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Adalet  kavraminin  okul ortamindaki yansimasi olarak
goriilebilecek sinifta adalet algisi 6§rencilerin okula uyumlarinin,
gelecek planlarinin, 6grenme motivasyonlarinin, iyilik hallerinin,
6z saygilarinin gliclenmesinde ve antisosyal davranislarin
6nlenmesinde énemli rol oynayan bir dediskendir. Bu
arastirmada ele alinan diger degisken umut ise bireylerin
hayatina anlam katan, motivasyonlarini, uyumlarini, 6z
glivenlerini gliclendiren bir bilistir. Alanyazin incelendiginde
adalet algisi ile umut diizeyinin benzer degiskenlerle iliskili
oldugu gézlenmektedir. Bu dogrultuda ¢alismanin birinci amaci
sinifta adalet olcekleri puanlari ile siirekli umut élgegi puani
arasinda katilimcilarin demografik ézelliklerine gére anlamli bir
fark olup olmadigi incelemek, ikincisi sinifta adalet dlgekleri
puanlari ile siirekli umut élgegi puani arasinda ne diizeyde bir
iliski oldugunu belirlenmeye calismaktir.

Arastirmanin ¢alisma grubu Bati Karadeniz Bélgesinde bulunan
bir il merkezindeki ortaégretim kurumlarinin 9-12. siniflarina
devam eden 507 6grenciden olusmaktadir. Calisma grubunun
tespitinde uygun d&rnekleme ydéntemi kullanilmistir. Analiz
sonucunda siirekli umut 6lgeginden alinan puanlar ile dagitim
adaleti, siire¢ adaleti ve etkilesim adaleti 6lgeklerinden alinan
puanlar arasinda pozitif yénde ve istatistiksel olarak anlamli
iliskiler tespit edilmistir. Bu dogrultuda pozitif psikolojinin nemli
kavramlarindan biri olan umut ile adalet algisi arasinda birbirini
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GENIS OZET
Giris

Ogretmenin iletisim becerisi, anlattigi konuya hakimiyeti, bilissel esnekligi ve adaletli
tutumu egitimin verimli olmasinda etkilidir. Orgiitsel adaletin boyutlari olan dagitim ve siire¢
adaleti egitime uyarlanmis (Paulsel, Chory-Assad ve Dunleavy,2005), bunlara etkilesim adaleti
eklenerek sinifta adaletin li¢ boyutu olusturulmustur (Chory (2007).

Ogrenciler agisindan incelendiginde dagitim adaleti 6ddiillerin, notlarin ve cezalarin
dgrenciler arasinda nasil dagitildigidir. Ogrenciler aldiklari notlari, arkadaslarinin notlari veya
bekledikleri notlarla kiyasladiklarinda, adil olup olmadigini algilayabilir (Chory-Assad ve Paulsel,
2004a), 6gretmenlerinin 6grencileri degerlendirmek ve puanlamak igin kullandiklari kriterleri
adil ya da haksiz bulabilirler (Berti, Molinari ve Speltini, 2010). Bu nedenle adalet ile birlikte
rasyonellik kavraminin dikkate alinmasi gerekir. Rasyonellik, kisiye yapilacak uygulamanin belli
kurallarla 6nceden saptanmasi, kisinin keyfi bir muameleye maruz kalmamasidir (Gliriz,2001).
Bu noktada siire¢ adaleti glindeme gelir. Slire¢ adaleti not vermede hangi kurallara uyuldugunu,
sinavlarin nasil yapildigini, geri bildirimlerin nasil verildigini, sinif kurallarinin nasil uygulandigini
kapsar (Chory-Assad ve Paulsel, 2004a, Horan, Chory ve Goodboy,2010). Etkilesim adaleti ise
o0gretmenin 6grencilerin goruslerini kabul etmesi, kaygilarini dikkate almasi ve deger vererek
ogrencilerle iletisime ge¢mesidir (Chory-Assad ve Paulsel, 2004a).

Dagitim, slire¢c ve etkilesim adaleti ile 6grencilerin kurallara uygun davranmalari
arasinda pozitif bir iliski vardir (Colquitt, 2001). Adaletsiz durumlar ise 6grencilerde ofke ve
dismanlik gibi negatif duygu ve davranislara neden olmaktadir (Chory Assad ve Paulsel, 2004a).
Yasadiklari olaylar ne kadar olumsuz olursa olsun bireyler adaletin bir gin kesinlikle
saglanacagina inanmaya ihtiya¢ duyarlar. Bu noktada adalet kadar eski ve 6nemli olan umut
kavrami akla gelmektedir. Snyder (2002), umudu bireylerin hedeflere giden yollari liretme, bu
yollari harekete gegirme ve surekli kullanmaya yonelik algiladiklari kapasitesi olarak
tanimlamistir. Snyder (2002) umudu; amaglar, alternatif yollar diisiincesi ve eyleyici dislince
olmak Uizere (¢ bilesenle agiklamistir. insanlar amag yénelimlidir ve amaglarini gergeklestirmek
icin motive olurlar. Alternatif yollar duslncesi kisinin arzulanan hedefe ulagsmak igin basarih
planlar yapabilme ve alternatif yollar Gretebilme kapasitesine iliskin algisidir. Eyleyici distince
amaca giden yolda engellerle karsilasildiginda alternatif yollar diislincesinin aktif olmasini saglar.
Alternatif yollar diisiincesi ise bireyin ge¢cmisteki basarili tecriibelerini géz 6niine alarak yeni
yollar bulmasina yardimci olur (Snyder ve dig., 1991; Snyder ve dig. 2002).

Ogrencilerin umutlarinin giiclenmesi igin en etkili ortamlardan biri sinif, en 6nemli faktdr
ise dgretmendir. Ogretmen, 6grencileri kendi amagclarina giden yollari belirlemeleri, bu yollari
kullanmalari, zorluklarin Gstesinden gelmeleri ve hayallerini gerceklestirmeleri icin motive eder.
Ogrencilerin 6gretmenlerinin adil davrandigi konusundaki 6znel deneyimleri, 6grencilerin okul
ortamina iliskin algilarinin olumlu olmasini saglar (Peter ve Dalbert, 2010). Bu deneyim 6zellikle
ergenler icin ¢ok onemlidir. Clnkl ergenler bu dénemde diinyaya bakislarini ve sosyal
haritalarini sekillendirmektedir (Resh, 2009). Ogretmen ve 6grencilerin arasindaki iliski, hedefleri
basarmak icin birlikte calistiklari kisilerarasi bir iliskidir (Frymier ve Houser’a (2000). Ogretmenin
adil olusu ile ilgili algilar 6grencilerin becerileri, motivasyonlari, ¢cabalari, otoriteye karsi olumlu
tutumlari ve grupla birlikte ¢alisma becerileri ile yakindan iliskilidir (Chory, 2007; Chory-Assad,
2002). Adaletsizlik bireylerin garesiz, mutsuz, umutsuz ve amagsiz hissetmelerine neden
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olmaktadir. Bu nedenle 6grenci- 6gretmen arasindaki iliski ve iletisimlerde adalet algisi ve umut
onemli bir belirleyicidir.

