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Abstract

The aim of this study is to determine teachers’ change fatigue level and compare it based on some demographics.
To this end, current study employed single screening model which is one of quantitative designs. The study was
conducted on two different study groups and population. The data obtained from the first and second study groups
were used to run exploratory and confirmatory factor analyses of the scale developed in scope of current study,
respectively. On the other hand, the data from population was used for descriptive statistics and comparing the
mean scores of groups based on demographics. The findings indicated that teachers had a “I agree” level change
fatigue. Additionally, demographics such as gender, educational level, type of school (primary, secondary or high
school), district that the school is located, and marital status did not create a statistically significant difference in
teachers change fatigue level while experience and the faculty graduated did. The teachers with 10 years and below
experience had a higher level of change fatigue than the teachers with 16 years and above experience. The teachers
graduating from education faculties had a higher level of change fatigue than the teachers from other faculties. Ba-
sed on the findings, it can be suggested that there should be fewer change initiatives in Turkish educational system.
Also, teachers with less experience and graduates of education faculties should be given special guidance during
multiple change initiatives.
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Oz

Bu arastirmanin amaci 6gretmenlerin degisim yorgunlugu diizeyini belirleyerek; degisim yorgunlugu diizeyinin
bir takim demografik degiskenler temelinde kargilastirilmasidir. Belirtilen amac dogrultusunda aragtirmada nicel
arastirma desenlerinden tekil tarama modeli esas alinmugtir. Arastirma iki farkli caligma grubu ve evren lizerinde
yuritilmistiir. Birinci ve ikinci calisma gruplarindan elde edilen veri setleri sirasiyla arastirma kapsaminda
gelistirilen degisim yorgunlugu 6lgeginin acimlayict ve dogrulayic faktor analizleri; evrenden elde edilen veri
seti ise betimsel analiz ve demografik degiskenler temelinde kargilastirma amach kullanilmigstir. Elde edilen bul-
gular 6gretmenlerin “Katiliyorum” diizeyinde degisim yorgunlugu deneyimlediklerine; cinsiyet, 6grenim diizeyi,
gorev yapilan okul diizeyi, okulun bulundugu yerlesim merkezi ve medeni durum gibi demografik degiskenlerin
ogretmenlerin degisim yorgunlugu diizeylerini istatistiksel olarak anlamli bir bicimde farklilagtirmadigini; kidem
ve mezun olunan fakiilte degiskenlerinin ise degisim yorgunlugu diizeyinde istatistiksel olarak anlamli bir fark
yarattigini ortaya koymustur. Buna gére, kidemi 10 yila kadar olan 6gretmenlerin 16 yil ve iizeri kideme sahip
ogretmenlere gore; egitim fakiiltesi mezunu dgretmenlerin ise fen edebiyat ve diger fakiiltelerden mezun 6gret-
menlere gore daha yiiksek diizeyde bir degisim yorgunlugu deneyimledikleri goriilmistiir. Elde edilen bulgulara
dayanarak, egitim sisteminde daha az degisiklige gidilmesi; nispeten kidemi diisiik ve egitim fakiiltesi mezunu
ogretmenlere ¢oklu degisim girisimlerinin yasandigi siireclerde ayrica rehberlik sunulmasi 6nerilebilir.
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Introduction

Today is considered as the era of change and nearly in almost all social areas
a rapid change is experienced. Organizations are also affected by this change
process and involved in it. According to Abrahamson (2000), the motto of con-
temporary organizations is “Change or perish”. However, change can reach
such a devastating extent that the organizations may disappear while trying to
change. Falkenberg, Stensaker, Christine & Haueng (2005) focus on two differ-
ent aspects of change initiatives taking place today. Firstly, organizations may
launch simultaneous change initiatives that are inconsistent or overlapping with
each other. Secondly, they launch new initiatives without finalizing prior ones
or evaluating their consequences. The researchers associate this situation with
releasing lots of balloons into air at the same time. Such a change atmosphere
may bring about some problems both for organizations and employees (Bamett
& Freeman, 2001; Bernerth, Walker & Harris, 2011). In terms of organizations,
it impairs competitive edge of the organization (Scott-Morgan, Hoving, Smit &
Slot, 2001), increases the cost of change and reduces the returns (Abrahamson,
2000; Abrahamson, 2004). As for employees, they perceive the change as exces-
sive and develop negative reactions against change (Cullen-Lester, Webster, Ed-
wards & Braddy, 2019; Drasin, 2004; Falkenberg et al., 2005; Hargreaves, 2004;
Kiefer, 2005). Aggression, anxiety, fear, cynicism, decrease in commitment and
loyalty, disorientation, insecurity, indifference, helplessness, absenteeism, loss of
concentration, idea of betrayal, rejection of change, worry and uncertainty are
among the individual reactions to constant / frequent change initiatives (Allen,
Freeman, Russell, Reizenstein & Rentz, 2001; Baruch & Hind, 2000 cited in Sa-
sol, 2007; Ibrahim, Al-Kaabi & El-Zaatari, 2013). In this context, another con-
cept associated with such a change atmosphere is “change fatigue” (Abraham-
son, 2000; Ace & Parker, 2010; Bernerth et al., 2011; Camilleri, Cope & Murray,
2018; Ead, 2015; Maclntosh, Beech, McQueen & Reid, 2007; Rafferty & Griffin,
2006; Torppa & Smith, 2011; Vestal, 2013; Winter, 2013).

In literature, “repetitive change syndrome” (Abrahamson, 2003), “reform
fatigue” (Lingard, Mills & Hayes, 2000; Smith, 2018), “initiative fatigue” (Fre-
edman, 1992; Kuh & Hutchings, 2015), “innovation fatigue” (Lindsay, Perkins &
Karanjikar, 2009), “being tired of change”, “adaptive failure” and “future shock”
are interchangeably used with change fatigue (Lyle, 2013; Lyle, Cunningham &
Gray, 2014). In this study, change fatigue is used to refer to the perception that
too much change is taking place. It is possible to come up with different definiti-
ons of the concept in literature. Change fatigue is the perception that change ini-
tiatives are “excessive” or “more than needed” (Falkenberg et al., 2005; Bernerth

et al., 2011); it refers to the confusion originating from too many stimulants and
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employees” working style being negatively affected (Stensaker, Meyer, Falken-
berg & Haueng, 2002). According to Winter (2013), those experiencing change
fatigue have a perception that change will never end, it will not improve organi-
zation and thus being a part of change is meaningless. Brown (2016) states that
change fatigue refers to a high level of stress, tiredness and burnout associated
with constant and rapid change. On the other hand, Zink, Steimle & Schroder
(2008) focus on the consistency of change initiatives and suggest that too many
unrelated change initiatives cause change fatigue. Bernerth et al. (2011) state
that change fatigue is an experience related with the quantity of change initiati-
ves and occurs when employees have a perception that too much change is taking
place in the organization. As can be understood from the definitions given above,
change fatigue is an individual reaction to change and is not a feature that can
be associated with the whole organization (Elving, Hansma & Boer, 2011). In
this sense, employees experiencing change fatigue may have a perception that
too many change initiatives are launched in the organization, the frequency of
change is overwhelming, being tired of change and change is constant (Bernerth
et al, 2011); the pace of change is too fast to keep up with, new initiatives are
launched without finalizing the current ones or evaluating the results of previous
ones, instability climate in the organization and unhappiness originating from
this (Elving et al., 2011) and difficulty in perceiving when the change begins and
ends (Rafferty & Griffin, 2006).

Those experiencing change fatigue will be reluctant to participate in the up-
coming change initiatives and change fatigue bears with the cognitive evaluations
of previous change initiatives (Chung, Choi & Du, 2017). The researchers state
that such an evaluation handles change in terms of quantity and quality. The
former refers to the perceived intensity while the latter to the failure of change
initiatives. When they have to implement top-down changes which leads to the
perception that they do not have the control and these changes result in failure,
employees develop learned helplessness. In turn, learned helplessness causes a
passive reaction against change even after successful change initiatives following
a number of unsuccessful ones.

According to Garside (2004), efforts of boosting performance and quality in
organizations require change. However, as a result of this requirement organi-
zations go round in circles (Scott-Morgan et al., 2001). With global competition
pressure, organizations accelerate their change initiatives to boost their perfor-
mance which in turn causes substantial impediments. These impediments, on the
other hand, obstruct change and increase performance pressure. Organizations
seek the solution in more change. Finally, the administrators fall into aninextri-
cable dilemma. While organizations feel obliged to change further, employees
run out of change energy. Employees suffer from change fatigue but organizati-
ons seek more change. The process can be illustrated as in Figure 1 below:
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Figure 1. Spiral of change fatigue (Scott-Morgan et.al., 2001)

To conclude, contemporary organizations need to change their technologi-
es, practices, structures, policies and processes in order to survive in and keep up
with the dynamic environment. When change initiatives are perceived as excessi-
ve and far-reaching by employees, they bring about some problems. In this sense,
the concept of “change fatigue” come into prominence and stands as a research
area for organizational researchers.

Change Fatigue in Educational Organizations

Change seems to be a much more significant need for organizations than
ever before and changes in various fields of life force organizations to change
(Gicli & Sehitoglu, 2006). In this environment, just like others educational
organizations must show a continuous adaptation to changes by updating their
structures, technologies and intellectual capital in order to survive (Saribas ve
Babadag, 2015; Toremen, 2002). However, particularly in centralized systems
schools do not have an opportunity to take part in decision processes but their
role is to practice changes originating from new regulations. Thus, the main
task of schools can be said to respond to changes. On the other hand, Speck
(1996) defends the necessity of change on behalf of improvement of school and
learning environment. The process of change include individuals’, school’s and
school environment’s accepting, adapting and institutionalisating change. Howe-
ver, it can be said that change is challenging for educational organizations as it is
for others. The more frequent the change initiatives are, the more difficult it can
be to implement them (OECD, 2017). Frequent and constant change affect not
only organizations as a whole but also the employees.

Brounstein (1992) state that teachers’ reactions to frequent and constant
change can be addressed in two dimensions: behavioral and attitudinal. Beha-
vioral reactions can be explained as pretending to implement the change which
is “unchanging” and avoiding from stimulants related to change and interacting
with shareholders which is “divergence”. As for attitudinal reactions, they are

”

“lack of time”, “teachers know best”, “flexibility” and “You reap what you sow”.
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“Lack of time” reaction means continuous and constant change cannot be imp-
lemented because there is not enough time. “Teachers know best” refers to the
belief that no one but teachers know the best practices improving student lear-
ning in the classroom. The next one, flexibility, refers to the implementation
of change initiatives with minor updates. The last reaction, “You sow what you
reap”, refers to the perception that previous change initiatives, which ended up
in failure, are re-practiced. On the other hand, Tribuzzi (2017) suggests that
frequent change initiatives damages teachers’ occupational resiliency, willing-
ness to actively participate in the change process and trust in sustainability of
reforms. As a matter of fact, the findings in literature show that frequent chan-
ges in structure, curriculum and cultural context of educational systems induce
a minimal improvement in teaching practices (Cuban, 2013 cited in Beycioglu
& Kondakel, 2014). Additionally, multiple and constant change initiatives impa-
ir change capacity of educational organizations. To eliminate these drawbacks,
educational organizations should determine priorities in line with institutional
vision, local needs and common needs of internal shareholders. Thus, a coope-
ration and synergy will be created within the framework of these priorities and
human and financial resources will be used more efficiently (Kezar, 2009). Just
like in other organizations, frequent and constant change initiatives in educati-
onal organizations bring about extra responsilities and tasks for teachers which
results in change fatigue (Spann, 2018). Findings in literature show that change
fatigue is a prevailing phenomenon globally (Cheng & Walker, 2008; Education
Week Research Center, 2017; Hargreaves, 2004; Ibrahim et.al., 2013; Jeffrey,
2015; Kennedy, 2010; Leuschke, 2017; Lingard et.al., 2000; Lyle, 2013; Lyle et.al.,
2014; Nunnelly, 2016; OECD, 2017; O’Quinn, 2018; Orlando, 2014; Overton,
2004; Spann, 2018; Tribuzzi, 2017).

According to Kennedy (2010), educational systems put into practice one or
more innovations every year, which can be considered as the main reason of
change fatigue. The administrators, appointed at local or national level, feel ob-
liged to change something. Every change initiative, in turn, forces teachers to up-
date its routine and teaching practices. On the other hand, even if the initiatives
are not related with the content of teaching, they may affect the teaching envi-
ronment. In this context, any change in the system requires teachers to adapt his/
her plans accordingly, to attend more meetings and professional development
activities, to fill in new forms, to carry out more exams etc. To sum up, when
scope of new ideas on education expands and they become time consuming, teac-
hers experinece change fatigue. According to Cheng and Walker (2008) change
fatigue in educational organizations can be characterized as following:

e Educational systems desire to implement reforms in a very short time
and practice multiple change initiatives simultaneously.

e Educational reforms undervalue cultural and contextual conditions in
which they are implemented.

¢ Educational reforms result in chaos and increase the risk of failure.
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Reeves (2010) focuses on a similar point and refers to change fatigue as
law of initiative fatigue. The researcher states that educational administrators
have three types of resources which are time, money and emotional energy. Time
and financial resources are constant. Also, financial resources of schools can be
said to be decreasing. On the other hand, emotional energy is unsteady and it
has limits which can run out when it has to be spent on for different initiatives.
In this context, it can be said that the number of change initiatives educators
have to implement with limited resources is progressively increasing which me-
ans with every initiative no matter how well they are perceived or prepared the
time, financial resource and emotional energy spent will lessen compared to the
previous ones. This can be identified as change fatigue.

Teachers experience change fatiuge due to new approaches in professional
development, innovations in educational technologies and changes in curriculum
(Education Week Research Center, 2017; Jeffrey, 2015; Lyle, 2013; Lyle et.al.,
2014; Tribuzzi, 2017). On the other hand, it is associated with variables such as
organizational culture, authentic leadership, teacher efficiancy, technology use
in educational organizations. (Leuschke, 2017; Nunnelly, 2016; Perel, 2015; Or-
lando, 2014; O’Quinn, 2018). Based on this, it can be said that there has been an
increasing interest in change fatigue among researchers in the field of educatio-
nal organizations.

It can be stated that it is impossible both for organizations and individuals to
survive ignoring the change in an environment characterized by constant change
and development (Omiir ve Sezgin-Nartgiin, 2014). However, it should be kept
in mind that it is of great importance to be aware of potential risks and adopt po-
licies that will minimize those risks. In this sense, Caruana (2005) lists some tips
to fight against change fatigue. According to these, teachers should;

e give up trying to implement every innovation about teaching.

*  put into practice only the innovations from which the majority of stu-
dents will benefit.

¢ allow time for innovations to obtain the desired benefits.

e calculate the cost of innovations considering that students will be more
active in an environment in which they feel safe.

* anticipate forfeits and obstacles during the implementation of an inno-
vation.

e provide students with support for innovations affecting the learning
process.

e evaluate the outcomes of the innovations at the end of academic year.

The tips mentioned above requires teachers’ analyzing the change process
very well, developing both reactive and proactive responses and evaluating the
outcomes of change / innovations thoroughly. Handling change initiatives criti-
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cally and questioning them and taking initiative while putting them into practice
can be of use in minimizing change fatigue.

Educational organizations must follow the developments in every field of
life and educate manpower society needs. However, when these efforts are
perceived as excessive by teachers they can result in some individual reactions.
Change fatigue is a concept which can be considered as one of those. Therefore,
school administrators’ providing teachers with support during change process,
allowing them some flexibility and not imposing time pressure on them come
into prominence.

