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Abstract

Even though research has shown that change interventions in educational organizations trigger emo-
tional reactions, these reactions are still overlooked not only in theory but also in practice. Emotions
experienced during the change process are, indeed, effective factors in shaping the implementers’
change-related attitudes and behaviors and maintaining their professional identities without losing
their focus on teaching. However, the problems including the false beliefs about emotions, the cultu-
ral and individualized approaches needed for managing emotions, and lack of information about the
functions of emotions have resulted in the underemphasized role of the highly important emotional
dimension of change process. In this respect, the purpose of this study is to reveal the roles of emoti-
ons experienced by teachers about educational changes, the myths about these emotions, and related
factors with a literature-based discussion. The results of the study indicated that teacher participation
in the change process, support, and open communication play crucial roles in teachers’ change-rela-
ted emotions, along with individual characteristics.
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Oz

Egitim oOrgiitlerinde degisimlerin duygu uyandiran siiregler oldugu arastirma sonuglariyla ortaya
konmasina ragmen, duygular hem kuram hem de uygulamada hala geri plana atilmaktadir. Degi-
sim siirecinde hissedilen duygular aslinda uygulayicilarin degisime yonelik tutum ve davraniglarini
sekillendirmesinde ve egitim-0gretim odagini kaybetmeden mesleki kimliklerini korumasinda ol-
dukg¢a 6nemli etkenlerdir. Ancak, duygularla ilgili yanlis inanclar, duygu yonetiminin bireysel ve
kiiltiirel bir yaklagim gerektirmesi ve duygularin isleviyle ilgili bilgi eksikligi gibi sorunlar, degisim
stirecinin ¢ok 6nemli bir boyutu olan duygu boyutunun yok sayilmasiyla sonuclanmaktadir. Bu
bakimdan bu ¢alismanin amaci, egitimde degisim girisimleriyle ilgili 6gretmenlerin deneyimledigi
duygularin roliinii, bu duygularla ilgili hatali yargilar1 ve iliskili faktorleri literatiir temelli bir tar-
tisma ile ortaya koymaktir. Calismanin sonuglar1 degisim siirecinde 6gretmen katiliminin, destegin
ve agik iletisimin, bireysel ozelliklerle birlikte 6gretmenlerin degisime yonelik duygulari tizerinde
oldukc¢a 6nemli role sahip oldugunu ortaya koymustur.
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Globalization, rapidly enhancing technology and the process of adapting
to these advancements, the emergence of information society and the concerns
about teaching generations the 21st-century skills and knowledge, ensuring equ-
ality of opportunities and increase in the schooling rates, international and com-
parative evaluations of nations’ education systems as well as education creating
a difference in global competition and social mobility, all together, have brought
about many changes in education systems, and thereby, in school organizations
at different scales. Although the change interventions in educational organizati-
ons have accelerated and a fund of knowledge and experience that could guide
these interventions have been available, the results have shown that these chan-
ges have failed to reach their aims (Fullan, 2001; George, White, & Schlaffer,
2007; Hargreaves, 2005a). While the ambiguity caused by change, the potential
negative impact of change on individuals’ esteem, expertise, and socioeconomic
status, and the fear experienced by the target audience in adapting to new practi-
ces are regarded as the fundamental reasons for resistance to change, resistance
has been considered to be one of the major barriers to the success of change
interventions (Fullan, 2001; Greenberg & Barron, 2000; Lunenburg & Ornstein,
2008). On the other hand, Hargreaves (2005a) stated that the main causes that
hinder successful change interventions are the change and the intended aims
not being defined clearly, implementing the change too rapidly or slowly, lack of
resources allocated for change, the main actors not committing to change, exc-
luding students and parents from the change process, ineffective or over-cont-
rolling leadership, and inconformity and lack of integrity among changing and
unchanging structures in the organization. In this regard, it has been shown that
the problems related to the reasons for failure in educational changes and the
areas for improvement in the existing approaches include educational changes
being no longer a linear and predictable process as the external environment
becomes more complex, and the multidimensionality of change as a phenome-
non which includes often neglected emotional and political features besides its
cultural, structural, and strategic characteristics.

Bolman and Deal (2017) identified change, interpreted as a transition pro-
cess from known to unknown, with loss and a process of grieving to cope with
the suffering of this loss and emphasized the importance of managing change
correctly so that individuals can face their losses and deal with this situation mo-
ving forward to the future in a more meaningful way. On the other hand, it has
been claimed that the incongruity between administrators’ hurriedness to see the
results of change and the length of the grieving process that eases the way for
individuals to adapt to the new implementations is some of the main reasons why
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employees experience emotional turmoil (Eriksson, 2004; Fineman, 2003). Mo-
reover, the fact that negative evaluations of their profession, on which teachers
individually and highly invest, is mentioned as another reason for their intense
emotional reactions (Geijsel, Sleegers, Van den Berg, & Kelchtermans, 2001)
while also being associated with a decrease in their self-efficacy (Kelchtermans,
Ballet, & Piot, 2009). Another potentially negative impact of change on macro-
level is that all the teachers targeted by the change are expected to quickly and
creatively exhibit the same behavior in all classes putting change into practice
without holding any tangible information about their results and being openly
informed about objectives of changes that are presented to them through work-
shops and in most cases, designed within processes that they are not a part of,
which mostly ends up with resistance (van Veen & Sleegers, 2009). At the same
time, even if the implemented changes do not accommodate any of the menti-
oned negative characteristics, the negative experiences of teachers in previous
change practices and the fact that their emotions that they have associated with
these experiences can easily be triggered present a different point of approach to
the importance of the emotional dimension of change.

The emotions experienced by teachers during the change process are im-
portant factors that determine how they make sense of change, how much effort
they will be devoting later on, and to what extent they will carry them into action
(Saunders, 2013; Spillane, Reiser, & Reimer, 2002; van den Berg, 2002). Yet,
although the emotional dimension of change has an enormous impact on the
outcomes of change, teacher emotions have been largely neglected in the pro-
cess (Datnow, 2018; Hargreaves, 1998; 2005¢; Leithwood, 2007; Saunders, 2013;
Schmidt & Datnow, 2005; van Veen & Sleegers, 2006). Further, the fact that no
common understanding about the role of emotions in educational administration
and teaching has been existing among cultures and societies (Oplatka & Arar,
2019) is another significant indicator of the extent to which the emotional dimen-
sion of change have been underemphasized. The literature has shown that an
effective examination of change-related emotions of teachers as the main imple-
menters of change ensures that individuals react more positively to change and
that they become more willing to take steps that would contribute to the success
of the change. Therefore, there is a need to adopt a more comprehensive app-
roach to change management and to reveal a fund of theoretical knowledge that
would guide the emotional dimension of change as a relatively new approach and
that would create a basis for data-based research afterward. Taking this need into
account, the aim of this study is to make inferences for both change agents and
researchers by revealing how and why the roles of emotions experienced by teac-
hers about educational changes are important, the myths about these emotions,
and the factors associated with change-related emotions of teachers.
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Emotion in Organizational Context

Keltner ve Ekman (2000) define emotions as “brief, rapid responses invol-
ving physiological, experiential, and behavioral activity that help humans res-
pond to survival-related problems and opportunities” (p. 163). Although it is dif-
ficult to define emotions openly and clearly (e.g., Ashforth & Humphrey, 1995)
and they can be easily used interchangeably with concepts such as mood (e.g.,
Barsade & Gibson, 2007; Kiefer & Briner, 2006; Lazarus, 1991), scholars mostly
have agreed upon that there are fundamental components of emotions in work-
place environments (Kiefer & Briner, 2006). In that sense, emotions are defined
as responses to events that we attach importance to on an individual basis, and
that bring interrelated changes within these components.

When the components mentioned by Kiefer ve Briener (2006) are exami-
ned, the cognitive component of emotions involves the process of appraisal/
evaluation in which an individual determines if and to what extent an event is
meaningful in relation to factors such as personal goals, expectations, wellbeing,
values, and coping abilities. The motivational component of emotion, on the ot-
her hand, focuses on individuals’ emotional adjustment to the changing external
environment or the strong connection among the behavioral orientations that
help them shape that environment. In that sense, while emotions are a crucial
factor that affects human behavior, individuals do not only behave based on their
emotions due to the impact of many other factors that influence or restrict the-
ir daily behaviors. As the third component of emotion, the neurophysiological
component focuses on the neurological and physiological changes accompanied
with different emotions such as the increase in heart rate while experiencing ex-
citement or feeling cold when someone is scared and plays a role in supplying of
the sources necessary for individuals to display appropriate behavioral reactions
to different events. The communicative/expressive component as the fourth com-
ponent of emotion, on the other hand, focuses on communicating to others how
an individual feels. And this communication can be practiced orally or through
body language. However, some of the cultural, social and even organizational ru-
les or norms influence, to a great extent, how individuals express their emotions.
Lastly, based on the idea that emotions have social causes and consequences, the
social component of emotion as the last component emphasizes how individuals
learn to evaluate and make sense of events or situations by observing others.
When all these components are considered, it has been inferred that individuals
experience emotions when there is an event that they actually attach importance
to and that different emotions have different causes and consequences (Kiefer &
Briener, 2006). Moreover, Day ve Lee (2011) indicate that emotions reflect our
personal ideologies and our perception of self-identity, and suggest that along
with cognition, emotions have an important role in changing teachers’ reaction
to change and the conditions they are in.
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Myths about Emotions

As the number of studies documenting the significance of emotions in orga-
nizations increases, doubts have been cast on the assumption that organizations
can be managed solely based on pure rationality. While these assumptions, which
are usually shaped by the culture and social environments we live in, are viewed
as taken-for-granted assumptions and myths, they regard decisions made with
‘heart’ as a barrier in workplaces where rationalism is seen essential, associating
rational thinking and emotions as two extreme poles and disassociating profes-
sionalism and being emotional (Kiefer & Briner, 2006). According to this pers-
pective, which is more conventional and marginalizes emotions, emotions are
irrational, and therefore, negative emotions can bear undesired influence within
the organization (Kiefer, 2002).

Ashforth and Humphrey (1995) describe the differences between rationality
and emotionality under 4 dimensions, which are orientation to organization, ori-
entation to means/ends, intrapersonal orientation, and interpersonal orientati-
on. According to their description, in the orientation to organization dimension,
rationality focuses on technicality and objectivity while emotionality focuses on
sociality and subjectivity. In the orientation to means/ends dimension, rationa-
lity places emphasis on predictability, outcomes, control, and consistency while
emotionality refers to spontaneity, process, exploration, and creativity. In the
intrapersonal orientation dimension, roles, beliefs and compliance are valued for
rationality while persons, values, and commitment are described within emotio-
nality. And lastly, for the interpersonal orientation dimensions, rationality pri-
oritizes hierarchy, obedience, orders, and roles while emotionality emphasizes
networks, individuality, inspiration, and support. Such perspective that conceives
a contradiction between rationality and emotionality explicates, to some extent,
the problems encountered during creative processes and group decision-making
in organizations, the reason for emotional labor occupations to be viewed as rela-
tively low status, prioritization of performance over values, and the greater emp-
hasis placed on technical skills rather than social skills (Ashforth & Humphrey,
1995). Moreover, this perspective and the contradiction emerged are deemed as
one of the reasons why the need for recognizing the significance of emotions in
organizations had been neglected (Kiefer & Briner, 2006).

This approach that undervalues emotions in organizations manifests itself in
educational organizations in a similar way. Zembylas (2009) explains this pheno-
menon from a feminist perspective and observes that the patriarchal thought is
one of the main reasons for the polarization between masculinity-linked rationa-
lity and femininity-linked emotionality. Similarly, Hargreaves (1998) highlights
that, although not politically, women, in general, bring a caring approach to their
teaching profession in which they outnumber men, and that this approach is mar-
ginalized in the formal policies of educational reform and administration. In this
respect, it is underlined that, in many resources that advocate for change or in the
practices such as strategic planning, problem solving and cognitive leadership, no
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particular attention has been paid to emotions and that educators are viewed as
those who merely think, plan, and manage from a masculine perspective but have
no sense of feeling (Hargreaves, 2005¢). Based on this managerial perspective, it
would not be wrong to argue that emotions are barriers to the targeted objectives
on the ground that they can decelerate, complicate, and become “‘unorthodox’
for practices including change, by subjectifying them and giving precedence to
information sharing and creativity, and that especially the negative emotions are
accounted as problems that need to be tackled.

In addition to all these, some myths about change-related teacher emoti-
ons have also emerged. These myths have shown that emotions are being utili-
zed by some administrators for pragmatic reasons in the contexts of change. For
instance, it has been acknowledged that emotions play a part in processes that
require reasoning but this role has been mostly defined as promoting the lead to
create an environment for processes that require high-level cognitive activities
and decision-making (Hargreaves, 2005¢). Managers or change agents accepting
the existence of these emotions in order to manage or balance the resistance to
change was given as an example of this. Despite this perspective that argues that
emotion and cognition can be separated from each other that explicitly, Nias
(1996) underlined that emotions and cognition cannot be analyzed separately
while emphasizing that emotions are influenced by and play a role in shaping
social and cultural contexts. In that sense, emotions are acknowledged as crucial
sources for teachers to deliver their experiences in their professional lives. The
studies in the literature stress that emotions go beyond being reactions to extra-
ordinary events and actually demonstrate what is at risk for individuals and this
situation highlights once more that emotions are innate to the studies on educa-
tional change and teaching (Kelchtermans, 2005).