Calismanin Amaci

CGalismanin iki amaci bulunmaktadir. Birincisi sinifta adalet dlgcekleri puanlari ile strekli
umut Olcegi puani arasinda katilimcilarin demografik 6zelliklerine gére anlamh bir fark olup
olmadigi incelemek, ikincisi sinifta adalet dlgekleri puanlariile stirekli umut 6lcegi puani arasinda
ne diizeyde bir iliski oldugunu belirlenmeye ¢alismaktir

Yontem

Arastirma iliskisel tarama modelindedir. Calisma grubu Bati Karadeniz Bélgesindeki bir il
merkezinde bulunan farkli ortaégretim kurumlarinin 9.,10.,11. ve 12. siniflarina devam eden
ogrencilerden olusmaktadir. Calisma grubunun tespitinde uygun 6rnekleme yodntemi
kullanilmistir. Arastirmanin verileri Sinifta Adalet Olgekleri ile Siirekli Umut Olgegi kullanilarak
toplanmistir. Sinifta Adalet Olcekleri; Sinifta Dagitim Adaleti, Sinifta Siire¢ Adaleti ve Sinifta
Etkilesim Adaleti olmak lizere U¢ farkh 6lcekten olusmaktadir. Eksik ve hatali doldurulan formlar
cikarilmis ve 507 formdan elde edilen veriler analiz edilmistir. Verilerin normal dagilim gosterip
gostermedigini belirlemek i¢cin Kolmogorov-Smirnov testi yapilmis ve verilerin normal dagilim
saglamadigi tespit edilmistir. Bu nedenle analizlerde non-parametric testler kullaniimistir (Mann
Whitney-U testi, Kruskal Wallis H-testi, Spearman Sira Farklari). Karsilastirmalar sonrasinda
anlamli bir fark ¢ikmasi sonucunda Mann Whitney U-testi ve Bonferroni diizeltmesi kullanilarak
farkin kaynagi tespit edilmistir.

Bulgular

Cinsiyete gore, dagitim adaletinde erkek 6grencilerin sira ortalamasi (290.90), kiz
ogrencilerden (224.80) daha yiksek olup aralarinda anlamli fark vardir ve etki blaylklGgi disuk
dizeydedir (U=23431; Z=-5.047; p<0.05; r =-.22). Dagitim adaletinde anlamh fark erkek
ogrenciler lehinedir. Kiz ve erkek 6grenciler arasinda siire¢ adaleti (U=30264; Z=-.874; p>0,05),
etkilesim adaleti (U=31191; Z=-.309; p>0,05) ve siirekli umut 6l¢egi (U=28721; Z=-1.817; p>0,05)
puanlari agisindan anlamli bir fark tespit edilmemistir

Sinif diizeyine gore, dagitim adaleti ortalama puanlari arasinda anlamli bir fark vardir ve
etki bliylkligu disik diizeydedir (X(23)=9.392; p<.05; n2=0,018). Anlamli farkin hangi grup ya da
gruplardan kaynaklandigini bulmak icin yapilan Mann-Whitney U testi sonucuna goére, 9. Sinif
(U=11719,5; p =0,003) ile 11 sinif diizeyinde olan 6grenciler arasinda,11. Sinifta olan 6grenciler

lehine anlamli bir fark bulunmustur
Okul tlirline gore, slirec adaleti ortalama puanlari arasinda anlamli bir fark vardir ve etki

blylkligu duslk dizeydedir (X(25)=26.457; p<.05; n2=0,052). Okul tiirline gore, etkilesim adaleti
ortalama puanlari arasinda anlamh bir fark vardir ve etki blyukligh orta dlizeydedir
(X(25)=37.245; p<.05; n2=0,073). Anlamh farkin hangi grup ya da gruplardan kaynaklandigini
bulmak i¢in yapilan Mann-Whitney U testi sonucuna gore; Siire¢ adaletinde okul tiiri fen lisesi
olanlar lehine lisede (U= 83.5; p = 0,001), Anadolu lisesinde (U= 2624; p = 0,000), mesleki ve
teknik lisede (U=935,5; p = 0,001) 6grenim goren 6grenciler arasinda anlamh fark bulunmustur.
Etkilesim adaletinde okul tlri fen lisesi olanlar lehine lisede (U= 59; p = 0,000) Anadolu lisesinde
(U=2122; p = 0,000), imam hatip lisesinde (U= 610; p = 0,000), mesleki ve teknik lisede (U= 642;
p = 0,000), glizel sanatlar lisesinde (U= 177,5; p = 0,000) 6grenim goren 6grenciler arasinda
anlamli fark bulunmustur.
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Analiz sonucunda sinifta dagitim adaleti 6lcegi puani ile sirekli umut Olcegi puani
arasindaki iliski r =.22; sinifta stire¢ adaleti olgegi ile stirekli umut 6lcegi arasindaki iliski r =.22;
sinifta etkilesim adaleti ile strekli umut 6lgegi puanlari arasindaki iliski r =.13 olarak tespit
edilmistir. Sinifta adalet olgekleri ile slirekli umut Olgegi puanlari arasinda pozitif yonde ve
istatistiksel olarak anlaml (p<.01) iliskiler saptanmustir.

Dagitim adaleti olcegi beklenen adalet ve mevcut adalet olmak Gzere iki alt boyuttan
olusmaktadir. Arastirmada 6grencilerin beklenen adalet puanlari mevcut adalet puanlarindan
daha yiksek bulunmustur. Bu durum 6grencilerin daha iyi notlar alabileceklerini umut ettiklerini
gostermektedir. Beklentinin adalet algisinda 6nemli oldugu, 6grencilerin adaletli durumlari
tanimlarken mutluluk, doyum, degerli olma hissi ve umutluluk gibi pozitif duygulari kullandiklari,
adaletsiz durumlardan s6z ederken de ofke, Gzintl, hayal kirikhig ve utanma gibi negatif
duygulari kullandiklari belirlenmistir.

Bu c¢alismada etkilesim adaleti ile siire¢ adaleti arasindaki iliski .64 (p< .001) olarak
hesaplanmistir. Ogretmen 6grenci arasindaki iliskide adalet algisi verilen notlardan ¢ok iliskinin
kalitesi ile degerlendiriimektedir. Ogretmenlerin iletisim becerileri; gretimin verimli olmasinda,
ogrencilerin benlik algillarinin desteklenmesinde ve gerek Ogrenciler gerekse 6grencilerle
o0gretmenler arasinda yasanan catismalarin ¢ézimiinde ¢ok 6nemlidir. Benzer sekilde umut da
ogrencilerin not ortalamasi ve mezun olma ihtimalleri ile pozitif yonde iliskilidir. Ogrenciler
ogretmenlerinden daha ¢ok duygusal destek aldiklarinda kendilerini daha keyifli, gururlu ve
umutlu hissetmektedirler. Basari duygusu 6grencilerin ¢esitli 6grenme stratejilerini kullanmalari,
0z diizenlemeli 6grenmeleri ve akademik performanslari ile baglantilidir.

Tartisma ve Yorum

Ogrencilerin kendileri ve icinde yasadiklari toplumla barisik, sorumluluk bilincine sahip
bireyler olabilmeleri blyime siirecinde adalet konusunda edindikleri bilgi ve yasadiklari
tecribelere baghdir. Evinin, okulunun ve iginde yasadigl toplumun adil oldugunu disiinen
bireylerde umutlu diisiinme ve gelecege iliskin plan yapma becerisi gelisir.