Turkish Educational System has undergone many changes in exams and coef-
ficients for exam scores (Sarica, 2019), organizational structure and appointment
procedures of administrators (Sagir, 2015); school types (Cankar & Tas, 2017) su-
pervision system (Durnali & Limon, 2018); curriculum (Orake1, Durnali & Ozkan,
2018), knowledge management systems and educational technologies (Duman,
Baykan, Koroglu, Yilmaz & Erdogan, 2014), coursebooks (Dagli, 2007), optional
subjects and weekly schedule (Sagir, 2015), measurement and evaluation (Akytiz,
2010) and grade levels (Sagir, 2015). These frequent changes have posed some
problems in terms of quality of the system (Can, 2014; Yasar & Sozbilir, 2017).
Additionally, these frequent and short-termed change initiatives have caused dis-
comfort and maladapation among its components (Argon & Ates, 2007; Goksoy &
Argon, 2014; Yesil & Sahan, 2015). As a matter of fact, the findings in the litera-
ture indicate that shareholders perceive the changes as too frequent and the edu-
cational system turned into a jigsaw puzzle (Can, 2014; Cam-Tosun, 2017; Demir
& Ari, 2013; Dogutas, 2016; Duman et.al., 2014; Ibret, Aver & Recepoglu, 2016;
Kasapoglu, 2016; Oriicii, 2014; Sagir, 2015; Yesil & Sahan, 2015). Based on these
findings it can be said that there is a potential risk of change fatigue in Turkish
education system. In this sense, to determine whether change fatigue is a prevailing
phenomenon among teachers or not can offer valuable insights in terms of solving
this problem and sustaining efficiency. Considering change management practices,
change efforts are handled in terms of their failure or success. However, secondary
outcomes such as change fatigue and loss of trust are of minor importance (Winter,
2013). A fair literature review at least in scope of this study yielded no research on
change fatigue nationally and a few of them internationally (Dool, 2006; Education
Week Research Center, 2017; Jeffrey, 2015; Grigg, 2016; Hargreaves, 2004; Harg-
reaves, 2005; Leuschke, 2017; Orlando, 2014) which means that the topic stands as
a field to be discovered. The current study will introduce change fatigue to national
literature and form a theoretical basis. It will also depict the level of change fatigue
in Turkish educational system. On the other hand, change fatigue scale developed
and validated in this study can fill the gap in literature. The findings are anticipated
to have a tremendous value to explain the unsuccessful change initiatives and guide
change management efforts (Brown, 2016). The study aims to compare change fa-
tigue level of teachers based on some demographics. In this way, relatively sensitive
teachers to change fatigue will be detected and they can be provided special guidan-
ce and leadership during multiple and simultaneous change initiatives.
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Aim of the Study

This study aims to determine change fatigue level of teachers and compare
it by various demographics. In this sense, the study sought answers for the follo-
wing questions:

1.  What is the change fatigue level of teachers?

2. Does the change fatigue level show a statistically significant difference
by gender, faculty graduated, educational level, marital status, experi-
ence, location of the school and grade level?

Method

Research Design

This study employs single screening model. In this model, the researchers
focus on a single variable and they investigate the level of this variable at a cer-
tain time or its change over a certain period (Simsek, 2012). This study handles
change fatigue level of teachers.

Study Groups and Population

The study was carried out on three different groups. The data obtained from
the first and second study groups were used in development and initial validation
of change fatigue scale. The data from the population was exploited to conduct
descriptive statistics and comparisons based on demographics. The characteris-
tics of these groups are given in detail below.

Study groups

Table 1 below shows the demographics of the study groups.

Table 1.
Demographics of Study Groups

EFA Group CFA Group
Variable Group f % f %
Female 129 51,3 280 55
Gender
Male 136 48,7 229 45
Grade level Primary school 71 26,8 138 27,1
Secondary school 84 31,7 152 29,9
High school 110 41,5 219 43,0
Experience 0-5 years 58 21,9 161 31,6
6-10 years 48 18,1 112 22,0
11-15 years 64 24,2 75 14,7
16-20 years 45 17,0 71 13,9
21 years and above 50 18,9 90 17,7
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Location of school Province 108 40,8 213 41,8
County 128 48,3 202 39,7
Town or village 29 10,9 94 18,5
. Graduate 167 63 407 80
Educational level
Undergraduate 98 37 102 20
. Married 188 70,9 357 70,1
Marital status .
Single 77 29,1 152 29,9
Total 265 100 509 100

As shown in the Table, there are 265 participants in exploratory factor
analysis group. Of these participants, 129 (48.7%) were women and 136 male
(51.3%); 71 (26.8%) were primary school teachers, 84 (31.7%) were secondary
school teachers and 110 (41.5%) were high school teachers. 58 of them (21.9%)
had 0-5 years, 48 (18.1%) had 6-10 years, 64 (24.2%) had 11-15 years, 45 (17%)
had 16-20 years and lastly 50 (18.9%) had =21 years of experience as teachers.
Of the teachers 108 (40.8%) were working in province center, 128 (48.3%) in
county center and 29 (10.9%) in towns or villages. 167 of them (63%) had an
undergraduate and 98 (37%) had a graduate degree. 188 of them (70.9%), were
married and 77 single 29.1%).

In confirmatory factor analysis group, there are 509 participants. Of these
participants, 280 (55%) were women and 229 male (45%); 138 (27.1%) were
primary school teachers, 152 (29.9%) were secondary school teachers and 219
(43%) were high school teachers. 161 of them (31.6%) had 0-5 years, 112 (22%)
had 6-10 years, 75 (14.7%) had 11-15 years, 71 (13.9%) had 16-20 years and lastly
90 (17.7%) had =21 years of experience as teachers. Of the teachers 213 (41.8%)
were working in province center, 202 (39.7%) in county center and 94 (18.5%) in
towns or villages. 407 of them (80%) had an undergraduate and 102 (20%) had
a graduate degree. 357 of them (70.1%), were married and 152 singles (29.9%).

Population and Sample

The population of the study consists of 10.290 teachers working in Sakarya
province in 2018-2019 academic year. The researchers aimed to reach the whole
population and did not take sample. The scale was sent online to all teachers in
the province with the cooperation of Sakarya Provincial National Education Di-
rectorate R&D unit. 1935 teachers voluntarily participated the study by respon-
ding the scale. In this sense, the response rate was 18.8%. When the response
rate is relatively low, the limitations of “non-response bias (the assumption that
the participants of the study may behave differently than those who did not par-
ticipate)” (Carley-Baxte et al., 2009) and “sampling bias (the assumption that the
demographic characteristics of the participants differ from the general) (Payne
& Barnfather, 2012) may come to the agenda. In order to check whether the
current research was affected by the non-response bias or not, the mean scores
of those who answered the scale early (between 24.10.2018-30.10.2018) and tho-
se who answered late (between 31.10.2018-19.11.2018) were compared with the
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t-test method (Radics, Dasmohapatra & Kelley, 2016 ). The finding shows that
there is no statistically significant difference between the mean scores of the two
groups (t (1933) = 1405; p = .16). Based on this finding, it can be stated that
the research findings are not affected by the non-response bias. As a matter of
fact, this method is based on the assumption that those who do not participate in
the research will act as participants. Another issue is sampling bias. In the cur-
rent research, the demographic characteristics of the participants and the known
features of the population were compared to determine whether there is such a
problem. It was seen that the characteristics of the participants such as district,
gender, school level and education level overlapped with the general populati-
on. In short, it can be said that the data obtained from 1935 participants can be
generalized to the research population. The demographic characteristics of the
participants are presented in Table 2.

Table 2.
Demographics of Study Population

Variable Group n %
Female 896 46.3
Gender
Male 1039 53.7
Primary school 669 34.6
Grade level Secondary school 661 34.1
High school 605 31.3
. Undergraduate 1677 86.7
Educational level
Graduate 258 13.3
0-5 years 462 23.9
6-10 years 440 22.7
Experience 11-15 years 330 17.1
16-20 years 337 17.4
21 years and above 366 18.9
Province 640 33.1
Location of school County 939 48.5
Town or village 356 18.4
. Married 1524 78.8
Marital status .
Single 411 21.2
Education 1335 69.0
Faculty graduated Arts and Sciences 327 16.9
Other 273 14.1
Total 1935 100

As can be seen Table 2, of the participants 896 (46.3%) were female and
1039 (53.7%) were male. 669 (34.6%) were primary school teachers, 661 (34.1%)
were secondary school teachers and 605 (31.3%) were high school teachers. The
number of participants with an undergraduate degree was 1677 (86.7%) while it
was 258 (13.3%) with a graduate degree. As for experience, 462 (% 23.9%) of
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the participants had an experience of 0-5 years, 440 (22.7%) had an experience
of 6-10 years, 330 (17.1%) had an experience of 11-15 years, 337 ( 17.4%) had
an experience of 16-20 years and 366 (18.9%) had an experience of 21 years and
above. 640 (33.1%) of the participants work in a school located in city centre,
939 (48.5%) of them work in schools located in counties and 356 (%18.4%) of
them work in schools located in towns or villages. Of the participants 1524 (%
78.8 %) were married and 411 (21.1%) were single. Lastly, 1335 (69%) of the
participants graduated from educational faculties, 327 (16.9%) graduated from
arts and sciences faculties and 273 (14.1%) from other faculties.

Data Collection Tool

“Change Fatigue Scale” was exploited to collect data and it was developed
and validated in this study. The procedures followed in the development and
validation process of the scale can be explained as follows.

The steps suggested by De Vellis (2017) were followed for scale development
and validation. These steps are as follows, (1) to determine the behavior to be
measured, (2) to generate an item pool, (3) to decide measurement format, (4) to
apply to expert opinion, (5) to add items to the pool, (6) to implement the scale,
(7) to evaluate the items and (8) to optimize the length of the scale. In this sense,
first of all it was aimed to measure “change fatigue” based on the definitions and
approaches put forward in literature (Bernerth et.al, 2011; Elving et.al., 2011;
Nunnelly, 2016). These definitions and approaches were also benefited while ge-
nerating the item pool. Additionally, 24 teachers were interviewed to support
the item pool. A rigorous literature review and interviews yielded an item pool
of 24 items. In the next step, format of the scale was decided which is a 5 po-
int Likert type because of its advantages in implementation. (Clark & Watson,
1995). Response options range from 1 (Strongly Disagree) to 5 (Strongly Agree).
Following this step, content validity ratios of the items were calculated (Lawshe,
1975). 12 experts evaluated the items and 7 items were discarded since they did
not satisfy the criteria. 17 items remained in the item pool. To test whether the
items could be answered easily and they were clear or not, a pilot implementati-
on was conducted on target group. This implementation showed that the items
were clear and they could be answered without confusion. Lastly, the items were
sent to a measurement expert to evaluate their face validity. Based on the fe-
edback, minor revisions were made on the items and they were ready for main
implementation.

In the next stage, it was aimed to determine factor structure of change fatigue
scale and to this end, the steps and criteria suggested by Pallant (2007) were followed.
The first run of factor analysis yielded a three-dimensional factor structure with ei-
genvalues greater than 1 explaining about 67 % of total variance. However, this three-
dimensional structure was not compatible with theoretical framework and a rupture
after the first dimension in screeplot was observed which gave cause for rerunning the
analysis fixing the number of factors to 1. The findings obtained from this analysis
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showed that unidimensional structure explained 51% of the total variance. However,
item 2 had low correlations (r <.30) with other items in the scale (Field, 2009) and its
factor loading was < .45 (Biiyiikoztiirk, 2011) so it was discarded. The analysis was
repeated with 16 items and it was observed that 54% of total variance was explained
and correlation coefficients were relatively higher. Kaiser—Meyer—Olkin (KMO) me-
asure of sampling adequacy coefficient was .940 and Bartlett’s test for sphericity was
statistically significant (p <.000) which indicated that data set was suitable for factor
analysis (Pallant, 2007; Tabachnick & Fidell, 2013). Factor loadings which ranged
from .472 to .854 were satisfactory (Biyiikoztiirk, 2011; Tabachnick & Fidell, 2013).
To test the reliability of the scale Cronbach’s Alpha coefficient was calculated which
was (0=.940) satisfactory (Singh, 2007; Biiyiikoztiirk, 2011). The differences betwe-
en upper-lower 27% groups’ mean scores were statistically significant for all items in
the scale at p=,0001 level. On the other hand, corrected item total correlations ranged
from .420 to .826. These findings showed that internal consistency was high, and the
items were distinguishing individuals well (Biiyiikoztiirk, 2011; Field, 2009).

To confirm unidimensional factor structure of the scale confirmatory factor
analysis was run. (Brown, 2015; Worthington & Whittaker, 2006). The sample
size was 509 for CFA and it was satisfactory (Comrey & Lee, 1992; Pallant, 2007).
Factor loadings in CFA ranged from .36 to .78 which were satisfactory (Harring-
ton, 2009). On the other hand, all the t-values of items were statistically signifi-
cant atp <.0I level and they were higher than 2.56 which shows that correlations
between the latent variable and the items were significant (Ullman, 2013). Fit
indices of the scale were as follows (x?/df=4.85; p=.00; RMSEA=.08; CFI=.90;
SRMR =.05). These findings indicated that unidimensional structure of the scale
satisfied the cut off values in literature (Brown, 2015).

Data Analysis

Data analysis was run through SPSS and AMOS. In descriptive analysis,
arithmetic means and standard deviations were calculated. To interpret arith-
metic means, score intervals below in Table 3 were used.

Table 3.
Interpretation of Arithmetic Means

Interval Interpretation
1.00-1.80 Strongly disagree
1.81-2.60 Disagree
2.61-3.40 Undecided
3.41-4.20 Agree

4.21-5.00 Strongly agree
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To decide whether to use parametric statistics or non-parametric statistics
in comparison of arithmetic means criteria suggested by Field (2009) and Pallant
(2007) were followed. They are as follows;

e anormal distribution,

* homogeneity of variance

* interval data,

* independent measurement.

In this study, data were collected through a five-point Likert type scale and
the measurements were independent which shows that third and fourth criteria
were met. On the other hand, to test the normality of the data histogram graphics
(Buiytkoztirk, 2011; Field, 2009; Kilmen, 2015) and for homogeneity Levene test
(Field, 2009; Huck, 2012; Kilmen, 2015) were used. In Table 5 below the interp-
retation of these tests are presented.

Table 4.
Assumptions of Parametric Test

Variable Histogram Graph Homogeneity of variance Evaluation
Gender Normal distribution Non-homogeneous Non-parametric
School Normal distribution Homogeneous Parametric
Experience Normal distribution Homogeneous Parametric
Location of school Normal distribution Homogeneous Parametric
Education Normal distribution Homogeneous Parametric
Marital status Normal distribution Homogeneous Parametric
Faculty graduated Normal distribution Homogeneous Parametric

As can be understood from Table 4, to compare the variables both para-
metric and non-parametric tests were used. Except for gender all the variab-
les satisfied both of the assumptions for all sub-groups, so they were compared
using parametric tests (t-test, ANOVA), but gender was compared through non-
parametric test (Mann Whitney U) (Biiyiikoztiirk, 2011; Pallant, 2007). When
there was a statistically significant difference in ANOVA test, Scheffe test was
employed to find the source of difference. Additionally, effect sizes were calcula-
ted (Field, 2009; Pallant, 2007).
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Findings and Comments
In this section, the findings on change fatigue level of teachers and compari-
sons of arithmetic means based on demographics are presented.

Table 5.
Change Fatigue Level of Teachers

Items X Ss
1 I would be happier if there were fewer changes in educational system. 3,84 1,02
2 I am tired of all these changes in educational system. 3,94 1,02
3 I say “Here we go again” in every change. 3,90 1,00
4 I think that change would be smoother if earlier changes were evaluated ad- 420 83
equately. ? ?
5 I feel that education system is always changing. 4,00 ,85
6 I cannot overcome the workload that change initiatives bring about. 2,77 1,07
7 I don’t feel excited about the change initiatives because I think that they will 362 1.06
not last long. ’ ’
8 I consider every change initiative as something that will change very soon. 3,71 1,01
9 ;I.’he changes taking place have an adverse effect on my occupational motiva- 368 111
ion.
10 Tl}e changes taking place have an adverse effect on my occupational com- 285 1.14
mitment. ’ ’
11 The changes taking place tire me. 328 1,09
12 Because of changes I move away from my objectives. 2,72 1,09
13 The changes taking place give harm to my trust in the system. 345 1,11
14 I am confused because of the changes taking place. 3,14 1,11
15 I think that the change initiatives are aimless. 2,86 1,10
16 I }.u%ve. difficulty in change management because of the frequency of change 312 110
initiatives. ? ?
Total 342 2

Table 5 presents arithmetic means of items in change fatigue scale and their
standard deviations. The arithmetic mean of total scale is (X=3.42; ss=.72). Based on
this finding it can be said that teachers experience change fatigue at “I Agree” level.
In other words, participating teachers perceive the change initiatives in Turkish edu-
cational system excessive.

