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Teachers are accepted as key factors for the success of change initiatives during
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design was used. The study group consists of 517 teachers at primary, secondary and
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L high schools selected via cluster and convenience sampling methods. It has been found
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Readiness for change through multiple linear regression analysis that sub-dimensions of psychological

. 8¢, empowerment (meaning, impact, competence and self-determination) predict
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Teacher empowerment teachers’ cognitive, emotional and intentional readiness for change significantly.

P ' However, it has been revealed that self-determination and competence for cognitive
readiness; self-determination for emotional readiness; self-determination,
competence and impact for intentional readiness are found to be significant
predictors. These results were discussed in terms of theories of self-determination and
self-efficacy and some suggestions were made for the Turkish education system in
practice.

Ogretmenleri Degisime Hazirlamak: Psikolojik Giiglendirmenin Bireysel
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Egitim reformu zamanlarinda degisim girisimlerinin basariya ulasmasinda 6gretmenler
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anahtar bir faktor olarak gortlmektedir. Dolayisiyla degisim donemlerinde 6gretmen

Makale Gegmisi: glgclendirmeye vurgu yapilmaktadir. Ancak glglendirmenin 6gretmenlerin degisime
Gelig 22.10.2019 yonelik tutumlarinda ve degisim surecinde nasil bir rol aldigina yonelik alan yazininda
Dlzeltme 12.03.2020 bir bosluk vardir. Bu kapsamda arastirmada, 6gretmenlerin psikolojik giiglendirmeleri
Kabul 01.04.2020 ile bireysel degisime hazir olmalari arasindaki iliskiyi incelemek amaglanmistir.
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kullanilmistir. Arastirmanin galisma grubunu ise ilkokul, ortaokul ve lise kademelerinde
gorev yapan kiime 6rnekleme ve kolay ulasilabilir 6rnekleme ydntemi ile belirlenen
517 6gretmen olusturmaktadir. Yapilan ¢oklu dogrusal regresyon analizi sonucunda
psikolojik giiglendirme alt boyutlarinin (anlam, etki, yeterlik ve 6zerklik) 6gretmenlerin
degisime bilissel, duygusal ve niyet olarak hazir olmalarini anlamh sekilde yordadigi
belirlenmistir. Ancak bilissel hazir olma igin psikolojik glglendirmenin o6zerklik ve
yeterlik duygusal hazir olma igin 6zerklik, niyet olarak hazir olma igin ise 6zerklik,
yeterlik ve etki boyutlarinin anlamli yordayicilar oldugu tespit edilmistir. Bu sonuglar 6z
belirleme, 6z yeterlik kuramlari ve Tiirk Egitim Sistemi baglaminda tartigilarak pratige
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Introduction

Schools are, as socially open systems, sensitive to internal and external changes. Social, political,
cultural, economic, technological and global changes at macro level create pressure for change on the
school as well as duty, objective, structure, human resources and current technology at micro-level do
(Lunenberg & Ornstein, 2013). Change is an essential part of organizational life (Vakola, 2013). Today,
many countries are trying to keep up with changes by means of initiatives. Environmental changes effect
schools while schools have an impact on the environment in terms of their outputs. This mutual
relationship makes changes necessary for schools. Schools’ functioning well greatly depends on their
understanding, interpreting and adapting the environment (Ozdemir, 2000).

The main points generally referred by senior management while planning change are the reform
areas, how to apply, who will be responsible and how the official procedures will be organized.
However, the human factor, one of the most important factors in the change process is usually ignored
(Beer & Nohria, 2000; Zayim & Kondakgl, 2014). Consequently, a resistance causing the process into
failure reveals (Zimmerman, 2006) and the change initiatives which bring financial and staffing burden
to organizations may fail. (Kondakgl, Zayim & Caliskan, 2013).

Various factors have an impact on a successful organizational change process. The change itself,
organizational structure, the contextual and individual factors can be determinants of success or failure
of the change process. Teachers and school managers are vital for realizing change and fulfilling
expectations. Organizational change will not work properly without the staff's change. There is a
consensus that the most important figure in the success of organizational change is the teachers
(Erdogan, 2015; Fullan, 2007; Kin, Kareem, Nordin & Bing, 2018). Teachers are both the source and the
mediator of change at school. Teachers are well aware of students’ needs in learning process as they are
so close to each other. Thus, teachers are expected to play an important role in the organizational
change process (Kin & Kareem, 2017). In this context, studying on teachers’ reactions and attitudes to
the change process can supply practical information to lead change practices.

Researchers use different tags or definitions for the attitudes to organizational change: positive
statements like preparing for change, commitment to change, openness to change and accepting
change or negative statements like resistance against change, cynicism on organizational change; and
both these positive and negative terms are used interchangeably with each other (Tai & Kareem, 2019).
The interest on individual readiness for change has increased in recent years thanks to Vakola (2013)
and Peterson and Baker’s (2011) conceptualizing the preparements for change, taking readiness for
change as antecedent of resistance against change (Armenakis, Harris & Mossholder, 1993; Holt,
Armenakis, Harris & Feild, 2015) and accepting change preparements as prior condition for reducing
resistance and empowering supporting characters (Kondakgi, Zayim & Caliskan, 2013). When the current
situation is readiness for change; organization’s members begin to accept change and the resistance
decreases. If the members are not ready for change, it can be refused and negative reactions like
sabotages, absenteeism and impeding the production may occur (Bouckenooghe, Devos & Van den
Broeck, 2009).

Individual readiness for change is found acceptable particularly for two reasons. Firstly, according to
Holt et al. (2015), organizations tend to change as they are complex human systems and thus, defining
the meaning of organizational habits and being ready and with regard to the perspective of the ones
who prepare them for change. Secondly, when the organizational change begins, it should be applied. In
other words, organizational change practically depends on members’ change. Organizational change
cannot be managed without practicers’ willingness for changing themselves and supporting
organizational change programme. If the members are not ready enough, these changes cannot be
reached (Vakola, 2013). In this context, it can be stated that teachers’ individual readiness for change
will contribute to both group dynamics and school’s change readiness.

In recent studies dealing with the factors affecting individual readiness for change; it has been found
that some variables significantly predict being ready for change such as process (social interaction,
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participatory management and information sharing) and result (job satisfaction and workload
perception) (Kondakgl, Beycioglu, Sincar & Ugurlu, 2017); leadership (Santhidran, Chandran ve
Borromeo, 2013), organizational commitment (Nordin, 2012), school culture (Gilig, 2015) and trust (Celik
& Gencer, 2011; Zayim & Kondakgl, 2014). In their literature review, Oreg, Vakola and Armenakis (2011)
state self-efficacy, self-respect and locus of control as individual factors affecting readiness for change.
Although teacher empowerment is one of the most frequently remarked subjects at the stages of
change in literature, a proper study dealing with the possible relationship between teacher
empowerment and their readiness for change has not been reported yet. It can be claimed that teachers
with high self-efficacy who find their jobs meaningful and have an impact on autonomy and job-process
can be highly ready for change. Thus, within this study, it was tried to reveal the possible relationship
between teachers’ perceptions of psychological empowerment and their readiness for change.

Readiness for Change

Individual attitudes and beliefs for the change have been subject to many researches from different
perspectives. Openness to change (Miller, Johnson & Grau, 1994; Wanberg & Banas, 2000), resistance to
change (Oreg, 2006), readiness for change (Holt et al., 2015; Hustes & Owens, 2018), commitment to
change (Santhidran, Chandran & Borromeo, 2013), change cynicism (Watt & Piotrovski, 2008) are the
most frequently discussed topics.

Failure at the change process is commonly related to workers’ resistance (Chawla & Kelloway, 2004).
Individuals’ not being sure about current abilities and whether their contributions will still have value in
the future (Helvaci, 2015), preferring to do their jobs by using ordinary ways which they are accustomed
to instead of new ways (Schlechty, 2011), belief that change does not get on with the organizational
goals and interests (Robbins, Decenzo & Coulter, 2013), fear of being inefficient, threats against
authority and effect, negative perspective against those who refer to change and distrust (Kogel, 2014)
are leading sources for resistance. To decrease workers’ resistance for change, especially individual
readiness for change is emphasized in literature (Armenakis et al., 1993; Gratz; 2018; Vakola, 2013).

Readiness for change has been taken from organizational literature dealing with the attempts to
prevent workers’ resistance against change. In an early model, Lewin, an organizational psychologist,
built a model in which not only workers’ resistance could be prevented but also supporting them and
expediting their readiness for change (Gratz, 2018). Some (Holt et al., 2015; Vakola, 2013) also have
claimed that resistance against change and positive or negative attitude for change are the outputs of
high or low individual readiness for change. Thus, it can be inferred that while readiness for change is
stating behaviours before change, resistance mostly arises from not being ready for change.

In their studies, Peterson and Baker (2011) and Vakola (2013) have divided change into three
dimensions; individual preparations, group preparations and organizational preparations through their
attempts dealing with different levels of change. As individuals create groups and groups create
organizations, individual preparation for change is the key to organizational change. Though there are
similarities in the definitions for readiness to change made by many researchers; there are also those
dealing with different features and dimensions. Especially the one by Armenakis et al. (1993), “readiness
for change is basically people’s beliefs, attitudes and intentions to what extent change is necessary and
how their institutions can apply them”, is the key for further researches. Holt et al. (2015), defines
readiness for change as an extensive attitude for identifying people’s cognitive and emotional tendency
to accept a plan for changing by being aware of status quo which is simultaneously affected by content,
process and context. Piderit (2000) and Bouckenooghe et al. (2009) have conceptualized readiness for
change as a three-dimensional structure; cognitive, emotional and intentional readiness. Bouckenooghe
et al. (2009) stated that such a multi-dimensional conceptualizing would help us consider the whole
complexity of a phenomenon. Therefore, within this study, readiness for change was taken as a three-
dimensional structure; cognitive, emotional and intentional readiness. Cognitive readiness emphasizes
on negative and positive sides of change, deals with individuals’ opinions whether the organization
needs change or not. Emotional readiness focuses on individuals’ emotions for change while intentional
readiness deals with people’s energy for future change and their intentions for such attempts.
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Various models have been developed to realize the organizational change in literature. Lewin’s
(1947) change process model has been a reference point for many other models. Armenakis and Harris'
(2009) model, with three stages, includes recognition, preparation for change and institutionalization.
Readiness for change stands for disengagement in Lewin’s model (Gratz, 2018). However, mostly,
disengagement and changing steps happen together then, readiness for change in Lewin’s model stands
for both steps. According to Armenakis et al. (1993) an effective change process is based on five beliefs.
These are contradiction, suitability, competence, individual support and worthiness (Armenakis & Harris,
2009). Burke and Litwin’s (1992) change model focuses on two basic areas; transformational change and
operational change. In Oterkiil and Ertesvag’s (2012) study dealing with school curriculum change based
on Burke-Litwin’s organizational change model (Burke & Litwin, 1992; Burke, 2008); the factors affecting
change are considered as external, in-school and individual ones. The factors such as government
policies, school’s environment and all others which externally effects school are taken as external-
factors, whereas; management practices, structures, sources and climate are in-school and finally
knowledge, competences, beliefs, values and motivation are individual factors.