Okullarda adaletli uygulamalari destekleyerek 6grencilerin umutlarini giiglendirmek igin
o0gretmenlerin ve okul psikolojik danismanlarinin sézel ve davranissal tepkilerini gdzden
gecirmeleri, 6grencilere rol model olmalari gerekir. Ayrica 6grencilerine gergek¢i umutlar
beslemeyi 6gretmeleri, tim uygulamalarinda cocugun yiksek vyarari ilkesini gbz oninde
bulundurmalari gerekir.
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The Relationship between Perception of Classroom Justice and

Dispositional Hope

Sinem TARHAN, Bartin Universitesi, ORCID ID: 0000-0001-7297-2499

Abstract

Classroom justice can be considered an extension of school
justice and is important in reinforcing students' school
adaptation, planning skills, learning motivation, well-being, and
self-esteem, and deterring antisocial behaviors. Hope is
cognition that brings meaning to life and enhances motivation,
adaptation, and self-confidence. In the literature, justice
perception and hope are correlated with similar variables.
Therefore, the first objective is to examine whether there is a
significant difference between the scores on the Classroom
Justice Scales and the Dispositional Hope, depending on the
demographic characteristics of the participants. The second
objective is to find out the extent to which there is a relationship
between the results of the Classroom Justice Scales and the
results of the Dispositional Hope Scale. The study sample consists
of 9" and 12" grade 507 students in an urban center in the
Western Black Sea region. Convenience sampling technique was
utilized in the study. The analysis revealed significant results for
boys and 11th grade students on distributive justice. Also, the
significant result was found in favor of science high school
students in interaction and procedural justice scores. Positive and
statistically significant correlations were found between the
scores on the Continuous Hope Scale and the scores on the
distributive, procedural, and interactional justice scales,
indicating a mutually reinforcing relationship between hope, a
central concept of positive psychology, and justice perception.
Accordingly, activities to improve students' sense of justice and
to promote hope were highlighted in light of the results.

Keywords: Distributive Justice, Procedural Justice, interactional
Justice, Dispositional Hope
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The Relationship between Perception of Classroom Justice and
Dispositional Hope

The efficiency of educational processes depends largely on the quality of communication
between the teacher and the student. Student opinions are important in evaluating the
effectiveness of teaching in different dimensions. The teachers' communication skills, attitude
towards the students, mastery of the subject they teach, efforts, cognitive flexibility, and fair
attitude are influential in the effectiveness of education (Kim, Damewood, & Hodge, 2000).

The fact that education is an indirect initiative has made the existence of organized
structures called ‘schools’ obligatory (Yolcu, 2010). Accordingly, one of the subjects attracting
the interest of scientists working in the fields of organizational psychology, human resource
management, and organizational behavior in recent years has been organizational justice or
people's perception of justice in their organizations (Cropanzano & Greenberg, 1997). The
concept of justice concerns both the individual with its dimension of perception and
organizations with its dimension of behavior (Tekin & Akyol, 2017). For this reason, social justice
has become a central concept in most academic debates on education policies (Thrupp &
Tomlinson, 2005), and the use of the concept of justice has become increasingly common in
classroom evaluation studies within the framework of social psychology theories (Rasooli,
Deluca, Rasegh, & Fathi, 2019).

Paulsel, Chory-Assad, and Dunleavy (2005) have adapted distributive and procedural
justice, which are the dimensions of organizational justice, to education, and Chory (2007) has
created the three dimensions of justice in the classroom by adding interactional justice to these.
In line with the views gathered by Rasooli et al. (2019) from various theorists, it can be said that
distributive justice refers to the distribution of things distributed according to the principle of
equality, equity and needs. Interactional justice defines the communication and interaction
between people in the direction of respect, conformity, and honesty. Procedural justice is
conceptualized by Leventhal (1980, as cited in Cohen-Charash & Spector, 2001) within the
framework of consistency, being free from biases, precision, accuracy, representativeness, and
adherence to ethical principles in the process of implementing business and transactions. In
other words, procedural justice outlines the processes in which those that are dispersed
(rewards, punishments, etc.) are distributed.

From students' perspective, distributive justice is how rewards, grades, opportunities to
improve grades, and punishments are distributed among students. Problems with distributive
justice in the classroom arise in relation to who gets the teacher's attention and who gets high
marks (Deutsch, 1985, as cited in Paulsel, Chory-Assad, & Dunleavy, 2005). When students
compare the grades they receive with those of their friends or the grades they expect, they can
perceive whether the grades are fair or not (Chory-Assad & Paulsel, 2004a), and they may find
the criteria used by their teachers to evaluate and score students fair or unfair (Berti, Molinari,
& Speltini, 2010). People assess the rewards' adequacy by comparing them with their
expectations, needs, and general social norms. Satisfaction with the result is determined not
only by the magnitude of the results obtained but also by comparing these results with the
standards taken as reference (Cropanzano & Greenberg, 1997). In the context of teaching, a
student assessing the fairness of a grade “C” may evaluate this “C” based on the grade he/she
expects, the grade he/she deserves to receive, or the grades received by others (Chory-Assad &
Paulsel, 2004a). Therefore, the concept of rationality must be considered along with justice.
Rationality is the specification of the application to be made to the person in advance with
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certain rules and that the person is not subjected to arbitrary treatment (Giiriz, 2001). At this
point, procedural justice takes effect. Procedural justice encompasses what rules are followed
in grading, how make-up classes and exams are conducted, how the timeline/workload is
distributed, how feedback is provided, how classroom rules are enforced, or what rules teachers
violate (Chory-Assad & Paulsel, 2004a; Horan, Chory, & Goodboy, 2010). Procedural justice is
closely related to motivation and affective learning (Chory-Assad, 2002). It can be said that
students who realize that the rules are applied fairly develop a positive attitude towards school
and learning, and make an effort to research and learn.

Interactional justice means that teachers' attitudes and behaviors towards their
students are fair and qualified (Paulsel & Chory-Assad, 2005). In other words, the teacher
accepts the students' opinions, takes their concerns into account, and communicates with them
without looking down upon them (Chory-Assad & Paulsel, 2004a). Interactional fairness has
been found to have a major impact on school practices, helping adolescents to adapt to school
rules, prevent their antisocial behavior, and develop a positive attitude toward authority
(Gouveia-Pereira et al., 2003). Otherwise, the teachers’ communication with their students is
described to be in an insensitive, rude, and prejudiced (gender, language, race, etc.) manner and
the discrimination they make among their students are expressed as behaviors that harm the
fairness of interaction (Horan, Chory, & Goodboy, 2010).

The school environment includes the interaction between classmates and the
interaction between teachers, and students. The teacher's communication style and closeness
are important factors affecting the social-emotional environment of the classroom (Titsworth,
McKenna, Mazer, & Quinlan, 2013). Teacher justice, which students experience individually,
plays a key role in their school life (Peter & Dalbert, 2010). As a result, there is a positive
relationship between distributive justice, procedural justice, and interactional justice, as well as
students' compliance with the rules (Colquitt, 2001).