Emotions in Educational Change Processes

Changes in educational contexts today derive mainly from the myths abo-
ut the teaching profession and the nature of the profession and based on this
problem-focused approach, these changes concentrate on the elimination of
mistakes and deficiencies rather than learning and improvement (Bullough Jr.,
2011). Some of these myths include assumptions such as that the performance of
schools and teachers increase as the competition increases, anyone who is know-
ledgeable about the process and rules can teach, tests results are good indicators
of performance, setting standards and experimenting with curricula can solve
everlasting problems, and that teachers are fully in charge of student learning.
The most probable implication of this is teachers becoming less content and ho-
peful, and more anxious and self-doubtful because they have less control over
their working life (Bullough Jr., 2011).

Although reform initiatives on the national level are often abstract due to
the fact that they are realized through policy, curriculum, or management, they
find a more concrete and personal meaning as teachers enact changes in their
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roles and practices and with its impact on students’ views of their school (Cross
& Hong, 2010). And one of the domains in which the influence of change on a
personal level is most commonly observed is emotions of teachers targeted by
change. It has been documented that when the reforms implemented in the field
of education and their content affect behaviors that lie at the heart of teachers’
professional identity, change-related intense emotional reactions, which can be
negative or positive, occur and that most of the macro-level reforms have an inf-
luence on teachers’ professional identities (van Veen & Sleegers, 2009).

In order to express the huge difference between the high expectations from
teachers and the restrictions of the environments they are in during the reform
process, Leithwood ve Beatty (2008) use the metaphor of triple by-pass heart
surgery, in which a doctor uses a dull knife and no anesthetic and underline that
the fundamental reason behind such circumstances is the lack of leadership on
school and system-level. Focusing on the importance of considering emotions
in the change process to recognize the causes of teacher behaviors, the authors
have also argued that teachers’ inner state, composed of emotions and thoughts,
indeed affect their school and classroom practices, and consequently, student
learning. They particularly noted that positive emotions allow individuals to be
more optimistic and hopeful about their future ensuring that they use their exis-
ting knowledge, creativity, and imagination while negative emotions limit their
thinking skills. Moreover, it is was emphasized that leadership is at the center of
change process influencing teacher emotions directly and indirectly and the con-
textual features directly and, and that transformational leadership has positive
impact on teachers’ emotional experiences (Leithwood & Beatty, 2008). In one
of the empirical studies testing the effect of emotions on behaviors in educational
context, it was documented that more positive and less negative change-related
teacher emotions are associated with more change implementation behaviors
through the mediating roles of affective commitment to change and job satisfac-
tion (Zayim-Kurtay & Kondakci, 2019). This finding once again underlines the
significance of change-related positive and negative teacher emotions to better
understand teacher behaviors of supporting change.

On the other hand, according to Kiefer (2005), who argues that change is a
process that triggers emotions in for-profit organizations, members in the orga-
nization experiencing change more and perceiving change-related events as risky
lead to more negative emotions. Similar results were obtained in educational
organizations and documented that educational change is a process of a deeply
emotional sense-making, and that, if dealt with effectively, emotions can help
teachers have more positive feelings towards the pressure caused by change, and
generate more practical solutions for their emotions that conflict with change.
(Zembylas & Barker, 2007).

Despite the recent increase in the number of studies that highlight the im-
portance of the emotional dimension of change, change-related emotions have
been fallen behind the technical details of change since managerial demands and

687



Merve Zayim Kurtay

interests take precedence over the human dimension of change. Zemblylas ve
Barker (2007) stress that approaches that view change as a problem needed to be
solved with needs-analysis and appropriate strategic steps, and that the assump-
tion of rationality underlying these approaches result in the negligence of chan-
ge-related emotions. As Hargreaves (2005a) mentioned previously, in today’s
context defined as dynamic, complicated, uncertain, and composed of hard-to-
define problems, the changes implemented in educational organizations based
on the rational analysis of the external environment and these changes following
the assumption of linearity focusing on the pre-determined plans and objectives
are seen to be insufficient. Along with that, another reason for rationality to take
precedence is the fact that dealing with emotions requires cultural and individu-
al approaches, which are more laborious and demanding (van den Berg, 2002).
Another important point highlighted especially by Zembylas (2010) is that, even
within the same school, each teacher’s process of finding a balance between the
goals of change and their own goals, the reason for embracing or rejecting chan-
ge, and their change-related experiences and emotions are substantially indivi-
dual. From this perspective, expecting that all teachers would feel the same way
about change is evaluated as an unrealistically narrow perspective, restricting the
teacher’s role to only technical qualifications. And it is underlined by the author
that teachers should be provided with enough time and opportunities to make
sense of change, deal with it, and put it into practice.

On the other hand, the type of emotions experienced and expressed by teac-
hers in the change process, or which emotions they need to hide are both deter-
mined by the power relations and the norms (Zembylas, 2010). This suggests that
the process of emotion regulation is not only individual but also sociopolitical.
One of the studies that most explicitly documented this situation was conducted
by Lee ve Yin (2011a). In their study that examined teachers’ change-related
emotions and professional identities in the process of a nation-level curriculum
reform with new coursebooks and teaching approaches, which was expected to
be effective for university entrance exam in China, the authors showed that te-
achers had complex emotional responses to the reform accompanied with both
negative and positive emotions, and that some negative emotions can have a
positive meaning and influence. Besides that, when change-related emotions and
professional identities were examined, three types of teacher groups were identi-
fied, which are the losing heart accommodators (those who at first embraced the
change passionately but then lost their enthusiasm), the drifting followers (those
who had little enthusiasm about change leaving the decision-making to the lea-
der without showing any personal stance), and the cynical performers (those who
were emotionally cynical about change but behaviorally supported the reform
decision to win over their leaders). One of the findings of the study, which re-
vealed that none of the teachers rejected or resisted change, was interpreted as
that change-related emotions may be shaped by the national cultures, since the
studies conducted in the western countries showed contradicting results. In anot-
her study by Lee ve Yin (2011b), it was revealed that teachers try to avoid from
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expressing their negative emotions related to change not to have any undesired
influences on students, who are in a lower-status than them, that they express
proper emotions as a way of showing obedience to change without expressing any
radical emotions in order not to be adversely affected when showing resistence
to their manager, who are in a higher-status, and that when no solution is offered
within their schools among colleagues and managers, they can openly share their
emotions and provide emotional support for each other.

Factors Influencing Emotions in the Change Process

In order to better understand and manage teacher emotions in change pro-
cesses, it is highly crucial to put forward what factors influence emotions. Ac-
cordingly, it is possible to refer to theoretical approaches that guide the studies
in the literature on this topic. One of these approaches is the theoretical fra-
mework proposed by Oreg, Vakola ve Armenakis (2011), which analyzes, based
on the studies in the literature, the antecedents and the consequences of the
emotional, cognitive, and behavioral responses of individuals targeted by organi-
zational change. Within this framework, the factors influencing the change-rela-
ted reactions are categorized as recipient characteristics, the internal context of
the organization, the change process, the perceived benefit/harm from change,
and the change content. As these factors influence individual’s reaction to chan-
ge, they also have an impact on the consequences of change. In that sense, the
consequences of change are categorized under two main categories, which are
work-related consequences and personal consequences, within this framework.
When the work-related consequences are examined in detail, it stands out that
these factors include consequences such as organizational commitment, motiva-
tion, and performance, which can, directly and indirectly, influence the results of
change.

Another theoretical approach that supports this framework but focuses di-
rectly on the emotions is Affective Events Theory (Weiss & Cropanzano, 1996).
This theory states that the environmental features of the organization cause af-
fective events for the members of the organization and that these events lead to
changes in the existing conditions or individuals’ actual experiences. And orga-
nizational change is one of these affective events (Ashton-James & Ashkanasy,
2008). Another crucial point referred to by this theory is that individuals eva-
luate these events cognitively and experience negative or positive emotions in
consequence of the sense-making process. At this stage, individuals’ dispositions
are also one of the factors that influence emotions. Another important aspect
addressed in the theory is how emotions influence behaviors (Weiss & Cropan-
zano, 1996). Accordingly, affect driven behaviors are defined as emotion-focused
behaviors with short duration and higher variability. Helping behaviors can an
example of this. On the other hand, emotions also result in work attitudes (such
as job satisfaction) and, through these attitudes, they lead to judgment driven
behaviors. These types of behaviors hold a judgment-driven dimension as well
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as emotional-driven dimension and are mostly the result of a rational decision-
making process that have a longer duration.

Based on these approaches that are in parallel with each other, in this study,
the literature on teacher emotions in change processes is analyzed and it is reve-
aled that the change process and the level of teacher participation in this process
are the main factors that are associated with change-related emotions. Similarly,
the differences caused by teachers’ own personal characteristics and the collea-
gue and principal support are also among other prominent factors.

The degree of participation in the change process

Since teachers, who are at the center of top-down reforms, usually do not
have control over their profession and professional norms that they have about
good teaching are threatened due to these changes, Kelchtermans (2005) regards
vulnerability as the structural condition of teaching and draws attention to the
necessity of taking this condition into account while interpreting teacher emo-
tions. Similarly, Hargreaves (1998) showed that teachers make sense of change
through the relationships they build with students and by considering its impact
on instructional objectives that place them in the center, and that reforms that
overlook these aspects indeed neglect an important dimension of the teaching
profession. On this basis, it was emphasized that the teaching profession can-
not be restricted to only technical skills, and therefore the author suggested that
instead of marginalizing them in the planning and decision-making processes,
individuals’ emotions should be let loose by gradually reducing the overemphasis
on planning and the assumption of rationality frequently referred to during the
implementation of top-down changes and by leaving space to teachers for imp-
rovisation.

These studies, which underline the normative feature of the teaching pro-
fession, consistently showed that, especially when they feel unauthorized and po-
werless, teachers perceive changes that move them away from teaching processes
and their students more negatively. One study that supported this was conducted
by Tsang ve Kwong (2017). The results of the study suggested that, as top-down
reforms make teachers take on non-teaching duties and responsibilities, they feel
negative emotions such as frustration thinking that their educational goals were
displaced with administrative goals and yet they were powerless to change this
situation.

One of the studies that most explicitly describe the relationship between
teacher emotions and the level of involvement with the change process was con-
ducted by Hargreaves (2004). The findings of the study documented that teac-
hers showed a more positive response to self-initiated change, even if the change
is actually mandated, while they exhibited a more negative emotional response
to top-down changes. The reasons behind the negative emotions towards top-
down changes are stated as imposing these changes upon teachers, not involving
teachers in the process, excessive pressure, and poor support. In the study, it was
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also revealed that these reforms caused teachers to draw their focus away from
their students directing their anger and annoyance towards those who design and
manage the change process, and led to a feeling of disappointment in teachers
who do not feel respected and cannot achieve their own purposes within their
agendas.

Schimidt ve Datnow (2005) mention that teachers who have limited involve-
ment with the reform make a limited sense of change, and this leads to teachers
feeling anxious, disappointed/frustrated, and uncertain about to what extent a
reform that they are not a part of can be compatible with their schools. Another
striking finding of the study was that structured and unstructured reforms lead
to varying emotional reactions to these reforms and how they make sense of
them. Compared to less structured reforms, structured reforms are defined as
changes that clearly determine school-level implementations step by step and
allow for very limited flexibility for teachers to make sense of the change and put
it into practice. These reforms with varying features, by their nature, are both
advantageous and disadvantageous and show that, when they “fit” with teac-
hers’ own beliefs, the implementations of rigidly structured reforms, as described
by teachers and defined as “militarist”, elicit emotions of satisfaction, joy, and
contentment. And when they do not “fit” with teachers’ beliefs, evoke concerns
about the benefits of the reforms for their students, and require them to make
changes and adjustments in their classroom practices, these reforms cause fee-
lings of frustration, resentment, guilt, and worry for not being able to be creative.
As for the less structured reforms, it was revealed that when teachers considered
the reform to be consistent with their own practice, they did not view the reform
as a threat and showed no emotional response. Yet, when teachers are not pro-
vided with adequate guidance and training, they often felt disappointment as a
result of emotions such as self-doubt, stress, and worry. On the other hand, it
was also discovered that, compared to school-level reforms, teachers exhibited
more emotional reactions to reforms that affect their classroom practices, either
negatively or positively.

Support and communication in the change process

Besides the level of involvement with the change process as a significant pro-
cess factor, communication and manager/colleague support are also associated
with both teacher emotional reactions and the extent to which they can sustain
the educational focus. In that sense, Little (1996) concluded that the foremost
important reason behind the increasing emotionality of teachers who are reform
supporters and actively involved in the large scale reform initiatives is investing
their energy in school or team-wide reform rather than teacher-student relations-
hip, spending a great deal of their time with adults such as colleagues, managers,
and parents. And the second reason is the “combination” of escalating demands
and corresponding “erosion” of symbolic and material support for change.
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According to Reio Jr. (2011), not providing teachers with sufficient time
or teachers feeling under the pressure of the responsibility for meeting the re-
quirements increase the likelihood of teacher failure in adapting to change and
learning what they need to learn for the change to successfully take place. In
this respect, for teachers to successfully perform their duties and ensure student
learning in the context of change, much emphasis is laid firstly on teacher self-
learning of the new information, and then on the importance of mentorship,
self-directed learning, and the consultancy of experienced colleagues and mana-
gers as less formal means, in addition to the professional development activities.
According to the author, who argues that change-related teacher emotions have
an impact on the level of socialization-related learning, development, and per-
formance, reducing the ambiguity about change, providing professional develop-
ment opportunities, and obtaining teacher contribution would ensure a higher
level of motivation for teacher self-development as well as being associated with
positive emotions. On the other hand, it is underlined that in order to reduce
negative emotions such as anxiety and anger, which have an adverse impact on
teachers’ eagerness and motivation to learn, managers must encourage coopera-
tive learning and create an environment for open communication where there is
a free flow of information.