Especially, contextual factors have been investigated through the studies dealing with the factors
affecting individual readiness for change at schools. Thus, such studies on individual readiness for
change are limited. Kondakg! et al. (2017) remarked that teachers’ attitudes for change could not be
limited to change time but, contextual and individual factors have an impact on readiness for change. In
this context, it can be stated that psychological empowerment, by means of motivating side, can affect
teachers’ readiness for change.

Psychological Empowerment

Empowering staff is originally a business term and during the 1990s it was also started to be
discussed for schools. The outstanding causes for environmental empowerment are developments in
information processing technologies, increasing competition, staff with high competences and
expectations, individuals’ and information’s being the most vital factors in competition and continuously
changing environment (Dogan, 2006). Empowerment is taken in terms of three points of views;
structural empowerment, psychological empowerment and empowering leadership. Structural
empowerment focuses on sharing power in order to convert workers to the owners of the corporation
and managerial empowerment. Psychological empowerment, on the other hand, focuses on
psychological experiences of empowering practices. Finally, empowering leadership deals with which
types of behaviours are suitable for leaders and to what extent they will enlarge workers’ psychological
empowerment. Some claim that psychological and structural empowerment are not separate bodies;
psychological empowerment can only be reached by means of structural empowerment (Menon, 2001;
Paskillioglu & Altinkurt, 2017).

Psychological empowerment theoretically originates from Bandura’s (1977) self-efficacy theory.
Conger and Kanungo (1988) and Thomas and Velthouse (1990) stated that only sharing power was not
enough but conceptualizing would also include motivating effects of empowering on workers. Conger
and Kanungo (1988) described empowering as a motivating structure in which individuals develop their
self-efficacy process. Both formal and informal practices are regarded as the main source of developing
individuals’ self-efficacy. However, Thomas and Velthouse (1990), took this conceptualizing further by
claiming that empowerment should be regarded as a multidimensional structure. These writers have
described empowerment as increasing internal motivation by building three cognitive structure which
reflects individuals’ job-role adaptation. These three cognitive structures are meaningfulness, free-
selection and self-efficacy. Psychological empowerment is also closely related to self-determination
theory. Autonomy, relatedness and satisfying self-efficacy need are within the basis of self-
determination (Ryan & Deci, 2000). In terms of self-determination theory; autonomy in organizational
context refers to an individual’s freedom to make choices while fulfilling a duty. An employee’s desire
for close relations with both subordinates and superordinates and especially his desire to be supported
by superordinates refers to the need of relatedness, whereas; his feeling himself effective while defining
his duties refers to the need of effectiveness (Gokge, 2018). Individuals’, whose such needs are satisfied,
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internal motivations; in other words, their psychological empowerment perceptions will be much
higher.

There are different classifications in the literature about psychological empowerment. Short and
Rinehart (1992) took psychological empowerment as a six-dimensional structure; professional
development, status, impact, authority and self-efficacy. Spreitzer’s (1995) model includes a four-
dimensional - impact, competence, meaning and self-determination - structure. Spreitzer’s (1995) four-
dimensional model is referred within this study. Impact refers to teachers’ feeling themselves to have
effect on decision making and in-school processes, while; meaning refers to the pleasure that teachers
feel when their values and beliefs coincide, whereas; competence is teachers’ beliefs on their
capabilities to fulfil a proper duty and finally, self-determination is taking control of in-school activities
and planning instruction.

Within the studies on school-organizations, it has been revealed that teachers’ perception of
psychological empowerment affects their psychological well-being (Tastan, 2013), performances
(Erdem, GOkmen & Tiaren, 2016), organizational commitment (Stander & W.Stander, 2016),
organizational citizenship behaviours positively (Cheasakul & Varma, 2015). Moreover, Sweetland and
Hoy (2000) has reported that teacher empowerment is one of the most important factors in school-
effectivity. Therefore, psychologically teacher empowerment can lead them to actively participate in
school’s and students’ success and develop innovative behaviours and support school development.

The Relationship between Individual Readiness for Change and Psychological Empowerment

Both Bandura’s (1977) theory of self-efficacy and Ryan and Deci’s (2000) theory of self-
determination draw the theoretical framework of the relationship between individual readiness for
change and psychological empowerment. People with high self-efficacy regard any barrier as an
opportunity instead of a threat and they can easily motivate themselves and challenge (Bandura, 1997).
The change includes difficulties and uncertainties within itself. Only those with high self-efficacy tend to
prove their belief in self-efficacy and re-motivate themselves instead of surrendering before threats and
difficulties. Tschannen-Moran, Hoy and Hoy (1998) stated that such teachers with high self-efficacy were
eager to try new methods and open to new ideas in order to satisfy students’ various needs. Self-
efficacy, relatedness and autonomy are the basic needs of individuals to supply them coherence and
motivation based on self-determination theory. Many studies have proven that people with internal-
motivation are more likely to continue a set of new actions than those with external motivation
(Peterson & Baker, 2011). Thus, basic dimensions of psychological empowerment — meaning,
competence, impact and self-determination — are in compliance with the basic principles of self-efficacy
and self-determination theories. For this reason, it can be concluded that teachers with a high
perception of psychological empowerment also have the high internal motivation and readiness for
change.

Although there is lack of direct studies on teachers’ psychological empowerment and individual
readiness for change; Cunningham et al. (2002) reported that employees having control at their jobs
were ready for change and Eby, Adams, Russell and Gaby (2000) reported that self-efficacy effects
readiness for change. Based on the theoretical framework and previous studies; teachers’ perceptions
for psychological empowerment has been taken as a leading variable to effect their readiness for
change.

Purpose and Importance of Study

The developments in social, technological, cultural and economic fields are forcing schools to change
today. Schools are expected to cope with these changings, adapt themselves and produce proper
outputs related to current conditions. The key figure for these changing activities at schools is the
teachers. Therefore, as the real practitioners of change; teachers should develop proper behaviours
with the change and their perceptions of readiness for change become much more important in acting
on behalf of the change plan. Though there are studies on environmental and contextual factors
affecting readiness for change for teachers; there is still a need for researches on individual factors. The
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main purpose of this study was to reveal to what extent teachers’ perceptions of psychological
empowerment predict their cognitive, emotional and intentional readiness.

Method

In this study, dealing with the relationship between teachers’ perceptions of psychological
empowerment and their readiness for change, correlative study design was used. Correlative studies try
to reveal possible relationships between two or more variables and to build a cause-effect relationship
model (Blyukoztirk, Cakmak, Akglin, Karadeniz & Demirel, 2014). The sub-dimensions of psychological
empowerment were taken as predictor variables, whereas; the sub-dimensions of readiness for change
were taken as dependent variables.

Participants

The research sample for the study has been determined via both cluster and convenience sampling
method. Therefore, each school type; primary, secondary and high, was accepted as a cluster in Denizli.
The schools at a reasonable distance in these different clusters were called and the school principals
were informed about the research. Then, these predefined schools were visited and the data was
collected. Therefore, 517 teachers were reached throughout the study process. The demographic
information about these teachers was given in Table 1 below.

Table 1.
Demographic Information about the Teachers in Sample
Demographic Variables Category N %
q Female 231 44.7
Gender Male 286 55.3
Primary school 141 27.3
School Type Secondary school 226 43.7
High school 150 29
1-10 years 198 38.3
Years of Seniority 11- 20 years 230 44.5
21 years and more 89 17.2
. . Bachelor’s degree 403 77.9
Educational Attainment Advanced degree 114 991

In the research sample, 231 (%44.7) teachers are female, while 286 (%55.3) teachers are male. In
terms of school type; 141 (%27.3) teachers are in primary schools, and 226 (%43.7) teachers are in
secondary schools, while 150 (%29) teachers are in high schools. From the point of seniority; 198
(%38.3) teachers have been teaching for 1-10 years, 230 (%44.5) teachers have been teaching for 11-20
years and 89 (%17.2) teachers have been teaching for more than 21 years. In terms of educational
attainment; 403 (%77.9) teachers have completed bachelor’s degree and 114 (%22.1) teachers have
completed advanced degree.

Instrument

In data collecting process; personal information form, “Readiness for Change Scale” developed by
Kondakgl, Zayim and Caliskan (2013) and “Psychological Empowerment Scale” developed by Spreitzer
(1995) and adapted to Turkish by Sirgevil, Tolay and Topoyan (2013) were used.

Readiness for Change Scale: The scale consists of 12 items and three sub-categories to reveal
teachers’ level of individual readiness for change. There are five items under intentional change; three
items under emotional readiness and four items under cognitive readiness. Cronbach Alpha reliability
results for each dimension are calculated as .90, .75 and .87. Within this study, these results were
calculated as .88, .82 and .91.
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Psychological Empowerment Scale: The scale consists of four sub-scales; meaning, competence,
self-determination and impact. Each sub-scale includes four items and their Cronbach Alpha reliability
results were calculated as .83, .85, .84 and .89. Sirgevil et al. (2013) suggest testing the structure of the
scale by confirmatory studies. Thus, with the data of this study, confirmatory factor analysis has been
done. Then, goodness of fit indexes were calculated as x2/Sd= 3.30, CFI=.97, TLI=.96 and RMSA=.067. As
a result, four-factor structure of the scale adapted by Siirgevil et al. (2013) has been confirmed
according to accepted goodness of fit index values in literature (Bayram, 2013; MacCallum, Browne and
Sugawara, 1996).

Data Analysis

Mean, standard deviations, correlation (shown at Table-2) and multiple linear regression analysis
were used. As predictor variables; all sub-categories of psychological empowerment were put into the
model via entering method. Before realizing multiple regression analysis; it was investigated whether
the variables were analysed both univariate and multivariate for normality and multicollinearity. In the
context of univariate normality, test results showed that coefficients of skewness were -.14 and .78,
coefficients of kurtosis were -.18 and .62 and Mahalanobis distance was calculated below the X2 table.
Thus, according to the reference values given in the literature (Blyukoztirk, 2010; Tabachnick & Fidel,
2001); the distribution for this data is accepted as normal. Multicollinearity is seen as a vital problem in
multivariate analysis. Thus, variance increasing factors (VIF, tolerance T and case index Cl) are
calculated as; 1.15 to 2.45 for VIF, .49 to .86 for T, 9.4 to 29.8 for Cl. Becoming closer to zero for VIF
values, moving further from zero for T values and being below 30 for Cl values are accepted that there is
not a multicollinearity problem (Cokluk, Sekercioglu & Blylikoztirk, 2012; Karagoz, 2016). Therefore, it
can be stated that there is not a multicollinearity problem.