Table 6.
Mann-Whitney U Test by Gender

Significant Effect

Variable Group n Mean Rank  Sum of Ranks U P difference  size
Gengey  Fomale 896 95606 856634 s 3

nder . - -
T Male 1039 978.29 1016446
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According to Table 6 gender does not create a statistically significant diffe-
rence on mean scores of participants (U=454778; p>.05). Based on this finding
it can be said that male and female teachers experience change fatigue at a si-
milar level. On the other hand, mean rank of male teachers (M.R.=978.29) is
higher than that of female teachers (M.R.=956.06). These findings show that
even if there is not a statistically significant difference male teachers experience
a slightly higher level of change fatigue than female ones.

Table 7.
T-Test by Educational Level and Marital Status

Significant Effect

Variable Group N X ss. Sdsd p difference  size

Educational Undergraduate 1677 3.42 .72 1933 073 942 - i

level Graduate 258 342 .68
. Married 1524 342 .71
Marital status Single 411 344 75 1933 -.444 657 - -

Table 7 presents findings of t-test based on educational level and marital
status. The findings show that neither educational level nor marital status create
a statistically significant difference on teachers’ change fatigue level (t (1933) =
.073; p> .05; t (1933) =-.444; p> .05). Considering mean scores which are 3.42
for both groups, teachers with both a graduate and undergraduate degree ex-
perience change fatigue at “I agree” level. As for marital status, both married
and single teachers experience change fatigue at “I agree” level and their mean
scores being ( X =3.42; X =3.44) respectively. Based on these findings, it can be
said that neither educational level nor marital status has an effect on teachers’
change fatigue level.

Table 8.
Anova results by faculty, grade level, experience and location of school

Significant  Effect

Variable Group n s.s F difference size
(1) Education faculty 1335 347 .72
Faculty (2) Arts and science faculty 327 332 .72 8.154 .000 (1-2)(1-3) .091
(3) Other 273 332 .72
Primary 669 341 71
Grade level ~Secondary 661 345 .73 809 445 - -
High school 605 340 .71
0-5 years 462 353 .70
6-10 years 440 349 .70 (1-4) (1-5)
Experience 11-15 years 330 3.40 .71 7.150 .000
16-20 years 337 333 .76 24 (25)
21 years and above 366 331 .70
X Province 640 338 .72
Locationof -\ 939 342 71 2135 099 - -
school
Town or village 356 349 .72

415



Ibrahim Limon & Senay Sezgin Nartgiin

Table 8 presents ANOVA results by demographics such as faculty gradua-
ted, grade level, experience and location of school. The first variable presented
in Table is faculty graduated. The findings reveal that it creates a statistically
significant difference on teachers’ change fatigue level (F (2.1932) = 8.154; p <.05).
According to Scheffe test result run to find out the source of difference, teachers
graduating from education faculty had a higher mean score ( X =3.47; I agree)
than teachers graduating from arts and science faculties ( X =3.32; Undecided)
and other faculties ( X =3.32; Undecided). In this sense, it can be said that teac-
hers graduating from education faculties are more change-fatigued than teachers
from arts and science and other faculties at a statistically significant level. To
determine the magnitude of observed effect of faculty graduated on the change
fatigue level, effect size was calculated. The finding showed that the effect of
faculty on variance of change fatigue scores was “very small”. In other words, it
can be said that the difference observed is not very important.

The second variable presented in Table 8 is grade level. Findings reveal that
it does not create a statistically significant difference in teachers’ change fatigue
level (F (2,1932) =.809; p>.05). On the other hand, mean score of teachers wor-
king in primary schools was ( X =3.41; I agree), it was ( X =3.45; T agree) for
secondary school teachers and ( X =3.40; Undecided) for high school teachers.
Though there is not a statistically significant difference among the groups, high
school teachers had a relatively higher level of change fatigue.

The findings in Table 8 indicated that experience created a statistically sig-
nificant difference (F , 1459, = 7.150; p < .05; r=.120). According to Scheffe test
result, teachers with a 0-5 years of experience ( X =3.53; I agree) and 6-10 years
of experience (X =3.49; I agree) had a higher level of change fatigue than the
teachers with a 16-20 years of experience ( X =3.33; Undecided) and teachers
with 21 years and above experience ( X =3.31; Undecided). In other words, the
higher their experience was the lower level of change fatigue teachers had. Ef-
fect size showed that experience had a “small” effect on the variance of change
fatigue scores.

Lastly, in Table 8 the location of school is handled. The findings show that
it does not create a statistically significant difference (F (, 45, = 2.315; p>.05).
Based on this finding, it can be said that teachers working at different settlements
experience a similar level of change fatigue. Considering mean scores, it was ( X
=3.38; Undecided) for teachers working in province center, ( X =3.42; I agree)
for teachers working in county and ( X =3.49; I agree) for teachers working in
towns or villages. Based on these findings, it can be said that the smaller the sett-
lement was, the higher level of change fatigue teachers experienced.

Discussion

This study reveals that teachers are change fatigued. It can be said that
considering the quantity of changes initiatives occurring in Turkish Education
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System, the phenomenon of change fatigue is almost inevitable. The studies show
that the change initiatives in the system and policies are perceived as too frequ-
ent by shareholders (Can, 2014; Cam-Tosun, 2017; Dogutas, 2016; Duman et.
al., 2014; Ibret, Aver & Recepoglu, 2016; Kasapoglu, 2016; Oriicii, 2014; Sagir,
2015; Sezgin-Nartgiin & Gokger, 2014; Yesil & Sahan, 2015; Yilmaz & Altinkurt,
2011). These studies suggested that constant and unplanned change was one of
the most important problems and it led to incoherence and disturbance among
shareholders. In this sense, it can be said that the finding about the level of chan-
ge fatigue is consistent with previous literature. This finding is also consistent
with international studies on educational organizations (Dool, 2006; Educati-
on Week Research Center, 2017; Jeffrey, 2015; Grigg, 2016; Hargreaves, 2004;
Hargreaves, 2005; Leuschke, 2017; Orlando, 2014). Additionally, studies carried
out on different samples put forward similar findings which indicate a fatigue re-
sulting from frequent and constant change (Bernerth et. al., 2011; Brown, 2016;
Camilleri et. al., 2018; Dilkes, Cunningham & Gray, 2014; Elving et. al., 2011;
Neill, 2012; Perel, 2015). In this sense, it can be said that findings of the current
study are mostly consistent with literature. However, there are some studies sug-
gesting that employees can deal with constant change (Johnson, Bareil, Giraud
& Autissier, 2016; Cullen-Lester et. al., 2019) which shows that further studies
are needed to have a better understanding of the phenomenon. In short it can
be argued that change fatigue is a problem not only for Turkish education system
but also for educational systems globally.

Another finding of the study is that gender does not create a statistically
significant difference in change fatigue level. In literature, individual reactions
to change in terms of gender is a widely discussed issue (Linstead, Brewis &
Linstead, 2005; Paton & Dempster, 2002). Paton & Dempster (2002) state that
males and females respond to change differently; when change bring about mul-
tiple tasks, males perceive it more challenging than females do. In the same study,
the necessity of completing a task before beginning a new one is mentioned more
by males than females. In other words, females state that they have less problem
in a complex and multi-task change context. The finding that even it is not sta-
tistically significant males have a higher level of change fatigue than females can
be explained through this perspective. Multi-task change environments are more
challenging for males than females. On the other hand, the findings in current
study are consistent with previous literature both on educational organizations
(Jeffrey, 2015) and others (Babalola, Stouten & Euwema, 2014; Brown, 2016;
Brown, Wey & Foland, 2018; Chung et. al., 2017; Elving et. al., 2011; Johnson,
2016; Johnson et. al., 2016).

Another striking finding of the study is that educational level of teachers
does not create a statistically significant difference in change fatigue scores. It
was anticipated that the higher educational level of an employee was, the hig-
her his intellectual and cognitive capacity would be and this in turn would boost
change management ability of employees. However, the findings did not sup-
port this hypothesis. In literature there are inconsistent findings on the relations-
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hip between change fatigue and educational level. For example, Babalola et.al.
(2014) had similar findings while Brown (2016) found that as the educational
level of nurses increased their change fatigue level decreased. Considering diffe-
rent jobs, a higher level of education can mean a higher level of position. On the
other hand, having a higher level of position in the organization may change the
perception of employees towards consecutive change initiatives. Employees with
higher positions perceive these change initiatives integral and continuation of
each other (Stansaker et. al., 2002). In this sense, it can be said that since having
a graduate degree does not mean a higher position for teachers, teachers with
both graduate and undergradute degrees have a similar level of change fatigue.

The study also reveals that marital status does not create a statistically sig-
nificant difference in teachers’ change fatigue level. Considering their private
lives, it can be stated that married participants experienced more changes than
single ones did. This can bring about a familiarity to change in married teachers
and perceiving change as a usual phenomenon. Thus, it was thought that marital
status could create a significant difference on change fatigue level. On the other
hand, the finding is consistent with the previous literature (Brown, 2016) which
was carried out with nurses.

Another finding of the study is that faculty graduated creates a statistically
significant difference in change fatigue level of teachers. Teachers graduating
from education faculties had a higher level of change fatigue than teachers gra-
duating from arts / science and other faculties. Teachers graduating from educa-
tion faculties can be said to have richer pedagogic training than others. In this
sense, any change in educational system may require those teachers from educa-
tion faculties to update their knowledge and practices learnt in the faculty. This
can be the reason of their higher level of fatigue compared to others.

According to findings, school level does not create a statistically significant
difference in change fatigue mean scores. In other words, teachers working in
primary, secondary or high schools had a similar level of fatigue. Recently, there
have been radical changes in educational system and changes initiated for any
level may affect others, as well. On the other hand, this finding is consistent with
the previous literature (Orlando, 2014).

One of the most striking finding of the current study is the relationship bet-
ween change fatigue and experience. According to this, more experienced teac-
hers had a statistically lower level of change fatigue. Teachers with an experience
less than 10 years had a higher level of change fatigue than those with 16 years
and above experience. In the literature, there are two conflicting views on the
relationship between change fatigue and experience. The former suggests that as
the tenure of employee with the organization increases, the more organizational
changes s/he will be exposed to (Elving et. al., 2011). Considering the same pers-
pective for teaching profession, Hargreaves (2005) states that teachers in early
career can adapt to change better thanks to energy and enthusiasm they have
in a constantly changing environment. However, in their late career because of
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getting older they feel fatigued. The researcher claims that teachers in late career
may desire to spend their energy to activities in the classroom. Thus, focusing
on a similar point Orlando (2014) states that experienced teachers who spend
most of their career changing teaching-practices feel change fatigued. On the
other hand, the latter view suggests that experienced employees can be charac-
terized as “change experienced” or “familiar to change” which enables them to
be less negatively affected from frequency of change (Stensaker & Meyer, 2012).
In other words, when employees are familiar to change they can develop change
management skills which will work even in frequently changing environments.
Additionally, novice employees are under the pressure of showing a satisfactory
performance while they are still learning basic skills of their jobs and the obliga-
tion to adapt to changes simultaneously in this process can be considered as an
important factor contributing to change fatigue (Camilleri et. al., 2018; Vestal,
2013). In this sense, the findings of the current study are consistent with the se-
cond view mentioned above. Frequent change initiatives concurrent with novice
teachers efforts to attain basic skills of the profession may be considered as the
reason of change fatigue. On the other hand, the findings in literature on the
relationship between change fatigue and experience are inconsistent (Babalola
et. al., 2014; Brown, 2016; Brown et.al., 2018; Elving et.al., 2011; Johnson, 2016;
Leuschke, 2017; Perel, 2015; Rafferty & Griffin, 2006; Camilleri et.al., 2018).
These studies were carried out on different jobs and cultural contexts which can
be regarded as the reason of this inconsistency.

The last finding of the study is on the relationship between the location of
school and change fatigue level of teachers. The findings show that the location
of school does not have a statistically significant effect on change fatigue level
of teachers. However, it can be said that teachers working in smaller settle-
ments experience a higher level of change fatigue. According to Kraatz and Za-
jac (2001), organizations with richer resources have a capacity to perform better
in changing environments. Considering educational organizations, the ones in
smaller settlements can be said to have more limited resources. Change initiati-
ves in educational system bring about some new practices which require to find
further resources. In this sense, having limited resources may put an extra bur-
den on schools which are in smaller settlements during change processes. This in
turn can be considered as a factor contributing to change fatigue. For example,
changes in school entrance exams may require updating materials used for pre-
paration. This can be more unfavorable for students and schools whose resources
are relatively limited. On the other hand, it is highly probable that academic
expectations from schools are higher in bigger places. In line with these expecta-
tions, teachers working in such places may feel obliged to adapt to changes more
quickly. Additionally, in bigger settlements there is a dynamic working environ-
ment which can be considered as a factor contributing to change management
skills positively.
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Conclusion and Suggestions

This study investigates change fatigue level of teachers. To this end, it firstly
aimed to develop a valid and reliable measure. Following the steps suggested by
DeVellis (2017) a uni-dimensional scale with 16 items was obtained. The psycho-
metric properties of the scale satisfied the cut off values in the literature. In the
next step, it was responded by 1935 teachers working in Sakarya province. The
findings showed that teachers had a “I agree” level of change fatigue. In other
words, teachers perceive changes in Turkish educational system as too frequent
and excessive.

The study also aimed to determine whether demographics such as gender,
grade level, experience, the location of school, education level, marital status and
faculty graduated created a statistically significant difference in change fatigue
level or not. It was concluded that while gender, grade level, educational level,
and marital status did not create a statistically significant difference, experience
and faculty graduated did. Teachers with an experience of 0-5 years and 6-10
years were more change fatigued than teachers with an experience of 16-20 years
and 21 years and above. Additionally, teachers graduating from education facul-
ties had a higher level of change fatigue than those graduating from arts/ science
and other faculties.

Based on the findings, some suggestions have been put forward. Since the
frequency and rate of change initiatives is the main reason of change fatigue, it
can be suggested that the number of change initiatives should be reduced, and
long-term educational policies should be implemented. The findings showed that
experience and faculty graduated created a statistically significant difference in
change fatigue level. In this sense, the groups that are more prone to change
fatigue level should be supported and given special guidance especially during
fast-paced and multiple change processes. This study employed single screening
model. Further studies employing relational method can be carried out to reveal
the relationship between change fatigue and various organizational behaviors.
On the other hand, to have a deeper understanding of the phenomenon qualita-
tive studies can be conducted.
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Giris

Giintimiiz degisim cag olarak nitelendirilmekte ve neredeyse biitiin toplum-
sal alanlarda ¢ok hizli bir degisim yasanmaktadir. S6z konusu degisim siirecinden
orgiitler de etkilenmekte ve degisim siirecine dahil olmaktadir. Abrahamson’a
(2000) gore giiniimiiz orgiitlerinin slogani “Degis veya yok ol” (Change or perish)
seklindedir. Ancak giiniimiizde degisim o kadar yikici boyutlara ulagsabilmekte ki
orgilitler gercekten degisip yok olabilmektedir. Falkenberg, Stensaker, Christine
ve Haueng (2005) giiniimiizde yasanan degisim girisimlerinin iki yoniine vurgu
yapmaktadir. Birincisi, 6rgiitler bir biri ile ilgisiz ve bazen bir biri ile ¢akigan de-
gisim girisimlerini eszamanh olarak baslatabilmektedir. Ikincisi onceki degisim
girisimleri neticenledirilmeden ve sonuglar1 yeterince degerlendirilmeden yeni
girisimler s0z konusu olabilmektedir. Arastirmacilar s6z konusu bu durumu bir-
¢ok balonun ayni anda havaya birakilmasina ve siiregelen degisim siirecinin bir
anda sonlandirilmasina benzetmektedir. Boylesi bir degisim ortami ise hem 0Or-
giitsel hem de bireysel olarak calisan acisindan birtakim sorunlar1 beraberinde
getirmektedir (Bamett ve Freeman, 2001; Bernerth, Walker ve Harris, 2011). Or-
giitler acisindan ele alindiginda Orgiitiin rekabet yetenegine zarar verdigi (Scott-
Morgan, Hoving, Smit ve Slot, 2001), degisimin maliyetini artirirken getirisini
azalttig1 ve Orgiit acisindan hedeflenen sonuclarin alinamamasina neden oldugu
soylenebilir (Abrahamson, 2000;2004). Calisanlar agisindan ele alindiginda ise
orgilitlerin es zamanl olarak birbiri ile iligkisiz veya ¢akisan degisim girisimini ha-
yata gecirmesi herhangi bir degisikligin sonuglar1 beklenmeden bir digerinin uy-
gulanmaya calisilmasi ¢alisanlarin degisimi asir1 olarak algilamasina ve degisime
yonelik farkli olumsuz tepkiler gelistirmesine neden olabilmektedir (Cullen-Les-
ter, Webster, Edwards ve Braddy, 2019; Drasin, 2004; Falkenberg ve digerleri,
2005; Hargreaves, 2004; Kiefer, 2005). Saldirganlik, endise, korku, sinizm, bag-
lilik ve sadakatte azalma, yonelim kaybi, giivensizlik, duygusuzluk, caresizlik, ise
gelmeme, ise odaklanamama, ihanete ugradigini diisiinme, degisimi reddetme,
iizlintl ve belirsizlik gibi hisler sozii edilen orgiitsel degisim ortamu ile iligskilen-
dirilebilmektedir (Allen, Freeman, Russell, Reizenstein ve Rentz, 2001; Baruch
ve Hind, 2000; Akt. Sasol, 2007; Ibrahim, Al-Kaabi ve El-Zaatari, 2013). Bu
baglamda alanyazinda bahsi gecen bir diger kavram ise “degisim yorgunlugu”dur
(Abrahamson, 2000; Ace ve Parker, 2010; Bernerth ve digerleri, 2011; Camilleri,
Cope ve Murray, 2018; Ead, 2015; Maclntosh, Beech, McQueen ve Reid, 2007;
Rafferty ve Griffin, 2006; Torppa ve Smith, 2011; Vestal, 2013; Winter, 2013).

