, 2017); akademik basariyi arttirma,
hayat boyu basariyi sirdiirme, etkin karar alma, olumlu iletisim kurma ve zararli maddelerin bagimhhgini
azaltma gibi bircok olumlu kazanima ulasmayi da saglamaktadir (Durlak, Weissberg, Dymnicki, Taylor &
Schellinger, 2011; Romasz, Kantor & Elias, 2004). SDO ile aslinda, bilissel gelisimin sosyal ve duygusal
becerilerin gelisimi ile yakindan iligkili oldugu ve bu becerilerin gelisimi ile aslinda 6grenenlerin Ust diizey
kazanimlara daha kolay erisebildigi ifade edilmektedir (Eliot, 1997). Odiil ve ceza kullanimina kars
kullanilan  duyarhlik kavrami, temelde Gray'in (1970; 1991) Pekistirmeye Duyarlilik teorisine
dayanmaktadir. Bu teorinin temel haline gére iki motivasyonel sistem bulunmaktadir: Davranissal
engelleme sistemi (DES) ve davranissal aktivasyon sistemi (DAS). Her sistem, belirli davranis turlerine
iliskin ayri bir pekistirece yanit vererek farkli beyin yapilariyla iliskilendirilir. DES, korku ve anksiyete ile
karaktireze edilmekte, cezayla ve 6dilin verilmemesiyle iliskili uyaranlarla dogustan gelen korkular gibi
yuksek yogunluktaki uyaranlara karsi duyarlhk gostermekteyken; DAS ise, dirtisellikle karakterize edilir
ve kosulsuz 6dillendirmeye veya cezadan kurtulmaya iliskin uyaranlara karsi duyarhlik gosterir (Gray,
1970; 1991). Teorinin Gray ve McNaughton (2000) tarafindan revize edilmis halinde, teoriye Dovis-Don-
Kag Sistemi (DDKS) eklenmis ve cezaya karsi duyarliik DDKS ve DES ile 6dile karsi duyarlilik ise DAS ile
iliskilendirilmistir (Corr, 2008).

Aypay (2015a), 6dul ve cezanin bireylerde benzer duygularin ortaya ¢ikmasina neden olacagini
belirtmektedir. Yani, 6dil hassasiyeti artik bagimlilik diizeyine erismis bir birey 6diille karsilasmadiginda
ne denli Uzulecekse cezaya karsi gelistirilen yiksek hassasiyet durumunda da cezasiz kalma durumu
bireyde bir 6dul etkisi yaratacaktir. Bu iliskiden hareketle okul ortaminda gelistirilmesi artik Snemsenen
ve beklenen sosyal duygusal becerilerin de bu uygulamalardan etkilenmemesi mimkin degildir. Bu
nedenle, bu &dil-ceza iliskisinin bir baska degisken olan ve artik akademik gelisimi de yakindan
ilgilendiren sosyal duygusal beceriler ile yakindan iliskili olabilecegi distiniilmektedir.

Tirkiye ve diinya dlceginde gerceklestirilen cok sayida SDO arastirmalari incelendiginde, SDO ile
ceza hassasiyeti ve 6dul bagimhhgi arasindaki iliskiyi inceleyen bir arastirmaya rastlanmamistir. Oysaki
ogrencilerin temel motivasyonel siireglerini, akademik basarilarini ve duygu yonetimini etkileyen ve bu
etkisi ¢ok sayida arastirma bulgusuyla kanitlanmis SDO becerileri ile ceza hassasiyeti ve 8dil bagimhligi
kavramlari ortak bir 6zne lzerinde birlesmektedir. Bu kavramlarin ortak dznesi olan ¢ocuklar ve gencler
arasinda, 6zellikle ortaokul ve lise ddneminde duygusal problemlerin artig gosterdigi bilinmekte (Chung,
Elias & Schneider, 1998) ve SDO becerilerinin dnemi bu dénemde artmaktadir (Agirkan & Ergene, 2022).
Alan yazindaki bu eksiklik akademik baglamda 6dil baghhgi ve ceza hassasiyetinin hem kendi aralarinda
hem de SDO ile iliskisini merak konusu yapmaktadir. Bu durumda akademik baglamda SDO becerilerini,
ceza hassasiyetini ve odul bagimhhgini belirleyebilecek ve bu degiskenlerin arasindaki iligkisinin
belirlenmesinde uygulanabilecek 6lcme araglarinin gecerligi yiksek sonuglar sunmasi amaciyla 15-18
yaslar arasindaki lise &grencilerine uygulanmasinin uygun olacagi dustnllmektedir. Mevcut
arastirmada, Turkiye'deki lise ogrencilerinin akademik baglamda &dile baglliklar ile ceza
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hassasiyetlerinin kendi aralarinda ve ayni degiskenlerin SDO becerileri ile iliskisinin belirlenmesi
amaclanmaktadir. Benzer sekilde lise 6grencilerinde sosyal ve duygusal 6grenmeyi (olumlu ya da
olumsuz) etkileyebilecegi disinilen édil baghligi ve ceza hassasiyetinin SDO becerilerini yordama
dizeylerinin belirlenmesi de arastirmanin amaclar arasindadir. Bu nedenlerle lise dgrencileri icin (g
arastirma sorusunun yanitlanmasi amaclanmistir.