Similarly, van Veen, Sleegers, and van de Ven (2005), who present the ex-
periences of a teacher highly enthusiastic about change as a case, showed that
how the increased workload and therefore time restrictions experienced by a
teacher, who implements a government-mandated change and views this change
as beneficial for students to think and reflect and as an opportunity for herself for
professional development are reflected as negative emotions like worry, anger,
guilt, and shame if no support is provided by the school and higher management.
The underlying causes of these emotions are stated as personal concerns related
to teacher motivation and self-esteem, moral concerns related to teacher respon-
sibilities, what students learn and how they should learn it, and social concerns
related to relationships with students, colleagues, and school management. In
that sense, the main conclusions of the study are that teacher experience of chan-
ge is shaped by the working conditions, school management, colleagues, and stu-
dents, and that resistance to change should not always be evaluated negatively,
but instead, drawing on their experience, it can be a way for teachers to express
their concern for good education and teaching.

The support provided in the change process is highly critical as it does not
only provide an opportunity for teachers to improve themselves through sharing
but also motivates them to continue implementing change by generating a pus-
hing force for teaches to pay back for the support they receive. This condition
is clearly documented in a study conducted by Saunders (2013). The findings of
this study indicated that teachers having mentors, colleagues, and managers that
they can share their anxiety with, and that encourages them to take risk in the
change process and learn from these experiences is one of the most important
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factors that energize them to progress and deal with the negative emotions they
experience in the implementation process even if they face obstacles.

Contextual factors

While the environment in which the change takes place is considered to
be a distinctive factor in terms of the reaction of individuals targeted by change
(Oreg et al., 2011), the lack of studies focusing on the contextual factors that pre-
dict change-related emotions such as trust in leader is highlighted for for-profit
organizations (Agote, Aramburu, & Lines, 2016). When the related literature
is reviewed, it was observed that there are very few studies that examine the
contextual factors as antecedents of emotions in educational organizations. One
of these studies analyzed the relationship between teachers’ negative and posi-
tive change-related affect and their trust in the Ministry of National Education
(MoNE) and school principals in the Turkish education system (Zayim-Kurtay &
Kondakci, 2019). The results of the study conducted in the context of 4+4+4 re-
form, which proposed restructuring of school grades, demonstrated that trust in
MoNE was effective in predicting teachers’ negative and positive change-related
emotions but trust in school principal could only predict positive ones. While the
findings documenting that trust in MoNE had a more effective role compared
to trust in school principal was discussed to be associated with the centralized
education system in Turkey and the relatively ineffective role of school principals
in planning and implementation of national-level reforms, the lack of studies
exploring how teacher affect is related to the political, structural, and cultural
features of the internal and external environment that the reform takes place was
also emphasized for future studies.

Using data from in-depth interviews and long term observations in her
longitudinal study, Datnow (2018) presented how change-related emotions are
experienced in schools that effectively benefit from teacher collaboration and
teamwork. According to this study, strong professional communities, in which
teachers face obstacles brought by change not on their own and collectively,
and supportive leadership accompanying these communities ease the way for
teachers to deal with change-related emotions such as stress and anxiety. In this
regard, it can be argued that change experiences of teachers in settings where
they are trusted and supported can produce more positive results for the change
process as well as other desired organizational and personal outcomes.

Personal factors

Apart from change-related emotions varying depending on some process
and context-related variables in the change process, previous studies also docu-
mented that emotional experiences vary from person to person (e.g., Kelchter-
mans et al., 2009; Zembylas, 2010). At this point, though there are few studies
found with regard to which personal factors are effective in educational orga-
nizations, the existing studies point out that personal-level variables can have a
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moderating role in the nature of the relationship between emotions experienced
and other organizational and change-related variables.

Kelchtermans (2005) underlined that teachers’ emotional reactions to the
reform initiatives resulting in a change in their perspective about their professio-
nal norms and duties and the way they deal with change can also be shaped by the
meaning they make about their identities, their ages, and the career stages along
with the political and social features of the professional environment they are in.
Hargreaves (2005b), who puts an emphasis on the developmental and psycholo-
gical dimensions of individuals’ experiences of change, analyzed the change-rela-
ted emotional responses of teachers who are in their early, middle, and late-ca-
reer stages, and found that age, career stage, and generational differences make
a difference in emotional responses. Accordingly, it was revealed that the early
career teachers exhibit higher levels of adaptability skills that they had develo-
ped in the insecure environment of their generation and were more enthusiastic
and optimistic about change; teachers in their later career stages showed more
resistance under the impact of their previous experiences of tiring and wearing
change processes along with the physical degeneration but did not experience
a feeling of loss owing to their impending retirement; mid-career teachers still
preserve a part of their enthusiasm and can be open, yet selective about, change
initiatives with their developing confidence and competence.

Van Veen ve Sleegers (2006) concluded that teachers’ professional orienta-
tions are very much related to how they evaluate change. The results of the study
showed that teachers with learning or student-centered orientations towards
teaching were positive about reforms that required them to practice a student-
centered approach in their classrooms, believed that taking a role in determining
policies that would affect students is a part of their duty, which is not only com-
posed of instruction/teaching, and therefore, they share joint responsibility, value
their relationships with colleagues as a source of support and advice, expressed
more positive emotions about change, and thought that change strengthens their
professional identity. On the other hand, teachers with content and teacher-cen-
tered orientation believed that these changes and their orientations were not
compatible, that the primary task of a teacher is teaching and therefore policy-
making about colleagues and school draws their attention from their main duty,
and that they expressed negative emotions because they felt change threatens
their professional identity. The factors that are associated with teachers’ change-
related emotions examined in that study can be found in Table 1.
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Tablo 1.
Factors Associated with Change-Related Teacher Emotions

Category Factor
Factors related to change process * The degree of participation in the chan-
ge process

* Principal and colleague support
* Learning opportunities

e Communication

Contextual Factors e Trust

* Professional learning communities and
teamwork

Personal factors e Sense of identity
* Professional orientation
* Age

» Career stage

Discussion, Conclusions, and Suggestions

Despite the myths about emotions and the dominant mindset in organizatio-
nal contexts that marginalizes emotions, studies showed that when they influence
teachers’ aims and experiences, change and its outcomes become a process that
awakens emotions (Hargreaves, 2004; Kiefer, 2005). Also, the emphasis by Oreg
et al. (2011) and Weiss and Cropanzano (1996) on the impact of emotions on
attitudes and behaviors suggests that teachers’ change-related affect is an impor-
tant factor that determines what type of attitudes they will have towards change
and the amount of effort they will put in supporting change. While teachers vie-
wing the implemented changes and their outcomes as important and evaluating
the results of these changes positively or negatively is an important criterion that
determines emotion generation and quality, how change is implemented and
what type of environment these changes are experienced were also found to be
important factors for emotions to be shaped and expressed.

In this respect, during the process of planning and implementing change,
teacher involvement can be thought of as the most prominent factor (e.g., Schi-
midt & Datnow, 2005; Tsang & Kwong, 2017). The reforms that are planned,
step by step and with no participative decision-making, by administrators who
are ill-informed about implementations in school settings, neglect the emotional
dimension of the teaching profession by giving the message that all teachers need
to follow the directives in order to correctly implement the change degrading the
image of the teaching profession as requiring mechanical skills, standardize all
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teachers and schools ignoring the personal and contextual differences, and cause
a feeling of worthlessness in teachers (e.g., Hargreaves, 1998; Zembylas, 2010).
In this respect, while making use of mechanisms that advocate for participative
decision-making in the change process are very essential, especially for systems
that are centralized, ensuring a space for teachers to use their creativity and their
perspective in the change process and to make them feel that they are a part of
this process is highly critical too. And this would only be possible with a positive,
supportive, flexible, and collaborative school culture that school managers create
and through which they can bring out their creativity.

On the other hand, the literature also points out that defining clearly the
boundaries of the autonomy provided for the teachers is also essential (e.g.,
Schimidt & Datnow, 2005). Another noteworthy finding is that reforms that are
completely left to teachers to implement can cause uncertainty and confusion,
which will potentially cause another source of anxiety, and therefore, informati-
on sharing, support, and guidance are necessary for teachers in the change pro-
cess. In that sense, in-service training about the reforms initiated by authoriti-
es, its content, how and in which time period they are provided, material and
information support during the change process and ensuring sufficient amount
of time for teachers to internalize and carry them into practice come out as sig-
nificant dimensions that are worth paying attention to on the system level. And
on school level, principals should create chances and opportunities for a school
environment that promotes opportunities for professional development and in
which teachers can feel positive about change, share information and their expe-
rience in order to maintain their motivation, and work collaboratively to create
solutions for problems.

Based on the fact that experienced emotions have different causes and out-
comes, the findings that positive and negative emotions are not poles apart and
can be experienced simultaneously and on varying intensity levels (e.g., Kiefer
& Briener, 2006), and that change-related positive and negative emotions have
different and relatively independent relationships with different organizational
variables. (e.g., Zayim-Kurtay & Kondakci, 2019) are also outstanding findings
in the literature. In this respect, it is important to note that negative emotions do
not necessarily decrease as positive emotions increase. Therefore, it can be argu-
ed that although teachers’ positive change-related emotions can be triggered by
transformational leadership through ensuring an environment of trust, support,
and participation, this may not always result in a decrease in negative emotions
and that the sources of negative emotions should be defined and evaluated in
itself. Accordingly, another important point that change agents and managers
should focus on is that both negative and positive emotions are significant in the
context of change and that negative emotions should be reduced while positive
emotions are being stimulated. In that case, besides making necessary changes
in macro and micro-level factors that would influence individuals experiences
of current changes, another issue that change managers need to consider is the
possible negative impact of emotions (especially negative emotions) caused by
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individuals’ previous experiences of change on their emotions related to current
changes (e.g., Kiefer, 2005; van Veen & Sleegers, 2009). At this point, while the
symbolic and cultural dimension of leadership becomes prominent, experiences
of change that would trigger positive emotions in individuals and shared mea-
ning-making about initiated changes will both have a potential to create a posi-
tive atmosphere triggering emotions for current changes and play an important
role as a positive reference for future changes.

On the other hand, considering that emotions experienced in the change
process can influence individuals’ behaviors such as implementing change and
their change-related, both instant and long-reaching, decisions (Saunders, 2013;
Weiss & Cropanzano, 1996), the whole process should be evaluated with a holis-
tic approach, the sources of negative emotions should be examined, and simul-
taneously the conditions that lead to positive emotions should be promoted and
strengthened. Otherwise, teachers can develop negative attitudes and behavi-
ors toward change. For reforms that are initiated with sizeable investments on a
system level, this situation would mean a waste of monetary investment, labor,
and time while on a classroom level, it may lead to teachers’ negative emotions
about student outcomes and their professional identity in case they center their
focus primarily on how to adapt to change, negative emotions, and individuals
and events that they direct these negative emotions towards, instead of focusing
on their students and learning.

Teacher emotions in the change process expose what is at risk for teachers
(Zembylas, 2010). Thus, suppressing or ignoring emotions by overemphasizing
rationality actually implies change leaders/managers not being able to make use
of much valuable information about what needs to be addressed and promoted
in the process. However, as documented in the literature, the factors that have
an impact on emotions are influenced by both personal characteristics and the
conditions in which the change takes place as well as the country’s sociopolitical
features. Therefore, as van Veen ve Sellegers (2009) emphasize, there is a need
for approaches that take notice of teachers’ personal characteristics and con-
textual features simultaneously in the context of reform. The studies on teacher
emotions so far suggest that this need has not been entirely met. Particularly,
there is a need for studies about the context in which change is experienced and
how the experienced emotions get influenced by this context, especially within
the framework of different education systems. In this sense, in addition to trust in
the organizational context in which teachers experience change, it is essential to
examine the relationships between change-related emotions and variables such
as organizational culture and climate and perceived control over their own work
and organizational justice, which focuses on the way individuals define the work-
place environment. Similarly, although studies, which highlight that emotions are
shaped within the framework of personal characteristics and individual orientati-
ons, exist (Kelchtermans et al., 2009; Weiss & Cropanzano, 1996), these variables
again have been largely neglected in studies on educational organizations. As the
relationship between change-related emotions and these variables can present
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valuable results, the fact that these variables can potentially differentiate the na-
ture of the relationship between experienced emotions and other organizational
and change-related variables and bring a deeper understanding of emotions po-
ints to the significance of statistically testing their moderator roles. Accordingly,
positive and negative affectivity, dispositional resistance, and coping skills are
variables that may have an impact on teacher emotions in the change process,
and thereafter, their attitudes and behaviors.