Findings

Descriptive statistics for teachers’ scores on sub-categories of psychological empowerment and
readiness for change were given in Table 2 below.

Table 2.

Descriptive Statistics

Variables N X sb 1 2 3 4 5 6 7
Psychological

Empowerment

1. Meaning 517 450 .69 - .70**  4e6** @ 22%*  20%*  1e**  15**
2. Impact 517 3.47 1,00 - S58%F 33%k 3gxk 15¥x g
3. Competence 517 4.43 .64 - 32%F 35k @Rk g%k
4. Self-determination 517 4.15 .80 - 51** .33%*  30**
Readiness for Change

5. Cognitive 517 3.92 .72 - A9** A% *
6. Emotional 517 3.79 .93 - T2
7. Intention 517 3.69 .99 -
**p< 01

As it can be seen in table 2; teachers had the highest mean score in psychological empowerment
within meaning sub-dimension (x= 4.50) and then; competence (x= 4.43), self-determination (x= 3.47)
and impact (x= 3.47). On the other hand, in readiness for change; the means were cognitive readiness
(x= 3.92), emotional readiness (x= 3.79) and intentional readiness (x= 3.69). When the relationship
between these variables was considered; there were significant positive relationships between the sub-
dimensions of target variables; it can be summarized as meaning, impact, competence and self-
determination of psychological empowerment having relations with cognitive readiness r= (.29, .36, .35,
.51), emotional readiness r= (.16, .15, .28, and intentional readiness r= (.15, .18, .18), .30).
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In order to determine whether teachers’ perceptions of psychological empowerment predict their
individual readiness for change; a multiple linear regression analysis was performed. By means of this
analysis, three different models were tested. In Model 1, sub-dimensions of psychological
empowerment are put as predictor variables; whereas, teachers’ cognitive readiness for change was
taken as a predicted variable. In Model 2, predictor variables are the same while emotional readiness
was taken as predicted one. Finally, in Model 3; sub-dimensions of psychological empowerment were
examined how predicts teachers’ intentional readiness. The results of multiple linear regression analysis
were given in Table 3.

Table 3.

The Results of Multiple Linear Regression Analysis

Predicted Var. Cognitive Readiness

Model 1 B SE B t p
Constant 1.559 .198 .7876 .000
Meaning .068 .054 .065 1.261 .208
Impact 114 .064 .102 1.792 .074
Competence 117 .041 .130 2.846 .005
Self-determination .306 .028 425 10.847 .000
Predicted Var. Emotional Readiness

Model 2 B SE B t p
Constant 2.820 .230 12.255 .000
Meaning .060 .063 .057 .953 341
Impact .017 .074 .015 .229 .819
Competence .058 .048 .063 1.201 .230
Self-determination 197 .033 .269 5.987 .000
Predicted Var. Intentional Readiness

Model 3 B SE B t p
Constant 2.564 .256 9.998 .000
Meaning .094 .070 .077 1.334 .183
Impact .163 .083 126 1.974 .049
Competence .245 .053 .233 4,573 .000
Self-determination ,238 ,037 ,285 6,511 .000
Model Summaries R R? F P

Model 1 .56 32 60.681 .000

Model 2 .32 .10 15.162 .000

Model 3 .39 .15 23.488 .000

When Model 1 is considered, it can be stated that the sub-dimensions of psychological
empowerment significantly and positively predicted teachers’ cognitive readiness for change F (4, 512)=
60.681, p<.05; R2=.32. The effect of predictor variables on teachers’ cognitive readiness as in order of
priorities is self-determination, competence, impact and meaning by means of standardized regression
results. However, when the significance levels of regression coefficients were considered according to t-
test results; self-determination (B= .425, p<.05) and competence (B= .130, p<.05) were statistically
significant; whereas, meaning (B=.065, p>.05) and impact (f=.102, p>.05) were not.

When Model 2 is considered, it can be stated that the sub-dimensions of psychological
empowerment significantly and positively predicted teachers’ emotional readiness for change F (4,
512)= 15.162, p<.05; R2= .10. The effect of predictor variables on teachers’ emotional readiness as in
order of priorities is self-determination, competence, impact and meaning by means of standardized
regression results. However, when the significance levels of regression coefficients were considered
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according to t-test results; self-determination (B= .269, p<.05) was statistically significant while;
competence (B=.063, p>.05), impact (B=.015, p>.05) and meaning (B=.057, p>.05) were not.

When Model 3 is considered, it can be stated that the sub-dimensions of psychological
empowerment significantly and positively predicted teachers’ intentional readiness for change F (4,
512)= 23.488, p<.05; R2=.15. The effect of predictor variables on teachers’ intentional readiness as in
order of priorities is self-determination, competence, impact and meaning by means of standardized
regression results. However, when the significance levels of regression coefficients were considered
according to t-test results; self-determination (B=.285, p<.05), competence (B=.233, p<.05), impact (B=
.126, p<.05) were statistically significant and meaning (B=.077, p>.05) was not.

Discussion & Conclusion

Within the research, three different models was set to test the effect of teachers’ perceptions for
psychological empowerment over their cognitive, emotional and intentional readiness for change. In all
three models, the sub-dimensions of psychological empowerment — meaning, competence, impact and
self-determination were taken as predictor variables; while, cognitive readiness in model 1, emotional
readiness in model 2 and intentional readiness in model 3 were taken as predicted variables. As a
result, it was revealed that sub-dimensions of psychological empowerment — meaning, competence,
self-determination and impact — significantly predicted teachers’ cognitive, emotional and intentional
readiness for change. Moreover, almost % 32 of the total variance in teachers’ cognitive readiness, % 10
of the total variance in teachers’ emotional readiness and % 15 of the total variance in teachers’
intentional readiness can be explained through the sub-dimensions of psychological empowerment.
Besides, it was concluded that self-determination and competence for cognitive readiness, self-
determination for emotional readiness and self-determination, competence and impact for intentional
readiness are chief predictors.

It can be stated that teachers’ feeling psychologically empowered has a great effect on their
individual readiness for change. Teachers’ perceptions for psychological empowerment including self-
determination and competence are among the variables predicting their readiness for change. Although
there aren’t direct studies dealing with psychological empowerment and readiness for change; in their
extensive literature review, Oreg et al. (2011) stated that tendencies such as self-respect, self-efficacy
and positive effectiveness are antecedents of a positive attitude for change. Moreover, there are studies
reporting positive effects of self-efficacy and locus of control over the attitude for change (Eby et al.,
2000; Holt et al., 2007; Wanberg & Banas, 2000). According to Bandura (1986), self-efficacy means
people’s confidence for their capacity to cope with change. The people with high self-efficacy are more
likely to cope with difficulties and open to new ideas and experiences. Thus, change can be identified as
an opportunity for those with high self-efficacy; because the change process has some difficulties and so
such threats can strengthen their beliefs. Teachers’ autonomy feelings mean their organizing duties and
controlling process. Short (1992) claimed that empowered individuals believe in having the capacity and
knowledge of acting according to the situation faced and have the ability to develop this process. Thus,
these autonomous teachers have their free will to choose how to act during the change process. Such a
feeling of control can help prevent negative feelings.

Peterson and Baker (2011) put beliefs, self-efficacy, self-regulation and other supportive cognitive,
social and emotional skills into an internal factor in their study to compare internal and external factors.
Also, they insisted that internal motivation is the key figure in readiness for change. In Ryan andDeci’s
(2000) self-determination theory; individuals’ autonomy and competency needs are accepted as a
source of internal-motivation as well as the need for relatedness. Moreover; Ryan & Deci claimed that
the contexts, supporting autonomy, competency and relatedness, promote internalizing and integration
much more than the contexts blocking satisfying these needs. Thus, it can be concluded that teachers,
internally motivated, are much more ready for change and such a demand can also come from the same
teachers. Teachers, feeling autonomous in making choices and trusting their self-knowledge and skills to
fulfil a duty, have also higher internal motivations. Then, it can be stated that teachers with higher
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internal motivation have enough energy to make an effort for change and thus, their readiness for
change will also be higher.

Another standing finding for this study is the insignificant effect of teachers’ feeling their job
meaningful on their readiness for change. This point can be evaluated withing two perspectives; first,
change generally brings new values and behaviours instead of old ones; second, old changing
experiences can effect the attitudes towards change. Moreover, it can be stated that Turkish education
system has been extremely sensitive to both internal and external reforms and thus in order to adapt to
these movements it has been forcing her capacity to change (Kondakgi, Zayim & Caliskan, 2010). Recent
regulations such as 12 years-compulsory education, FATIH Project, high school student selection etc. are
all changing actions for Turkish education system. Yet, they have not been effective enough to cope with
current issues. Moreover, Limon (2019) revealed that the tiredness caused by change led teachers to
loss of motivation. Thus, it can be said that whether teachers find their job meaningful or not; unavailing
change movements and frequent actions still have a negative impact on teachers’ perceptions for
change.

It can be stated that the practices supporting teachers’ self-efficacy, autonomy and their feelings
about their jobs can also contribute to their readiness for change. It has been revealed so far within the
studies dealing with teacher empowerment that school leadership (Yangaiya & Magaji, 2015), authentic
leadership (Shapira-Lishchinsky & Tsemach, 2014), trust on colleagues (Yin, Lee, Jin & Zhang, 2013),
structural empowerment practices (Lee & Nie, 2014; Yorulmaz, Cicek & Saglam, 2018), organizational
support (Bogler & Nir, 2012), empowering leadership behaviours (Vrehovnik, Maric, Znidarsic & Jordan,
2018), transformative leadership (Baloglu, Karadag & Gavuz, 2009) effect teachers’ psychological
empowerment. All these studies have proven that school leaders have the greatest responsibility in
creating an empowering school environment. For this reason, it can be suggested for school leaders
putting teachers into the decision-making process, letting them to make choices for their job related
topics, delegation, giving responsibilities, building up good communication basics to strengthen self-
efficacy and creating professional development chances which may all contribute to both teachers’
empowerment and getting ready for change. However, because of the hierarchical structure of Turkish
education system, in most cases, school leaders are not able to fully empower their teachers in both
during change and other times. These limitations are official regulations preventing school leaders to
delegate teachers on proper matters and not being able to share enough budget for the professional
development of their teachers. Thus, it can be concluded that new official regulations are needed to
maintain such opportunities for school leaders.