Students' subjective experience that their teachers are behaving fairly ensures that
students' perceptions of the school environment are positive (Peter & Dalbert, 2010). This
experience is especially important for adolescents, because they shape their view of the world
and the social maps in their minds during this period (Resh, 2009). Teachers and students have
goals; the relationship between the two is interpersonal, and they work together to achieve
goals. These goals' achievement depends on the teacher and student's communication and
problem-solving skills (Frymier & Houser, 2000). Strong teacher and student communication
positively affects success and motivation (Molinari, Speltini, & Passini, 2012). Perceptions of
teacher fairness are closely related to students' skills, motivations, efforts, positive attitudes
toward authority, and ability to work with the group (Chory, 2007; Chory-Assad, 2002).
Perceived fairness in the school environment not only helps students adapt, but also fosters
their self-esteem (Tyler, Smith, & Huo, 1996, as cited in Gouveia-Pereira, et al., 2003). Students
who feel cared for tend to develop positive self-concept and demonstrate higher achievement
in schoolwork, learning, goal orientation, and responsibility (Bempechat, Ronfard, Mirny, Li, &
Holloway, 2013).

Unjust situations cause negative emotions and behaviors, such as anger and hostility
in students (Chory-Assad & Paulsel, 2004a). It has been determined that students observe
procedural injustice in their teachers three times more frequently than distributive and
interactional injustice, and that they exhibit emotional responses such as anger and
disappointment when they encounter unfair behaviors in the classroom (Horan, Chory, &
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Goodboy, 2010). When students do not think their lecture grades, the processes in the lesson,
or their teachers are fair, they indirectly attack their teachers (Chory-Assad, 2002; Chory-Assad
& Paulsel, 2004a; 2004b), act with hostility (Chory-Assad & Paulsel, 2004b), resist the demands
of their teachers (Chory-Assad & Paulsel, 2004b; Paulsel, Chory-Assad, & Dunleavy 2005), and
rate their teachers with low grades (Chory-Assad & Paulsel, 2004a). In addition, the perception
that there is injustice in the classroom leads to a decline in learning motivation and to negative
outcomes, such as dropping out of school (Berti et al., 2010), causing students to feel angry,
painful, stressed, cheated out of their rights, deceived, weary, and ashamed (Chory et al., 2017;
Horan et al., 2010).
No matter how negative the events they experience, individuals need to believe that

the world is a just place, or that justice will definitely be achieved one day because belief in a
just world has a harmonizing effect. There is a positive relationship between high belief in the
just world and the reduction and control of anger in individuals, increasing self-esteem,
strengthening well-being, life satisfaction, and positive affect. In addition, individuals with a
strong belief in a just world tend to perceive their experiences as fairer and are motivated to
protect themselves against threats (Dalbert & Stoeber, 2005). Belief in a just world is the
foundation of the ability to engage in long-term goal-oriented behavior. Individuals want to plan,
study, and obtain what they want, avoid frightening and painful events, and achieve their goals
with variables they can control (Erikson, 1950; Merton, 1957, as cited in Lerner, 1980). At this
point, the concept of hope, which is as old and important as justice, comes to mind. It can be
said that individuals who think that they live in a fair environment or who expect justice to come
true one day trust themselves and the people around them, feel valued, look at life more
positively, and have stronger hopes.

Snyder (2002) defined hope as the perceived capacity of individuals to produce, activate,
and continuously use the paths leading to the goals. Hope is a cognitive construct. Snyder (2002)
explained hope with three components: goals, alternative pathways, and agency (willpower),
and stated that people are goal-oriented and motivated to achieve their goals. The idea of
alternative pathways is one's perception of his/her capacity to make successful plans and
produce alternative paths to achieve the desired goal under normal or obstructive conditions
(Snyder et al., 1991; Snyder et al., 2002). The motivating part of the theory of hope—agency—is
the perceived capacity of the person to start using alternative paths when faced with obstacles
in the process of achieving goals and to be motivated to continue his/her path (Snyder, 2002).
Agency enables the idea of alternative ways to be active when obstacles are encountered on the
way to the goal. The idea of alternative pathways helps the individual to find new ways by
considering their successful experiences in the past. Hope enables the perception of obstacles
and problems as situations to be dealt with and as learning opportunities (Youssef & Luthans,
2007). According to Erikson (as cited in Lopez et al., 2003), hope is an important element of
healthy cognitive development. Hopeful thinking, a skill that can be taught and developed, is
much more important to cope with difficulties, especially during the school period when
children acquire new skills (Westburg & Martin, 2003).

One of the most effective environments for strengthening hope is the classroom, and the
most important factor in strengthening students' hopes is the teacher. The teacher motivates
students to identify the paths to their own goals, use these paths, overcome difficulties, and
realize their dreams. School environments are appropriate to teach hope and enable children at
risk, in particular to overcome their problems (McDermott & Hastings, 2000).
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Observed in all areas of life, hope is one of the positive organizational behaviors
according to Youssef and Luthans (2007). Blylikgdz and Kavak (2017) emphasized the concept
of “psychological capital,” which reflects the positive attitude of employees towards the
organization. Psychological capital, linked to the individual's positive psychological
development, is expressed as a structure consisting of four components: hope, optimism, self-
efficacy, and psychological resilience. Miller (2007) considered hope important for the quality of
life. He emphasized that hope is an instinctive element of life, making it easier for individuals to
reveal their potential by protecting them from being hurt (Miller, 1985, as cited in Akman &
Korkut, 1993).

Similar to the impact of just/unjust practices on students, positive psychology programs
are also crucial to students' well-being, relationships, and academic success because there is a
close relationship between them. Positive psychology and the educational system based on this
movement seek to develop positive emotions and thoughts that strengthen mental and physical
health, such as hope, well-being, gratitude, and resilience (Waters, 2011).

In summary, injustice causes individuals to feel helpless, unhappy, hopeless, and
purposeless. Therefore, perceptions of justice and hope are important determinants in student-
teacher relationships and communication. In the literature, there are studies on students and
teachers based on justice in the classroom. These studies address classroom justice or teacher
attitudes and student aggression (Chory-Assad & Paulsel, 2004), motivations to learn (Chory-
Assad, 2002), verbal and behavioral reactions (Chory, 2010), and teacher reliability (Chory,
2007). Some studies examine students' experiences with injustice (Ciuladiené & Racelyté, 2016)
and reveal injustices caused by the pedagogical inadequacy of teachers (Bempechat, Ronfard,
Mirny, Li, & Holloway, 2013). Studies examining the relationship between social justice and hope
in the international literature have also been encountered (Mclnerney, 2007; Thrupp &
Tomlinson, 2005).

In the literature, there are studies on students and teachers based on justice in the
classroom. These studies address classroom justice or teacher attitudes and student aggression
(Chory-Assad & Paulsel, 2004), motivations to learn (Chory-Assad, 2002), verbal and behavioral
reactions (Chory, 2010), and teacher reliability (Chory, 2007). There are also studies that
examine students' experiences with injustice (Ciuladiené & Racelyté, 2016) and reveal injustices
caused by pedagogical inadequacy of teachers (Bempechat, Ronfard, Mirny, Li, & Holloway,
2013). Studies examining the relationship between social justice and hope in the international
literature have also been encountered (Mclnerney, 2007; Thrupp & Tomlinson, 2005).