Alanyazinda degisim yorgunlugunun “tekrarlayan degisim sendromu (re-
petitive change syndrome)” (Abrahamson, 2000), “reform yorgunlugu (reform
fatigue)” (Lingard, Mills ve Hayes, 2000; Smith, 2018), “girisim yorgunlugu (ini-
tative fatigue)” (Freedman, 1992; Kuh ve Hutchings, 2015), “yenilik yorgunlugu
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(innovation fatigue)” (Lindsay, Perkins ve Karanjikar, 2009), “degisim bikkinligt
(being tired of change)”, “uyumsal basarisizlik (adaptive failure)” ve “gelecek
soku (future shock)” (Lyle, 2013; Lyle, Cunningham ve Gray, 2014) gibi terimler
ile eg anlaml olarak kullanildig1 goriilmektedir. Mevcut arastirmada ise degisim
yorgunlugu kavrami tercih edilmistir. Alan yazinda degisim yorgunluguna yone-
lik farkli tanimlar yer almaktadir. Bu tanimlardan bazilar1 su sekildedir. Degisim
yorgunlugu ¢alisanin degisim girisimlerini ‘gereginden fazla’ veya ‘asir’ olarak
algilamasi (Falkenberg ve digerleri, 2005; Bernerth ve digerleri, 2011); ¢ok faz-
la uyaran neticesinde bireyin kafasinin karigmasi ve calisma tarzinin olumsuz
etkilenmesi (Stansaker, Meyer, Falkenberg ve Haueng, 2002); degisime dahil
olanlarin degisikliklerin hi¢ son bulmayacagi, orgiitte farkedilir bir gelisimi veya
iyilesmeyi beraberinde getirmeyecegi ve bu nedenle de degisimin bir pargasi ol-
manin anlamsiz olacagi yoniindeki algisidir (Winter, 2013). Lyle ve digerleri'ne
(2014) gore degisim yorgunlugu cok fazla sayida degisim girisiminden kaynakli
olumsuz is deneyimlerinin bir sonucu olarak degisime doniik bir isteksizlik ve
bikkinlik hissedilmesidir. Bir diger tanimda ise degisim yorgunlugu siirekli ve
hizl 6rgiitsel degisim ile ilintili yogun bir stres, yorgunluk ve titkenmislik olarak
ifade edilmektedir (Brown, 2016). Zink, Steimle ve Schroder (2008) degisim yor-
gunlugunu tanimlarken degisim siirecinin biitlinliigiine vurgu yaparak bir biri ile
ilintisiz ¢ok fazla degisim girisiminin degisim yorgunluguna neden oldugunu ifa-
de etmektedir. Ote yandan Bernerth ve digerleri (2011) degisim yorgunlugunun
deneyimlenen degisikliklerin niceligi ile iligkili oldugunu ve ¢alisanin gereginden
fazla degisiklik yasandigina yonelik bir alg: gelistirdiginde ortaya ¢iktigini ifade
etmektedir. Yukarida verilen tanimlardan da anlasilacag tizere degisim yorgun-
lugu degisime yonelik bireysel bir tepki olup Orgiitiin biitiiniine atfedilebilecek
bir ozellik degildir (Elving, Hansma ve Boer, 2011). Bu baglamda degisim yor-
gunlugu deneyimleyen calisanlarin drgiitte cok fazla degisim girsimi baslatildigy,
degisim girisimlerinin bunaltici bir siklikta gergeklestigi, degisime yonelik bikkin-
lik, stirekli bir degisim icerisinde olduklari (Bernerth ve digerleri, 2011), degisime
ayak uydurma cabalarinin yersiz oldugu ¢iinkii degisimin ¢ok hizli oldugu, 6nceki
degisim girisimleri neticelendirilmeden veya yeterince degerlendirilmeden yeni
girisimlerin baglatildigi, orgiitte istikrarsizigin hakim oldugu ve bu durumdan
kaynaklt mutsuzluk (Elving ve digerleri, 2011) ve degisim girisiminin ne zaman
baslayip ne zaman sonlandiginin anlasilamamasi (Rafferty ve Griffin, 2006) gibi
algiya sahip olduklari sdylenebilir.

Degisim yorgunlugu deneyimleyen c¢alisanlarin bir sonraki degisim girisi-
minde aktif katilim gostermek istemeyecegini ifade eden Chung, Choi ve Du’a
(2017) gore degisim yorgunlugu siireci ¢alisanin daha dnceki degisikliklere yo-
nelik bilissel degerlendirmelerine dayanmaktadir. Tlgili degerlendirme ise degi-
siklikleri nitelik ve nicelik yoniinden ele almaktadir. Nicelik, onceki degisiklikle-
rin algilanan yogunlugunu; nitelik ise algilanan basarisizligini ifade etmektedir.
Caliganlar kontroliin kendilerinde olmadig1 algisina neden olan siirekli tepeden
inme degisiklikleri uygulamak zorunda kaldiklarinda ve s6z konusu girisimler
basarisizlikla sonu¢landiginda degisime yonelik 6grenilmis ¢aresizlik gelistirmek-
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tedir. Ogrenilmis caresizlik ise bir dizi basarisizliktan sonra basarili kabul edilen
girisimlerden sonra dahi ¢aliganin degisime yonelik pasif bir tepki sergilemesine
yol agmaktadir.

Garside (2004) orgiitler acisindan performans ve kaliteyi artirma c¢abalari-
nin degisimi gerektirdigini ifade etmektedir. Ancak Scott-Morgan ve digerleri’ne
(2001) gore ilgili gereklilik orgiitleri bir kisir dongiiye itmektedir. Orgiitler kiire-
sel rekabet baskisi ile performanslarini artirma adina degisim girisimlerini hizlan-
dirmakta ancak bu daha biiyiik aksakliklara yol agmaktadir. Ortaya cikan aksak-
liklar ise degisimi zorlagtirmakta ve performans baskisini artirmaktadir. Sorunun
¢Oziimil ise yine daha fazla degisim girisiminde aranmaktadir. Sonug olarak or-
giit yoneticileri kendilerini icinden cikilamaz bir ikilem igerisinde bulmaktadir.
Orgiitler git gide daha hizl bir degisim ihtiyaci hissetmekte ancak ¢alisanlarinin
degisim enerjisi tiikenmektedir. Orgiit calisanlar1 degisim yorgunlugundan miiz-
darip olurken yoneticiler ise daha biiyiik bir degisim arayigina girmektedir. Tlgili
siire¢ asagida Sekil 1’de gosterilmektedir.

Sekil 1. Degisim yorgunlugu sarmali (Scott-Morgan ve digerleri, 2001)

Kisaca 0zetlemek gerekirse giiniimiiz orgiitleri olduk¢a dinamik bir cevre-
de faaliyetlerini siirdiiriirken s6z konusu dinamizme ayak uydurmak ve hayatta
kalabilmek adina siireclerde, politikarda, orgiitsel yapilarda, uygulamalarda ve
kullandiklar1 teknolojide siirekli bir degisime gitme ihtiyaci hissetmektedir. Bu-
nunla birlikte girisilen degisim cabalar1 nicel ve etki alani agisindan calisanlarca
asir1 olarak algilandiginda bir takim sorunlar1 beraberinde getirebilmektedir. Bu
baglamda degisim yorgunlugu kavraminin 6n plana ciktigi ve orgiitler agisindan
Onemle lizerinde durulmasi gereken bir husus oldugu anlagilmaktadir.

Egitim Orgiitlerinde Degisim Yorgunlugu

Degisim, giiniimiiz Orgiitleri agisindan her zamankinden daha 6nemli bir
ihtiyag olarak goziikmekte; toplumsal hayatin farkli alanlarinda meydana gelen
degisiklikler orgiitleri de degisime zorlamaktadir (Giiglii ve Sehitoglu, 2006). Bu
baglamda egitim orgiitleri de varhiklarini stirdiirebilmek adina cevrelerinde mey-
dana gelen siirekli degisime ayak uydurarak; insan 6gesinde, Orgiit yapisinda ve
kullandiklar1 teknolojilerde degisime gitmek durumundadir (Saribag ve Baba-
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dag, 2015; Toremen, 2002). Ancak Ozellikle merkeziyetci yapinin hakim oldugu
durumlarda kanun ve yonetmeliklerde gerceklesen degisiklikler egitim Orgiitle-
rinde “tepeden inme” uygulamalari beraberinde getirmekte; orgiit olarak okulun
degisimle ilgili karar siirecine dahil olmasini neredeyse imkansizlagtirmaktadir.
Bu baglamda orgiit olarak okula diisen en temel vazife ise degisime cevap ver-
mek olarak degerlendirilebilir. Ote yandan, Speck (1996) okulun gelismesi ve
O0grenme ortaminin iyilestirilmesi adina degisimin gerekliligini savunmaktadir.
Degisim siireci bireylerin, okulun ve okul c¢evresinin degisimi kabul etmesini,
degisime ayak uydurmasini ve degisimi kurumsallastirmasini icermektedir. An-
cak diger biitiin orgiitler acisindan oldugu gibi egitim Orgiitleri icin de degisimin
kolay olmadig1 séylenebilir. Ozellikle girisimlerin nicel olarak fazlahigi uygulan-
malarini zorlagtirmaktadir (OECD, 2017). Sik ve siirekli degisim girigsimleri bir
biitiin olarak orgiitii etkiledigi gibi; Orgiitii meydana getiren unsurlardan biri olan
calisanlar1 da etkilemektedir.

Brounstein (1992) ayni anda birden fazla ve siireklilik arz eden degisim
¢abalarina yonelik 0gretmenlerin davranigsal ve tutumsal olmak tizere iki fark-
It boyutta ele alinabilecek tepkiler gelistirdiklerini belirtmektedir. Davranigsal
tepkiler degisikligi uyguluyormus gibi davranma olarak ifade edilebilecek “de-
gismeme” ve degisimle ilgili uyaranlardan ve 6zellikle paydaglarla etkilesimden
kacinma olarak tanimlanabilecek “uzaklasma” olarak ifade edilmistir. Tutumsal
tepkiler ise “zaman yetersizligi”, “0gretmen en iyisini bilir”, “esneklik” ve “ne
ekersen onu bigersin” olarak tanimlanmistir. Zaman yetersizligi coklu ve siirekli
degisim girisimlerinin zaman yetersizliginden dolayr uygulanamayacagina; “0g-
retmen en iyisini bilir tutumu” 6grenci 6grenmesine olumlu yansiyabilecek uygu-
lamalar1 sinif disindan birinin 6gretmenler kadar iyi analiz edemeyecegine; “ne
ekersen onu bicersin” degisim girisimlerinin daha 6nceki basarisiz olmus girisim-
lerin ufak tefek diizeltmelerle tekrar uygulamaya konulduguna yonelik tutumlari
ifade etmektedir. “Esneklik” ise degisim girisimlerinin nispeten esnetilerek uy-
gulanmasina yonelik tutuma atifta bulunmaktadir. Tribuzzi (2017) ¢ok sik degi-
sikliklerin 0gretmenlerin mesleki anlamda dayanikliliklarini, reformlar1 uygula-
ma isteklerini ve reformlarin stirdiriilebilirligine iliskin giivenlerini zedeledigini
ifade etmektedir. Ote yandan alanyazinda egitim sistemlerinin yapi, miifredat ve
kiiltiirel baglamda sik degisiklige gitmesinin 6gretim uygulamalarinda meydana
getirdigi iyilestirmenin asgari diizeyde kaldigina yonelik bulgular mevcuttur (Cu-
ban, 2013; Akt. Beycioglu ve Kondakgi, 2014). Kezar’a (2009) gore ise egitim
orglitlerinin stirekli ve ¢oklu degisim girisimleri ile mesgul olmalar1 degisimi uy-
gulama kapasitelerini tahrip etmektedir. Bu baglamda egitim Orgiitleri eszamanl
olarak varliklarini siirdiiren degisim girisimlerinin topyekiin basarisizliginin onii-
ne ge¢mek icin kurumsal vizyon, bolgesel ihtiyaclar ve i¢ paydaslarin ortak ihti-
yaclar1 dogrultusunda Oncelikler belirlemelidir. Boylece belirlenen dncelikler et-
rafinda bir isbirligi ve sinerji yaratilacak; beseri ve finansal kaynaklar daha etkin
kullanilmis olacaktir. Ote yandan diger biitiin 6rgiitlerde oldugu gibi egitim 6r-
giitleri acisindan da sik ve siirekli degisim cabalar1 6gretmenlere bir takim ekstra
sorumluluk ve gorevleri beraberinde getirmekte; ilgili sorumluluk ve gorevlerin
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ogretmenin sirtina yiikledigi zorluk ise degisim yorgunlugu olarak ifade edilmek-
tedir (Spann, 2018). Nitekim kiiresel baglamda ele alindiginda 6gretmenlerin
degisim yorgunlugu deneyimledikleri anlagiimaktadir (Cheng ve Walker, 2008;
Education Week Research Center, 2017; Hargreaves, 2004; Ibrahim ve digerleri,
2013; Jeffrey, 2015; Kennedy, 2010; Leuschke, 2017; Lingard ve digerleri, 2000;
Lyle, 2013; Lyle ve digerleri, 2014; Nunnelly, 2016; OECD, 2017; O’Quinn, 2018;
Orlando, 2014; Overton, 2004; Spann, 2018; Tribuzzi, 2017).

Ogretmenlerin degisim yorgunlugu deneyimlemelerinin altinda yatan en te-
mel neden her 6gretim yilinda bir veya daha fazla yeniligin hayata gecirilmesidir.
Ulusal veya yerel diizeyde yeni atanan her egitim yoneticisi kendini bir seyleri
degistirmeye zorunlu hissetmektedir. Ancak her girisim Ggretmeni rutinini ve
Ogretim stratejilerini gdzden gecirmeye mecbur birakmakta ve dikkatini bu yone
cevirmesine neden olmaktadir. Ote yandan hayata gecirilen girisimler 6gretimin
icerigi ile ilintili olmasa dahi 0gretim yapilan ortami etkileyebilmektedir. Bu
baglamda sistemde meydana gelen herhangi bir degisiklik 6gretmenin planlari-
n1 bu dogrultuda uyarlamasini, hizmet i¢i egitim etkinliklerine veya daha fazla
toplantiya katiimini, yeni formlar doldurmasini, 6grencileri daha fazla simava
almasini, daha uzun ve karmagik ders planlar1 yazmasini vb. ek sorumluluklari
gerektirebilmektedir. Ozetle, egitim ile ilgili yeni fikirlerin etki alan1 genisledi-
ginde ve zaman alic1 bir hal aldiginda 6gretmenler degisim yorgunlugu deneyim-
leyebilmektedir (Kennedy, 2010). Cheng ve Walker (2008) ise egitim orgiitle-
rinde degisim yorgunlugunu ii¢ temel unsur ile karakterize edilebilecegini ifade
etmektedir:

e Egitim sistemlerinin reform amaclarini ¢cok kisa bir siire igerisinde ger-
ceklestirmek istemesi ve bir ¢ok girisimi es zamanli olarak uygulama-
lar1.

e Egitim reformlarinin uygulandiklari kiiltiirel ve baglamsal kosullar1 goz
ardr etmesi.

e Eszamanh yiriitiilen egitim reformlarinin kaosa neden olmasi ve basa-
risizlik riskini artirmast.