The fact that change is the natural element for living beings and organizations has forced our
understanding to transform our expectations and efforts. Educational institutions are sectors which are
the most affected by the globalization that emerges parallel to such technological developments.
Accordingly, the use of technologies accessible at anytime and anywhere by such institutions and
individuals has been increased in order to be effective and productive (Yalgin Tepe & Adigizel, 2017).
Today’s circumstances have transformed human life in multi ways by converting technological advances
into basic steps of daily life. Industry 4.0, which is a human-focused technological revolution, is a
strategy that will provide competitive advantage, with all suppliers and customers starting from the first
product to next-generation software and hardware, and also device-based internet (objects internet) to
enable companies, users or machines, transaction without being connected to a centre (Gimusoglu,
2018). Thus, these technological advances are also in charge by means of education and its impact on
social life. There are a multifaceted and in-depth change and transformation in education that can be
called the digital revolution (Parlak, 2017). Considering these technological advances and their
reflections over society; it can be concluded teachers’ and school’s roles must be redefined through
change actions.

As a result, teachers ' perceptions of autonomy and competence as components of their perceptions
of psychological empowerment and their perceptions of having an impact on their work have a
significant impact on their individual readiness to change. In today's world where change is continuous,
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the adaptation of schools to change depends on teachers' adoption of change as practitioners. Teacher
empowerment without being limited to the time of change can contribute to their readiness for
individual change and thus to the success of organizational change.
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Tiirkge Siirimiui

Giris

Okullar toplumsal agik sistemler olarak i¢ ve dis ¢evredeki degisimlere duyarli orgutlerdir. Makro
diizeyde sosyal, politik, kiltiirel, ekonomik, teknolojik ve kiiresel degisimler degisim baskisi olusturmakla
birlikte mikro diizeyde; okulun goérev, amag, yap, insan kaynagi ve kullanilan teknolojilerdeki degisimler
de okullarda degisim baskisi olusturmaktadir (Lunenburg & Ornstein, 2013). Degisim orgitsel yasamin
ayrilmaz bir pargasidir (Vakola, 2013). Bugiin birgok llke kiguk ve biyik ¢apli okul reformu girisimleriyle
cevredeki degisimlerle uyum icinde olma arayisina girmistir. Cevredeki degisimler okulu etkilemekle
birlikte okullar da giktilari yoluyla ¢evreyi etkiler. Bu karsilikli etkilesim okullarin ¢evredeki degisimlere
uyarlanmasini gerekli kilar. Egitim kurumlarinin fonksiyonlarini yerine getirmeleri bliylk olclide gevreyi
algilama, yorumlama ve uyum derecelerine bagldir (Ozdemir, 2000).

Ust yonetim tarafindan degisim reformlari planlanirken odaklanilan konular genellikle degisimin
yapilacag alan, nasil uygulanacagi, siirecten kimin sorumlu olacagi ve ilgili yasal prosedirlerin nasil
diizenlenecegidir. Ancak degisim siirecinde 6nemli bir faktor olarak insan unsuru goéz ardi edilmektedir
(Beer & Nohria, 2000; Zayim & Kondakgi, 2015). Bunun sonucu olarak degisimin basarisiz olmasina
neden olan direng ortaya ¢itkmakta (Zimmerman, 2006), 6rgutlere finansal ve insan kaynaklari anlaminda
ciddi kiilfet getiren degisim girisimleri basarisizlikla sonuglanabilmektedir (Kondakgl, Zayim & Caliskan,
2013).

Orgiitsel degisimin basariyla gerceklesmesinde birgok faktér etkide bulunur. Degisimin kendisi, érgiit
yapisi, baglamsal ve bireysel faktorler degisim basarisi veya basarisizliginda belirleyici olabilmektedir.
Okul orgitlerinde degisimin gerceklesmesi ve degisimden beklentilerin karsilanmasinda yoneticiler ve
ogretmenler 6nemlidir. Temel olarak calisanlar degismeden orgiitsel degisim gergeklestirilemez.
Arastirmacilar arasinda okul 6rgitlerinde degisimin basarili bir sekilde sonuglandiriilmasinda en 6nemli
faktoérin 6gretmenler olduguna yonelik fikir birligi vardir (Erdogan, 2015; Fullan, 1991; Kin, Kareem,
Nordin & Bing, 2018). Okuldaki 6nci degisim uygulayicilari olarak, 6gretmenler okulun degismesinin asil
kaynagi ve aracidir. Ogrencilere en yakin kisiler olarak dgretmenler 6grenme siirecinde dgrencilerin
ihtiyaclarinin daha farkindadirlar. Bu nedenle, okuldaki degisim slrecinde 6nemli rol oynarlar (Kin &
Kareem, 2017). Bu kapsamda degisime yonelik 6gretmen tepkilerini ve tutumlarini arastirmak degisim
uygulamalarina yon verecek pratik bilgiler saglayabilir.

Arastirmacilar “6rgltsel degisime yonelik tutum” Uzerine farkh etiketler veya tanimlar kullanir:
degisime hazirhk, degisime bagllik, degisime agiklk, degisimin kabul edilmesi gibi olumlu terimler;
degisime direng, orgltsel degisime iliskin sinizm gibi olumsuz terimler; bunlar hem olumlu hem de
olumsuz gorisleri kapsayacak sekilde birbirlerinin yerine kullanihir (Tai & Kareem, 2019). Vakola
(2013)’'nin, Peterson ve Baker (2011)'in bireysel degisime hazirligi kavramsallastirmasi, degisime
hazirligin degisime direncin bir 6ncill olarak ele alinmasi (Armenakis, Harris & Mossholder, 1993; Holt,
Armenakis, Harris & Feild, 2015) ve degisime hazirhgin direngli davranislari azaltmak ve destekleyici
kisileri gliclendirmek igin bir 6n kosul (Kondakgi, Zayim & Caliskan, 2013) olarak goriilmesi sebebiyle
degisime bireysel hazirhga olan ilgi son vyillarda artmistir. Degisime hazir olma durumu mevcut
oldugunda, 6rgiit Uyeleri degisimi kabul etmeye hazirlanir ve direng azalir. Orgiit tyeleri hazir degilse,
degisiklik reddedilebilir ve sabotaj, devamsizlik ve lretimi kisitlama gibi olumsuz tepkiler baslatabilir
(Bouckenooghe, Devos & Van den Broeck, 2009).

Degisime bireysel dlizeyde hazirlik 6zellikle iki temel nedenden dolayi uygun goriilmektedir. Holt ve
digerlerine (2015) gore birincisi 6rgltler karmasik insan sistemleri olmasi sebebiyle 6rgitsel olaylarin
anlami ve hazir olma gibi 6rgiitsel durumun tanimi, onlari tanimlayanlarin bakis agisina bagh olarak
degisme egilimindedir. ikincisi ise genel olarak, orgiitsel degisim baslatildiginda insanlar tarafindan
uygulanmasi gerekmektedir. Diger bir deyisle orgitsel degisimin o6rgit Uyelerinin degisimine bagh
olmasindandir. Orgiitsel degisim, degisimi uygulayicilarin kendilerini degistirmeye ve dnerilen &rgiitsel
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degisim programini/girisimini desteklemeye istekli olmadikga etkili bir sekilde uygulanamaz. Calisanlar
buna hazir degilse bu degisiklikler gerceklestirilemez (Vakola, 2013). Bu kapsamda 6gretmenlerin
bireysel olarak degisime hazir olmasinin, ayni zamanda hem grup olarak hem de okul olarak degisime
hazir olmayi kolaylastiracagi soylenebilir.

Degisime bireysel hazirligi etkileyen faktoérleri ele alan arastirmalarda siire¢ (sosyal etkilesim,
katilimci yonetim ve bilgi paylasimi) ve sonug (is tatmini ve is yuki algisi) degiskenlerinin (Kondakgl,
Beycioglu, Sincar & Ugurlu, 2017), liderligin (Santhidran, Chandran & Borromeo, 2013), orgitsel
baghhgin (Nordin, 2012), okul kiiltirinin (Gilig, 2015), giivenin (Celik & Gencer, 2019; Zayim & Kondakgl,
2014) degisime hazir olmayi anlaml sekilde yordadigi belirlenmistir. Oreg, Vakola ve Armenakis (2011)
tarafindan gergeklestirilen literatlir taramasi sonucunda 0z yeterlik, benlik saygisi ve kontrol odagi
degisime hazir olmayi etkileyen bireysel faktorler olarak ifade edilmistir. Alan yazininda degisim
zamanlarinda en sik vurgulanan kavramlardan birisi 6gretmen glclendirme olmasina ragmen
ogretmenlerin giclendirilmesi ile degisime hazir olmalari arasindaki iliskiye yonelik heniiz bir arastirma
rapor edilmemistir. Yaptig1 isi anlamli bulan, 6zerklige ve is slrecleri Gzerinde etkiye sahip olan, 6z
yeterligi yiksek 6gretmenlerin degisime daha hazir olacagi iddia edilebilir. Bu kapsamda arastirmada
o0gretmenlerin psikolojik gli¢lendirme algilari ile degisime hazir olmalari arasindaki iliskiyi incelemek
amagclanmistir.

Degisime Hazir Olma

Degisime yonelik bireysel tutumlar ve inanclar farkl agilardan arastirmalara konu olmustur. Degisime
aciklik (Miller, Johnson & Grau, 1994; Wanberg & Banas, 2000), degisime direng (Oreg, 2006), degisime
hazir olma (Holt, Armenakis, Harris & Feild, 2015; Hustes & Owens, 2018), degisime bagllk (Santhidran,
Chandran & Borromeo, 2013), degisim sinizmi (Watt & Piotrovski, 2008) degisimle ilgili siklikla ele alinan
konulardir.