When the studies conducted in Turkey were examined, it was determined that the focus
was on organizational justice, and teachers and administrators were chosen as the participant
group (Altinkurt & Yilmaz, 2010; Bas & Sentiirk, 2011; Polat & Celep, 2008; Tekin & Akyol, 2017;
Titrek, 2009). The number of studies on justice in the classroom in Turkey is rather limited
(Kepekcioglu, 2015; Tarhan, 2018). A review of national and international literature studies
revealed that no study examined the relationship between justice and hope in the classroom.
Therefore, the significance of this study is to be the first study to examine the relationship
between justice and hope in the classroom. In addition, it is expected that the results of this
study will draw attention to the concept of classroom justice in secondary schools and help to
solve the problems encountered in the management of the classroom and classroom climate in
schools.
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The study has two objectives. The first objective is to examine whether there is a
significant difference between the scores on the Classroom Justice Scales and the Dispositional
Hope, depending on the demographic characteristics of the participants. The second objective
is to determine the extent to which there is a relationship between the results of the Classroom
Justice Scales and the results of the Dispositional Hope Scale. In this regard, answers were sought
to the following research questions:

1. Is there a significant difference between demographic variables (gender, grade level,
school type) in secondary students' opinions of distributive, procedural, and
interactional justice and state hope level?

2. s there a relationship between distributive justice and the level of state hope?

3. Isthere a relationship between procedural justice and the level of state hope?

Is there a relationship between interactional justice and the level of state hope?

Method
Research Model

This research, which examines the relationship between the perception of justice in the
classroom and the level of state hope, is designed in the relational screening model. Relational
descriptive model aims to determine whether there is a change between two or more variables
jointly (Karasar, 2012).

Participant

The study was conducted in secondary educational institutions in an urban center in
the Western Black Sea region. The participants are students attending secondary education
institutions' 9th, 10th, 11th, and 12th grades. A total of 568 students were accessed during the
research study. Incomplete and incorrectly filled data collection tools and items with extreme
values were excluded from the evaluation, and thus, the data obtained from 507 forms were
analyzed. The convenience sampling method was used to determine the study group. Students
are faced with situations such as course content, homework, exams, grades they receive at the
end of projects, class rules, verbal and non-verbal reactions of teachers, etc. Since students at
the secondary education level are in adolescence, they try to form a philosophy of life by
thinking about issues such as rights, justice, hope for the future, future anxiety, and future plans.
In this respect, the study group was formed from students attending different types of
secondary education institutions. Table 1 presents demographic Information on students’
gender, grade level, and school type.

Tablel.
Demographic Information about participants
Variable N (%)

Gender
Girl 283 55,8
Boy 224 44,2
Grade level
9 168 33,1
10 115 22,7
11 171 33,7

12 53 10,5
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Type of school

High school 13 2,6
Anatolian high school 276 54,4
Imam hatip high school 75 14,8
Vocational and technical high school 83 16,4
Science high school 37 7,3
Fine arts high school 23 4,5
Total 507 100

As shown in Table 1, 283 participants were female students (55.8%), and 224 were
male students (44.2%). While 168 of the students (33.1%) were in the 9th grade, 115 of them
(22.7%) were in the 10th grade, 171 (33.7%) were in the 11th grade, and 53 of them (10.5%)
were in the 12th grade. In addition, 13 (2.6%) of the students were high school students, 276
(54.4%) were Anatolian high school students, 75 (14.8%) were vocational and technical high
school students, 37 (7.3%) were science high school students, and 23 (4.5%) were fine arts high
school students.

Data Collection Tools

The study data were collected using the Classroom Justice Scales (CJS) and the
Dispositional Hope Scale. The Classroom Justice Scales consists of three scales: Distributive
Justice, Procedural Justice, and Interactional .Justice

Distributive Justice Scale (DJS), developed as 14 items by Chory-Assad (2002) and then
revised by Chory-Assad and Paulsel (2004) and finalized into 12 items, aims to determine
students' perceptions of the fairness of the grades they have received or expect to receive from
a particular course. The Cronbach Alpha coefficient of the scale ranges from .69 (Chory, 2007)
t0 .92 (Chory-Assad & Paulsel, 2004). The construct validity of the scale adapted into Turkish was
examined by confirmatory factor analysis, and it was determined that the model showed
acceptable compatibility (c2=204,76; p = .000; sd = .53; x*/df = 3.86; RMSEA = .076; SRMR = .039;
CFl =.94; GFI = .93; and TLI = .93). It was determined that the distributive justice scale exhibited
a two-factor structure, the standardized factor loads ranged from .54 to .73, and the Cronbach
Alpha coefficient was .91 (Tarhan, 2020). The reliability analysis conducted in this study yielded
a Cronbach's alpha of .91 for the overall scale.

Procedural Justice Scale (PJS) was developed by Chory-Assad (2002) based on the

work of Hibaut and Walker (1975) and Leventhal (1980). The initial scale, which consisted of 17
items, was later revised by Chory-Assad and Paulsel (2004), and a 15-item form was generated.
On the scale, students are expected to evaluate the rules, lesson plans, and grading criteria that
a particular teacher applies in the classroom. The Cronbach Alpha coefficient of the scale ranges
from .72 (Chory, 2007) to .94 (Chory-Assad & Paulsel, 2004). In Tarhan's (2020) study on its
adaptation to the Turkish culture, it was determined that the classroom procedural justice scale
exhibited a single-factor structure as in the original scale, and the fit indices were acceptable (c?
=361.966; p =.000; sd = 88; x*/df = 4,11; GFI = .91; CFI =.92; TLI = .91; RMSEA = .079, and SRMR=
.046). It was determined that the factor loads of the scale ranged from .54 to .72, and the
Cronbach Alpha coefficient was .92. The reliability analysis conducted in this study yielded a
Cronbach's alpha value of .92 for the total scale.

Interactional Justice Scale (1JS), first developed by Chory (2007) as eight items, was later
revised as seven items. The interactional justice scale is based on the students' assessment of
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how fair the behavior of a particular instructor towards students is. The Cronbach Alpha
coefficient of the scale was found to be .95 (Chory, 2007). Tarhan (2020) determined that the
scale adapted to the Turkish culture demonstrated good fit values (c?= 36.024; p =.001; sd = 13;
x%/df = 2,77; GFl = .98; CFl = .99; TLI = .99; RMSEA = .060, and SRMR = .019). It was found that
the factor loads of the scale ranged from .74 to .83, and the Cronbach Alpha coefficient was .92
(Tarhan, 2020). As a result of the reliability analysis conducted in this study, the Cronbach alpha
value for the total scale was

In addition, the test-retest method was used to test the stability of the Turkish forms of
the Classroom Justice Scales with respect to the properties they measure over time. A positive
and significant relationship was found between both applications of the CJS. For CDIJS, this
relationship was calculated as r(47) = .89, p < .01, for CPJS it was r(47) = .84, p < .01, and for
ClJS it was r(47) = .87, p < .01 (Tarhan, 2020). The scales of classroom distributive, classroom
procedural, and classroom interactional justice are all rated as 5-point Likert items [1 (not fair at
all), 5 (completely fair)]. There are no inversely rated items in the scale. A total score cannot be
obtained from all three scales (Chory-Assad & Paulsel, 2004). High scores obtained on the scales
indicate that the perception of justice is strong (Paulsel, Chory-Assad, & Dunleavy, 2005).