Lastly, based on the approaches that indicate that teacher emotions can
have both personal and work-related consequences (Oreg et al., 2011), and that
emotions, through attitudes, can cause judgment-driven behaviors, such as sup-
porting change (Weiss & Cropanzano, 1996), developing a body of empirical
knowledge about the relationship between emotions and the mentioned outco-
me variables would contribute to recognizing the worth of emotions in the chan-
ge process. This situation requires outcome variables to be analyzed as change
is being institutionalized. And therefore, longitudinal studies become a necessity
to meet this need. Accordingly, organizational citizenship behaviors, job satis-
faction, organizational commitment, behavioral support for the change, trust in
management, and teacher identity can be some of the examples for the outcome
variables that are emphasized in the literature and can be relevant for future
studies on change.
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Orgiitsel Degisim Siirecinde Ogretmen Duygular:

Kiiresellesme, hizla gelisen teknoloji ve bu gelisime uyum saglama siire-
ci, bilgi toplumunun ortaya cikisi ve ¢ag niifusunu 21. yy bilgi ve becerileriyle
yetistirme kaygisi, firsat esitliginin saglanmasi ve okullagsma oraninin arttirilmasi,
iilke egitim sistemleri hakkinda karsilastirmali bilgiler sunan uluslararas: deger-
lendirmeler ve egitimin kiiresel rekabette ve sosyal hareketlilikte fark yaratmasi
gibi sebeplerin tiimi egitim sistemlerinde ve dolayisiyla okul orgiitlerinde farkl
Olceklerde birgok degisime sebep olmustur. Egitim oOrgiitlerindeki degisim giri-
simlerinin son zamanlarda hiz kazanmasina ve bu degisimlere rehberlik edecek
ciddi bir bilgi birikiminin ve deneyimin olmasina ragmen ortaya ¢ikan sonuclar,
uygulanan degisimlerin hedeflerine ulagma konusunda hala basarisiz oldugunu
gostermistir (Fullan, 2001; George, White & Schlaffer, 2007; Hargreaves, 2005a).
Yapilan degisimler sonucu ortaya cikan belirsizlik, degisimlerin kisilerin itibarlari,
uzmanliklar1 ve sosyal ve ekonomik durumlari tizerindeki olas1 olumsuz etkileri
ve degisimin hedefindeki kisilerin yeni uygulamalar1 benimseme konusunda ya-
sadig1 korku, direnci doguran en temel sebepler olarak goriiliirken; direng de de-
gisim girisimlerinin basarisinin 6niindeki en temel engellerden biri olarak deger-
lendirilmistir (Fullan, 2001; Greenberg & Barron, 2000; Lunenburg & Ornstein,
2008). Diger taraftan Hargreaves (2005a), egitim Orgiitlerinde yapilan degisim
girisimlerinin basariya ulasmasini engelleyen en temel nedenleri degisimin ve he-
deflenen amaclarin acik bir sekilde ifade edilmemesi, degisimin ¢ok hizli ya da
¢ok yavas uygulanmasi, degisim icin ayrilan kaynaklarin yetersizligi, temel aktor-
lerin degisime baglilik duymamasi, 6grencilerin ve velililerin degisim siirecinin
disinda tutulmasi, liderlerin ¢cok kontrolcii ya da etkisiz olmasi ve orgiitte degisen
ve degismeyen yapilar arasinda uyum ve biitiinligiin saglanmamasi olarak ifade
etmistir. Bu baglamda egitimsel degisimlerin basarisizlikla sonuclanmasina ne-
den olan ve var olan degisim yaklagimlarinda gelistirilmesi gereken alanlari ifade
eden temel sorunlar ise egitimsel degisimin dis ¢cevrenin gittikce daha karmasik
bir hal almasiyla artik dogrusal ve tahmin edilebilir bir siire¢ olmaktan ¢gikmasi
ve degisimin ¢ok yonlii bir olgu olup kiiltiirel, yapisal ve stratejik 6zelliklerinin
yani sira genelde goz ardi edilen duygusal ve politik 6zelliklere de sahip olmasi
olarak ortaya konmustur.

Bolman ve Deal (2017), bilinen bir siirecten bilinmeyen bir siirece gegis ola-
rak degerlendirilen degisimi, kayip ve bu kaybin acisiyla basa ¢ikmay saglayan
yas siireciyle yakindan iligkilendirmis ve kisilerin kayiplariyla yiizlesebilmeleri ve
bu durumla bas edip gelecege daha anlamli bir sekilde ilerleyebilmeleri icin ge-
¢cis stirecinin dogru bir sekilde yonetilmesinin 6nemi iizerinde durmustur. Diger
taraftan yoneticilerin degisimin sonugclarini kisa siirede gormek igin sergiledikleri
acelecilik ile kisilerin yeni uygulamalar1 benimsemesini kolaylastiran yas siireci-
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nin uzunlugunun birbirleriyle drtiismemesi ise ¢alisanlarin bu siiregte duygusal
karmasa yasamalarmin en temel nedenlerinden biri olarak degerlendirilmistir
(Eriksson, 2004; Fineman, 2003). Ayrica degisimle birlikte 6gretmenlerin birey-
sel olarak oldukca fazla yatirim yaptiklari mesleklerine yonelik olumsuz deger-
lendirmelerinin ortaya c¢ikmasi ise Ozyeterliklerindeki diisiisle (Kelchtermans,
Ballet & Piot, 2009) iliskilendirildigi gibi yogun duygusal tepkilerinin de (Geijsel,
Sleegers, Van den Berg & Kelchtermans, 2001) diger bir 6nemli nedeni olarak
bahsedilmistir. Makro Olcekteki degisimlerin olasi olumsuz etkilerinden bir dige-
ri ise degisimin hedefinde olan tiim 6gretmenlerden ¢ogu kez kendilerinin dahil
olmadiklar siireclerle tasarlanan ve calistaylar aracilifiyla kendilerine tanitilan
degisimlerin, amaclar1 acik bir sekilde ifade edilmeden ve sonuclarini gosteren
somut verilere sahip olmadan tiim siniflarda hizli ve yaratict sekilde ayni dav-
raniglar sergileyerek uygulamaya ge¢melerinin beklenmesi ve bu durumun da
genelde direngle sonuclanmasidir (van Veen & Sleegers, 2009). Diger taraftan,
yapilan degisimler bahsi ge¢en olumsuz 6zelliklerden higbirini barindirmasa bile
ogretmenlerin 6nceki degisim deneyimlerinden edindikleri olumsuz tecriibeler
ve bu tecriibelerle iligkilendirdikleri duygularin yeniden tetiklenmesinin oldukga
kolay olmasi da degisimin duygusal boyutunun énemine yonelik farkl bir bakig
acist sunmaktadir.

Degisim siirecinde 6gretmenlerin deneyimledikleri duygular, aslinda degisi-
mi nasil anlamlandirdiklari, sonraki siirecte degisime yonelik ne kadar enerji har-
cayacaklar1 ve ne diizeyde uygulamaya gececeklerini belirleyen 6nemli faktorler-
dendir (Saunders, 2013; Spillane, Reiser & Reimer, 2002; van den Berg, 2002).
Degisim siirecinin duygusal boyutunun degisimin sonucuna etkisi oldukga biiyiik
oldugu halde bu siirecteki 6gretmen duygulari genelde goz ardi edilmistir (Dat-
now, 2018; Hargreaves, 1998; 2005c; Leithwood, 2007; Saunders, 2013; Schmidt
& Datnow, 2005; van Veen & Sleegers, 2006). Hatta duygularin egitim yonetimi
ve Ogretimdeki roliine yonelik halihazirda kiiltiirler ve toplumlar arasinda ortak
bir anlayigin gelismemis olmasi (Oplatka & Arar, 2019), degisimin duygu boyutu-
nun ne kadar geri plana atildiginin bir diger 6nemli gostergesidir. Alan yazin, de-
gisimin en temel uygulayicilari olan 6gretmenlerin degisime yonelik duygularinin
etkili bir sekilde ele alinmasinin hem kisilerin degisime yonelik daha olumlu tep-
kiler gostermelerini hem de degisimin hedeflerine ulasilmasina katki saglayacak
adimlar atma konusunda daha istekli olmalarini sagladigini gostermistir. Dolayi-
styla gorece yeni bir bakis acist olarak degerlendirilebilecek degisimin duygusal
boyutuna rehberlik edecek ve sonraki veri temelli arastirmalara altyapr olustu-
racak kuramsal bilgi birikiminin ortaya konmasi ve degisim yonetiminde daha
biitiinciil bir yaklagimin benimsenmesi 6nemli bir ihtiyactir. Bu ihtiyag g6z Oniine
alindiginda bu ¢alismanin temel amaci, egitimsel degisimler sirasinda 6gretmen
duygularinin nasil ve neden 6nemli oldugunu, duygularla ilgili mitleri ve degisim
stirecindeki 6gretmen duygulariyla iligkili faktorleri ortaya koyarak hem degisim
ajanlar1 icin hem de arastirmacilar igin ¢ikarimlar yapmaktir.
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Orgiitsel Baglamda Duygu

Keltner ve Ekman’a (2000) goére duygu “insanlarin hayati sorunlara ve fir-
satlara yanit vermesine yardimei olan fizyolojik, deneyimsel ve davranigsal fa-
aliyetleri igeren hizli ve kisa tepkilerdir” (s. 163). Her ne kadar duygulari agik
ve anlasilir bigcimde tanimlamak oldukc¢a zor (6rnegin; Ashforth & Humphrey,
1995) ve mod gibi yakin kavramlarla karistirmak oldukca kolay olsa da (6rnegin;
Barsade & Gibson, 2007; Kiefer & Briner, 2006; Lazarus, 1991), arastirmacilar
is ortamindaki duygularin temel bazi bilesenleri bulundugu konusunda bilyiik
ol¢tide uzlasmustir (Kiefer & Briner, 2006). Bu baglamda duygular, bu bilesen-
lerde birbiriyle iligkili degisimler ortaya ¢ikaran, bireysel olarak dnemsedigimiz
olaylara verdigimiz cevaplar olarak ifade edilmistir.

Kiefer ve Briener (2006) tarafindan bahsedilen bilesenlere bakildiginda
duygunun biligsel bileseni, bir durumun Kkisiler i¢in anlamli olup olmadigini ve
ne kadar anlamli oldugunu kisinin kendi amaclari, beklentileri, iyiligi, degerleri
ya da bag etme becerileri gibi faktorlerle iliskili olarak belirledigi degerlendirme
stirecini kapsar. Duygunun motivasyonel bileseni ise duygularin ve kisilerin degi-
sen cevreye uyum saglamasina ya da bu cevreyi bicimlendirmesine yardimci olan
davranissal egilimleri arasindaki giiclii baga odaklanir. Bu acidan duygular, kisi-
lerin davranislarini etkileyen 6nemli bir faktorken, kisiler glinliik davranislarini
etkileyen ya da engelleyen diger bircok faktoriin etkisi nedeniyle yalnizca duygu
temelli davranamazlar. Duygunun {iciinct bileseni olan norofizyolojik bilesen ise
farkli duygulara eslik eden, kisinin heyecanlaninca kalp atisinin hizlanmasi ya
da korkunca tisiimesi gibi norolojik ve fizyolojik degisimlere odaklanir ve kisi-
nin farkli durumlarda uygun davranissal tepkiler vermesi icin gereken kaynaklari
saglama gibi roller iistlenir. Duygunun dordiincii bileseni olan iletisimsel bilesen
ise kisinin nasil hissettigini bagkalarina aktarmaya odaklanir ve bu iletisim, ko-
nusarak ya da beden dili kullanarak gergeklestirilebilir. Ancak kiiltiirel, sosyal ve
hatta Orgiitsel bazi kurallar ya da normlar kisilerin duygularini nasil gosterecegini
onemli olgiide etkiler. Duygunun son bileseni olan sosyal bilesen ise duygularin
toplumsal nedenleri ve sonuclar1 oldugu diisiincesini temel alarak kisilerin di-
gerlerini gozlemleyerek durumlari ya da olaylar1 nasil degerlendirip anlamlan-
dirmay1 6grendigine vurgu yapar. Tiim bu boyutlar diistiniildiigiinde ise kisilerin
sadece onemli bulduklar1 durumlara karsi duygu hissettikleri ve farkli duygularin
farkli nedenleri ve sonuglar1 bulundugu ¢ikarimlarina varilmstir (Kiefer & Bri-
ener, 2006). Day ve Lee (2011) ise duygularin kisisel ideolojilerimizi ve kendi
kimlik algimizi yansittigindan bahsetmis ve bilisle birlikte 6gretmenlerin icinde
bulunduklar1 kosullar1 ve degisime yonelik cevaplarii degistirmede 6nemli rol
oynadigini belirtmistir.

Duygularla Ilgili Hatali Kamlar

Duygularin 6rgiit ortaminda énemini ortaya koyan ¢aligmalarin artmasiyla
birlikte oOrgiitlerin saf rasyonaliteyle yonetilebilecegine yonelik inan¢ da
sarsilmaya baglamistir. Genelde kiiltiir ve i¢inde bulundugumuz sosyal ortamin
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etkisiyle sekillenen bu inanglar, kosulsuz kabul edilen varsayimlar ya da mitler
olarak goriiliirken, rasyonel diisiince ve duygular: iki ayr1 kutup olarak deger-
lendirip profesyonelligi duygusal olmamakla iligkilendirmekte ve kalple alinan
kararlart mantigin 6nemli goriildiigii is ortaminda engel olarak degerlendirmek-
tedir (Kiefer & Briner, 2006). Duygular: marjinallestiren ve daha geleneksel olan
bu bakis agisina gore duygular mantiksizdir ve bu yiizden olumsuz duygular 6r-
giitte istenmeyen etkilere sebep olabilirler (Kiefer, 2002).