Degisimin basarisizigl ¢cogu zaman calisanlarin direncine baglanir (Chawla & Kelloway, 2004).
Bireylerin mevcut becerilerinin ve katkilarinin gelecekte deger ifade edeceginden emin olmamasi
(Helvaci, 2015), islerini yeni yollar yerine alisik olduklari yollarla yapmayi tercih etmesi, kisinin degisimin
orgitin amaclari ve ¢ikarlari ile bagdasmadigi yoniindeki inanci (Robbins, Decenzo & Coulter, 2013)
yetersiz hale gelme korkusu, yetki ve etkiye yonelik tehdit, degisimi 6énerenlere karsi olumsuz tutum ve
guvensizlik (Kogel, 2014) baslica direng kaynaklari olarak belirtiimektedir. Alan yazininda ¢alisanlarin
degisime direncini azaltmak igin 6zellikle bireysel degisime hazir olmaya vurgu yapilmaktadir (Armenakis
ve digerleri, 1993; Gratz, 2018; Vakola, 2013)

Degisime hazir olma vyapisi, galisanlarin degisime karsi direnisini 6nlemeye yoénelik cabalara
odaklanan drgiitsel literatiirden ortaya ¢ikmistir. ilk degisim modellerinden birinde, 6rgiitsel bir psikolog
olan Lewin, yalnizca direnisi engellemekle kalmayacak, ayni zamanda c¢alisanlarin degisime hazir
olmalarini kolaylastiracak ve destekleyebilecek bir ortam yaratilabilecegi fikrini ortaya koymustur (Gratz,
2018). Ayni zamanda bazi arastirmacilar (Holt ve digerleri, 2015; Vakola, 2013) degisime direncin, olumlu
ya da olumsuz tutumun degisime karsi yiiksek ya da diisiik bireysel hazirligin bir ¢iktisi oldugunu iddia
etmislerdir. Bu kapsamda degisime hazir olma degisim 6ncesindeki tutumlari ifade ederken direncin
daha ¢ok degisime hazir olmamaktan kaynakli olumsuz davranislari ifade ettigi soylenebilir.

Peterson ve Baker (2011) ve Vakola (2013) degisimin cesitli seviyelerini ele aldigi ¢alismalarinda
degisimi bireysel hazirlik, grup hazirhgr ve 6rgiitsel hazirlik olmak lzere (i¢ seviyeye ayirmistir. Bireyler
gruplari ve gruplar 6rglitt olusturdugundan degisime bireysel hazirlik ayni zamanda orgitsel hazirhgin
da anahtaridir. Arastirmacilar tarafindan yapilan degisime hazirliga iliskin tanimlarda ortak yonler
olmakla birlikte farkl boyutlara ve dzelliklere vurgu yapan tanimlar yapiimistir. Ozellikle Armenakis ve
digerlerinin (1993) degisime hazir olmaya iliskin tanimi “degisime hazirlik temel olarak bireyin
degisimlerin ne kadar gerekli olduguna ve kurulusun bu degisiklikleri basariyla gercgeklestirme
kapasitesine iliskin inang, tutum ve niyetleridir.” arastirmacilar igin ¢ikis noktasi olmustur. Holt ve
digerleri (2015) degisime hazir olmayi icerik, siire¢ ve baglamdan es zamanli olarak etkilenen, birey veya
bir grubun statiikoyu bilerek degistirmek icin belirli bir plani kabul etme ve benimsemeye, bilissel ve
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duyussal olarak ne olglide egilimli oldugunu yansitan kapsamli bir tutum gseklinde tanimlamiglardir.
Piderit (2000) ve Bouckenooghe ve digerleri (2009) degisime hazir olmay bilissel, duygusal ve niyet
olarak hazir olma seklinde t¢ boyutlu bir yapi olarak kavramsallastirmislardir. Bouckenooghe ve digerleri
(2009) ¢ok yonla kavramsallastirmanin olgunun karmasikhgini yakalamakta daha iyi olacagini ifade
etmislerdir. Bu ¢alismada degisime hazirlik bilissel, duygusal ve niyet olarak hazirlik seklinde t¢ boyutlu
bir yapi olarak ele alinmistir. Bilissel boyut, degisimin olumlu ve olumsuz yonlerine, 6rgiitiin degisime
gereksinim duyup duymadigl ve basarabilecegine iliskin bireylerin dusilincelerini ifade eder. Duygusal
hazirlik bireylerin degiseme yonelik hislerini, son olarak niyet boyutu bireylerin degisimin basarisi igin
harcayacagi eneriji ve gabaya iliskin niyetlerini ifade eder.

Alan yazininda orgiitsel degisimin gerceklestirilmesi igin birgok model ortaya konmustur. Genel
olarak degisim modelleri igin Lewin (1947)'in degisim sireci modeli referans olmustur. Armenakis ve
Harris (2009)'in ortaya koydugu U¢ asamali degisim siireci modeli, teshis, degisime hazirlhk ve
kurumsallasmay! icermektedir. Degisime hazirllk Lewin’in modelindeki ¢6ziilme asamasina denk
gelmektedir (Gratz, 2018). Ancak ¢ogu zaman ¢6zllme ve degisim bir arada oldugundan degisime
hazirhgin Lewin’in modelindeki ¢6zlilme ve degisim safhasinin her ikisinde de yer aldigi soylenebilir.
Armenakis ve digerlerine (1993) goére etkili bir degisim sireci bes temel inanca dayanir. Bunlar:
tutarsizlik, uygunluk, yeterlik, kisisel destek ve degerliktir (Armenakis & Harris, 2009). Burke ve Litwin
(1992)’in degisim modeli ise degisim icin iki temel alana vurgu yapmaktadir. Bunlar, déntsimsel degisim
ve islemsel degisimdir. Oterkiil ve Ertesvag (2012) Burke-Litwin’in 6rgitsel degisim modeli (Burke ve
Litwin, 1992) kapsaminda okuldaki program degisimini ele aldigi calismada, degisimi etkileyen faktorleri;
dis, okul ve bireysel seviyedeki faktorler olarak ele almislardir. Hikiimet politikalari, okulun bulundugu
cevre vb. gibi okula disaridan etkisi olan tiim unsurlar dis faktorler olarak degerlendirilirken; yonetim
uygulamalari, yapilar, kaynaklar ve iklim okul diizeyini, bilgi, beceri, inanglar, degerler ve motivasyon ise
bireysel seviyedeki faktorleri olusturmaktadir.

Okul érgitlerinde bireysel degisime hazir olmaya etki eden faktorlere yonelik arastirmalarda daha
cok baglamsal faktorler Gzerinde durulmustur. Degiseme hazir olmaya etki eden bireysel faktorlere
iliskin arastirmalarin sinirh oldugu séylenebilir. Kondakgi ve digerleri (2017) 6gretmenlerin degisime karsi
tutumlarinin degisim zamaniyla sinirli kalamayacagini ifade ederek, baglamsal ve bireysel faktérlerin
degisime hazir olma Uzerindeki etkisine isaret etmislerdir. Bu kapsamda psikolojik glglendirmenin
motive edici yoniyle 6gretmenlerin degisime hazir olmalarina etki edecegi diisiinilmektedir.

Psikolojik Giiglendirme

Personel giigclendirme kavrami isletme orgiitlerinde ortaya ¢ikan bir kavram olmakla birlikte 1990’li
yillara dogru okul o6rgitlerinde de yaygin bir sekilde ele alinmaya baslanmistir. Bilgi isleme
teknolojilerindeki gelismeler, artan rekabet, egitim diizeyi ve beklentileri yikselen personel, bilgi ve
insanin rekabet icin en 6nemli unsur haline gelmesi, strekli degisen bir cevre gliclendirmenin baslica
nedenleri olarak goriulmektedir (Dogan, 2006). Guglendirme Ug temel bakis agisiyla ele alinmaktadir.
Bunlar yapisal gligclendirme, psikolojik guglendirme ve gliglendirici liderliktir. Glglendirmeye yapisal
yaklasim, calisanlari isin sahibi haline getirecek sekilde giiclin paylasimina ve yonetsel gliclendirme
uygulamalarina odaklanmaktadir. Psikolojik glglendirme yaklasimi ise giliclenmenin psikolojik
deneyimine odaklanmaktadir. Son olarak glglendirici liderlik yaklasimi ise liderlerin hangi davranis ve
uygulamalarinin ¢alisanlarin psikolojik gliclenmelerine katki sagladigini ve gliclendirme igin liderlik
uygulamalarinin neler oldugunu ele almaktadir. Bazi arastirmacilar yapisal ve psikolojik gli¢lendirmenin
birbirinden bagimsiz olmadigini, psikolojik gliclendirmenin yapisal gliclendirme araciligiyla saglanacagini
iddia etmektedirler (Menon, 2001; Piiskillioglu & Altinkurt, 2017).

Psikolojik gliclendirmenin teorik temelleri Bandura’nin (1977) 6z yeterlik kuramina dayanmaktadir.
Conger ve Kanungo (1988), Thomas ve Velthouse (1990) sadece giicii paylasmanin yetersiz oldugunu,
kavramsallastirmanin gliclendirmenin c¢alisanlar Gzerindeki motive edici etkisini de icermesi gerektigini
belirtmislerdir. Bu kapsamda Conger ve Kanungo (1988) gliclenmeyi bir motivasyon yapisi olarak bireyin
6z yeterlik inancini giglendirdigi bir slire¢ olarak tanimlamislardir. Hem formal hem de informal
uygulamalar bireyin 6z yeterlik inanclarini gelistirmenin kaynagi olarak goérilmuistir. Thomas ve
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Velthouse (1990), bu kavramsallastirmayi genisleterek giliclendirmenin ¢ok boyutlu bir yapi olarak
gorulmesi gerektigini iddia etmislerdir. Yazarlar glclendirmeyi, bireylerin is rollerine uyumunu yansitan
g biligsel yapiyr olusturarak i¢sel motivasyonlarinin arttirilmasi olarak tanimlamiglardir. Bu Ug biligsel
yap! anlamhlk, 6zgir secim ve yeterlik duygusudur. Psikolojik gliclendirme 6z belirleme kuramiyla da
yakindan iliskilidir. Oz belirleme kuraminin temelinde 6zerklik, iliskili olma ve yeterlik ihtiyacinin
karsilanmasi bulunmaktadir (Ryan & Deci, 2000). Oz belirlenim kurami kapsaminda, 6rgiit ortaminda
ozerklik, bireyin gorevini yerine getirirken, segimlerde bulunmasini ve bu konuda kendisini 6zgir
hissetmesini ifade eder. Calisanin Ustleri ve astlari ile yakin iliskide olmak ve 6zellikle lstleri tarafindan
desteklendigini bilmek istemesi, iliskili olma ihtiyacina, galisanin gérevlerini tanimlarken kendini etkili,
dolayisiyla basarili hissetmesi de etkililik ihtiyacini belirtir (Gokce, 2018). Bu ihtiyaglari karsilanan
bireylerin icsel motivasyonlari diger bir ifadeyle psikolojik gliclenme algilari da yliksek olacaktir.