Reeves (2010) ise degisim yorgunlugunu “girisim yorgunlugu yasasi(law of
initiative fatigue)” olarak adlandirmaktadir. Reeves’e gore egitim yoneticilerinin
zaman, para ve duygusal enerji olmak tizere ti¢ temel kaynagi bulunmaktadir.
Zaman ve finansal kaynaklarin sabit oldugu; hatta giiniimtizde okullarin finansal
kaynaklarinin azaldigy ifade edilebilir. Duygusal enerji ise degiskendir ve stirekli
farkl girisimler icin harcanmak zorunda kalindiginda hizli bir bicimde tiikenebi-
lecek sinirlari vardir. Bu baglamda kisitli olarak nitelendirileblecek kaynaklar ile
egitimcilerin uygulamak zorunda kaldig1 degisim girisimlerinin sayisi giin gectik-
ce artmaktadir. S6z konusu artis ise ne kadar iyi niyetli ve ne kadar iyi algilanmis
olursa olsun hayata gecirilen her yeni girisime bir Onceki ile karsilastirildiginda
daha az zaman, finansal kaynak ve duygusal enerji harcanmasi anlamina gelecek-
tir. Tlgili durum ise degisim yorgunlugu olarak adlandirilabilir.
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Alanyazinda 6gretmenlerin mesleki gelisimde yeni yaklagimlar, 6gretmen
performans degerlendirme, miifredat ve egitim teknolojilerinde meydana gelen
gelismeler gibi unsurlar baglaminda degisim yorgunlugu deneyimledikleri anla-
silmaktadir (Education Week Research Center, 2017; Jeffrey, 2015; Lyle, 2013;
Lyle ve digerleri, 2014; Tribuzzi, 2017). Ote yandan kavram egitim 6rgiitlerinde
orgiitsel kiiltiir, otantik liderlik, 6gretmenin etkinligi, teknoloji kullanimi gibi
degiskenler ile iliskilendirilmistir (Leuschke, 2017; Nunnelly, 2016; Perel, 2015;
Orlando, 2014; O’Quinn, 2018). Bu baglamda, egitim Orgiitlerinde degisim yor-
gunlugu olgusunun son donemde git gide artan bir ilgi gormeye basladig: ve farkl
orgiitsel davraniglarla iligskilendirildigi ifade edilebilir.

Siirekli bir gelisim ve degisim icerisinde olan giiniimiiz diinyasinda, hem or-
giitlerin hem de bireylerin degisime kayitsiz kalarak varliklarini siirdiiremeyecek-
leri ifade edilebilir (Omiir ve Sezgin-Nartgiin, 2014). Bununla birlikte, degisimin
barindirdigi potansiyel risklerin de farkina varilmasi ve sdz konusu riskleri en aza
indirgeyecek hareket tarzinin benimsenmesinin dnemli oldugu degerlendirilebi-
lir. Bu baglamda, Caruana’a (2005) gore degisim yorgunlugu ile miicadele nokta-
sinda 6gretmenlerin dikkat etmesi gereken hususlar asagidaki gibi siralanabilir:

e Ogretim ile ilgili her yeniligi uygulama cabasindan vazge¢mek,

e Ogrencilerin cogunlugunun faydasina olabilecek uygulamalari hayata
gecirmek,

e Ongoriilen faydayi elde etmek i¢in yeniliklere zaman tanimak,

e Ogrencilerin kendilerini giivende hissettikleri bir ortamda daha aktif ol-
duklarini goz 6ntinde bulundurarak yeniliklerin maliyetini hesaplamak,

e uygulamada karsilagilabilecek olasi kayip ve engelleri 6ngormek,

e (Ogrenme siirecine yanstyan yeniliklerde 6grencilere gerekli destegi sun-
mak,

e Ogretim yili sonunda uygulanan yeniliklerin amaclanan fayday1 saglayip
saglamadigini degerlendirmek.

Yukarida siralanan stratejiler 6gretmenin degisim siirecini ¢ok iyi analiz et-
mesini, hem proaktif hem de reaktif tepkiler gelistirmesini ve degisimin / yenilik-
lerin sonuglarmi detayh bir bicimde degerlendirmesini gerektirmektedir. Ogret-
menin degisim girisimlerini elestirel bir bakis acisi ile ele alarak sorgulamasi ve
uygulamaya gecirme noktasinda inisiyatif almasi degisim yorgunlugunun minimi-
ze edilmesinde yararli olabilir.

Egitim Orgiitleri de giinimiiz kosullarinda her tiirlii gelismeyi takip ederek
toplumun ihtiyac duydugu insangiiciini yetistirmek durumundadir. Ancak bu
dogrultudaki cabalar nicel olarak egitim Orgiitii ¢alisanlarinca agir1 olarak algi-
landiginda bireysel tepkilere neden olabilir. Degisim yorgunlugu da bu kapsam-
da ele almabilecek bir kavramdir. Bu nedenle egitim yoneticilerinin 6zellikle de-
gisim siirecinde 0gretmenlere gerekli destegi sunmasi, onlara esneklik tanimalari
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ve hayata gecirilen yeniliklere zaman taniyarak sonuclarini degerlendirmeleri
Oonem kazanmaktadir.

Tirk Egitim Sisteminde son donemde kademeler arasi gegis sinavlari ve
katsay1 uygulamalari (Sarica, 2019); egitim sisteminin yapisi, okul yoneticisi ata-
ma usulleri, 6gretmenlik meslegi ile ilgili diizenlemeler (Sagir, 2015); okul tiir-
leri (Cankar ve Tas, 2017) denetim sistemi (Durnali ve Limon, 2018); miifredat
(Orakg1, Durnal ve Ozkan, 2018), bilgi yonetim sistemleri ve egitim teknolojile-
ri (Duman, Baykan, Kéroglu, Yilmaz ve Erdogan, 2014), ders kitaplar1 (Dagl,
2007), secmeli dersler ve haftalik ders saatleri (Sagir, 2015), 6grenci basar1 ve
6lgme degerlendirme sistemi (Akyiiz, 2010) ve egitimin kademelendirilmesi (Sa-
gir, 2015) gibi bir ¢cok alanda ¢ok sik degisiklikler yagsanmig ve bu durum egitim
sisteminin niteligi agisindan dnemli bir sorun teskil etmistir (Can, 2014; Yagar ve
Sozbilir, 2017). Sistemin bir biitiin olarak niteligini olumsuz yonde etkilemesinin
yaninda kisa vadeli ve cok sik yasanan degisim girisimleri sistemin bilesenleri ara-
sinda da bazi olumsuzluklara ve uyumsuzluklara neden olabilmektedir (Argon ve
Ates, 2007; Goksoy ve Argon, 2014; Yesil ve Sahan, 2015). Nitekim alanyazinda
mevcut bulgular paydaslarin sistemde “cok sik” degisiklige gidildigine ve siste-
min yapboz tahtasina dondiigiine yonelik algilarinin oldugunu ortaya koymakta-
dir (Can, 2014; Cam-Tosun, 2017; Demir ve Ari, 2013; Dogutas, 2016; Duman ve
digerleri, 2014; Ibret, Avel ve Recepoglu, 2016; Kasapoglu, 2016; Oriici, 2014;
Sagir, 2015; Yesil ve Sahan, 2015). S6z konusu degisim ortaminda egitim ¢aligan-
larmin degisim yorgunluguna duyarli hale geldikleri diisiiniilebilir. Bu baglam-
da, 6gretmenlerin deneyimledikleri degisim yorgunlugu diizeyinin belirlenmesi
ve miimkiin oldugunca hizli ¢oztilmesi etkililigin devam ettirilmesi adina hayati
onem tagimaktadir. Degisim yonetimi agisindan ele alindiginda ise degisim caba-
lar1 genellikle bagarili olup olmadiklar1 yonilyle degerlendirilmekte ancak giiven
kayb1 ve degisim yorgunlugu gibi ikincil sonuglari ¢cok fazla ele alinmamaktadir
(Winter, 2013). Bu yoniiyle degisime farkli bir bakis acis1 getiriyor olmasi aras-
tirmanin alanyazina 6énemli bir katkisi olarak degerlendirilebilir. Uluslararas:
alanyazinda degisim yorgunlugu ile ilgili arastirmalarin 6zellikle de egitim Or-
giitleri baglaminda nerede ise yok denecek kadar az oldugu; ulusal alanyazinda
ise kavramin heniiz ele alinmadigi goriilmektedir (Dool, 2006; Education Week
Research Center, 2017; Jeffrey, 2015; Grigg, 2016; Hargreaves, 2004; Hargrea-
ves, 2005; Leuschke, 2017; Orlando, 2014). Mevcut ¢alisma ile ulusal alanyazina
degisim yorgunlugu kavrami kazandirilmis olacak; kavram ile ilgili kuramsal te-
mel olusturulacak ve kavram, egitim Orgiitleri baglaminda ele alinarak mevcut
durumun resmi ortaya konmus olacaktir. Ayrica arastirma kapsaminda gelistiri-
len “Degisim Yorgunlugu Olcegi (DYO)” gelecekte yiiriitiilecek arastirmalarda
kullamilabilecek gecerli ve giivenilir bir 6lgme araci boslugunu doldurabilir. Ote
yandan Ogretmenlerin olast degisim yorgunlugu deneyimlerinin ortaya konmasi
egitim sisteminde bagarisiz degisim girisimlerini aciklamada yeni bir bakis agisi
sunarak; egitim yOneticilerine degisim yonetimi stratejileri noktasinda bir rehber
niteligi tastyabilir (Brown, 2016). Degisim yorgunluguna iliskin bulgularin farkli
kisisel degiskenler temelinde karsilastirilarak bu baglamda daha duyarli 6gret-
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menlerin belirlenmesi ve eszamanli ve siiregelen degisim stirecinde bu 6gretmen
gruplarina 6zel rehberlik veya liderlik sunulabilmesi yoniiyle de biiyiik 6nem ta-
sidig1 degerlendirilmektedir.

Arastirmanin Amaci

Mevcut arastirmanin amaci 6gretmenlerin degisim yorgunlugu diizeylerini
belirlemek ve cesitli demografik degiskenler agisindan karsilastirmaktir. Bu bag-
lamda, arastirmada asagidaki sorulara cevap aranmistir:

1. Ogretmenler ne diizeyde degisim yorgunlugu deneyimlemektedir?

2. Ogretmenlerin degisim yorgunlugu diizeyleri cinsiyet, mezun olunan
fakiilte, 6grenim diizeyi, medeni durum, kidem, gorev yapilan yerlesim
merkezi ve gorev yapilan okul diizeyi degiskenleri acisindan istatistiksel
olarak anlaml bir farklilik gostermekte midir?

Yontem

Arastirma modeli

Mevcut arastirmada tekil tarama modeli esas alinmistir. Tekil tarama mo-
delinde tek bir degiskene odaklanilarak s6z konusu degiskenin belirli bir andaki
durumunu veya belirli bir donemdeki degisimini incelemek amaglanmaktadir
(Simsek, 2012). Mevcut arastirmada ise dgretmenlerin degisim yorgunlugu dii-
zeylerine odaklanilmistir.

Arastirmanin Calisma Gruplari ve Evreni

Mevcut arastirma t¢ farkl katilimer grubu tizerinde yiirtitilmiistiir. Birinci
ve ikinci ¢alisma gruplarindan arastirmada kullanilan 6lgme aracinin gelistiril-
mesi i¢in veri toplanmig; arastirma evreninden toplanan veri ise 0gretmenlerin
degisim yorgunlugu diizeylerini belirlemek ve cesitli kisisel degiskenler acisindan
karsilastirmak amaciyla kullanilmustir. Tlgili calisma gruplarinin 6zellikleri asagi-
da aciklanmaktadir.

Arastirmanin ¢calisma gruplart

Asagida Tablo 1’de calisma gruplarinda yer alan katilimcilara iligkin demog-
rafik bilgiler sunulmaktadir.
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Tablo 1.
Cahsma Gruplannda Yer Alan Katthmcilara Iliskin Demografik Bilgiler
AFA DFA
Degisken Grup f % f %
Cinsiyet Kadin 129 51,3 280 55
Erkek 136 48,7 229 45
Tlkokul 71 26,8 138 27,1
Okul Tiirii Ortaokul 84 31,7 152 29,9
Lise 110 41,5 219 43,0
0-5 yil 58 21,9 161 31,6
6-10 y1l 48 18,1 112 22,0
Deneyim 11-15y1l 64 242 75 14,7
16-20 y1l 45 17,0 71 13,9
21 yil ve tizeri 50 18,9 90 17,7
il merkezi 108 40,8 213 41,8
Gorev Yeri ng 128 48,3 202 39,7
Koy veya kasaba 29 10,9 94 18,5
Egitim durumu Lisans tamamlama 167 63 407 80
Lisans 98 37 102 20
Medeni durum Lisanstistii 188 70,9 357 70,1
Evli 77 29,1 152 29,9
Total 265 100 509 100

Tablo 1’de goriildiigii tizere acimlayici faktor analizinin gerceklestirildigi ca-
lisma grubunda 265 katilimci yer almaktadir. Katilimeilarin 136°s1 kadin (%48,7)
129’u erkek (%51,3); 71’1 ilkokul (%26,8), 84’ ortaokul (%31,7) 1107u lisede
gorevli (%41,5); 581 0-5 y1l (%21,9), 48’1 6-10 y1l (%18,1), 64’11 11-15 y1l (%24,2),
45°116-20y1l (%17), 50’si 21 y1l ve iizeri kidem araligina sahip; 108’1 il merkezinde
(%40,8), 128’1 ilce merkezinde (%48,3), 29’u kdy ve kasabalarda gorevli (7%10,9);
8’1 lisans tamamlama (%3), 159’u lisans (%60), 98’1 lisanstisti mezunu (%37) ve
son olarak 188’1 evli (%70,9), 77’si bekar (%29,1) 6gretmenlerden olusmaktadir.

Dogrulayic faktor analizinin yiriitiildigi grupta ise 509 katilimer bulun-
maktadir. Tablo ’da goriildigi tizere ikinci calisma grubunda yer alan katilimei-
larin 280’1 kadin (%55) 229’u erkek (%45); 138’1 ilkokul (%27,1), 152°si ortaokul
(929,9) 219u lisede gorevli (%43); 161’1 0-5 y1l (%31,6), 112’si 6-10 yil (%22),
75’1 11-15 y1l (%14,7), 71’1 16-20 y1l (%13,9), 901 21 yil ve tzeri (%17,7) kidem
araligina sahip; 213t il merkezinde (%41,8), 202’si ilge merkezinde (%39,7),
94’1 kdy ve kasabalarda gorevli (%18,5); 12’si lisans tamamlama (%2,4), 395’
lisans (%77,6), 102’si lisansiistii mezunu (%20) ve son olarak 357’si evli (%70,1),
152’si bekar (%29,9) 6gretmenlerden olusmaktadir.