Rasyonalite ve duygusallik arasindaki farklar, Ashforth ve Humphrey (1995)
tarafindan Orgiite yaklagim, yontem ve sonuglara yaklagim, igsel yaklagim ve ki-
silerarasi yaklagim olarak dort boyutta degerlendirilmistir. Bu degerlendirmeye
gore Orgiite yaklagim boyutunda rasyonalitenin teknige ve objektiflige odaklan-
dig1, duygusalligin ise sosyallige ve 0znellige odaklandigi; yontem ve sonuclara
yaklagim boyutunda rasyonalitenin dogaglama, siireg, kesif ve yaraticiliga deger
veren duygusalliktan farkli olarak tahmin edilebilirlik, sonug, kontrol ve istikrara
deger verdigi; kisinin icsel yaklagimi boyutunda rasyonalitenin role, inanglara ve
uyuma daha fazla agirlik verirken duygusalligin kisilere, degerlere ve baghliga
daha fazla agirlik verdigi; kisilerarasi yaklagim bakimindan ise hiyerarsi, itaat,
kurallar ve talimatlarin 6n planda oldugu rasyonaliteden farkli olarak duygusal-
likta iletisim aglari, bireysellik, ilham ve destegin 6n planda oldugu goriilmiistiir.
Rasyonalite ve duygusallik arasinda zitlik yaratan bu bakig acisi ise aslinda Orgiit-
lerdeki yaratici siirecler ve grup kararlarinda ortaya cikan problemleri, siklikla
duygusal emek kullanimi gerektiren mesleklerin gorece daha disiik statiide go-
rillmesini, orgiitlerde performansin degerlerden 6ne ¢ikmasini ve teknik beceri-
lere sosyal becerilerden fazla deger verilmesini kismen agiklamaktadir (Ashforth
& Humphrey, 1995). Ayrica yine bu bakis agis1 ve ortaya ¢ikan ayrim, orgiitlerde
duygularin gerekliliginin anlagilmasindaki gecikmenin ardindaki sebeplerden
biri olarak degerlendirilmektedir (Kiefer & Briner, 2006).

Duygular1 orgiitsel baglamda geri plana atan bu yaklasim egitim Orgiitleri
icin de benzer sekilde kendini gostermistir. Zembylas (2009) ortaya cikan bu ay-
rim1 feminist teori perspektifinden agiklamis ve ataerkil diisiince yapisini, maskii-
lenlikle es tutulan rasyonalite ve feminenlikle es tutulan duygusallik arasindaki
bu kutuplasmanin 6nemli nedenlerinden biri olarak degerlendirmistir. Yine ayni
perspektif ile Hargreaves de (1998) kadinlarin politik olarak degil ama genelde
sayica ustiin oldugu o6gretmenlik meslegine sefkatli ve ilgili bir yaklasim getir-
dikleri fakat bu yaklasimin egitim reformu ve egitim yonetiminin resmi politika-
larinda marjinallestirildigi vurgusunu yapmistir. Bu bakimdan degisimi savunan
bircok kaynakta ya da stratejik planlama, problem c¢ozme, biligsel liderlik gibi
uygulamalarda duygulara yer verilmedigi ve egitimcilerin oldukca maskiilen bir
bakis acisiyla yalnizca diisiinen, planlayan ve yoneten fakat hissetmeyen varliklar
olarak degerlendirildikleri vurgulanmistir (Hargreaves, 2005c). Son derece yone-
timsel olan bu bakis acisina gore duygularin degisimi de kapsayan uygulamalari
oznellestirerek, bilgi paylasimi, destek ve yaraticiligi 6n plana ¢ikararak ve kiiltii-
rel bir boyut gerektirerek alisilmigin disina cikarmasi, yavaslatmasi ve zorlastir-
masi ihtimalleri sebebiyle hizla ulagilmasi gereken hedeflerin 6niinde engel teskil
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ettigi ve Ozellikle olumsuz duygularin bas edilmesi gereken problemler olarak
degerlendirildigi ¢tkarimini yapmak yanlig olmayacaktir.

Tim bunlara ek olarak degisime yonelik 6gretmen duygulariyla ilgili bazi
hatali yargilar da ortaya ¢ikmis ve bunlar, duygularin degisim ortaminda bazi
yoneticiler tarafindan pragmatik amaclarla kullanildigini gostermistir. Ornegin
duygularin muhakeme gerektiren siireclerde bir rol oynadigi kabul edilmis fakat
bu rol genelde yiiksek diizeyde biligsel aktivite ve karar verme gerektiren siirecler
icin gereken ortami saglamak icin basrolii desteklemek seklinde betimlenmistir
(Hargreaves, 2005¢). Yoneticilerin ya da degisim ajanlarinin degisime yonelik
ortaya cikan direnci yonetmek ya da dengelemek i¢in duygularin varligini kabul
etmesi bu duruma Ornek olarak verilmistir. Duygu ve bilisin birbirinden bu kadar
net ayrilabilecegini savunan bu goriise ragmen Nias (1996), duygularin bilisten
ayr1 degerlendirilemeyeceginin altini cizdigi gibi, duygularin sosyal ve kiiltiirel
baglamdan etkilendigi ve bunlarin sekillenmesinde de etkili rol oynadiklarini
vurgulamustir. Bu anlamda duygular, 6gretmenlerin profesyonel yasamlarindaki
deneyimlerini ortaya koymasi agisindan oldukca 6nemli kaynaklar olarak goriil-
mektedir. Alan yazindaki calismalar, duygularin sadece sira dig1 olaylar nedeniyle
ortaya cikan tepkiler olup uygulamalardaki degisimleri ifade etmekten Oteye gi-
derek aslinda kisiler icin nelerin risk altinda oldugunu gosterdigini vurgulamis ve
bu durum, duygularin egitimsel degisimler ve 6gretim hakkindaki kuramsal ¢a-
lismalarin temelinde bulundugunun tekrar altini ¢izmistir (Kelchtermans, 2005).

Egitimsel Degisim Siirecinde Duygular

Giiniimiizde egitim ortaminda gergeklestirilen degisimler genelde Ogret-
menlik meslegiyle ve meslegin dogasiyla ilgili yanls varsayimlara dayanmakta ve
bu dogrultuda ortaya ¢ikan son derece problem odakli bir yaklasimla 6grenme
ve gelisime degil, hatalar1 ve eksiklikleri gidermeye odaklanmaktadir (Bullough
Jr., 2011). Bu varsayimlardan bazilari ise 6gretmenlerin ve okullarin performans-
larinin rekabetin artmasiyla artacagi, kurallari ve siireci 6nceden bilen herkesin
ogretmenlik yapabilecegi, test sonuglariin iyi bir performans gostergesi oldugu,
standartlar belirlemenin ve egitim programlarinda denemeler yapmanin kalici
sorunlar1 ¢ozebilecegi ve O0grencilerin 6grenmesiyle ilgili tim sorumlulugun 6g-
retmenlere ait oldugudur. Bu durumun en olasi sonucu ise 6gretmenlerin umut-
larinin ve mutluluklariin azalmasi ve kendi calisma hayatlari tizerinde kontrole
sahip olamamalar1 yiiziinden daha kaygili ve kendinden siiphe eden insanlara
doniismeleri olarak belirtilmistir (Bullough Jr., 2011).

Ulusal diizeydeki reform girisimleri genelde politikalar, egitim programlari
ya da yonetim araciligiyla gerceklestirildigi i¢in daha soyut diizeyde kaldigi halde,
okul ortaminda hem 6gretmenlerin rol ve uygulamalarinda meydana getirdigi
degisiklikler hem de 6grencilerin okula bakigina etkileri ile daha somut ve bi-
reysel bir anlam kazanmaktadir (Cross & Hong, 2010). Degisimin bireysel etki-
lerinin en yogun goriildiigii alanlardan biri ise degisimin hedefindeki 6gretmen-
lerin duygularidir. Egitim alaninda yapilan reformlar ve bu reformlarin igerigi
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ogretmenlerin profesyonel kimliklerinin temelinde yatan davranislan etkiledi-
ginde, bu degisimlere yonelik bazen olumlu bazen de olumsuz oldukca yogun
duygusal tepkilerin ortaya ciktigi ve makro diizeydeki cogu reformun 6gretmen-
lerin profesyonel kimliklerini etkiledigi vurgulanmistir (van Veen & Sleegers,
2009).

Ogretmenlerin reform siirecinde bulunduklar1 ortamim smirhliklar1 ve
onlara yonelik beklentinin yiiksekligi arasindaki biiyiik farki ifade etmek adina
Leithwood ve Beatty (2008), bir doktorun kor bir bigak ve anestezi olmadan tiglii
bir by-pass (kalp) ameliyati yapmasi benzetmesini kullanmis ve bu durumun te-
melinde okul ya da sistem diizeyindeki liderlik eksikligi oldugunu vurgulamis-
tir. Degisim siirecinde duygularin 6gretmenlerin eylemlerinin nedenlerini anla-
mak i¢in dikkate alinmasinin Onemine deginen yazarlar, 6gretmenlerin duygu
ve diisiincelerini iceren icsel durumlarmin aslinda onlarm sinif ici ve okuldaki
uygulamalarini ve dolayisiyla 6grencilerin 6grenmelerini etkiledigini savunmus-
tur. Ozellikle olumlu duygularmn kisilerin var olan bilgi, yaraticilik ve hayal giicii-
nil kullanmasini saglayip gelecege yonelik daha iyimser ve umut dolu olmasini,
olumsuz duygularin ise kisinin disiinme becerisini sinirladigini belirtmislerdir.
Liderligin ise hem baglamsal 6zellikleri dogrudan etkileyerek hem de 6gretmen-
lerin duygularint dogrudan ve dolayli olarak etkileyerek aslinda degisim siirecinin
merkezinde yer aldig1 ve dontisiimcii liderligin 6gretmenlerin duygusal yasamla-
rina yonelik olumlu etkileri oldugu vurgulanmistir (Leithwood & Beatty, 2008).
Egitim baglaminda duygularin eylemler tizerindeki etkisini ampirik olarak test
eden calismalardan biri ise degisime yonelik yiiksek diizeyde olumlu ve disiik
diizeyde olumsuz 6gretmen duygularinin degisime duygusal baglhilik ve is doyumu
tutumlariin araci roli ile daha fazla degisim uygulama davranisi ile iliskilendi-
rildigini ortaya koymustur (Zayim-Kurtay & Kondakci, 2019). Bu bulgu, degi-
sime yonelik hem olumlu hem de olumsuz duygularin 6gretmenlerin degisimi
destekleme davranislarinin anlasilmasindaki 6neminin tekrar altini ¢izmistir.

Diger taraftan kar amaci giiden orgiitlerde degisimin duygu uyandiran bir
stire¢ oldugunu ortaya koyan Kiefer’e (2005) gore orgiit liyelerinin daha fazla
degisim deneyimi yasamasi ve degisimle baglantili gelisen olaylari riskli olarak al-
gilamasi ise daha fazla olumsuz duygu hissetmeleriyle sonuglanmaktadir. Benzer
sonuclara egitim orgiitleri i¢in de ulagilmis ve egitimsel degisimlerin 6gretmenler
icin derin bir duygusal anlamlandirma siireci oldugu, duygular etkili bir sekil-
de ele alindig1 takdirde 6gretmenlerin degisimin yarattigi baskiya yonelik daha
olumlu hissetmelerine ve degisimle catisan duygularina pratik ¢oziimler tiretme-
lerine yardimei oldugu ortaya konmustur (Zembylas & Barker, 2007).

Degisimin duygu boyutunun énemini vurgulayan ¢aligmalarin sayisinin son
yillarda artmasina kargin degisime yonelik duygular, yonetimsel istek ve ¢ikarla-
rin degisimin insan odagindan agir basmasi nedeniyle degisimin teknik detayla-
riin gerisinde kalmugtir.

Zemblylas ve Barker (2007) degisimi ihtiya¢ analizleri ve uygun stratejik
adimlarla ¢oziimlenmesi gereken bir sorun olarak goren yaklagimlar ve bu yak-
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lagimlarin temelinde yatan rasyonellik varsayiminin, degisime yonelik duygula-
ra yeterli dnemin verilmemesi ile sonuglandigin1 vurgulamigtir. Hargreaves’in
de (2005a) daha o6nce bahsettigi gibi egitim orgiitlerinde yapilan degisimlerin
gecmiste oldugu gibi dig ¢evrenin rasyonel analizine dayanan, daha 6nceden
yapilmig planlar1 ve belirlenmis hedefleri takip eden dogrusallik varsayimiyla
ilerlemesi, gliniimiiziin son derece dinamik, karmasik, belirsiz ve tanimlanmasi
zor problemlerle betimlenen ortaminda yetersiz goriilmekle birlikte, duygular-
la bas etmenin daha zahmetli olan kiiltiirel ve bireysel yaklagimlar gerektirmesi
de rasyonalitenin daha agir basmasina neden olmustur (van den Berg, 2002).
Ozellikle Zembylas (2010) tarafindan vurgulanan énemli bir diger nokta da ayni
okuldaki her bir 6gretmenin bile degisimin hedefleri ve kendi hedefleri arasin-
da denge kurma siirecinin, degisimi destekleme ya da reddetme sebeplerinin ve
degisimle ilgili yagantilar1 ve duygulariin oldukea bireysel olmasidir. Bu bakim-
dan tiim 6gretmenlerin degisime yonelik ayni duygular1 hissetmesini beklemek,
ogretmenlik roliinii yalnizca teknik 6zelliklerle sinirlandiran bir bakig agis1 olarak
degerlendirilmis ve yazar tarafindan 6gretmenlerin degisimle basa cikabilmesi,
degisimi anlamlandirabilmesi ve uygulamaya gecebilmesi i¢in hem kisisel
alanlarimi yaratmasma imkan verilmesinin hem de yeterli zaman taninmasinin
alt1 cizilmigtir.