Alan yazininda psikolojik gligclendirmeye iliskin farkli siniflandirmalar vardir. Short ve Rinehart (1992)
psikolojik gliclendirmeyi mesleki gelisim, stat, etki, yetki ve 6z yeterlik olmak Gzere alti faktorll bir yapi
olarak ele almistir. Spreitzer (1995) ise psikolojik gliclendirmeyi etki, yeterlik, anlam ve 6zerklik olmak
Uzere dort faktorlu bir yapi olarak siniflandirmaktadir. Bu galismada Spreitzer (1995)’'in dort faktorli
siniflandirmasi benimsenmistir. Etki; 6gretmenlerin okuldaki kararlarda ve sireglerde kendilerini etki
sahibi olarak hissetmesini, anlam; Ogretmenlerin isleri ile deger yargilari ve inanglarinin ortlismesi
sonucu hissettigi haz (Kiral, 2019), yeterlilik; 6gretmenlerin islerini basariyla yerine getirebilme
kapasitelerine iliskin inanci son olarak ozerklik ise okul ici faaliyetleri ve 0Ogretimi planlamada
o6gretmenlerin kontrol sahibi olduklarini hissetmelerini ifade etmektedir.

Okul orgiitlerinde yapilan ¢alismalarda 6gretmenlerin psikolojik gliclendirme algilarinin psikolojik iyi
oluglarini (Tastan, 2013), performanslarini (Erdem, Gokmen & Turen, 2016), orgutsel bagliliklarini
(Stander & W.Stander, 2016), 6rgutsel vatandaslik davranislarini (Cheasakul & Varma, 2015) pozitif
yonde etkiledigi belirlenmistir. Ayrica Sweetland ve Hoy (2000) tarafindan 0gretmenin
giiclendirilmesinin okul etkinliginde cok énemli bir faktér oldugu bildirilmistir. Ogretmenlerin psikolojik
giclenmelerini saglamak, okul ve 0grenci basarisi icin etkin bir sekilde rol almalarina, yenilikgi
davranislar gelistirmelerine ve okul gelisimi icin destek vermelerine katki saglayabilir.

Degisime Bireysel Hazirlik ve Psikolojik Giiglendirme iliskisi

Degisime bireysel hazirlik ile psikolojik giiglendirme arasindaki iliskiye yonelik Bandura (1977)’'nin 6z
yeterlik teorisi ile Ryan ve Deci (2000)'nin 6z belirleme kurami teorik bir cerceve sunmaktadir. Oz
yeterliligi yiksek olan insanlar, engelleri tehditler yerine firsatlar olarak gérmekte, kendilerini motive
etmekte ve onlara meydan okumaktadir (Bandura, 1997). Degisim, icerisinde zorluklar ve belirsizlikler
barindirir. Ancak 0z yeterligi yiksek bireyler engeller ve zorluklar karsisinda vazgecmek yerine
yeterliklerine olan inanglarini kanitlama ve tekrar motive olma egilimindedir. Tschannen-Moran, Hoy ve
Hoy (1998) glicli 6z yeterlik inancina sahip 6gretmenlerin, yeni fikirlere acik ve 6grencilerin ihtiyaglarini
daha iyi karsilamak icin yeni ydntemler denemeye daha istekli olduklarini belirtmislerdir. Oz belirleme
kuramina gore ise yeterlik, iliskili olma ve 06zerklik bireylerin igsel bitlinluginid saglamasi ve
motivasyonlari icin temel ihtiya¢ alanlandir. Arastirmalar, bireylerin motivasyonun disaridan ziyade
oncelikli olarak igsel oldugu durumlarda yeni bir davranis sirdirme ihtimalinin yiksek oldugunu
gostermistir (Peterson & Baker, 2011). Psikolojik gliclendirmenin temel boyutlari olan anlamhlik, yeterlik,
etki ve ozerklik; 6z yeterlik ve 6z belirleme kuraminin temel bilesenleriyle uyum igerisindedir. Bu
kapsamda psikolojik gliclendirme algilari yliksek 6gretmenlerin degisime yonelik i¢sel motivasyonlarinin
ylksek olacagi ve degisime daha hazir olacagi séylenebilir.

Ogretmenlerin psikolojik giiclendirme algilari ile bireysel degisime hazir olmalarini ele alan dogrudan
arastirmalar olmasa da Cunningham ve digerleri (2002) islerinde kontrol sahibi olan ¢alisanlarin degisime
daha hazir oldugunu, Eby, Adams, Russell ve Gaby (2000) 6z yeterligin degisime hazirhg etkiledigini
rapor etmislerdir. Teorik aciklamalar ve ilgili arastirma sonuglarina dayali olarak arastirmada
o6gretmenlerin psikolojik gliclendirme algilari degisime hazir olmalarini etkileyen 6ncil bir degisken
olarak ele alinmistir.
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Aragtirmanin Amaci ve Onemi

Degisim hizinin arttigi glinimuzde sosyal, teknolojik, kiltiirel ve ekonomik alanlardaki degisimler
okul orgutlerini de degisime zorlamaktadir. Okul orgitlerinden, bu degisimlerle basa ¢ikmasi,
degisimlere kendini uyarlamasi ve glinimiz kosullarina uygun istenen nitelikte c¢iktilar Gretmesi
beklenmektedir. Okullardaki degisimin anahtari 6gretmenler olarak goriilmektedir. Degisimin asil
uygulayicilar olarak 6gretmenlerin degisimlere uygun davranislar edinmesi ve degisim planina uygun
hareket etmesinde degisime hazir olma tutumlari 6nemli hale gelmektedir. Alan yazininda
O0gretmenlerin degisime hazir olma tutumlarina etki eden gevresel ve baglamsal faktorlere iliskin
arastirmalar olsa da bireysel faktérlere yonelik arastirmalara ihtiyag duyulmaktadir. Bu kapsamda
arastirmada, 6gretmenlerin psikolojik giiglendirme algilarinin degisime bilissel, duygusal ve niyet olarak
hazir olmalarini ne diizeyde yordadigini belirlemek amaglanmustir.

Yontem

Ogretmenlerin psikolojik gliclendirme algilari ile degisime hazir olmalari arasindaki iliskiyi ele alan bu
arastirma, nicel arastirma yontemlerinden korelasyonel arastirma deseni kullanilarak modellenmistir.
Korelasyonel arastirma iki ya da daha fazla degisken arasindaki iliskileri belirlemek ve neden-sonug ile
ilgili ipuglari elde etmek amaciyla yapilan arastirmalardir (Bliyukoztiirk, Cakmak, Akgiin, Karadeniz &
Demirel, 2014). Bu kapsamda psikolojik gliglendirme boyutlar yordayici degisken, degisime hazir olma
alt boyutlari ise bagimh degisken olarak ele alinmistir.

Katilimcilar

Arastirmanin ¢alisma grubu kime ornekleme ve kolay ulasilabilir 6rnekleme yontemi birlikte
kullanilarak belirlenmistir. Bu kapsamda Denizli ilinde bulunan ilkokul, ortaokul ve lise okul
kademelerinin her biri kiime olarak kabul edilmistir. Farkli kimelerde yer alip da ulasimi kolay olan
okullarla iletisime gecilmis ve okul mudiriine arastirmayla ilgili bilgi verilerek o6lgek formlarinin
uygulanmasi igin uygun bir zaman belirlenmistir. Bu sekilde belirlenen okullar arastirmaci tarafindan
ziyaret edilerek olgme araglari uygulanmistir. Farkli okul kademelerinde gbrev yapan ve arastirmaya
gondlla olarak katilan 517 6gretmen arastirmanin ¢alisma grubunu olusturmaktadir. Calisma grubunda
yer alan 6gretmenlere iliskin demografik bilgiler Tablo 1’de sunulmustur.

Tablo 1.

Calisma Grubunda Yer Alan Ogretmenlere iliskin Demografik Bilgiler

Demografik Degiskenler Kategori N Yizde

- Kadin 231 44.7

Cinsiyet
Erkek 286 55.3
ilkokul 141 27.3

Okul tiira Ortaokul 226 43.7
Lise 150 29
1-10 yil arasi 198 38.3

Kidem 11- 20 yil arasi 230 44.5
21 yil ve Uzeri 89 17.2

Egitim durumu Lisans 403 77.9
Lisansustu 114 22.1

Calisma grubunda yer alan égretmenlerin 231 ‘i kadin (%44.7), 286’s1 (%55.3) erkektir. Ogretmenlerin
141'i (%27.3) ilkokulda, 226’si (%43.7) ortaokulda ve 150'si (%29) lisede gorev yapmaktadir.
Ogretmenlerin 198’i (%38.3) 1-10 yil arasi kideme, 230’u (%44.5) 11-20 yil arasi kideme ve son olarak
89'u (%17.2) 21 yil ve Uzeri kideme sahiptir. Egitim durumuna gore incelendiginde ise 6gretmenlerin
403’0 (%77.9) lisans ve 114’0 (%22.1) lisansistl egitime sahiptir.

Kullanilan Veri Toplama Araglari
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Galismada veri toplamak amaciyla kisisel bilgi formu, Kondakgi, Zayim ve Caliskan (2013) tarafindan
gelistirilen Degisime Hazir Olma Olcegi, Spreitzer (1995) tarafindan gelistirilen ve Siirgevil, Tolay ve
Topoyan (2013) tarafindan Tiirkge’ye uyarlanan Psikolojik Giiglendirme Olgegi kullaniimistir.

Degiseme Hazir Olma Olgegi: Olgek, 6gretmenlerin bireysel degisime hazir olma diizeylerini dlgen 12
madde ve (g alt boyuttan olusmaktadir. Niyet olarak hazirlik boyutu bes maddeden, duygusal hazir olma
boyutu lic maddeden ve bilissel hazir olma boyutu doért maddeden olusmaktadir. Her bir boyuta iliskin
Cronbach Alpha glvenirlik katsayilari sirasiyla .90, .75 ve . 87 olarak hesaplanmistir. Bu arastirma igin ise
Cronbach Alpha degerleri sirasiyla .88, .82 ve .91 olarak hesaplanmistir.

Psikolojik Giiclendirme Olgegi: Olcek anlam, yeterlilik, dzerklik ve etki olmak {izere dért alt boyuttan
olusmaktadir. Her boyutta dérder madde olup bu boyutlarin Cronbach Alpha degerleri arastirmacilar
tarafindan sirasiyla .83, .85, .84 ve .89 olarak hesaplanmistir. Sirgevil ve digerleri (2013) olgegin
yapisinin farkli dogrulayici calismalarla desteklenmesini 6nermektedir. Bu kapsamda arastirmanin
calisma grubundan elde edilen verilerle dogrulayici faktor analizi yapilmistir. Analiz sonucunda uyum
iyiligi degerleri kapsaminda x2/Sd= 3.30, CFIl= .97, TLI=.96 ve RMSA=.067 bulunmustur. Alan yazinda
belirtilen kabul edilebilir uyum iyiligi degerleri (Bayram, 2016; MacCallum, Browne & Sugawara, 1996)
kapsaminda 6lgegin dort faktorli yapisi Strgevil ve digerlerinin (2013) uyarladigi sekliyle dogrulanmistir.