1- Lise 6grencilerinin akademik baglamda 6duil bagimliliklan ceza hassasiyetleri ile iliskili midir ve
odil bagimliiginin ceza hassasiyetini etkileme dizeyi nedir?

2- Lise ogrencilerinin akademik baglamda o6dil bagimhhklarn sosyal ve duygusal 6grenme
becerileri ile iliskili midir ve 6dul bagimliligin sosyal ve duygusal 6grenmedeki yordama etkisi
nedir?

3- Lise ogrencilerinin akademik baglamda ceza hassasiyetleri sosyal ve duygusal 6grenme
becerileri ile iligkili midir ve ceza hassasiyetinin sosyal ve duygusal grenmedeki yordama etkisi
nedir?

Method: Arastirma, nicel arastirma desenlerinden iligskisel tarama modeline uygun olarak tasarlanmis
betimsel bir calismadir. Tarama arastirmalari, ele alinan Orneklemin gosterdigi egilim ve tutumun
betimlenmesine imkan taniyan arastirmalardir (Creswell, 2017).

Arastirmanin evrenini Marmara Bdlgesi'nde yer alan bir ildeki 6rgiin egitime devam etmekte olan
lise 6grencileri olusturmaktadir. Arastirmanin verilerinin toplandigi 2021-2022 egitim 6gretim yilinda
evren olarak belirlenen ilde 90806 lise 6grencisi bulunmaktadir. Orneklemin belirlenmesinde basit rassal
ornekleme yontemi kullanilmistir. Basit rassal drnekleme ydnteminde, evrende yer alan bireylerin
orneklemde yer alma ihtimalinin birbirinden bagimsiz bicimde esit oldugu varsayilmaktadir (Cohen,
Manion & Morrison, 2007). Herhangi bir élglite bagli kalinmamasi ve her bireye esit sans tanimasi basit
rassal ornekleme ydntemini gicli kilmaktadir. Mevcut arastirmada, rassal Ornekleme yontemi
kullanilarak Marmara Bolgesi'nde yer alan bir ildeki lise kademesinden 12 okul ve bu okullarda egitime
devam etmekte olan 818 lise 6grencisi arastirmanin érneklemine dahil edilmistir.

Arastirmada dort farkli veri toplama aracindan yararlanilmistir. Bu veri toplama araclari; ceza
hassasiyeti 6lcegi, 6dil bagimhligr lcedi ve sosyal duygusal 6grenme 6lcegidir.

Bulgular: Lise 6grencilerinde akademik baglamda 6dil baghhgi ile akademik baglamda ceza hassasiyeti
arasindaki iliskiler incelendiginde, her iki degiskenin de alt boyutlari arasinda disuk ve orta diizeyde
iliskiler bulunmusgtur. Odul bagimliiginin alt boyutlar olan 8dil beklentisine karsi sarth performans,
odiliun okulda pekistirme etkisi ve 6dilin okulda pekistirme etkisinin ceza baglamlarina karsi olumsuz
tutum alt boyutu arasinda en yuksek iliskiler bulunmaktadir. Bu iliskiler 1siginda 6dil bagimliligi ile ceza
hassasiyeti arasinda yapisal esitlik modellemesi kurularak, 6dil bagimliiginin ceza hassasiyetini ne
derecede etkiledigi bulunmustur. Bu modele gore; 6dil bagimhhgr ceza hassasiyetini %60 kadar
etkilemektedir. Yani lise 6grencilerinin akademik baglamda 6dile bagliliklari arttikca %60 oraninda
cezaya karsi hassasiyetleri de artmaktadir. Bu durum 6grencilere verilen ddullerin belirli bir stre sonra
onlarda ceza etkisi olusturabilecegi anlamina da gelmektedir.