Diger taraftan, degisim siirecinde Ogretmenlerin hangi duygulari hisse-
dip ifade edebilecegi ya da hangi duygular1 gizlemesi gerektigi gii¢ iliskileri ve
normlar aracilifiyla belirlenmektedir (Zembylas, 2010). Bu durum ise, duygu
diizenlemenin yalnizca bireysel degil, ayn1 zamanda sosyopolitik de bir 6zelligi
oldugunu ortaya koymaktadir. Bu durumu en acik sekilde ortaya koyan caligma-
lardan biri Lee ve Yin (2011a) tarafindan yapilmistir. Cin’de yeni ders kitaplari
ile 6gretim yaklagimlarini etkileyen ve tUniversite girig sinavlari iizerinde etkili
olmasi beklenen ulusal diizeydeki program degisimi siirecinde 6gretmenlerin de-
gisime yonelik duygularini ve profesyonel kimliklerini degerlendirdikleri bu ¢a-
lismada yazarlar, 6gretmenlerin degisime yonelik olumlu ve olumsuz duygularini
ayni anda barmdiran karmasik duygular hissettikleri sonucuna ulagmis ve bazi
olumsuz duygularin olumlu anlam ve etkileri olabilecegini de ortaya koymustur.
Bunun yaninda degisime yonelik hissedilen duygular ve profesyonel kimlikler
degerlendirildiginde, degisimi bagta tutkuyla karsilayip sonra bu heyecani kay-
beden, degisim icin az heyecan duyup kisisel bir durug sergilemeden degigim ile
ilgili kararlari liderlere birakan ve duygusal olarak sinik fakat davranis olarak yo-
neticilere iyi goriinme kaygisiyla degisimi destekleyen olmak tizere tli¢ grup ogret-
menin oldugu ortaya konmustur. Caligmada degisimi reddeden ya da direng gos-
teren Ogretmenlerin var olmadigl sonucunun ortaya c¢ikmasi ise batili iilkelerde
yapilan calismalardaki bulgularin aksini gosterdigi i¢in aslinda degisime yonelik
hissedilen duygularin ulusal kiiltiir etkisiyle sekillendigi seklinde yorumlanmuistir.
Lee ve Yin’in (2011b) ayn1 degisimle ilgili yaptigi diger bir calismada ise 6gret-
menlerin degisimle ilgili olumsuz duygularini kendilerinden statii olarak agsagida
olan Ogrencileri istenmeyen bicimde etkilememek i¢in ifade etmekten kagindigi,
kendilerinden statii olarak tistte olan egitim yOneticileriyle karsilasmalarinda di-
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reng gosterdiklerine dair etiketlenmemek icin radikal duygularini ifade etmeyip
degisime baglhliklarini gosterebilecek beklenen duygular: ifade ettikleri, ancak
kendi okullarindaki meslektaglar1 ve okul yoneticileriyle ¢dziim olmadig halde
acik bir sekilde duygusal paylagimlarda bulunabildikleri ve birbirlerine duygusal
destek sagladiklari sonuglarina ulagilmistir.

Degisim Siirecindeki Duygular1 Etkileyen Faktorler

Degisim siirecinde 6gretmen duygularini daha iyi anlamak ve yonetmek icin
duygularin hangi faktorlerden etkilendiginin ortaya konulmasi olduk¢a dnemli-
dir. Bu konuda arastirmalara rehberlik eden 6nemli teorik yaklagimlardan bah-
setmek miimkiindiir. Bu yaklasimlardan biri Oreg, Vakola ve Armenakis (2011)
tarafindan orgiitsel degisimin hedefindeki kisilerin duygusal, biligsel ve davra-
nigsal boyuttaki tepkilerinin nedenlerini ve sonuglarini alan yazindaki calismalar
temelinde derledigi teorik bir ¢ercevedir. Bu cercevede degisimle ilgili ortaya ci-
kan tepkileri etkileyen dnemli faktdrler bireylerin 6zellikleri, Orgiitiin baglamsal
ozellikleri, degisim siireci, degisimin algillanan fayda ya da zarar1 ve degisimin
icerigi olarak kategorize edilmistir. Bu faktorler, kisilerin degisime yonelik tepki-
lerini etkiledigi gibi bu tepkilerle birlikte ayn1 zamanda degisimin sonuglarini da
etkilemektedir. Degisimin sonuclari ise bu ¢ercevede isle ilgili tutumsal ve davra-
nissal sonuclar ve bireysel sonuclar olarak iki temel kategoride incelenmistir. Isle
ilgili sonuclara detayli bakildiginda orgiitsel baglilik, motivasyon ve performans
gibi degisimin sonucunu dogrudan ya da dolayl olarak etkileyebilecek bazi so-
nuclar1 kapsadigi da goze carpmaktadir.

Bu cerceveyi destekleyen fakat direkt duygulara odaklanan diger teorik yak-
lagim ise Duyugsal Olaylar Kuramidir (Weiss & Cropanzano, 1996) ve bu ku-
ram, Orgiitlin cevresel Ozelliklerinin orgiit tiyeleri icin duygusal anlam ifade eden
olaylara neden oldugunu ve bu olaylarin da var olan kosullarda ya da kisilerin
halihazirdaki deneyimlerinde degisimlere yol actigimi ifade etmistir. Orgiitsel
degisim de bu olaylardan biridir (Ashton-James & Ashkanasy, 2008). Bu kuram-
da bahsedilen 6nemli bir diger nokta ise kisilerin bu olaylar1 biligsel olarak de-
gerlendirmeleri ve bu anlamlandirma stirecinin sonunda olumlu ya da olumsuz
duygular hissetmeleridir. Bu asamada kisilerin egilimleri de deneyimlenen duy-
gulari etkileyen bir faktordiir. Kuramin degindigi 6nemli noktalardan bir digeri
ise duygularin davraniglar nasil etkiledigidir (Weiss & Cropanzano, 1996). Buna
gore duygularin direkt sonucu olan davranislar duygu odakli davranislar olarak
tanimlanip daha kisa stire devam eden ve ¢ok fazla cesitlilik gosteren davranig-
lardir. Yardim etme davranisi buna ornek olarak gosterilmistir. Diger taraftan
duygular, isle ilgili tutumlara (is doyumu vb.) ve bu tutumlar araciligiyla ile de
yargi odakli davraniglara neden olurlar. Bu tip davranislar ise duygusal oldugu
gibi muhakemeye dayanan bir boyut da barindirmakta ve genelde daha uzun sii-
ren ve rasyonel bir karar verme siireci sonucunda ortaya ¢ikmaktadir.

Birbiriyle paralellik gosteren bu yaklasimlar temelinde bu calismada degi-
sim siirecinde 6gretmen duygularina odaklanan alan yazin incelenmis ve degisim
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stireci ve 0gretmenlerin bu siirece ne diizeyde katildig1 degisime yonelik duygu-
larla iligkilendirilen en temel faktorlerden biri olarak ortaya cikmistir. Benzer
sekilde bu siirecte saglanan yonetici ve meslektas destegi ve 6gretmenlerin kendi
bireysel 6zelliklerinden kaynaklanan farkliliklar da 6ne cikan diger faktorler ara-
sindadir.

Degisim siirecine katilim diizeyi

Tepeden inme yapilan degisimlerin odaginda olan 6gretmenlerin genelde
kendi meslekleri lizerinde yetersiz kontrolii olmasi ve iyi bir 0gretmen olmakla
ilgili sahip olduklar1 mesleki normlarin bu degisimler sebebiyle riske girmesi ne-
deniyle Kelchtermans (2005), savunmasizligr meslegin yapisal bir kosulu olarak
degerlendirmis ve 6gretmen duygularinin anlamlandirilmasinda bu kosulun goz
Ontinde bulundurulmasi gerekliligine dikkat cekmistir. Benzer sekilde Hargrea-
ves de (1998) 6gretmenlerin degisimi 6grencileriyle kurduklar1 duygusal iligkiler
ve onlar1 merkeze koyan egitim amaclari tizerindeki etkisini degerlendirerek an-
lamlandirdiklarini ve bu boyutlar1 yok sayan degisimlerin ise aslinda 6gretmen-
lik mesleginin 6nemli bir boyutunu goz ardi ettigini gostermistir. Bu baglamda
yazar, 6gretmenligin teknik beceri ile sinirlandirilamayacagini vurgulamis, dola-
yistyla genelde tepeden inme degisimlerin uygulanmasinda siklikla bagvurulan
rasyonalite varsayimi ve adim adim planlamaya verilen asir1 6nemin azaltilip
ogretmenlerin dogaclamast i¢in biraz alan birakilmasini ve planlama ve karar
verme streclerinde kisilerin duygulariin marjinallestirilmesi yerine serbest bi-
rakilmasini 6nermistir.

Ogretmenlik mesleginin normatif 6zelligine vurgu yapan bu calismalar, 6g-
retmenleri egitim-6gretim siireclerinden ve dgrencilerden uzaklastiran degisim-
leri 6zellikle kendilerini yetkisiz ve gii¢siiz hissettikleri durumlarda daha olumsuz
algiladiklarini tutarh bicimde ortaya koymustur. Bu durumu dogrulayan bir ¢alig-
ma Tsang ve Kwong (2017) tarafindan yapilmigtir. Calismanin sonuglari, tepeden
inme yapilan degisimlerin hesap verebilirligi arttirmak icin 6gretmenlerin daha
cok ogretimle ilgisiz olarak algiladiklar1 yeni gorev ve sorumluluklar getirmesi ile
egitimsel amaclariin yonetimsel amaclarla yer degistigini diisiindiiklerini fakat
bu durumu degistirme konusunda gii¢siiz olmalari nedeniyle hiisran gibi olumsuz
duygular hissettiklerini gostermistir.

Degisim siirecine katilim diizeyi ve 6gretmen duygular: arasindaki iligkiyi en
acik sekilde yansitan ¢alismalardan bir digeri de Hargreaves (2004) tarafindan ya-
pilmistir. Calismanin bulgulari, kokeni tepeden inme degisimler olsa dahi 6gret-
menlerin kendi baglattiklar1 degisimlere daha olumlu, tepeden inme degisimlere
ise daha olumsuz duygusal tepkiler gosterdiklerini ortaya koymustur. Tepeden
inme degisimlerin genelde olumsuz duygulara neden olmasinin ardinda yatan
sebepler ise bu degisimlerin dayatilmasi, 6gretmenlerin katkilarinin alinmama-
s1, baskinin yogun olmasi ve yeterli destegin saglanmamasi olarak aciklanmistir.
Calismada ayrica bu degisimlerin 6gretmenlerin odagini degisimi tasarlayanlara
ve yonetenlere yonelttikleri 6fke ve nefret duygulariyla 6grencilerden uzaklas-
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tirdig1 ve kendi amaglarini gerceklestiremeyen ve saygi gordiigiinii hissetmeyen
ogretmenlerin ise hayal kiriklig1 yasamasina neden oldugu ortaya konmustur.

Schimidt ve Datnow (2005) ise degisime yetersiz katilimi olan 6gretmenlerin
degisimi ¢ok sinirh bir sekilde tanimlayabildiklerini ve dahil olmadiklari bir degi-
simin okullarina ne kadar uyumlu olacagina yonelik kaygi, hayal kirikligi/htisran
ve belirsizlik hissetmeleriyle sonuglandigindan bahsetmistir. Calismanin diger bir
¢arpici bulgusu ise yapilandirilmis ve yapilandirilmamig degisimlerin 6gretmen-
lerin bu degisimlere yonelik yarattiklar1 anlamlarda ve hissettikleri duygularda
farkliliklara sebep olmasidir. Yapilandirilmis degisimler daha az yapilandirilmig
degisimlere gore okul diizeyindeki uygulamalarin oldukca agik ve adim adim
belirlendigi ve Ogretmenlerin kendi anlamlarini yaratip uygulamaya dokmesi
konusunda fazla esneklik tanimayan degisimler olarak tanimlanmistir. Farkli
ozelliklere sahip bu degisimlerin dogalar1 geregi hem avantaj hem de dezavantaj-
lar barindirdigy, 6gretmenlerin goriisleriyle ortaya konmus ve “militarist” olarak
betimlenen son derece kati bir sekilde yapilandirilmis degisimlerin getirdigi
uygulamalarin Ogretmenlerin inanglarina uymast durumunda memnuniyet,
keyif ve tatmin; uymamasi ve 0grencilerin iyiligine olmadigina yonelik bir inang
uyandirmasi ve siif i¢i uygulamalarinda birtakim uyarlamalar ve degisiklikler
yapmalarini gerektirdigi durumda ise bikkinlik, hiisran, kiiskiinliik, sugluluk
ve yaratict olamamaktan dolayr kaygi hissettiklerini gostermistir. Daha az
yapilandirilmig degisimlerde ise Ogretmenlerin degisimi kendi uygulamalariyla
tutarh olarak tanimladiklar1 durumda genelde bir tehdit olarak gérmeyip duy-
gusal tepki gostermedikleri, fakat 6gretmenlere yeterli rehberlik ve egitim sag-
lanmadig1 durumlarda bu gibi degisimlerin 6gretmenlerin kaygi, gerginlik, ken-
dinden sliphe etme gibi duygular sebebiyle ortaya ¢ikan hayal kirikligint siklikla
yasadiklarini ortaya koymustur. Diger taraftan 0gretmenlerin okul diizeyindeki
degisimlere kiyasla smif i¢i uygulamalarini etkileyen degisimlere yonelik hem
olumlu hem de olumsuz daha fazla duygusal tepki gosterdikleri sonucuna ula-
stlmistir.