The Dispositional Hope Scale (SHS) was developed by C.R. Snyder et al. (1991) to
determine the state hope levels of individuals aged fifteen and over, and it consists of 12 items
and two sub-scales. The sub-scales, called Alternative Pathways Thought and Agency Thought,
are measured by four items each. In each sub-scale, one item includes expressions related to
the past, two about the present, and one about the future. The remaining four items constitute
filler items that are unrelated to hope. The scores obtained from the Alternative Pathways
Thought and Agency Thought sub-scales are added together to achieve a total score from the
Dispositional Hope Scale. The lowest score that can be obtained from the scale is eight, and the
highest score is 64 (Lopez et al., 2000). Tarhan and Bacanli (2015) adapted the Dispositional
Hope Scale to the Turkish culture. As a result of the exploratory factor analysis, two sub-
dimensions were determined to be consistent with the factor structure in the original scale. The
two-factor structure explained approximately 61% of the total variance. The Cronbach Alpha
coefficient of the scale was found to be .83, and the KMO value was .86. With the results of the
confirmatory factor analysis, it was supported that this two-factor model is valid. The fit indices
were calculated as GFI = .96, AGFl = .92, RMR = .08, NNFI =. 94, RFI = .90, CFl = .96, and RMSEA
= .077 (Tarhan & Bacanli, 2015). As a result of the reliability analysis conducted in this study,
the Cronbach alpha value for the total scale was .70.

Data Collection

Permission for the research was taken from the Social Sciences and Humanities Ethics
Committee (2020- SBB-0018) of the university where the researcher works and from the
provincial Directorate of National Education. The researcher collected the data by visiting
classrooms. Brief Information about the research and the researcher was given, and the idea of
voluntary participation was explained. The data were obtained from students who agreed to
participate voluntarily in the research.

Analysis of Data

SPSS 21.0 was utilized to analyze the research data. The Kolmogorov-Smirnov test was
utilized to establish whether or not the data has a normal distribution. The data did not exhibit
a normal distribution (Kolmogorov-Smirnov results: distributive justice scale sig. 0.000,
procedural justice scale sig. 0.004, interactional justice scale sig. 0.000, and state Hope scale
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sig..0.000; p 0.05). Non-parametric tests were employed in the analysis because the data did not
have a normal distribution (Mann Whitney U test, Kruskal Wallis H test, Spearman rank
differences). Using the Mann-Whitney U test and Bonferroni correction, the source of the
difference was evaluated in light of the significant difference seen following the comparisons. In
addition to calculating the statistical significance of the comparisons, the effect size was also
determined. Eta squared (2) and r values were determined to determine the magnitude of the
effect. Eta-squared (2) values were calculated for the Kruskal Wallis H test to determine the
effect of the independent variable on each dependent variable. 2 = 0.1 is reported as a small
effect size, 2 = 0.6 as a medium effect size, and 2 = 0.14 as a large effect size when interpreting
the Eta-squared values (Green & Salkind, 2005). The effect sizes of the correlation coefficients
(r) were obtained using the Mann Whitney U test. In interpretation, there is no association
between.01 and.09; a modest correlation between.10 and.29; a moderate correlation
between.30 and.49; a significant correlation between.50 and.69 a very strong relationship
between.70 and higher (Green & Salkind, 2005).

Findings

The study analyzed whether there is a sgignificant difference in secondary students'
opinions about distributive, procedural, and interactional justice and the degree of dispositional
hope according to the variables (gender, class level, school type). The results of the comparison
of participants' distributive, procedural, and interactional justice and level of dispositional hope
by gender are shown in Table 2.
Table 2.
Mann-Whitney U test results by gender

Significant

Scale Group N Xline Sline u z P r difference*

L 1.Girl 283 224.80 63617 "
Distributive 2.80y >4 90.90 65161 23431 -5.047 .000 -.22 2-1

1.Girl 283 248.94 70450
Procedural 2.Boy 224 260.39 58328 30264 -.874 .382

) 1.Girl 283 255.78 72387
Interactional 2.Boy 224 25175 56391 31191 -.309 .758

. 1.Girl 283 243.49 68907
Dis. Hope 2.Boy 294 26728 59871 28721 -1.817 .069

According to Table 2, the mean rank of male students (290.90) in distributive justice
is greater than that of female students (224.80), and the impact size is small (U=23431; Z= -
5.047; p0.05; r = -.02). The significant difference in distributive justice favors male students.
There was no significant difference between procedural (U=30264; Z= -.874; p>0.05),
interactional (U=31191; Z= -.309; p>0.05), and state hope (U=28721; Z= -1.817; p>0.05)
variables.

The results of the comparison between distributive, procedural, and interactional justice and
the participants' level of dispositional hope are presented in Table 3.

Table 3.

Kruskal Wallis H test results by grade level

Significant

2

Scale Grade level N Mean rank sd X p difference* n2
1. 9th grade 168 227.86 3 9.392  .025 *11-9 .018
2. 10th grade 115 254.33

Distributive
3.11th grade 171 275.09

4.12th grade 53 268.08




112

1. 9th grade 168 259.36 3 .829 .842
2. 10th grade 115 258.01
Procedural
3.11th grade 171 249.90
4.12th grade 53 241.54
1. 9th grade 168 267.63 3 2.423 489
Interactional 2.10th grade 115 242.13
3.11th grade 171 248.93
4.12th grade 53 252.91
1. 9th grade 168 260.18 3 1.798 615
2.10th grade 115 238.24
Dis. Hope
3.11th grade 171 258.57
4.12th grade 53 253.85
p<.05

There is a statistically significant difference between the mean scores on distributive
justice based on class level, as shown in Table 3, but the impact size is low (X ((3))2=9.392, p.05,
2=0.02) The findings of the Mann-Whitney U test, which was carried out to determine which
group or groups were responsible for the significant difference, indicate that there is a significant
difference in favor of 11th. According to the findings of the Mann-Whitney U test, which was
conducted to determine which group or groups the significant difference originated from, a
significant difference was identified between the 9th-grade students and the 11th-grade
students (U =11719.5; p = 0.003). Grade students between 9th grade (= 11719.5; p =0.003) and
11th-grade students. Grade students between 9th grade (= 11719.5; p = 0.003) and 11th-grade
students. The gap is tilted in favor of students in the 11th grade.

Table 4 displays the results of the comparison between distributive, procedural, and
interactional justice and the participants' dispositional hope level by school type.