Veri Analizi

Verilerin analizinde betimsel istatistiklerden ortalama, standart sapma, korelasyon (bkz. Tablo 2) ve
coklu dogrusal regresyon analizinden yararlaniimistir. Enter yéntemi ile yordayici degiskenler olan
psikolojik gliclendirmenin tim alt boyutlari modele eklenerek analizler gercgeklestirilmistir. Coklu
dogrusal regresyon analizi yapilmadan 6nce analiz kosullari kapsaminda verilerin tek degiskenli ve ¢ok
degiskenli normallik varsayimlarini karsilayip karsilamadigi, ¢oklu baglanti problemi olup olmadigl
incelenmistir. Tek degiskenli normallik kapsaminda carpiklik degerinin -.14 ile .78 arasinda, basiklik
degerinin ise-.18 ile .62 arasinda degistigi mahalonobis degerlerinin X2 tablo degerinin altinda oldugu
belirlenmistir. Alan yazininda belirtilen referans araliklarina gére (Blylkoztiirk, 2010; Tabachnick &
Fidel, 2001) verilerin normal dagildigi soylenebilir. Cok degiskenli analizlerde ¢oklu baglanti 6nemli bir
problem olarak gorilmektedir. Bu kapsamda varyans artis faktérleri (VIF, tolerans (T) ve durum indeksi
(Cl) degerleri incelenmistir. Analizler sonucunda VIF degerlerinin 1.15 ile 2.45 arasinda, T degerlerinin
.49 ile .86 arasinda Cl degerlerinin ise 9.4 ile 29.8 arasinda degistigi belirlenmistir. VIF degerlerinin sifira
yaklagsmasi ve T degerlerinin sifirdan uzaklasmasi, Cl degerlerinin ise 30’dan kiiglik olmasi arastirmacilar
tarafindan (Cokluk, Sekercioglu ve Bliyukoztiirk, 2012; Karagoz, 2016) ¢oklu baglanti problemi olmadigi
seklinde yorumlanmaktadir. Bu kapsamda arastirma degiskenleri arasinda g¢oklu baglanti problemi
olmadigi ifade edilebilir.

Bulgular

Ogretmenlerin psikolojik giiclendirme ve degisime hazir olma alt boyutlarindan aldiklari puanlara
iliskin betimsel istatistikler Tablo 2’de sunulmustur.

Tablo 2.

Betimsel Istatistikler

Degiskenler N X SD 1 2 3 4 5 6 7
Psikolojik

Glglendirme

1. Anlam 517 450 .69 - JO**  Ae** 22%*  Q9%* d6**  15%*
2. Etki 517 3.47 1,00 - 58**  33*¥*  3p** JA5%* 18%*
3. Yeterlik 517 443 .64 - .32%*  35%* .28%* 18**
4. Ozerklik 517 4.15 .80 - S1¥x 33%k 30
Degisime Hazir Olma

5. Biligsel 517 392 .72 - A9**  46%*
6. Duygusal 517 3.79 .93 - T2x*
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7. Niyet 517 3.69 .99 -

**p< .01

Tablo 2 incelendiginde 6gretmenlerin psikolojik gliclendirme alt boyutlarindan en yiiksek ortalamaya
anlam (x= 4.50) boyutunda daha sonra sirasiyla yeterlik (x= 4.43), o6zerklik (x= 3.47) ve etki (x= 3.47)
boyutlarinda sahip olduklari gériilmektedir. Degisime hazir olma alt boyutlarinda ise 6gretmenlerin en
yuksek ortalamaya bilissel hazir olma (x= 3.92) alt boyutunda daha sonra sirasiyla duygusal hazir olma(x=
3.79) ve niyet olarak hazir olma (x= 3.69) boyutunda sahip olduklari gériilmektedir. Degiskenler arasi
iliskiler incelendiginde psikolojik gliclendirmenin anlam, etki, yeterlik ve 6zerklik alt boyutlarinin sirasiyla
degisime hazir olmanin bilissel hazir olma r= (.29, .36, .35, .51), duygusal hazir olma r= (.16, .15, .28, .33)
ve niyet olarak hazir olma r= (.15, .18, .18, .30) boyutlariyla pozitif yonde anlamli iliskiye sahip oldugu
belirlenmistir.

Ogretmenlerin psikolojik giiclendirme algilarinin bireysel degisime hazir olmalarini yordayip
yordamadigini belirlemek amaciyla ¢oklu dogrusal regresyon analizi yapilmistir. Bu kapsamda (g ayri
model test edilmistir. Model 1’de psikolojik gliclendirme alt boyutlari yordayici degisken, 6gretmenlerin
degisime bilissel hazir olmalari yordanan degisken olarak analize dahil edilirken, model 2’de yordayici
degiskenler sabit kalirken degisime duygusal hazir olma yordanan degisken olarak ele alinmistir. Son
olarak model 3’'te psikolojik gliclendirme alt boyutlarinin 6gretmenlerin niyet olarak degisime hazir
olmalarini ne dizeyde yordadigi incelenmistir. Modellere iliskin coklu dogrusal regresyon analizi
sonuglari Tablo 3’te sunulmustur.

Tablo 3.

Coklu Dogrusal Regresyon Analizi Sonuglari

Yordanan Degisken Bilissel hazir olma

Model 1 B SE B t p
Sabit 1.559 .198 .7876 .000
Anlam .068 .054 .065 1.261 .208
Etki 114 .064 .102 1.792 .074
Yeterlik 117 .041 .130 2.846 .005
Ozerklik .306 .028 425 10.847 .000
Yordanan Degisken Duygusal hazir olma

Model 2 B SE B t p
Sabit 2.820 .230 12.255 .000
Anlam .060 .063 .057 .953 341
Etki .017 .074 .015 229 .819
Yeterlik .058 .048 .063 1.201 .230
Ozerklik 197 .033 .269 5.987 .000
Yordanan Degisken Niyet olarak hazir olma

Model 3 B SE B t p
Sabit 2.564 .256 9.998 .000
Anlam .094 .070 .077 1.334 .183
Etki .163 .083 126 1.974 .049
Yeterlik .245 .053 .233 4.573 .000
Ozerklik ,238 ,037 ,285 6,511 .000
Model Ozetleri R R? F P

Model 1 .56 .32 60.681 .000

Model 2 .32 .10 15.162 .000

Model 3 .39 .15 23.488 .000

Model 1 incelendiginde psikolojik gliclendirme alt boyutlarinin 6gretmenlerin degisime bilissel hazir
olmalarini pozitif yénde anlamh sekilde yordadigi gorilmektedir F (4, 512)= 60.681, p<.05; R’= .32.
Standardize edilmis regresyon katsayilarina gére yordayici degiskenlerin 6gretmenlerin degisime bilissel
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hazir olmalari Gizerindeki goreli 6nem sirasi 6zerklik, yeterlik, etki ve anlam seklindedir. Ancak regresyon
katsayilarinin anlamhiligina iliskin t-testi sonuglari incelendiginde 6zerklik (B= .425, p<.05) ve yeterlik (B=
.130, p<.05) alt boyutlarinin modele katkisi anlamhyken, anlam (3= .065, p>.05) ve etki (B=.102, p>.05)
boyutlarinin modele katkisinin anlamh olmadigi belirlenmistir.

Model 2 incelendiginde psikolojik gliclendirme alt boyutlarinin 6gretmenlerin degisime duygusal
hazir olmalarini pozitif yénde anlamh sekilde yordadig goriilmektedir F (4, 512)= 15.162, p<.05; R’= .10.
Standardize edilmis regresyon katsayilarina goére yordayici degiskenlerin 6gretmenlerin degisime
duygusal hazir olmalari lzerindeki goreli dnem sirasi 6zerklik, yeterlik, etki ve anlam seklindedir. Ancak
regresyon katsayilarinin anlamliligina iliskin t-testi sonuglari incelendiginde o6zerklik (B= .269, p<.05)
boyutunun modele katkisi anlamliyken yeterlik (= .063, p>.05), etki (8= .015, p>.05) ve anlam (B=.057,
p>.05) boyutlarinin modele katkisinin anlaml olmadigi belirlenmistir.

Model 3 incelendiginde psikolojik giiclendirme alt boyutlarinin 6gretmenlerin degisime niyet olarak
hazir olmalarini pozitif yénde anlamh sekilde yordadigi gortilmektedir F (4, 512)= 23.488, p<.05; R’= .15.
Standardize edilmis regresyon katsayilarina goére yordayici degiskenlerin 6gretmenlerin degisime niyet
olarak hazir olmalari lzerindeki goreli 6nem sirasi 6zerklik, yeterlik, etki ve anlam seklindedir. Ancak
regresyon katsayilarinin anlamhhgina iliskin t-testi sonuglar incelendiginde 6zerklik (B= .285, p<.05),
yeterlik (B= .233, p>.05) ve etki (B=.126, p<.05) alt boyutlarinin modele katkisi anlamliyken, anlam (B=
.077, p>.05) boyutunun modele katkisinin anlamli olmadigi belirlenmistir.

Tartisma ve Sonug

Arastirmada, 6gretmenlerin psikolojik gliclendirme algilarinin degisime bilissel, duygusal ve niyet
olarak hazir olmalarini ne dizeyde yordadigini belirlemek amaciyla ¢ ayri model kurularak test
edilmistir. Tum modellerde psikolojik gliclendirme alt boyutlari; anlam, yeterlik, etki ve 6zerklik yordayici
degiskenler olarak ele alinirken, model 1, model 2 ve model 3’te sirasiyla degisime bilissel, duygusal ve
niyet olarak hazir olma yordanan degiskenler olarak ele alinmistir. Analiz sonucunda psikolojik
giclendirmenin anlam, yeterlik, 6zerklik ve etki alt boyutlarinin 6gretmenlerin degisime bilissel, duygusal
ve niyet olarak hazir olmalarini pozitif yénde anlamli bir sekilde yordadigi belirlenmistir. Ogretmenlerin
degisime bilissel hazir olmalarindaki varyansin yaklasik %32’sininin, duygusal hazir olmadaki varyansin
yaklasik %10’unun ve niyet olarak hazir olmadaki varyansin yaklasik %15’inin psikolojik gliclendirme alt
boyutlarindaki degisimle agiklanabildigi tespit edilmistir. Ayrica bilissel hazir olma igin 6zerklik ve yeterlik
duygusal hazir olma igin 6zerklik, niyet olarak hazir olma igin ise 6zerklik, yeterlik ve etki boyutlarinin
onemli yordayicilar oldugu belirlenmistir.