Degisim siirecinde destek ve iletisim

Onemli bir siirec degiskeni olan degisime katilim diizeyinin yani sira degisim
stirecinde saglanan yonetim ve meslektas destegi ve iletisim de hem 6gretmenlerin
duygusal tepkileriyle hem de egitim-0gretim odagini ne kadar koruyabildikleriyle
iliskilendirilmistir. Bu acidan Little (1996), biiyiik 6l¢ekli reform girisimlerine
aktif olarak dahil olan ve reforma istekli 6gretmenlerin artan duygusalliginin
altinda yatan en 6nemli sebeplerden birincisinin enerjilerini 6gretmen-0grenci
iligkisi yerine reformun okul ya da takim geneline yayilmasi ve ilerlemesi icin
meslektaslar, yoneticiler ve veliler gibi yetigkinlerle iligkilerine yonlendirmeleri,
ikincisinin ise artan taleplerin birlesmesi ve es zamanlt olarak degisime yonelik
sembolik ve materyal desteginin azalmasi oldugu sonucuna ulagsmistir.

Degisime uyum siirecinde dgretmenlere yeterli zamanin taninmamasi ya
da Ogretmenlerin degisimlerin gerekliliklerini kargilama sorumlulugu altinda
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ezilmig hissetmesi Reio Jr.’a (2011) gore 6gretmenlerin degisimin basarisi i¢in
O0grenmesi gerekenleri 6grenememesi ve degisime adapte olamamasi ihtimalini
arttirmaktadir. Bu acidan degisim ortaminda 6gretmenlerin gorevlerini basa-
riyla yerine getirebilmeleri ve 6grencilerin 6grenmelerini saglayabilmeleri igin
oncelikle yeni bilgileri kendilerinin 6grenmelerinin alt1 cizilmis ve profesyonel
gelisim etkinliklerine ek olarak gorece daha az resmi yollar olan mentorluk, 6z-
yOonetimli 6grenme ve deneyimli meslektag ve yoneticilere danismanin dnemine
vurgu yapilmugtir. Ogretmenlerin degisime yonelik duygularinin, sosyallesmeye
dayali 6grenme, gelisme ve performans diizeylerini etkiledigini savunan yazara
gore degisimle ilgili belirsizligin azaltilmasi, profesyonel gelisim etkinliklerinin
saglanmasi ve 0gretmenlerin katkilarinin alinmasi degigimle ilgili daha olumlu
duygularla iligkilendirildigi gibi 6gretmenlerin kendilerini gelistirme konusunda
daha yiiksek motivasyona sahip olmalarin1 da saglayacaktir. Diger taraftan 6g-
retmenlerin 6grenmeye yonelik istek ve motivasyonlari iizerinde aksi yonde etki
yapan degisimlerle ilgili kaygi ve 6fke gibi olumsuz duygularin azaltilmasi icin ise
yoneticilerin igbirligine dayali 6grenmeyi desteklemesinin ve bilginin serbestce
dolastig1 agik bir iletigsim ortami yaratmasinin alt1 ¢izilmistir.

Benzer sekilde reforma oldukea istekli bir 6gretmenin deneyimlerini 6rnek
olay olarak sunan van Veen, Sleegers ve van de Ven (2005), yine hiikiimet kay-
nakli bir degisimi uygulamaya gegen ve bu degisimi 6grenciler icin diisiinme ve
yansitma agisinda faydali gordiigi gibi kendi agisindan da profesyonel gelisim fir-
sat1 olarak goren bir 6gretmenin, is yiikiindeki artig ve dolayisiyla yasadigi zaman
sikintisinin meslektaglari, okul yonetimi ve iist yonetiminden destek goremedigi
durumda nasil kaygi, 6fke, sugluluk, utanma gibi olumsuz duygularla ifade edildi-
gini gostermistir. Bu duygularin altinda yatan sebepler ise 6gretmenin motivasyon
ve Ozgiiveni tizerindeki etkisi bakimindan kisisel, 6gretmen olarak sorumluluklari
ve Ogrencilerin 6grenmeleri gerekenler ve 6grenme sekilleri tizerindeki etkisi
bakimindan ahlaki ve zaman sikintisi ve destek beklentisi sebebiyle 6grencilerle,
meslektaglarla ve okul yonetimiyle iligkilerine etkisi bakimindan sosyal kaygila-
rin ortaya c¢ikmasi olarak aciklanmigtir. Bu bakimdan calismadan ¢ikarilan en
temel sonuclar, 6gretmenlerinin degisim deneyimlerinin ¢alisma kosullari, okul
yonetimi, meslektaslar ve 0grencilerin etkisiyle sekillendigi ve degisime yonelik
direncin her zaman olumsuz bir anlamda degerlendirilmemesi gerektigi, bazen
de ogretmenlerin deneyimlerinden ortaya cikan ve iyi bir egitim ve dgretim igin
duyduklari kaygiy1 ifade etmenin bir yolu oldugudur.

Degisim siirecinde saglanan destek, 6gretmenlerin yalnizca paylasim yapip
kendilerini gelistirmelerine imkan sagladigi icin degil ayn1 zamanda degisimi uy-
gulamaya devam etmeleri icin bir itici gii¢ yaratarak 6gretmenlere gordukleri
destegin karsiligin1 verme konusunda bir motivasyon da sagladigi icin oldukca
kritiktir. Bu durum Saunders (2013) tarafindan yapilan calismada acik¢a or-
taya konmustur. Calismanin bulgulari, 6gretmenlerin degisim siirecinde risk
alip denemeler yapmasi konusunda giic veren, bu denemelerin sonuclarindan
ogrenmesini  destekleyen ve kaygillari1 paylasabilecekleri rehberleri,
meslektaslar1 ve yoneticilerinin olmasinin aslinda uygulama stirecinde yasadik-
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lar1 olumsuz duygularla bag etmelerini saglayip yollarina bagka engeller ¢iksa da
devam etme enerjisini veren en Onemli etkenlerden oldugunu gostermistir.

Baglamsal faktorler

Degisimin hangi ortamda gergeklestigi degisimin hedefindeki kisilerin tep-
kilerinde 6nemli fark yaratan bir faktor olarak degerlendirilirken (Oreg vd.,
2011), degisimle ilgili duygular1 yordayan lidere giiven gibi baglamsal faktorlere
odaklanan ¢aligmalarin yetersizligi kar amaci giiden Orgiitler icin vurgulanmistir
(Agote, Aramburu & Lines, 2016). Alan yazin incelendiginde egitim 6rgiitlerinde
de duygular1 6nceleyen baglamsal faktorleri inceleyen nadir caligmaya rastlamis-
tir. Bu calismalardan biri Tiirk egitim sisteminde okul miidiiriine ve Milli Egitim
Bakanligi'na (MEB) yonelik giivenin 6gretmenlerin degisime yonelik olumlu ve
olumsuz duygularyla iligkilerini incelemistir (Zayim-Kurtay & Kondakci, 2019).
Tirk egitim sisteminin egitim kademelerinin yeniden yapilanmasini dngoren
4+4+4 degisimi baglaminda yapilan ¢alismanin sonuglari, MEB’e duyulan gii-
venin 0gretmenlerin degisime yonelik hem olumlu hem de olumsuz duygulariin
yordanmasinda etkili oldugunu fakat okul midiiriine giivenin yalnizca olumlu
duygularin yordanmasinda etkili oldugunu gostermistir. MEB’e duyulan giivenin
okul miidiiriine duyulan giivene gore calisgmada daha etkili bir rol oynadigini gos-
teren bulgular, Tirk egitim sisteminin merkeziyetci yapisi ve okul miidiirlerinin
ulusal diizeydeki degisimlerin planlamasi ve uygulamasi asamasindaki gorece
etkisiz rolii ile iligskilendirilirken, degisimin gerceklestigi i¢c ve dig ortamin poli-
tik, yapisal ve kiiltiirel 6zelliklerinin 6gretmen duygulariyla nasil iligkili olduguna
yonelik calismalarin eksikligi de gelecekte yapilacak caligmalar icin dnemli bir
bosluga isaret etmistir.

Boylamsal bir calisma kapsaminda yaptigi derinlemesine goriismeler ve
uzun stireli gozlemler sonucunda Datnow da (2018) &gretmen isbirliginin ve
takim calismasinin aktif olarak kullanildigi okul ortamlarinda degisime yonelik
duygularin nasil deneyimlendigini ortaya koymustur. Bu calismaya gore, 6gret-
menlerin giiclii bir profesyonel 6grenme toplulugu icerisinde degisimin getirdi-
gi zorluklarla tek bagina degil beraber sekilde hareket etmesinin ve buna eslik
eden destekleyici liderligin 6gretmenlerin degisimle ilgili hissettigi stres ve kaygi
gibi duygularla bas etmelerini kolaylastirmaktadir. Bu bakimdan, 6gretmenlerin
giiven ve destek gordiikleri bir ortamda degisimi tecriibe etmelerinin diger arzu
edilen orgiitsel ve kisisel sonuclarinin yaninda degisim stirecinde de daha olumlu
sonuclar ortaya cikarabilecegi sdylenebilir.

Bireysel faktorler

Degisime yonelik ortaya cikan duygularin degisim siirecindeki temel birta-
kim siirec ve baglam degiskenlerine gore farklilik gdstermesinin yani sira dnceki
¢aligmalar, duygusal deneyimlerin kisiden kisiye degistigini de ortaya koymustur
(6rnegin; Kelchtermans vd., 2009; Zembylas, 2010). Bu noktada hangi bireysel
degiskenlerin etkili olduguna yonelik egitim orgiitlerinde az caligmaya rastlanmig
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olmasina ragmen ortaya konan sonuglar kisi diizeyindeki degiskenlerin deneyim-
lenen duygular ile diger orgiitsel ve degisimle ilgili degiskenler arasindaki olasi
iliskilerin dogasinda farklilastirici bir rol oynayabilecegine de isaret etmektedir.

Kelchtermans (2005), 6gretmenlerin mesleki normlarina ve gorevlerine
yonelik algilarinin degismesine neden olan reform girisimleriyle ilgili duygusal
tepkilerinin ve degisimle basa ¢ikma bigimlerinin, kimlikleriyle ilgili yarattiklar1
anlamlar ile i¢inde bulunduklar1 profesyonel ortamin politik ve sosyal 6zellikle-
rinin yaninda kisilerin yas ve kariyer basamaklar1 araciligiyla da sekillendigini
vurgulamustir. Kigilerin degisim deneyimlerinin gelisimsel ve psikolojik boyutla-
rina vurgu yapan Hargreaves de (2005b) kariyerinin basinda, ortasinda ve so-
nunda olan 6gretmenlerin degisime yonelik duygusal tepkilerini incelemis ve
yas, kariyer basamagi ve kusak farkliliklarinin duygusal tepkilerde fark yarattig
sonucunu ortaya koymustur. Buna gore kariyerinin bagindaki 6gretmenlerin ken-
di kusaklarinin icinde bulundugu giivensiz ortam icerisinde gelistirdikleri daha
yiiksek uyum becerileri ile degisimle ilgili daha hevesli ve iyimser hissettiklerini,
kariyerinin sonundaki 6gretmenlerin ise fiziksel olarak yipranmalarinin yaninda
ogretmenlik kariyerleri boyunca yasadiklar1 bircok degisim deneyiminin yorucu
ve yipratici etkisiyle daha fazla direng gosterdiklerini fakat yaklagan emekliligin
getirdigi rahatlama hissiyle kayip duygusu yasamadiklarini; kariyerinin ortasin-
daki 6gretmenlerin ise heveslerinin bir kismini hala muhafaza ettigi ve artan 6z-
giivenleri ve yetkinlikleri ile secici bir sekilde baz1 degisimlere acik olabildikleri
gOrillmustir.

Van Veen ve Sleegers (2006) ise 6gretmenlerin profesyonel egilimlerinin
degisimi nasil degerlendirdikleriyle oldukea iliskili oldugu sonucuna varmistir.
Arastirmanin sonuclart 6grenci ya da 6grenme merkezli olan 6gretmenlerin
siiflarda 6grenci merkezli bir yaklasim uygulanmasini gerektiren bir degisimi
kendi egilimleriyle uyumlu buldugunu, 6gretmen olarak tek gorevlerinin 6gre-
tim olmayip 6grencileri etkileyecek politikalarin belirlenmesinde yer almanin da
gorevleri dahilinde oldugunu dustindiiklerini ve bu sebeple sorumluluklari pay-
lagma, destek ve tavsiye alma konusunda meslektaglarla iligskilerine deger verdik-
lerini degisime yonelik daha olumlu duygular ifade ettiklerini ve degisimin pro-
fesyonel kimliklerini giiclendirdigine inandiklarini géstermistir. Diger taraftan
ogretmen ve icerik merkezli bir egilim sergileyen 6gretmenlerin, bu egilimleri ve
degisimi uyumsuz buldugu, en temel gorevlerinin 6gretim oldugu ve bu sebep-
le meslektaglar ve okulla ilgili politika belirlenmesi gibi gorevlerin onlari temel
amaclarindan uzaklastirdigini diisiindiikleri, degisim sebebiyle profesyonel kim-
liklerini tehdit altinda hissettikleri icin olumsuz duygular ifade ettikleri sonucuna
ulasilmistir. Tablo 1’de bu calisma kapsaminda 6gretmenlerin degisime yonelik
duygulariyla birlikte incelenen degiskenler sunulmustur.
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Tablo 1.
Degisime Yonelik Ogretmen Duygulanyla Birlikte Incelenen Degiskenler

Kategori Degisken

Degisim siireciyle ilgili faktorler * Degisim siirecine katilim diizeyi
* Yonetici ve meslektag destegi
+ Ogrenme imkanlari
o lletisim
Baglamsal faktorler * Giiven

* Profesyonel 6grenme topluluklari ve ta-
kim calismast

Bireysel faktorler e Kimlik duygusu
* Profesyonel egilim
* Yas

e Kariyer basamaklari

Tartisma, Sonuc ve Oneriler

Duygularla ilgili var olan hatal kanilara ve orgiitsel baglamda baskin ola-
rak goriilen ve duygular1 marjinallestiren diisiince yapisina ragmen yapilan ¢a-
ligmalar, degisimin ve degisimin getirdiklerinin dgretmenlerin amaclarini ve
deneyimlerini etkilemesi durumunda duygu uyandiran bir siire¢ oldugunu ortaya
koymustur (Hargreaves, 2004; Kiefer, 2005). Ayrica Oreg vd. (2011) ve Weiss ve
Cropanzano (1996) tarafindan da vurgulanan duygularin tutum ve davramniglar
tizerindeki olasi etkisi, 6gretmenlerin degisime yonelik duygularinin da degisime
yonelik takinacaklari tutum ve degisimi desteklemek icin ne Olglide ¢aba har-
cayacaklarini belirleyen 6nemli unsurlardan olduguna isaret etmistir. Yapilan
degisimlerin ve degisimin etkisiyle yasananlarin 6gretmenler tarafindan 6nem-
li goriilmesi ve degisimin sonuglarinin olumlu ya da olumsuz degerlendirilmesi,
duygu olusumu ve duygunun niteligini belirleyen 6nemli kriterlerken; degisimin
nasil uygulandigi ve hangi ortamda deneyimlendigi de duygularin sekillenmesin-
de ve ifade edilmesinde olduk¢a 6nemli faktorler olarak ortaya ¢ikmustir.