Arastirma Evreni ve Orneklemi

Arastirma evrenini 2018-2019 6gretim yilinda Sakarya ilinde gorevli 10,290
Ogretmen olusturmaktadir. Arastirmada 6rneklem alinmamis; Sakarya il milli
egitim ARGE birimi ile isbirligi ile 6l¢cek formu il genelinde biitiin 6gretmenlere
¢evrimici olarak ulastirilmig; ancak 1935 6gretmen 6lgek formunu cevaplayarak
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arastirmaya goniillii olarak katilim saglamigtir. Bu baglamda, geri doniis orant
%18,8 olarak gerceklesmistir. Geri doniis orani nispeten diisiik oldugunda “ce-
vaplamayan Onyargisi (arastirmaya katilanlarin katilmayanlardan farkli davra-
nabilecegi varsayimi)” (Carley-Baxte ve digerleri, 2009) ve “Orneklem Onyargisi
(katilimcilarin demografik ozelliklerinin evrenin genelinden farkliik gosterdigi
varsayimi)” (Payne ve Barnfather, 2012) simirhiliklar: giindeme gelebilmektedir.
Mevcut aragtirmanin cevaplamayan onyargisindan etkilenip etkilenmedigini be-
lirlemek amaciyla 6lcegi erken cevaplayanlarin (24.10.2018-30.10.2018) ortalama
puanlari ile gec cevaplayanlarin (31.10.2018-19.11.2018) ortalama puanlart t-testi
yontemi ile kargilastirilmistir (Radics, Dasmohapatra ve Kelley, 2016). Elde edi-
len bulgu iki grubun ortalama puanlari arasinda istatistiksel olarak anlaml bir
fark olmadigini gostermektedir (t (1933) = 1405; p=.16). Bu bulgudan yola ¢ika-
rak arastirma bulgularinin cevaplamayan Onyargisindan etkilenmedigi ifade edi-
lebilir. Nitekim bu yontem arastirmaya katilmayanlarin da katilanlar gibi hareket
edecegi varsayimina dayanmaktadir. Diger bir husus ise 6rneklem dnyargisidir.
Mevcut aragtirmada boyle bir sorun olup olmadigini belirlemek amaciyla kati-
Iimcilarin demografik 6zellikleri ile evrenin bilinen 6zellikleri karsilagtirilmistir.
Katilimcilarin gorev yaptiklar ilce, cinsiyet, okul diizeyi ve 6grenim diizeyi gibi
Ozelliklerinin evrenin geneli ile Ortiistiigl gorilmistiir. Kisacasi, 1935 katilimcei-
dan elde edilen verinin arastirma evrenine genellenebilecegi soylenebilir. Kati-
Iimcilara iligkin demografik 6zellikler Tablo 2’de sunulmaktadir.

Tablo 2. i
Katilimcilann Demografik Ozellikleri

Degisken n %
Cinsiyet Kadin 896 46.3
Erkek 1039 53.7
ilkokul 669 34.6
Okul Ortaokul 661 34.1
Lise 605 313
. Lisans 1677 86.7
Ogrenim
Lisansiistii 258 13.3
0-5 yil 462 23.9
6-10 y1l 440 22.7
Deneyim 11-15y1l 330 17.1
16-20 y1l 337 17.4
21 yil ve iizeri 366 18.9
il Merkezi 640 33.1
Gorev yeri fice 939 48.5
Koy veya kasaba 356 18.4
Medeni durum Evli 1524 78.8
Bekar 411 21.2
Egitim fak. 1335 69.0
Fakiilte Fen edebiyat fak. 327 16.9
Diger fak. 273 14.1
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Tablo 2’de’te goriildiigii iizere, katilimeilari 896’s1 kadin (%46,3) 1039’u ise
erkektir (%53,7). 669’u ilkokul (%34,6) 661’1 ortaokul (% 34,1) 605’1 lise (%31,3)
diizeyinde gorev yapmaktadir. 1677’si lisans ve lisans tamamlama (% 86,7); 258’i
lisansiistii mezunudur (%13,3). 462’si 0-5 y11 (%23,9) 440’1 6-10 y1l (%22,7) 330’u
11-15 y1l (%17,1) 337’si 16-20 y1l (%17,4) ve 366’s1 21 yil ve ilizeri kideme sahiptir.
640 katilimer (%33,1) il merkezinde, 939 katilimci (%48,5) ilge merkezinde ve
356 katilimel (%18,4) koy ve kasabalardaki okullarda gorev yapmaktadir. 1524
katilimer evli (%78,8) 411 katilimer ise (%21,2) bekardir. 1335 katilimer (%69)
egitim fakiiltesi 327 katilimer fen edebiyat fakiiltesi (%16,9) ve 273 katilimer di-
ger fakiiltelerden (%14,1) mezundur.

Veri Toplama Araci

Arasgtirmada veri toplamak amaciyla “Degisim Yorgunlugu Q!gegi (DYO)”
kullanilmis ve 6lgcek mevcut arastirma kapsaminda gelistirilmistir. Olcegin geger-
lik ve giivenirlik analizlerine iligkin bulgular asagida ayrintili olarak sunulmak-
tadir.

DYO gelistirilirken DeVellis (2017) tarafindan énerilen adimlar izlenmis-
tir. Tlgili adimlar ise (1) dlciilecek davranigin belirlenmesi, (2) madde havuzunun
olusturulmast, (3) 6lgme formatinin belirlenmesi, (4) uzman goriistiniin alinmasi,
(5) madde ekleme, (6) 6lgegin uygulanmasi, (7) maddelerin degerlendirilmesi
ve (8) olgek uzunlugunun optimizasyonu seklindedir. Bu baglamda, dncelikle
degisim yorgunlugunun alanyazinda ortaya konan tanimlari ve yaklasimlar esas
alinarak ol¢iilmesi amaclanmistir (Bernerth ve digerleri, 2011; Elving ve diger-
leri, 2011; Nunnelly, 2016). Madde havuzu olusturulurken de ilgili kaynaklardan
yararlanilmis; ayrica 24 6gretmen ile birebir goriisme yapilarak nicel yonden asiri
degisime yonelik algilar belirlenmeye calisilarak madde havuzu desteklenmistir.
Alanyazin taramasi ve goriismeler sonucunda 24 maddeden olusan aday madde
havuzu olusturulmustur. Bir sonraki adimda ise 6l¢me aracinin formati belirlen-
mis ve uygulamada sagladigi avantajlardan otiirii 5°li Likert tarzi tercih edilmistir
(Clark ve Watson, 1995). Cevap secenekleri ise “Kesinlikle Katilmiyorum (1)”
ile “Kesinlikle Katiliyorum (5)” arahigindadir. Olgme formatinin belirlenmesi-
nin ardindan, uzman goriisii alinarak maddelerin kapsam gecerlik oranlari he-
saplanmugtir (Lawshe, 1975). 12 uzmaninin aday maddeleri kapsam gecerliligi
acisindan degerlendirmesi sonucunda aday madde havuzundaki 7 madde gerekli
oOlciitt karsilayamadigi icin aday madde havuzundan cikarilmistir. Sonug olarak,
aday madde havuzunda 17 madde kalmustir. Tlgili maddeler hedef grup ile benzer
ozellikleri tasiyan bir 6gretmen grubuna uygulanmis ve maddelerin anlasilirhig
ve cevaplanabilirligi test edilmistir. Son olarak, aday maddelerin goriiniis ge-
cerliliginin degerlendirilmesi amaciyla bir 6lgme degerlendirme uzmanina sunul-
mustur. Uzmandan gelen doniitler dogrultusunda maddeler gdzden gecirilmis ve
gerekli diizeltmeler yapilarak uygulamaya hazir hale getirilmistir.

Oncelikle DYO’niin faktor yapisinin belirlenmesi hedeflenmistir. Bu amag dog-
rultusunda, Pallant (2007) tarafindan onerilen adimlar ve olgiitler géz oniinde bu-
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lundurularak aday maddeler agimlayici faktor analizine tabi tutulmustur. Yiiriitilen
ilk analizde, 6z degeri 1’den biiyiikk ve toplam varyansin yaklasik olarak %67’sini
aciklayan 3 faktorlii bir yap1 ortaya ¢ikmugtir. Ancak ortaya ¢ikan yapimin kavram-
sal gergeve ile Ortiismemesi ve ¢izgi yamag grafiginde birinci faktdrden sonra 6nem-
li bir kirllmanim oldugunun gézlenmesi nedeniyle analiz tek boyut ile smirlanarak
tekrarlanmistir. Elde edilen bulgular tek boyutun toplam varyansin yaklasik %51 ini
acikladigini ortaya koymustur. Ancak korelasyon matrisi incelendiginde 2 nolu aday
maddenin diger maddeler ile olan korelasyonun r < ,30 (Field, 2009) ve faktor yiik
degerinin < ,45 (Biyiikoztiirk, 2011) oldugu goriilmiis ve ilgili maddenin ¢ikarilarak
analizlerin tekrarina karar verilmistir. Ugiincii kez tekrarlanan analiz neticesinde, tek
boyutun toplam varyansin yaklasik olarak %54 linli agikladigi; korelasyon matrisi
tablosundaki degerlerde gozle goriiliir bir iyilesme oldugu icin analize tek boyut ve
16 madde ile devam edilmesi uygun bulunmustur. KMO degerinin ,940; Bartlett kii-
resellik testinin ise anlamli (p=.0000) olmasi verinin faktdr analizine uygunluguna
isaret etmistir (Pallant, 2007; Tabachnick ve Fidell, 2013). Maddelerin faktor yiik
degerlerinin ,472-,854 arasinda degismesi yeterli diizeyde faktor yiik degeri tasidik-
lar1 seklinde yorumlanmistir (Biiylikoztiirk, 2011; Tabachnick ve Fidell, 2013). Daha
sonra 6lgegin giivenirlik analizlerine gecilmis ve bu kapsamda oncelikle Cronbach’s
Alpha degeri hesaplanmistir. ilgili degerin 0=.940 olmasi (Singh, 2007; Biiyiikoz-
tiirk, 2011); alt-iist %27°lik gruplar arasindaki farkin biitiin aday 6l¢ek maddeleri i¢in
p=,0001 diizeyinde anlamli olmasi ve diizeltilmis madde toplam korelasyonlarinin
,420-,826 arasinda degismesi i¢ tutarliliginin yiiksek ve maddelerin bireyleri ayirt
edici nitelikte olduklari seklinde yorumlanmistir (Biiyiikoztiirk, 2011; Field, 2009).

AFA sonucunda elde edilen tek faktorlii yapinin gecerligi bir kez de farkl
bir katilimci grubundan elde edilen veri setinden yararlanilarak DFA ile test edil-
mistir (Brown, 2015; Worthington ve Whittaker, 2006). DFAnin 509 6gretmen-
den olusan bir ¢alisma grubuna uygulanmas: hem 6rneklem biiyiikliigii dikkate
alindiginda (Comrey ve Lee, 1992) hem de madde sayisi ile oranliginda (Pallant,
2007) yeterli goriilmistiir. DFEA'da faktor yiik degerleri ,36 ile ,78 arasinda degis-
mekte ve ilgili degerlerin yeterli diizeyde oldugu degerlendirilmistir (Harrington,
2009). Diger taraftan Ortiik degisken ile maddeler arasindaki iligkinin anlamlili-
gma atifta bulunan t degerlerinin tamami p<.0! diizeyinde anlamli ve 2.56’dan
biiyiiktiir (Ullman, 2013). Olgegin uyum iyiligi degerleri ise x%/df=4.85; p=.00;
RMSEA=.08; CFI=.90; SRMR=.05 seklindedir. Bu bulgular dlcegin uyum iyili-
ginin yeterli diizeyde oldugu seklinde yorumlanmuistir (Brown, 2015).

Veri Analizi

Aragtirma kapsaminda toplanan veri SPSS ve AMOS programlari kullanila-
rak analiz edilmistir. Betimsel analiz kapsaminda aritmetik ortalama ve standart
sapma degerleri hesaplanmistir. Olgek ifadelerine katihim diizeylerinin yorum-
lanmasinda asagida Tablo 3’te sunulan araliklar kullanilmistir.
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Tablo 3.
Olgek Ifadelerinin Yorumlanmasinda Kullamlan Araliklar

Puan araligi Degerlendirme
1.00-1.80 Kesinlikle katilmiyorum
1.81-2.60 Katilmiyorum

2.61-3.40 Kararsizim

3.41-4.20 Katiltyorum

4.21-5.00 Kesinlikle katiliyorum

Ote yandan, degiskenlere iligkin aritmetik ortalama puanlarmin karsilagti-
rilmasinda parametrik veya parametrik olmayan analiz yontemlerinin hangisinin
kullanilacagina karar verilirken Field (2009) ve Pallant (2007) tarafindan ortaya
konan olgciitler dikkate alimmustir. Buna gore; (1) verinin normal dagilim goster-
mesi, (2) varyans homojenligi, (3) esit aralikli 6l¢gek kullanilmis olmast, (4) ba-
gimsiz Ol¢lim gibi Ol¢iitlerin degerlendirilmesi gerekmektedir. Verinin 5°li Likert
tipi 6lgek araciligi ile toplanmig olmasi ve 6l¢limlerin birbirinden bagimsiz olmasi
tciincli ve dordiincii olgiitlerin karsilandigimi géstermektedir. Veri dagiliminin
normalliginin sinanmasi amaciyla histogram grafikleri (Biyiikoztiirk, 2011; Fi-
eld, 2009; Kilmen, 2015) incelenmistir. Ikinci dlgiit olan varyans homojenligi ise
Levene testi kullanilarak (Field, 2009; Huck, 2012; Kilmen, 2015) kontrol edil-
mistir.

Tablo 4.
Degisim Yorgunlugu Olgegi Parametrik Test Varsayimlar Kontrol Tablosu

Degisken Histogram Grafigi Varyans Homojenligi Degerlendirme
Cinsiyet Normal dagilim Homojen degil Non-parametrik
Okul Normal dagilim Homojen Parametrik
Kidem Normal dagilim Homojen Parametrik
Gorev Yeri Normal dagilim Homojen Parametrik
Ogrenim Normal dagilim Homojen Parametrik
Medeni durum Normal dagilim Homojen Parametrik
Fakiilte Normal dagilim Homojen Parametrik

Tablo 4’ten de anlasilacagi iizere her iki Ol¢iit baglaminda normalligi sagla-
yan degiskenlerin karsilastirilmasinda parametrik testlerden (t-testi, ANOVA);
tersi soz konusu oldugunda ise non-parametrik (Mann Whitney U) testlerden ya-
rarlanimigtir. ANOVA testi sonucunda anlamli farkin ¢cikmasi durumunda farkin
hangi gruplardan kaynaklandigini belirlemek icin Scheffe testine bagvurulmustur
(Buytkoztirk, 2011; Pallant, 2007). Ayrica, istatistiksel olarak anlamli farklilik
olmasi durumunda etki biiytikliigii hesaplanmistir (Field, 2009; Pallant, 2007).

433



Ibrahim Limon & Senay Sezgin Nartgiin

Bulgular
Bu bélimde Ogretmenlerin degisim yorgunlugu diizeyine ve degisim yor-
gunlugu diizeyinin cesitli demografik degiskenler temelinde karsilastirilmasina
yonelik bulgular sunulmaktadir.

Tablo 5.
DYO Betimsel Istatistikleri

Olcek maddeleri

X Ss

1 Egitim sistemimizde daha az degisiklige gidilse, mesleki agidan daha mutlu 384 1.02
olurum. ’ ’

2 Egitim sistemimizde yasanan degisikliklerden usandim. 3,94 1,02

Egitim sistemimizde yasanan her degisiklikte “Yine mi!” hissine kapthrim. 3,90 1,00

4 Egitim sistemimizde onceki degisikliklerin sonuclar yeterince degerlendi-
. . o AR 4,20 83
rilse, daha sorunsuz bir degisim siireci yasanabilecegini diisiniiriim.
5 Egitim sistemimiz siirekli bir degisim i¢indeymis gibi hissederim. 4,00 ,85
6 Egitim sistemimizde yasanan degisikliklerin beraberinde getirdigi is yiikii-
by 2,77 1,07
niin altindan kalkamam.
7 Egitim sistemimizde yasanan degisikliklerin uzun soluklu olmayacagin dii-
I, L 3,62 1,06
stindiigiim icin s6z konusu degisiklikler bende heyecan uyandirmaz.
8 Egitim sistemimizde yasanan her degisiklige nasil olsa bu da degisir goziiyle 371 1.01
bakarim. ’ ’
9 Egitim sistemimizde yasanan degisiklikler mesleki motivasyonumu olumsuz 368 111
etkiler. ’ ’
10 Egitim sistemimizde yasanan degisiklikler meslegime olan baglhligimi olum- 285 114
suz etkiler. ’ ’
11 Egitim sistemimizde yasanan degisiklikler beni yorar. 3,28 1,09
12 Egitim sistemimizde yasanan degisiklikler nedeniyle mesleki hedeflerimden 272 1.09
uzaklagirim. ’ ’
13 Egitim sistemimizde yasanan degisiklikler sisteme olan glivenimi zedeler. 345 1,11
14 Egitim sistemimizde yasanan degisiklikler nedeniyle mesleki ac¢idan kafam 314 111
karisir. ’ ’
15 Egitim sistemimizde yasanan degisikliklerin amagsiz oldugunu disintrim. 2,86 1,10
16 Egitim sistemimizde yasanan degisikliklerin siklig1 nedeniyle degisim siire- 312 1.10
cini yonetmekte zorlanirim. ’ ’
DYO
Geneli 342,72

Tablo 5’te katilimeilarin degisim yorgunlugu 6lceginde yer alan ifadelerden
aldiklar1 puanlarin aritmetik ortalamalar1 ve s6z konusu ortalamalara iligkin
standart sapma degerleri sunulmaktadir. Elde edilen bulgulara gore olcek ge-
nelinde katilimcilarin aritmetik ortalamasi ( X =3,42) diizeyindedir. S6z konusu
bulgu degerlendirildiginde katilimcilarin DYO genelinde “Katiliyorum” diize-
yinde goriis belirttikleri anlasiimaktadir. Diger bir ifade ile, katilimcilarin egitim
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sisteminde meydana gelen degisiklikleri nicel yonden asir1 ve gereginden fazla
olarak algiladiklar: sdylenebilir.