Arastirmanin daha sonraki kisminda, akademik baglamda 6dil bagimliligi ve ceza hassasiyeti ile
sosyal ve duygusal 6grenme arasindaki iliskiler arastinlmistir. Odil bagimhligi alt boyutlari ile sosyal ve
duygusal 6grenme alt boyutlari arasinda hem anlamli hem de anlamli olmayan iliskiler bulunmustur.
Odiil beklentisine karsi sarth performans ile sosyal ve duygusal 6grenmenin alt boyutlari arasinda diisiik
diizeyde anlamli iligkiler mevcuttur. Odiiliin okulda pekistirme etkisi ile 8diliin evde pekistirme etkileri
alt boyutlar ile sosyal ve duygusal 6grenme alt boyutlarinin bircogu arasinda anlamli iliskiler
bulunmamaktadir. Odil bagmhliginin sosyal ve duygusal 6grenmeyi yordamasiyla ilgili yapilan
regresyon analizi sonucunda, 6dil bagimliiginin %15 dizeyinde anlamli olarak sosyal ve duygusal
dgrenmeyi etkiledigi bulunmustur. Odiile bagh sarth performans %43, 6diliin evde pekistirme etkisi %-
14 diizeyde anlamli etkiye sahip ve 6diliin okulda pekistirme etkisi anlaml etkiye sahip degildir.

Ceza hassasiyeti alt boyutlari ile sosyal ve duygusal 6grenme alt boyutlari arasindaki iliskilerde
anlamli dusuk dizeyde ve anlamli olmayan iliskiler bulunmustur. Bu boyutlarin bircogunda iligki
durumlarinin 0'a yakin olmasi ceza hassasiyetinin sosyal ve duygusal 6grenmeyi etkilemedigi anlami da
tasimaktadir. Ceza hassasiyetinin sosyal ve duygusal 6grenmeyi yordamasiyla ilgili yapilan regresyon
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analizi sonucunda, ceza hassasiyetinin %11 diizeyinde anlamli olarak sosyal ve duygusal 6grenmeyi
etkiledigi bulunmustur. Bu durum beklenmedik bir sonu¢ olarak degerlendirilebilir. Fakat yordama
dlzeyinin dustk olmasindan dolayi, daha farkl érneklemlerde sifira yakin ya da negatif etki diizeyinde
sonuglar elde edilebilecegi 6ngorilmektedir.

Oneriler: Ogrenme yasantisi icerisinde olan bir bireyin SDO seviyelerini gelistirmelerinin bircok yarari
bulunmaktadir (Esen-Aygiin, 2017; Durlak vd. 2011; Romasz vd., 2004). Ozellikle akademik tiikenmislik
gibi durumlarin okuldaki stresten kaynakli oldugu (Aypay, 2018) ve stres durumlarinin SDO kazanimlar
ile kontrol edilebilecedi (Esen-Aygiin, 2017) bilinmektedir. Ayrica SDO kazanimlari dgrencileri olumlu bir
okul atmosferine daha fazla baglanmalarini tesvik etmektedir. (Catalano, Berglund, Ryan, Lonczak &
Hawkins, 2002; Durlak & Weissberg, 2005; Greenberg vd., 2003). Olumlu okul atmosferini ve 6grencilerde
okula olan baglihgi SDO'niin araci roli ile olusturabilmek icin, 6diil ve ceza uygulamalarinin tercih
edilmedigi okul ortamlarinin olusturulmasi arastirmanin énerileri arasindadir. SDO'niin okul ortamlarina
entegre edilmesi halen tizerinde ¢alisilan bir durumdur (Ceylan & Yigitalp, 2018; Kiligoglu-Akbulut, 2016).
Bu durumun daha iyi bir noktaya erisebilmesi, yani SDO’niin egitim sistemlerinin daha giicli bir parcasi
olmasi arastirmanin diger bir énerisidir. Bu nedenle SDO'niin hangi degiskenlerle gelistirilebilecegi ve bu
degiskenlerin okul ortamlarinda bulunma durumlarinin arastirilmasi da dnerilebilmektedir.
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