Arastirmadan elde edilen sonuglar goéstermektedir ki 6gretmenlerin degisime bireysel hazir
olmalarinda kendilerini psikolojik olarak giigli hissetmelerinin énemli etkisi vardir. Ogretmenlerin
ozerklik ve yeterlik algilari basta olmak Ulzere isleri Uzerinde etkiye sahip olduklarina iliskin algilari
degisime hazir olmayl yordayan psikolojik gliclendirme bilesenleridir. Alan yazininda psikolojik
guglendirme ve degisime hazirlik iliskisini ele alan arastirmalar olmasa da Oreg ve digerlerinin (2011)
degisime yonelik kapsamli literatlir taramasi ¢alismasinda benlik saygisi, benlik yeterliligi ve pozitif
etkililik gibi egilim o6zelliklerinin, degisime yonelik olumlu tutumlarin 6ncili olarak hareket ettigi ifade
edilmistir. Ayrica degisime yonelik tutum Gzerine 6z yeterligin ve kontrol odaginin pozitif etkisini rapor
eden arastirmalar (Eby ve digerleri, 2000; Holt ve digerleri, 2015; Wanberg & Banas, 2000) vardir.
Bandura (1986)'ya gore 0z yeterlik, orgltsel Uyelerin etkili bir sekilde degisim ile basa ¢ikma
yeteneklerine glivenmeleri konusundaki giivenini ifade eder. Oz vyeterligi yiiksek bireyler, zorluklarla
basa ¢citkmada daha basarilidir, ayrica yeni fikir ve deneyimlere daha aciktir. Bu kapsamda degisim, 6z
yeterligi yiksek bireyler igin firsat olarak gorilebilir. Clnklu degisim sireci bazi zorluklar
barindirdigindan bu engeller 6z yeterligi yiksek bireyler icin inanglarini pekistirmek igin bir firsattir.
Ogretmenlerin 6zerklik duygulari, islerini diizenlemeleri ve yapis sekline yonelik kontrol hislerini ifade
etmektedir. Short (1992) giclendirilmis bireylerin, bir duruma goére davranma ve onu gelistirme
becerisine ve bilgisine sahip olduklarina inandiklarini iddia etmektedir. Bu kapsamda 6zerklige sahip
o6gretmenler degisim zamanlarinda islerini nasil yapacaklari, neye karar vereceklerinde 6zgiir se¢imlere
sahiptir. Bu kontrol hissi degisime yonelik olumsuz duygulari 6nleyebilir.
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Peterson ve Baker (2011) degisime hazir olmayi etkileyen i¢ ve dis faktorleri inceledigi ¢alismada
inanglari, 6z yeterligi, 6z diizenleme becerilerini ve diger destekleyici bilissel, sosyal ve duygusal
becerileri i¢ faktorler arasinda ifade etmislerdir. Ayni zamanda degisime hazir olma konusunda igsel
motivasyonun temel faktor oldugunu belirtmislerdir. Ryan ve Deci (2000) tarafindan gelistirilen 6z
belirleme kuraminda iliskili olma ihtiyaci yaninda bireylerin 6zerklik ve vyeterlik ihtiyaglari igsel
motivasyon kaynagi olarak ele alinmaktadir. Bunun yani sira Ryan ve Deci 6zerklik, yeterlik ve iliskili olma
ihtiyacini destekleyen baglamlarin, bu ihtiyaglarin karsilanmasina engel olan baglamlardan daha fazla
icsellestirme ve entegrasyonu tesvik ettigini belirtmislerdir. Buradan igsel motive olmus 6gretmenlerin
degisime hazir olmalarinin yani sira degisiklik talebinin bu 6gretmenlerden gelebilecegi sonucu da
¢ikarilabilir. Se¢im yapma konusunda kendilerini 6zerk hisseden ve islerini basarili bir sekilde yapmada
bilgi ve becerisine glvenen o6gretmenlerin i¢csel motivasyonlari da yliksektir. Bu kapsamda igsel
motivasyon diizeyleri ylksek 6gretmenlerin degisim icin ¢aba harcayacak enerjiye sahip olduklari ve
dolaysiyla degisime hazirlik diizeylerinin de yiksek olacagi soylenebilir.

Arastirmadan elde edilen 6nemli bir sonug da 6gretmenlerin islerini anlamh bulmalarinin degisime
hazir olmalari lGizerinde anlamli etkiye sahip olmamasidir. Bu durum iki agidan degerlendirilebilir. Birincisi
degisimin ¢ogunlukla eski deger ve davraniglarin yerine yenisini getirmesi, ikincisi ise gegmis degisim
deneyimlerinin degisime yonelik tutumlar etkileyebilmesidir. Tirkiye baglaminda degerlendirildiginde
Tirk Egitim Sistemi’nin i¢ ve dis ¢cevrelerinden kaynaklanan degisim ihtiyacina olduk¢a duyarli oldugu ve
bu ihtiyaca cevap verebilmek icin sik sik degisim uygulamalarina yoneldigi gdzlenmektedir (Kondakgl,
Zayim & Caliskan, 2010). Zorunlu egitimin 12 yila ¢ikarilmasi, yeniden diizenlenen liseye giris sistemi,
FATIH (Firsatlari Artirma ve Teknolojiyi lyilestirme Hareketi) projesi yakin zamanda gergeklestirilen
degisimlerdir. Ancak merkezi olarak yapilan bu degisikliklerle tam olarak istenen hedeflere ulasildig
soylenemez. Ayrica Limon (2019) tarafindan yapilan arastirmada degisim yorgunlugunun 6gretmenlerde
moral yitimine sebep oldugu sonucuna ulagilmistir. Dolayisiyla 6gretmenler islerini anlamli bulsalar da
basarisiz degisim girisimleri ve sik degisim girisimlerinin 6gretmenlerin degisime tutumlarinda etkili
olabilecegi séylenebilir.

Arastirma sonuglarina dayali olarak okullarda 6gretmenlerin 6z yeterliklerini, 6zerkliklerini ve isleri
Uzerinde etkiye sahip olma hislerini destekleyecek uygulamalarin ayni zamanda degisime hazir
olmalarina da katki saglayacagi séylenebilir. Ogretmen giiglendirme iizerine yapilan arastirmalarda okul
liderliginin (Yangaiya & Magaji, 2015), otantik liderligin (Shapira-Lishchinsky & Tsemach, 2014),
meslektaslara duyulan giivenin (Yin, Lee, Jin & Zhang, 2013), yapisal gliglendirme uygulamalarinin (Lee &
Nie, 2014; Yorulmaz, Colak & Saglam, 2018), 6rgitsel destek algisinin (Bogler & Nir, 2012), gliglendirici
lider davranislarinin (Vrehovnik, Maric, Znidarsic & Jordan, 2018), donlisimci liderligin (Baloglu,
Karadag & Gavuz, 2009) oOgretmenlerin psikolojik gigclendirmelerini etkiledigi belirlenmistir. Bu
arastirmalar gostermektedir ki glglendirici bir okul ¢evresi olusturmada 6nemli sorumluluk okul
liderlerine dismektedir. Bu kapsamda okul mudirlerinin 6gretmenleri karar siirecine katmasi,
ogretmenlere isleriyle ilgili se¢cim yapma hakki tanimasi, yetki devretmesi, sorumluluk vermesi, 6z
yeterliklerini pekistirecek iletisim dili kullanmasi ve mesleki gelisim olanaklari sunmasi 6gretmenlerin
hem gl¢lenmelerine hem de degisime hazir olmalarina katki saglayabilir. Ancak Tirk Egitim Sisteminin
hiyerarsik yapisindan kaynakli olarak okul mudirlerinin gerek degisim zamaninda gerekse de normal
okul doénemleri icerisinde 06gretmenleri gliclendirecek sinirliiklart vardir. Bu sinirliliklarin; okul
midurlerinin 6gretmenlere yetki devretme ve sorumluluk vermelerini engelleyen yasal diizenlemeler,
o6gretmenlerin mesleki gelisimi icin okul diizeyinde kaynak ayiramama oldugu soylenebilir. Bu kapsamda
okul muddrlerinin 6gretmenleri glclendirmelerine olanak saglayacak dizenlemelere de ihtiya¢ oldugu
soylenebilir.

Degisimin insan ve orgit dogasinin vazgecilmez bir bileseni oldugu gergegi; bizi, beklenti ve g¢aba
anlayisimizi dénistliirmeye zorlamistir. Egitim kurumlari ise teknolojik gelismelere paralel olarak ortaya
cikan kiresellesme olgusundan en cok etkilenen sektorlerdir. Dolayisiyla, etkili ve tretken olabilmek
adina mimkiin olan hemen her zaman ve yerde teknolojiye erisim artmistir (Yalgin Tepe & Adigtizel,
2017). Gunumuz sartlari insan hayatini, teknolojik gelismeleri ginlik yasamin temel adimlarina
doéniistiirerek, pek cok agidan etkilemektedir. insan odakli bir teknolojik déniisim olan enddiistri 4.0;
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tedarikgi ve tlketicilere ilk adimdan yeni nesil yaziim ve donanima ve hatta sirket, kullanici ve cihazlara
tek bir merkeze bagli olmama imkani sunan nesnelerin internetine kadar rekabet avantaji saglayan bir
stratejidir (Gumusoglu, 2018). Bu nedenle bu gibi teknolojik gelismeler egitim ve sosyal yasama
yansimalarinda da is basindadir. Dijital devrim de diyebilecegimiz ¢ok yonli ve derin bir egitim
donlisimi s6z konusudur (Parlak, 2017). Bu teknolojik ilerlemeler ve toplum tzerindeki yansimalarini
gbdz Online aldigimizda okulun ve 6gretmenin rollerinin degisime gére yeniden tanimlanmasi gerektigi
ifade edilebilir.

Sonug olarak 6gretmenlerin psikolojik guglendirme algilarinin bilesenleri olarak 6zerklik, yeterlik ve
islerinde etkiye sahip olduklarina iliskin algilari degisime bireysel hazir olmalarinda énemli etkiye sahip
oldugu belirlenmistir. Degisimin siirekli hale geldigi giiniimlzde okullarin degisime uyum saglamalari
uygulayicilar olarak 6gretmenlerin degisimi benimsemelerine baghdir. Degisim zamaniyla sinirla olmadan
ogretmenleri giclendirmek bireysel degisime hazir olmalarina ve dolayisiyla 6rgitsel degisimin
basarisinda katki saglayabilir.
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