Tablo 6.
Cinsiyet Degiskenine Yonelik Mann-Whitney U Testi Bulgular

Cinsiyet n Sira ortamalasi Sira toplam U p Anlamh fark
Kadin 896 956,06 856634

454778 ,383
Erkek 1039 978,29 1016446

Tablo 6’da 0gretmenlerin degisim yorgunlugu 6lgegi puanlarinin cinsiyet de-
giskenine gore istatiksel olarak anlaml bir sekilde farklilagip farkhilagsmadigina
yonelik Mann-Whitney U testi bulgular1 sunulmaktadir. Buna gore; cinsiyetin 0g-
retmenlerin degisim yorgunlugu puanlarinda istatistiksel olarak anlaml bir fark
olusturmadigr anlagiimaktadir (U=454778; p=,383). Bu bulgudan yola ¢ikarak, er-
kek ve kadin 6gretmenlerin benzer diizeyde degisim yorgunlugu deneyimledikleri
ifade edilebilir. Ote yandan, sira ortalamalari incelendiginde erkek 6gretmenlerin
(S.0=978,29); kadin 6gretmenlerin (S.0=956,06) oldugu goriilmektedir. Bu bag-
lamda istatistiksel olarak anlamli bir sekilde farklilasmamakla birlikte erkek ogret-
menlerin degisim yorgunlugu diizeylerinin kadin 6gretmenlere gore daha yiiksek
oldugu anlasilmaktadir. Diger bir ifade ile erkek 6gretmenlerin kadin meslektagla-
11 ile karsilastirildiginda degisimden daha fazla yorulduklari dile getirilebilir.

Tablo 7.
Ogrenim Diizeyi ve Medeni Durum Degiskenlerine Gore T-Testi Bulgular

Degisken Grup N X ss Sd sd p

. Lisans 1677 3,42 72

Ogrenim 1933 ,073 ,942
Lisansiisti 258 3,42 ,68
Evli 1524 3,42 71

Medeni durum 1933 -,444 ,657
Bekar 411 3,44 75

Tablo 7’de 6gretmenlerin degisim yorgunlugu olgeginden aldiklar1 puanla-
rin 6grenim diizeyi ve medeni durum degiskenleri acisindan istatistiksel olarak
anlaml bir bicimde farklilagip farklilasmadigina yonelik t-testi bulgular1 sunul-
maktadir. Elde edilen bulgulardan 6grenim diizeyinin 6gretmenlerin degisim
yorgunlugu puanlarmda istatistiksel olarak anlamli bir farklilik olusturmadigi an-
lasilmaktadir (t (1933) = ,073; p=,942). Aritmetik ortalamalar dikkate alindiginda
lisans ve hsansustu mezunu 6gretmenlerin ( X =3,42; Katiliyorum) ayni diizeyde
degisim yorgunlugu deneyimledikleri; diger bir ifade ile 6grenim diizeyinin degi-
sim yorgunlugu diizeyini etkilemedigi soylenebilir.

Tabloda ele alinan diger bir degisken ise medeni durumdur. Elde edilen bul-
gulara gore medeni durum 6gretmenlerin degisim yorgunlugu dﬁzeylerinde ista-
tistiksel olarak anlaml bir farklilik olusturmamaktadir (t (1933) =444 p= ,657).
Ote yandan, aritmetik ortalamalar dikkate alindiginda evh ogretmenlerm (X
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=3,42; Katiliyorum); bekar 6gretmenlerin ( X =3,44; Katiliyorum) diizeyinde
ortalamaya sahip olduklari; aritmetik ortalamalarin birbirine oldukca yakin ol-
dugu gortilmektedir. Bu bulgudan hareketle, 6gretmenlerin degisim yorgunlugu
dizeylerinin medeni durum degiskeninden etkilenmedigi ifade edilebilir.

Tablo 8.
Fakiilte, Gorev Yapilan Okul Diizeyi, Kidem ve Gorev Yeri Degiskenlerine Gore
ANOVA ‘lesti Bulgulan

— Anlamh Etki

Degisken Grup n X ss F p Fark Biyiikliigii
Egitim Fakiltesi 1335 347 12
Fakiilte Fen-Edebiyat Fakiltesi 327 3,32 ,72 8,154 ,000 (1-2)(1-3) ,091
Diger 273 332 72
Tlkokul 669 341 71
Okul diizeyi Ortaokul 661 345 73 809 445
Lise 605 340 71
0-5 yil 462 3,53 )10
6-10 y1l 440 349 70
(1-4) (1-5)
Kidem 11-15y1l 330 340 ,71 7,150 ,000 ,120
(2-4) (2-5)
16-20 y1l 337 333 )76
21 y1l ve tizeri 366 331 ,70
il merkezi 640 338 72
Gorev yeri ilge merkezi 939 342 71 2,135 ,099
Koy veya kasaba 356 349 72

Tablo 8’de 6gretmenlerin degisim yorgunlugu 6l¢eginden aldiklari puanlarin
mezun olduklar fakiilte tiirii, gérev yaptiklari okul diizeyi, kidem ve calistiklari
okulun bulundugu yerlesim yeri degiskenlerine gore istatistiksel olarak anlaml
bir farklilik gosterip gostermedigini belirlemek amaciyla yiiriitillen ANOVA tes-
ti bulgular1 sunulmaktadir. Tabloda ele alinan ilk demografik degisken mezun
olunan fakiilte tiiriidur. Elde edilen bulgulara gore mezun olunan fakiilte degi-
sim yorgunlugu puanlarinda istatistiksel olarak anlamli bir fark olusturmaktadir
(F 21932 = 8:154; p=,000). S6z konusu farkin hangi gruplardan kaynaklandigi-
n1 belirlemek amaciyla yiiriitilen Scheffe testi sonucuna gore egitim fakdltesi
mezunu 6gretmenlerin ( X =3,47; Katiliyorum) degisim yorgunlugu diizeyleri
fen-edebiyat fakiiltesi (X =3,32; Kararsizim) ve diger fakiiltelerden (X =3,32;
Kararsizim) mezun olan 6gretmenlere gore istatistiksel olarak anlamli bir sekil-
de daha yiiksektir. Bu baglamda, fen-edebiyat fakiilteleri ve diger fakiiltelerden
mezun olan 6gretmenlerin degisim yorgunlugu diizeylerinin benzerlik gosterdi-
gi; egitim fakiiltesi mezunu 6gretmenlerin ise degisimden daha fazla yorulduk-
lar1 soylenebilir. Mezun olunan fakiilte degiskeni acisindan degisim yorgunlu-
gu puanlarindaki varyansin ne olgtide farkli fakiltelerden mezun olma durumu
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ile agiklanabilecegini belirlemek amaciyla etki bityiikliigli hesaplanmistir. Buna
gore mezun olunan fakiiltenin degisim yorgunlugu puanlarindaki varyansa etkisi
“cok kiiciik” etki diizeyindedir. Diger bir ifade ile, istatistiksel olarak anlamli
bulunan bu farkin pratikte cok dnemli olmadig sdylenebilir.

Tablo 8de ele alinan ikinci demografik degisken Ogretmenlerin gorev
yaptiklar1 okul diizeyidir. Elde edilen bulgular gorev yapilan okul seviyesi-
nin 6gretmenlerin degisim yogunlugu olgeginden aldiklar1 puanlarda istatiksel
olarak anlamli bir fark olusturmadigini gostermektedir (F 21932) = =,809; p=,445).
Bu bulgu farkl okul seviyelerinde gorev yapan 6gretmenlerin benzer diizeylerde
degisim yorgunlugu deneyimledikleri seklinde yorumlanabilir. Ote yandan arit-
metik ortalamalar degerlendirildiginde ilkokulda calisan 6gretmenlerin degisim
yorgunlugu 6lgeginden aldiklari puanlarin aritmetik ortalamalari ( X =3.41; Ka-
tiliyorum); ortaokulda calisan 6gretmenlerin ( X =3.45; Katiliyorum) ve lisede
calisan 6gretmenlerin (X =3.40; Kararsizim) diizeyindedir. Ayrica istatistiksel
olarak anlamli olmamakla birlikte ortaokulda gorev yapan 0gretmenlerin lise ve
ilkokullarda gorev yapan 6gretmenleri ile karsilagtirildiginda nispeten daha ytik-
sek diizeyde bir degisim yorgunlugu deneyimledikleri ifade edilebilir.

Tablo 8’de ele alinan tcilincii demografik degisken kidemdir. Elde edilen
bulgular 6gretmenlerin degisim yorgunlugu 6lcegi puanlarinin kidem degiskeni
temelinde istatistiksel olarak anlamli bir bicimde farklilastigini gdstermektedir
(F @1930) = 7-150; p=,000; r=, 120). S6z konusu farkin hangi gruplardan kaynak-
1and1g1n1 belirlemek amaciyla Scheffe testi yiiriitiilmustir. Buna gore 0-5 yil (X
=3,53; Katiliyorum) ve 6-10 yil ( X =3,49; Katiliyorum) kideme sahip 6gretmen-
lerin aritmetik ortalamalar1 16-20 yil ( X =3,33; Kararsizim) ve 21 yil ve tizeri (
X =3,31; Kararsizim) kideme sahip 6gretmenlerin aritmetik ortalamalarindan
istatistiksel olarak anlamli bir bicimde daha yiiksektir. Bu bulgu degerlendiril-
diginde; 6gretmenlerin kidem diizeyi arttikca degisim yorgunlugu diizeylerinin
azaldig1 sOylenebilir. Degisim yorgunlugu puanlarindaki varyansin ne olgiide
farkli kidem gruplar ile agiklanabilecegini belirlemek amaciyla etki biyiikligi
hesaplanmistir. Buna gore kidemin degisim yorgunlugu puanlarindaki varyansa
etkisi “kiigtik etki” diizeyindedir.

Tablo &de ele aliman son demografik degisken 6@retmenin gorev yaptig
okulun bulundugu yerlesim yeridir. Elde edilen bulgulara gére gorev yapilan
yerlesim yeri degisim yorgunlugu puanlarinda istatistiksel olarak anlaml bir fark
olusturmamaktadir (F 43, = 2,315; p=,099). Bu baglamda ilk, orta ve lise
duzeyindeki okullarda gorev yapmakta olan 6gretmenlerin benzer diizeylerde
degisim yorgunlugu deneyimledikleri ifade edilebilir. Ote yandan aritmetik or-
talamalar incelendiginde il merkezinde gorev yapmakta olan dgretmenlerin ( X
=3,38; Kararsizim); ilge merkezinde gorevli 6gretmenlerin ( X =3,42; Katiliyo-
rum) ve koy / kasabada gorevli gretmenlerin ( X =3,49; Katiliyorum) diizeyinde
degisim yorgunlugu deneyimledikleri anlagilmaktadir. Bu bulgulardan hareketle
istatistiksel olarak anlamli olmamakla birlikte gérev yapilan yerlesim yeri kiiciil-
diik¢e degisim yorgunlugu diizeyinin yiikseldigi ifade edilebilir.
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Tartisma

Mevcut arastirma bulgular1 6gretmenlerin “degisim yorgunlugu” deneyim-
lediklerine isaret etmektedir. Tiirk Egitim Sisteminde meydana gelen degisiklik-
lerin niceligi gdz ontinde bulunduruldugunda degisim yorgunlugu olgusu nere-
deyse kaginilmaz bir hal almaktadir. Nitekim sistemin farkl paydaslari tizerinde
ylriitillen aragtirma bulgular1 da egitim sisteminde ve politikalarinda “cok sik”
degisiklige gidildigine isaret etmektedir (Can, 2014; Cam-Tosun, 2017; Dogutas,
2016; Duman ve digerleri, 2014; Ibret, Avcive Recepoglu, 2016; Kasapoglu, 2016;
Oriicii, 2014; Sagir, 2015; Sezgin-Nartgiin ve Gokeer, 2014; Yesil ve Sahan, 2015;
Yilmaz ve Altinkurt, 2011). Tlgili aragtirmalarda siirekli ve plansiz degisimin egi-
tim sisteminin en 6nemli sorunlarindan biri oldugu ve sistemin unsurlar: arasin-
da rahatsizliga ve uyumsuzluga neden oldugu ifade edilmektedir. Bu baglamda
mevcut arastirmada degisim yorgunlugunun “Katiliyorum” diizeyinde oldugu
yoniindeki bulgunun alanyazin ile ortiistiigii ifade edilebilir. Uluslararas: alan
yazin incelendiginde de egitim Orgiitlerinde yiiriitiillen nitel ve nicel calismalarda
ogretmenlerin ve egitim calisanlarinin degisim yorgunlugu deneyimledikleri go-
rillmektedir (Dool, 2006; Education Week Research Center, 2017; Jeffrey, 2015;
Grigg, 2016; Hargreaves, 2004; Hargreaves, 2005; Leuschke, 2017; Orlando,
2014). Ote yandan, hemsireler, ofis calisanlar1 ve yoneticiler gibi farkl katilim-
c1 gruplart tlizerinde yiiriitiilen aragtirmalarda da benzer bulgular elde edilmistir
(Bernerth ve digerleri, 2011; Brown, 2016; Camilleri ve digerleri, 2018; Dilkes,
Cunningham ve Gray, 2014; Elving ve digerleri, 2011; Neill, 2012; Perel, 2015).
Bununla birlikte, alanyazinda calisanlarin siirekli degisim ortaminda degisimle
basa ¢ikabildikleri, diger bir ifade ile degisimden yorulmadiklar: yoniinde bulgu-
lar da mevcuttur (Johnson, Bareil, Giraud ve Autissier, 2016; Cullen-Lester ve
digerleri, 2019). Bu baglamda mevcut arastirma bulgularinin alan yazin ile biiyiik
Ol¢lide Ortiigtiigl ifade edilebilir. Sonug olarak degisim yorgunlugu olgusunun
sadece Tirk egitim sistemi agisindan degil egitim sistemleri acisindan kiiresel bir
sorun teskil ettigi sdylenebilir.

Arastirmada elde edilen diger bir bulgu kadin ve erkek 6gretmenlerin degi-
sim yorgunlugu diizeylerinin istatistiksel olarak anlaml bir bicimde farklilagma-
dig1 yoniindedir. Alanyazin incelendiginde, calisanlarin degisim olgusuna yonelik
tepkilerinin cinsiyet degiskeni acisindan farklilagip farklilasmadiginin yayginca
tartisilan bir husus oldugu goriilmektedir (Linstead, Brewis ve Linstead, 2005;
Paton ve Dempster, 2002). Paton ve Dempster (2002) degisim durumunda kadin
ve erkeklerin tepkilerinin farklhilastigini; degisimin beraberinde getirdigi coklu
gorev durumlarini erkeklerin kadinlara nispeten daha zor olarak nitelendirdikle-
ri bulgusunu ortaya koymuslardir. Erkek katilimcilar bagka bir goreve baglama-
dan 6nce mevcut gorevi bitirme gerekliligini daha fazla dile getirmislerdir. Diger
bir ifade ile degisimin karmasik oldugu ve coklu gorev gerektirdigi durumlarda
kadinlar daha az sorun yasadiklarini ifade etmislerdir. Mevcut aragtirmada er-
kek O0gretmenlerin istatistiksel olarak anlamli olmamakla birlikte daha ytiksek
diizeyli bir degisim yorgunlugu deneyimlemeleri yukarida bahsedilen 6zellik ile
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aciklanabilir. Ote yandan hem egitim 6rgiitleri baglaminda (Jeffrey, 2015) hem
de farkli meslek gruplart lizerinde yiiriitiilen ¢alismalarda (Babalola, Stouten ve
Euwema, 2014; Brown, 2016; Brown, Wey ve Foland, 2018; Chung ve digerleri,
2017; Elving ve digerleri, 2011; Johnson, 2016; Johnson ve digerleri, 2016) benzer
bulgulara rastlamak miimkiindiir.