Table 4
Results of the Kruskal Wallis H test by school type

Scale Type of school N Mean rank od X2 §|gn|f|cant n2
difference*
1.High school 13 222.42 5 4.477 .483
2.Anatolian high 276 248.87
school
3.Imam hatip
high school & 268.46
Distributive 4.Vocational
and technical 83 244.44
high school
5.Science high 37 29128
school
6.Fine arts high 23 260.83
school
1.High school 13 224.12 5 26.457  .000 *5-1,2,4 .052
2.Anatolian high 276 233.78
school
ﬁi'?amhhaf'p 75 279.84
Procedural I8h SChoo
4.Vocational
and technical 83 256.75
high school
5.Science high 37 356.97

school
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6.Fine arts high

23 253.70
school
1.High school 13 194.96 5 37.245 .000 *5-1,2,3,4,6 .073
2.Anatolian high 276 242 .97
school
3.Imam hatip
high school 8 255.97
Interactional 4.Vocational
and technical 83 241.28
high school
5.Science high 37 391.42
school
6.Fine arts high 23 23811
school
1.High school 13 189.35 5 3.781 .581
2.Anatolian high 276 25318
school
3.Imam hatip
high school 7> 249.72
Dis. Hope 4.Vocational
and technical 83 271.02
high school
5.Science high 37 256.96
school
6.Fine arts high 23 248.13
school
p<.05

As seen in Table 4, there is a statistically significant difference in the mean scores for
procedural justice by school type, but the effect size is small (X ((5))2=26.457; p.05; 2=0.052).
There is a significant difference in interactional justice mean scores by school type, and the
impact size is moderate (X ((5)2=37.245, p.05, 2=0.04). According to the Mann-Whitney U test,
which was conducted to find out which group or groups the significant difference originated
from

In procedural justice, a significant difference was found in favor of those attending
science high school (U= 83.5; p = 0.001), Anatolian high school (U= 2624; p = 0.000), vocational
and technical high school (U= 935.5; p = 0.001). In interactional justice, it was in favor of those
attending science high school (U= 59; p = 0.000), Anatolian high school (U= 2122; p = 0.000),
imam hatip high school (U= 610; p = 0.000), vocational and technical high school (U = 642; p =
0.000), and fine arts high school (U= 177.5; p = 0.000.

Table 5 shows the correlations that were found between the scores of Distributive
Justice, Procedural Justice, and Interactional Justice and the scores on the Dispositional Hope
Scale. It also includes the arithmetic mean and standard deviation of each scale score.
Table 5.
The correlations between Classroom Justice Scales scores and Dispositional Hope Scale scores,
arithmetic means, and standard deviations

Distributive  Procedural Interactional Dis. Hope
Distributive  1.00
Procedural SHE* 1.00
Interactional .32%** .64%** 1.00
Dis. Hope 2%k 22¥*E J13%** 1.00
X 38.52 50.56 23.26 48.90

sd 10.21 12.47 7.22 8.84
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** p< 01
*%% < 001

As demonstrated in Table 5, the relationship between the distributive justice scale score
and the dispositional hope scale score is r =.22; the relationship between the procedural justice
scale and the state hope scale is r =.22; the relationship between interactional justice and
dispositional hope scale score was determined as r = .13. Positive and statistically significant (p
<.01) relationships were found between the classroom justice scales and the dispositional hope
scale scores.

Discussion and Conclusion

This study first examined whether there was a significant difference between the
classroom justice scale scores and the dispositional hope scale scores by particular demographic
characteristics. Secondly, the correlations between the mentioned instruments were identified.

By gender, a significant difference was found in favor of male students in distributive
justice. In other words, male students found their grades or awards fair and sufficient. Since
people judge the value of the awards considering their expectations, needs, and general social
norms (Cropanzano & Greenberg, 1997), it can be inferred that male students' achievements
draw much attention. This situation should be considered within the framework of gender
stereotypes.

By grade level, a significant difference in distributive justice scores was between the 9th
and 11th-grade students, in favor of the 11th-graders. It can be suggested that compared to the
9th-grade students, the 11th-grade students are more likely to appreciate the meaning of being
a high school student, choosing a specific field, obeying school rules, and getting used to the
course and exam procedures, which might result in distributive justice high mean scores.

By school type, a significant difference was found in procedural justice mean scores,
which was in favor of science high school students. Similarly, a significant difference was found
in interactional justice mean scores, again in favor of science high school students.

Science high schools receive students with the highest scores and are preferred by
successful students. Expectations related to education quality and student-teacher relations are
high in those schools. In this sense, it can be said that science high schools provide a democratic,
egalitarian school environment where students can express their feelings and thoughts.
Gouveia-Pereira et al. (2003s) indicated that students emphasized procedural and interactional
justice in evaluating the fairness of teacher behavior. Besides, students expect their teachers to
treat them professionally, support all students’ learning, spare time for them and explicitly
explain concepts (Bempechat et al., 2013). The fact that these expectations of the students in
science high school are met can be the reason for the differences in interactional and procedural
justice scores.

Positive and statistically significant (p < .01) relationships were discovered between the
scores of the Classroom Distributive Justice Scale, Classroom Procedural Justice Scale, Classroom
Interactional Justice Scale, and the scores of the Dispositional Hope Scale as a result of data
analysis performed on students attending secondary education institutions. Accordingly, it can
be said that while hope strengthens the perception of justice, the perception of justice
strengthens hope.

The scale of distributive justice consists of two sub-scales: expected justice and current
justice. In the study, the expected justice scores of the students were found to be higher than
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the current justice scores. This finding indicating that students hope that they will get better
grades is supported in the literature. It has been determined that expectation is important in
the perception of justice (Cherry, Ordonez, & Gilland, 2003), students use positive emotions such
as happiness, satisfaction, feeling of worthiness, and hopefulness when describing just
situations, and negative emotions such as anger, sadness, disappointment, and shame when
talking about unjust situations (Rasooli, DeLuca, Rasegh, & Fathi, 2019).

The commitment of teachers and students to the school is ensured in proportion to the
fairness of the practices in the institution. A sense of justice creates a positive climate in the
organization. It increases employees' motivation, commitment to the organization, and
productivity. It is observed that the teacher who thinks that he/she is subject to an effective and
fair evaluation process makes efforts to increase student success, create a positive learning
climate in the school, and achieve the school's goals (Tekin & Akyol, 2017). Studies report that
individuals' positive beliefs, such as optimism, hope, and self-efficacy are positively related to
work engagement (Bailey & Snyder, 2007; Halbesleben, 2010; Knight, Patterson, & Dawson,
2017). Likewise, optimism and psychological resilience are important for positive organizational
behavior and are linked to hope. These three concepts are important for work environments in
that they include self-directed motivational processes that can have an impact on job
performance and attitudes toward work (Youssef & Luthans, 2007). While loyalty to the
organization increases optimism, trust, reliability, and so forth, these feelings increase loyalty to
the organization in turn. The equivalent of devotion to the organization/institution/work in
school can be expressed as loyalty to the class. According to the research results of Berti,
Molinari, and Speltini (2010), ideal classroom justice is formed in line with the principles of
communication, equality, and effort/need, whereas the emotional commitment of students
decreases when they are exposed to unfair actions by their teachers.

This study calculated the relationship between interactional justice and procedural
justice as .64 (p <.001). This finding is in line with the literature. Research reveals that procedural
and interactional justice are very important in students' perception of justice (Chory, 2007;
Houston & Bettencourt, 1999; Kepekgioglu, 2015). In a study conducted to investigate the
relationship between the perception of interactional justice and adolescents' evaluation of their
teachers, although the grades given by the teachers were considered important, it was
determined that the perception of justice in the relationship between the teacher and the
student was evaluated by the quality of the relationship rather than the grades given (Gouveia-
Pereira, Vala, Palmonari, & Rubini, 2003). Particularly, communications that support the self-
strengthen the perception of interactional justice in individuals (Bies & Moag, 1986, as cited in
Chory, 2007). According to Frymier and Houser (2000), teachers' communication skills are critical
in the efficiency of teaching, supporting the students' self-perception, and resolving the conflicts
between the students and the teachers. Teachers who have positive interpersonal
communication are often perceived as more approachable by students. Communication that
includes the dimensions of friendly relationship, affirmation, and seeking closeness is important
in terms of answering students' questions, in-class relations, and developing the perception of
justice in the classroom (Young, Horan, & Frisby, 2013).