Bu anlamda degisimin planlanmasi ve uygulanmasi siirecinde dgretmen ka-
tiliminin en fazla dikkat ¢ceken faktor oldugu soylenebilir (6rnegin; Schimidt &
Datnow, 2005; Tsang & Kwong, 2017). Okul ortamindaki uygulamalar konusun-
da yeterli bilgi sahibi olmayan yoOneticiler tarafindan adim adim planlanan ve
katilimli karar verme siirecinden yoksun degisimler ise Ogretmenlik meslegini
son derece mekanik bir boyuta indirgeyip tiim 6gretmenlerin degisimi dogru uy-
gulamak i¢in yonergeleri takip etmeleri gerektigi mesajini ileterek 6gretmenligin
duygusal boyutunu yok saymakta, tiim 6gretmenleri ve okullar1 standardize edip
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hem bireysel hem de baglamsal farkliliklar1 géz ard: etmekte ve 6gretmenlerin
kendilerini degersiz hissetmesine neden olmaktadir (6rnegin; Hargreaves, 1998;
Zembylas, 2010). Bu acidan degisim siirecinde katilimli karar vermeyi destek-
leyen mekanizmalar kullanilmasi 6zellikle merkeziyetci sistemler igin oldukca
onemli oldugu gibi ayn1 zamanda §gretmenlerin degisim uygulamalarinda yara-
ticiliklarini kullanabilecekleri, kendi yorumlarini katabilecekleri ve kendilerini
degisimin bir parcasi olarak hissedebilecekleri alanlarin saglanmasi da oldukca
kritiktir. Bu da 6zellikle okul yoneticilerinin 6gretmenlerin yaraticiliklarini orta-
ya ¢ikaracak olumlu, destekleyici, esnek ve igbirlik¢i bir okul kiiltiirii yaratmasiyla
miimkiin olacaktir.

Diger taraftan alan yazin, degisim siirecinde 6gretmenlere taninacak 6zerk-
ligin sinirlarinin net olarak tanimlanmasinin da oldukca 6nemli oldugunu isaret
etmistir (6rnegin; Schimidt &Datnow, 2005). Uygulamasi tamamen 6gretmen-
lere birakilan degisimlerin de 6gretmenleri belirsizlik ve soru isaretleriyle bag
basa birakabilecegi ve bu durumun da yeni bir kaygi kaynagi olabilecegi, dola-
yistyla 6gretmenlerin degisim stirecinde bilgi paylasimi, destek ve rehberlige de
oldukga ihtiyaci oldugu ortaya konan diger 6nemli bulgulardandir. Bu bakimdan
merkezi otoritelerce uygulanan degisimlerle ilgili saglanan hizmetci egitimler,
bu egitimlerin icerigi, ne sekilde ve hangi zaman araliginda sunuldugu, degisim
stirecinde saglanan materyal ve bilgi destegi ve 0gretmenlerin degisimleri 6zim-
seyip uygulamaya gegebilmesi icin yeterli zamanin saglanmasi sistem diizeyinde
diisiintilmesi gereken 6nemli boyutlardir. Okul diizeyinde de 0gretmenlerin daha
olumlu duygular hissetmesi ve degisimi uygulamaya devam etme motivasyonla-
riin stirdiiriilmesi igin bilgi ve deneyim paylasimi yapabilecekleri, takim halinde
calisip degisimle ilgili sorunlara ortak ¢oziimler iiretebilecekleri ve profesyonel
gelisim imkanlarinin desteklendigi bir okul ortami icin yOneticilerinin firsat ve
imkan yaratmasi gerekmektedir.

Deneyimlenen duygularin farkli nedenleri ve sonuglari oldugundan yola ci-
karak olumlu ve olumsuz duygularin aslinda birbirinin zitt1 olmadig1 ve ayni1 anda
farkli yogunluklarda hissedilebilecegi (6rnegin; Kiefer & Briener, 2006) ve degi-
sime yonelik olumlu ve olumsuz duygularin farkli 6rgiitsel degiskenlerle birbirin-
den farkli ve gérece bagimsiz iligkilerinin oldugu (6rnegin; Zayim-Kurtay & Kon-
dakci, 2019) alan yazinda ortaya konan diger 6nemli bulgulardandir. Bu acgidan,
olumlu duygular artarken olumsuz duygularin ayn1 oranda azalmadigi, duygu-
larla ilgili vargulanmasi gereken en dnemli noktalardandir. Dolayisiyla degisim
stirecinde gliven ortami, destek ve katilimin saglanmasi ve doniisiimci liderligin
sergilenmesi gibi yontemlerle 6gretmenlerin degisime yonelik olumlu duygulari
arttirilabilecegi halde bu durumun 6gretmenlerin olumsuz duygularini ayni oran-
da azaltmayabilecegi ve olumsuz duygularin kaynaklariin kendi icinde belirle-
nip ele alinmasi gerektigi ¢cikarimi yapilabilir. Dolayisiyla degisim ajanlarinin ve
degisimi yonetenlerin odaklanmasi gereken bir diger 6nemli konu, hem olumlu
hem de olumsuz duygularin degisim baglaminda degerli oldugu ve 6gretmenlerin
olumlu duygulari arttirilirken es zamanl olarak olumsuz duygularinin azaltilma-
sidir. Bu durumda kisilerin bugiinkii degisim deneyimlerini etkileyecek makro ve
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mikro Olcekteki faktorlerin istenen hale getirilmesinin yani sira degisim yoneti-
cilerinin diigiinmesi gereken diger bir dnemli nokta ise kisilerin ge¢mis degisim
deneyimlerinden getirdikleri 6zellikle olumsuz duygularin giincel degisimlere
yonelik duygular tizerindeki olasi olumsuz etkisidir (0rnegin; Kiefer, 2005; van
Veen & Sleegers, 2009). Bu noktada liderligin sembolik ve kiiltiirel boyutu da
on plana ¢ikarken, kisilerde olumlu duygular uyandiracak degisim deneyimleri
ve baglatilan degisimlerle ilgili paylagilan bir anlam yaratmak hem giincel degi-
simler icin olumlu bir atmosfer yaratma ve duygu uyandirma ihtimaline sahipken
hem de gelecekteki degisimler i¢in olumlu bir referans olarak gorev yapacaktir.

Diger taraftan degisim siirecinde yasanan duygularin kisilerin hem ani ve
hem de daha uzun vadede verdikleri degisimle ilgili kararlarini ve degisim uygu-
lama gibi davranislarini etkileme olasiligina sahip oldugu (Saunders, 2013; Weiss
& Cropanzano, 1996) bilgisinden hareketle, tiim siireg biitiin 6geleriyle uyumlu
ve biitiinsel bir yaklagimla degerlendirilmeli, olumsuz duygulara sebep olan du-
rumlar incelenmeli ve ele alinmali, es zamanli olarak olumlu duygulara neden
olan durumlar arttirilmali ve giiclendirilmelidir. Aksi durumda 6gretmenler de-
gisime yonelik olumsuz tutum ve davraniglar gelistirebilirler. Sistemsel diizeyde
oldukga biiyiik yatirimlarla yapilan degisimlerde bu durum, maddi yatirimlarin,
emegin ve zamanin kayb1 anlamina geldigi gibi; sinif diizeyinde de 6gretmenlerin
birincil odagimin 6grenci ve egitimden degisime nasil adapte olacaklarina, po-
tansiyel olumsuz duygularina ve bu duygulari yonelttikleri kisilere ve durumlara
kaymasi halinde de 6grenci sonuglari ve kendi profesyonel kimlikleriyle ilgili ola-
st olumsuz etkilerle sonuglanabilir. Bu durum ise 6grenciler de dahil her paydas
icin kayip anlamina gelmektedir.

Degisim siirecindeki duygularin 6gretmenler icin nelerin risk altinda oldu-
gunu gostermesi (Zembylas, 2010) aslinda duygularin yogun rasyonalite odagiyla
bastirilmasi ya da yok sayilmasiyla degisim yoneticilerinin siiregte nelerin ele ali-
nip diizeltilmesi ya da giiclendirilip arttirilmasi gerektigiyle ilgili onemli bir¢ok
bilgiyi de kullanamamasi anlamina gelmektedir. Fakat alan yazinin da gosterdigi
gibi duygular1 etkileyen faktorler hem bireysel 6zelliklerden, hem degisim siireci
ve gerceklestigi kosullardan, hem de iilkenin sosyopolitik 6zelliklerinden etkilen-
mektedir. Dolayisiyla van Veen ve Sellegers’i da (2009) vurguladig: gibi reform
ortaminda o6gretmenlerin bireysel dzelliklerini ve ortamin 6zelliklerini ayni anda
dikkate alan yaklagimlara ihtiya¢ vardir. Ogretmen duygulariyla ilgili yapilan
calismalarda bu eksikligin tam anlamiyla giderilmedigi goriilmektedir. Ozellikle
degisimin hangi baglamda tecriibe edildigi ve ortaya cikan duygularin bu bag-
lamdan nasil etkilendigine yonelik arastirmalara ozellikle farkli egitim sistemleri
cercevesinde hala ihtiya¢c duyulmaktadir. Bu anlamda 6gretmenlerin degisimleri
deneyimledigi orgiitsel baglamda giivene ek olarak, orgiit kiiltiirii ve iklimi ve
kisinin is ortamini nasil tanimladigina odaklanan orgiitsel adalet ya da kendi isi-
ne yonelik algiladig1 kontrol gibi degiskenlerin degisime yonelik duygularla ilis-
kisinin arastirilmasi oldukca 6nemlidir. Benzer sekilde alan yazinda duygularin
kisilik ozellikleri ve kisinin egilimleri ¢cercevesinde sekillendigini vurgulayan ca-
lismalar (Kelchtermans vd., 2009; Weiss & Cropanzano, 1996) olmasina ragmen,
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yine bu degiskenler genelde egitim orgiitlerinde oldukca az incelenmistir. Bu
degiskenlerin degisim siirecindeki duygularla iligkisi oldukca faydali sonuglar or-
taya koyabilecegi gibi, bu degiskenlerin deneyimlenen duygular ile diger orgiitsel
ve degisimle ilgili degiskenlerin iligkisinin dogasini farklilastirma ve duygulara
yonelik daha derin bir anlayis gelistirme ihtimalinin de olmasi istatistiksel olarak
farklilastirict (moderator) rollerinin test edilmesinin de 6nemli olduguna isaret
etmektedir. Bu anlamda olumlu ve olumsuz duygulanim, egilimsel direng ve bag
etme becerileri 6gretmenlerin degisim siirecindeki duygularini ve sonrasindaki
tutum ve davraniglarini etkileme ihtimaline sahip degiskenlerdir.

Son olarak, 0gretmen duygularinin hem bireysel hem de isle ilgili sonucla-
rinin olabilecegini (Oreg vd., 2011) ve duygularin tutumlar araciligiyla degisimi
destekleme davranisi gibi yargi odakli davranislara neden olabilecegini (Weiss &
Cropanzano, 1996) isaret eden teorik yaklagimlara dayanarak duygularin bahsi
gecen sonug degiskenleriyle iligkisine yonelik ampirik temele dayanan bilgi biri-
kimin gelistirilmesi degisim siirecinde duygularin degerinin anlagilmasina katki
saglayacaktir. Bu durum, sonug degiskenlerinin degisimin kurumsallagmast itiba-
riyle incelenmesini gerektirmektedir ve boylamsal calismalar bu alandaki ihtiyaci
karsilama konusunda 6nemli bir gereklilik olarak karsimiza ¢ikmaktadir. Alan
yazinda vurgulanan ve gelecek arastirmalarda degisime yonelik 6gretmen duygu-
lartyla iligkilendirilebilecek sonug degiskenleri ise Orglitsel vatandaslik davranisgt,
is doyumu, Orgiite baglilik, degisimi destekleme davranisi, list yonetime giiven ve
ogretmen kimligi olarak 6rneklendirilebilir.
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