Arastirmada elde edilen bir diger bulgu 6gretmenlerin degisim yorgunlugu
diizeyinin 6grenim diizeyi temelinde farklilasmadigi yoniindedir. Ogrenim diize-
yi arttikca ¢alisanin entelektiiel ve biligsel kapasitesinin artabilecegi; bunun ise
degisimi yonetme kapasitesine olumlu katki sunabilecegi Ongoriilerek 0grenim
diizeyinin degisim yorgunlugu ile iliskisi irdelenmistir. Ancak 6ngoriilenin aksine
Ogrenim diizeyi calisanin degisim yorgunlugu diizeyinde istatistiksel olarak an-
lamli bir farklilik olusturmamustir. Alanyazinda 6grenim diizeyi ile degigim yor-
gunlugu arasindaki iliskiye yonelik farkli bulgular mevcuttur. Ornegin, Babalola
ve digerleri (2014) tarafindan ortaya konan bulgular mevcut arastirma bulgu-
lar1 ile ortiisiirken; Brown (2016) egitim seviyesi arttikga, hemsirelerin degisim
yorgunlugu diizeyinin azaldigini ortaya koymustur. Farkli meslekler acisindan
degerlendirildiginde, 6grenim diizeyi calisanin statiisiini ytkseltebilmektedir.
Calisanin statiisiinlin artmasi ise birbirini takip eden asir1 degisikliklere yonelik
algisini degistirmekte; stattileri arttikca galisanlar birbirini takip eden degisik-
likleri bir biitiiniin parcasi olarak algilamakta ve farkli degisim girisimlerini bir
biitiinliik icerisinde bir birinin devami olarak algilayabilmektedir (Stansaker ve
digerleri, 2002). Alan yazin ile mevcut aragtirma bulgulari arasindaki uyusmazlik
bahsi gecen durum ile izah edilebilir. Nitekim lisansiistii 6grenim 6gretmenlere
statii acisindan bir kazanim getirmemektedir.

Arastirmada ele alinan bir diger demografik degisken katilimcilarin me-
deni durumudur. Ancak elde edilen bulgular medeni durumun 6gretmenlerin
degisim yorgunlugu diizeyinde istatistiksel olarak anlamli bir farklilik olustur-
madigini gostermektedir. Evli ve bekar 6gretmenlerin 6zel hayatlar1 goz 6niinde
bulunduruldugunda; evlilerin 6zel hayatlarinda nispeten daha fazla degisiklik
deneyimlemis olduklar: diistintilebilir. Boylesi bir durum ise evli 6gretmenlerin
degisime asinalik gelistirmelerine veya degisimi bekar meslektaslari ile karsilas-
tirlldiginda daha normal bir olgu olarak algilamalarina sebebiyet verebilir. Bu
noktadan hareketle evli ve bekar 6gretmenlerin degisim yorgunlugu diizeyleri
karsilastirilmistir.  Ote yandan alan yazinin mevcut arastirma bulgular ile or-
tiistiigli anlagilmaktadir. Nitekim, Brown (2016) hemsirelerin medeni durumu
ile degisim yorgunlugu diizeyleri arasinda istatistiksel olarak anlaml bir iligki
bulunmadigini belirlemistir.

Arastirma bulgulart mezun olunan fakiilte tiirliniin 6gretmenlerin degisim
yorgunlugu diizeylerini istatistiksel olarak anlamli bir bicimde farklilagtirdigini
ortaya koymustur. Egitim fakiiltesi mezunu 6gretmenlerin degisim yorgunlugu
diizeyleri fen-edebiyat fakiiltesi ve diger fakiiltelerden mezun meslektaslarina
nispeten daha yiiksektir. Egitim fakiiltesi mezunu 6gretmenlerin diger fakiilte-
lerden mezun 6gretmenler ile kargilagtirildiginda daha yogun bir mesleki egitim-
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den gectikleri ifade edilebilir. Bu baglamda, egitim sisteminde meydana gelen
herhangi bir degisiklik egitim fakiiltesi mezunu 6gretmenler i¢in fakiiltede edini-
len mesleki bilginin veya uygulamanin giincellenmesi anlamina gelebilir. Egitim
fakiiltesi mezunu 6gretmenlerin degisim yorgunlugu algisinin daha yiiksek olma-
st ise ilgili durum ile aciklanabilir.

Arastirmada elde edilen bir diger bulgu 6gretmenlerin degisim yorgunlugu
diizeylerinin gérev yaptiklar1 okul diizeyinden (ilk, orta, lise) etkilenmedigi yo-
niindedir. Diger bir ifade ile, ilk, orta ve lise diizeyinde calisan 6gretmenler ben-
zer diizeylerde degisim yorgunlugu deneyimlemektedir. Nitekim son donemde
egitim sisteminde kokli degisikliklere gidilmekte ve herhangi bir diizeye yonelik
degisiklik biitiin kurumlar etkilemektedir. Bu baglamda, yapilan degisikliklerin
biitiin 6gretmenleri etkiledigi dolayisiyla da benzer diizeyde yorgunluga neden
oldugu ifade edilebilir. Alanyazin incelendiginde benzer bir bulguya rastlanmak-
tadir. Orlando (2014) ilk ve orta diizeyli okullarda caligan 6gretmenlerin degisim
yorgunlugu diizeylerinin liselerde calisan dgretmenler ile benzerlik gosterdigini
belirlemistir. Bu baglamda aragtirma bulgularinin alanyazin ile ortiistiigii ifade
edilebilir.

Mevcut arastirmada degisim yorgunlugu ve kidem iligkisine yonelik carpi-
c1 bulgular elde edilmistir. Buna gore, kidemli 6gretmenlerin istatistiksel olarak
anlaml bir bicimde daha dusiik diizeyde degisim yorgunlugu deneyimledikleri
anlasilmaktadir. Kidemi 10 yilin altindaki 6gretmenlerin degisim yorgunlugu
duzeyleri kidemi 16 yil ve tizeri 6gretmenlere gore daha yuksektir. Alanyazin
incelendiginde kidem ve degisim yorgunlugu iliskisine birbiri ile ¢elisen iki farkl
bakis agis1 sunuldugu gorilmektedir. Birinci bakis acisina gore kidem arttikga
calisanin orgiitsel degisime maruz kalma siklig1 da artacagindan degisim yorgun-
lugu diizeyi de artacaktir (Elving ve digerleri, 2011). Ayni1 bakis agis1 6gretmenlik
meslegi 6zelinde degerlendirildiginde; Hargreaves (2005) 6gretmenlerin stirekli
tekrar eden degisim ortamina erken kariyer doneminde sahip olduklart enerji
ve hevesle daha iyi uyum saglayabildiklerini; bununla birlikte ge¢ kariyer done-
minde git gide yaslanmanin da etkisi ile yorgunluk hissettiklerini belirtmektedir.
Hargreaves’e (2005) gore meslegin ilerleyen yillarinda 6gretmenler sahip olduk-
lar1 enerjiyi sinif iginde yiiriitecekleri etkinliklere harcamak isteyebilir. Nitekim
Orlando (2014) da benzer bir hususu vurgulayarak caligma siirelerinin énemli bir
bolimiini egitim dgretim ile ilgili uygulamalarini degistirerek geciren kidemli
ogretmenlerin degisim yorgunlugu deneyimlediklerini belirtmektedir. Ikinci ba-
kis acisina gore ise kidemli calisanlar “degisim deneyimli” veya “degisime asina”
olarak nitelendirilebilecekleri icin degisimin sikligindan nispeten daha az etki-
leneceklerdir (Stensaker ve Meyer, 2012). Diger bir ifade ile, degisime asina
kidemli calisanlar degisim yonetimi becerilerini gelistireceklerinden sik tekrar
eden degisim durumlarinda dahi siireci daha iyi yonetebileceklerdir. Ayrica
herhangi bir meslege yeni baslamis calisanlarin mesleki baglamda hala birsey-
ler 6grenme asamasinda iken belirli diizeyde performans sergileme baskisinin
yaninda hayata gecirilen degisikliklere uyum saglama zorunlulugu da degisim
yorgunluguna katki sunan diger bir unsur olarak belirtilmektedir (Camilleri ve
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digerleri, 2018; Vestal, 2013). Bu baglamda, mevcut arastirma bulgulari ikinci
bakis agist ile agiklanabilir. Ogretmenler meslegin ilk yillarinda mesleki anlamda
yeni birgeyler 6grenme gayretindeyken bir taraftan da egitim sisteminde meyda-
na gelen sik degisim girisimleri yorgunlugun nedeni olarak ifade edilebilir. Ote
yandan yine nispeten daha deneyimli 6gretmenlerin degisime asinalik gelistirdik-
leri ve degisim yonetimi becerileri gelistirdikleri diigiiniilebilir. Alanyazin ince-
lendiginde arastirma bulgularinin tutarsizlik sergiledigi goriilmektedir. Johnson
(2016) tarafindan ortaya konan bulgular mevcut arastirma bulgulari ile Ortiisiir-
ken; alan yazinda degisim yorgunlugu diizeyinin kideme paralel arttigini ortaya
koyan arastirma bulgularina da rastlamak miimkiindiir (Camilleri ve digerleri,
2018; Elving ve digerleri, 2011). Ote yandan kidem ile degisim yorgunlugu ara-
sinda istatistiksel olarak anlamli bir iligki bulunmadigina isaret eden bulgular da
mevcuttur (Babalola ve digerleri, 2014; Brown, 2016; Brown ve digerleri, 2018;
Leuschke, 2017; Perel, 2015; Rafferty ve Griffin, 2006). Alanyazinda mevcut soz
konusu tutarsizlik yiiriitillen ¢alismalarin farkli mesleki ve kiiltiirel baglamlarda
yuriitillmiis olmalari ile aciklanabilir.

Arastirmada ele alinan son demografik degisken ise gorev yapilan yerlesim
merkezidir. Elde edilen bulgular istatistiksel olarak anlamli olmamakla birlikte,
okulun bulundugu yerlesim yeri kiigtildiikce 0gretmenlerin degisim yorgunlugu
diizeylerinin arttigini ortaya koymaktadir. Kraatz ve Zajac’a (2001) gore kaynak
yoniinden zengin Orgiitler cevresel degisim siireclerinden daha etkili bir perfor-
mans sergileyerek ¢ikma kapasitesine sahiptir. Egitim Orgiitleri acgisindan bir
degerlendirme yapildiginda, okulun bulundugu yerlesim yeri kii¢tildiikkge oku-
lun kaynaklar1 da daha kisithh hale gelebilmektedir. Egitim sisteminde siirege-
len degisim girisimleri uygulamaya yonelik birtakim gereklilikleri beraberinde
getirmekte; s6z konusu uygulamalar ise yeni kaynak olusturulmasi zorunlulugu
anlamia gelebilmektedir. Bu baglamda istatistiksel olarak anlamli olmamakla
birlikte okulun bulundugu yerlesim yeri kiiciildiikce degisim yorgunlugu diize-
yinin artmasi okulun olanaklarmin kisith olmast ile aciklanabilir. Ornegin temel
egitimden ortadgretime gecis sinav sisteminin degismesi sinava hazirlik amaciyla
kullanilan materyallerin (basili veya gorsel) de giincellenmesi anlamina gelmek-
tedir. Boylesi bir durum imkanlarin nispeten kisith oldugu koy / kasaba okulla-
rinda hem okul Orgiitii acisindan hem de sinava hazirlanan 6grenciler agisindan
daha olumsuz bir etki yaratabilir. Ote yandan koy / kasabalardan il merkezine
gidildikce akademik basar1 beklentisinin artma ihtimalinde séz edilebilir. Tlgili
beklenti dogrultusunda ise 0gretmenlerin egitim sisteminde meydana gelen de-
gisime miimkiin oldugunca hizli bir bicimde uyum saglama gayretinde olduklar1
dusiintilebilir. Ayrica yerlesim yeri bilyiidiikce daha dinamik bir calisma orta-
minin gilndeme gelmesi 6gretmenlerin degisimi daha etkili ydonetme becerisine
katki sunan bir unsur olarak degerlendirilebilir. Mevcut arastirma degisim yor-
gunlugunu gorev yapilan yerlesim merkezi agisindan ele alan ilk aragtirmadir. Bu
baglamda, arastirma bulgular1 alanyazin ile kargilastirlamamustir.
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Sonuc ve Oneriler

Mevcut arastirmada “degisim yorgunlugu” kavrami ele alinmigtir. Bu bag-
lamda, Oncelikle arastirma kapsaminda degisim yorgunlugunu 6lcmede kulla-
nilabilecek gecerli ve giivenilir bir 6lgme aracinin gelistirilmesi amaglanmuistir.
DeVellis (2017) tarafindan onerilen iglem adimlari izlenerek 16 maddenin tek
boyutta toplandigi bir 6lcme araci elde edilmis ve elde edilen bulgular 6l¢egin
psikometrik 6zelliklerinin alanyazinda aranan Olgiitleri karsiladigi goriilmiistiir.
Daha sonra 6lcek Sakarya ilinde gorevli 1935 6gretmene uygulanmstir. Elde edi-
len bulgular degerlendirildi§inde dgretmenlerin degisim yorgunluguna yonelik
goriiglerinin “Katiliyorum” diizeyinde gergeklestigi anlagilmaktadir. Diger bir
ifade ile 6gretmenlerin egitim sisteminin oldukga sik ve hizli degistigine yonelik
bir algilarinin oldugu soylenebilir.

Arastirmada ayrica 0gretmenlerin degisim yorgunlugu diizeylerinin cinsi-
yet, gorev yapilan okul tiirii, kidem, gorev yapilan okulun bulundugu yerlesim
yeri, 6grenim diizeyi, medeni durum ve mezun olunan fakiilte gibi degiskenler
acisindan istatistiksel olarak anlaml bir bigcimde farklhilasip farklilasmadigi ince-
lenmistir. Bu baglamda, cinsiyet, gorev yapilan okul diizeyi, 0grenim diizeyi ve
medeni durum gibi demografik degiskenlerin 6gretmenlerin degisim yorgunlugu
diizeyinde istatistiksel olarak anlamli bir farklilik olusturmadigi sonucuna ula-
stlmistir. Bununla birlikte, kidem ve mezun olunan fakiilte degiskenleri 6gret-
menlerin degisim yorgunlugu diizeylerini istatistiksel olarak anlamli bir bicimde
farklilastirmaktadir. 0-5 ve 6-10 yil araliginda kideme sahip 6gretmenlerin de-
gisim yorgunlugu diizeyleri 16-20 y1l ve 21 y1l ve tlizeri kideme sahip 6gretmenle-
re gore daha ytiksektir. Ayrica, egitim fakiiltesi mezunu 6gretmenlerin degisim
yorgunlugu diizeyleri fen edebiyat fakiiltesi ve diger fakiiltelerden mezun olan
ogretmenler ile karsilastirildiginda daha yiiksektir.

Elde edilen bulgulara dayali olarak mevcut aragtirma kapsaminda birtakim
oneriler sunulmustur. Oncelikle 6gretmenlerin degisim yorgunlugu deneyimle-
dikleri goz 6niinde bulunduruldugunda egitim sisteminde daha az degisiklige gi-
dilmesi ve daha uzun siireli egitim politikalarinin olusturulmasi onerilebilir. Elde
edilen bulgular kidem ve mezun olunan fakiilte degiskenlerinin 6gretmenlerin
degisim yorgunlugu diizeylerinde istatistiksel olarak anlamli bir farklilik olustur-
dugunu gostermektedir. Bu baglamda, 6zellikle ¢oklu ve hizli bir degisim stireci-
nin s6z konusu oldugu donemlerde egitim yoneticilerinin bu 6gretmenlere 6zel
bir ilgi ve destek sunmasi dnerilebilir. Mevcut arastirma tekil tarama modelinde
yuritilmistiir. Arastirmacilar degisim yorgunlugu olgusunu farkl 6rgiitsel dav-
raniglarla iligkilendiren caligmalar yiiriitebilir. Sorunun daha derinlemesine ana-
liz edilebilecegi nitel aragtirmalar hem degisim yorgunlugunun nedenleri hem de
soruna ¢dziim Onerileri noktasinda dnemli bulgular saglayabilir.
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