Cochran-Smith (1999, as cited in Mclnerney, 2007) suggests that the most important
goals of teacher education programs are social responsibility, social change, and social justice,
while Nieto (2000, as cited in Mclnerney, 2007) argues that the need for equality is central to
teacher training. Teachers guide and support students in school and evaluate their skills and
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achievements (Molinari, Speltini, & Passini, 2013). Justice constitutes the most important point
of students' education and evaluation experiences (Mazzoli Smith et al., 2018). Studies reveal
the connection between students' perceptions of justice in the classroom with their academic
achievements (Holmgren & Bolkan, 2014), with their commitment (Berti, Molinari, & Speltini,
2010), and motivation to learn (Chory-Assad, 2002). When students believe their teachers and
grades are fair, their concerns about school decrease (Dalbert & Stoeber, 2005).Positive
thoughts are closely associated with children's self-adequacy perception, increased self-esteem,
life satisfaction, and strengthening their mental health (Marques, Pais-Ribeiro, & Lopez, 2009).

Similarly, hope is positively correlated with students' GPAs and the likelihood of
graduation (Snyder et al., 2002). When students receive more emotional support from their
teachers, they feel more joyful, proud, and hopeful (Titsworth et al., 2013). These feelings of
achievement are linked to students' use of various learning strategies, self-organized learning,
and academic performance (Pekrun et al., 2011, as cited in Titsworth et al., 2013). The teacher-
student relationship refers to the work done collaboratively to accomplish individual goals in the
classroom. The goal of both is to achieve success. Achieving the goal of success depends on their
ability to negotiate and resolve conflicts. The maintenance of relationships depends on intensive
communication (Bainbridge Frymier & Houser, 2000). It can be said that the perception of this
communication to be fair indicates the importance of the relationship between hope and
interactional justice.

The level of hope and optimism contributes to the maintenance of individuals'
positive expectations and social well-being (Gallagher & Lopez, 2009). Goals, which are one of
the fundamental components of hope, are important for the success of the individual's personal
change efforts and for seeing life as meaningful. Goal setting is central to life coaching and is the
foundation of successful self-regulation. Individuals choose personal goals from various life
areas and work toward achieving these goals (Green, Oades, & Grant, 2006). These goals
strengthen individuals' efforts for personal development and change, well-being, and life
satisfaction (Sheldon, Kasser, Smith, & Share, 2002). A high level of association has been
observed between justice and life satisfaction (Cherry, Ordonez, & Gilliland, 2003). Individuals
who find their lives more meaningful have higher motivational energy to achieve their goals
(Tetley, 2010), possess stronger problem-solving skills (Orlich, 2004), and attain higher academic
achievement (Onwuegbuzie & Snyder, 2000). Similarly, hope strengthens individuals' problem-
solving and coping strategies (Chang, 1998; Green, Oades, & Grant, 2006; Peterson & Byron,
2008) and increases academic achievement.

It has been determined that empowerment-based coaching programs implemented
in the school increase students' hope and commitment to school (Madden, Green, & Grant,
2011); students who can find various paths toward their desired goals, have the necessary faith
to move toward their goals, establish strong ties with their schools have high life satisfaction
(You, Furlong, Felix, Sharkey, & Tanigawa, 2008), and students with high levels of hope have high
psychological adaptation and participation in school work (Marques, Lopez, Fontaine, Coimbra,
& Mitchell, 2015). There are studies that examine the relationship between hope, optimism, and
psychological resilience (Coutu, 2002; Youssef, & Luthans, 2007). High levels of hope are
positively related to individuals' perception of themselves educationally and socially
(Onwuegbuzie, 1998), satisfaction from life and academic work (Chang, 1998), and positive self-
esteem. In contrast, they are negatively related to symptoms of depression (Snyder et al., 1997).
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In this respect, there are findings that hope-enhancing interventions in schools increase well-
being, physical activity, and academic success and reduce risky behaviors (Griggs, 2017).

In the process of growth and development in young individuals, three levels in gaining
social justice awareness are mentioned: individual, social, and global. Individual awareness is
the individual’s self-identification with positive and healthy concepts. Social awareness is young
people’s awareness of how the social and economic conditions in the context they live in affect
their identitie. In contrast, global awareness is their being aware of how the pressures applied
to affect the lives of others and their contribution to social justice practices that oppose these
pressures (Cammarota, 2011). The ability for students to become individuals who are at peace
with themselves and the society they live in and who are aware of their responsibilities depends
on the knowledge and experiences they have gained about justice during their growth. People
who believe that their home, school, and society are fair develop the ability to think hopefully
and plan for the future because a fair environment supports the idea that individuals will be
rewarded for their work.

In addition, the traditional perspective of giving Information and transferring culture
in schools is being replaced by learning to learn, using Information, and developing critical
thinking skills. In line with these changes, the roles of teachers are also changing, and teachers
who assume the role of knowledge transmitter expert are replaced by leading teachers who
guide students (Gumuseli, 2001). How the students perceive the teacher's verbal and non-verbal
messages plays an important role in the evaluation of the teacher's educational work. The
teacher's communication skills, attitude towards the student, subject knowledge, organizational
skills, enthusiasm, justice, flexibility, and encouragement are defined as variables closely related
to the teaching effectiveness (Kim, Damewood, & Hodge, 2000). In other words, the ability of
students to benefit from the educational process depends on the teacher's pedagogical
knowledge, knowledge of the field, the reward-penalty system, and his/her ability to present
these to the students in a just manner.

In psychological counseling and guidance studies to be carried out with young people,
it should be explained that hoping is not just waiting, but setting correct and realistic goals to
reach the hoped-for point, making efforts, and continuing on the path by producing alternatives
in the face of obstacles. In this way, students can be supported to have realistic hopes, take
steps to realize their hopes, and work for a just society because young people feel that they can
contribute to improving the lives of others when positive changes occur in their own lives
(Cammarota, 2011).

In order to promote fair practices in schools and thus strengthen students' hopes,
teachers need to review their verbal and behavioral responses and be good role models for
students. They also need to teach their students to have realistic hopes, taking into account the
principle of the best interests of the child in all their practices. In like manner, in our age, school
counselors are expected to strive to remove systemic barriers to students' academic success and
to play a key role in the change and development process of the school (House & Sears, 2002).
If a school counselor contributes with his/her own knowledge and skills to the shaping of a
practice or a decision made in school, he or she has acted as a leader in that occasion according
to the distributive approach (Gronn, 2002; Harris, 2008). As a result, it is believed that the
increased visibility and influence of school psychological counselors will encourage fair practices
in schools. In this study, the relationship between interactional justice and hope was weaker
than the relationships between other classroom justice dimensions and hope. The reasons for
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this may be examined. It is possible to investigate the antecedents of the perception of personal
and organizational justice.
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