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Correlation between Occupational Professionalism of Teachers
and Their Fear of Loss of Dignity

Ogretmenlerin Mesleki Profesyonellikleri ile Sayginhiklarm Yitirme
Kaygilart Arasindaki 1liski

Tugba Hosgorir!

Abstract

The purpose of this study is to identify the correlation between occupational professionalism of
teachers and their fear of loss of dignity. The sample for the study designed in accordance with the
relational survey model is composed of 530 teachers who worked at primary schools, secondary
schools and high schools in Mugla province, Turkey, and were selected through the
disproportionate cluster sampling technique. The research data was gathered with the Occupational
Professionalism of Teachers Scale and the Loss of Face Scale. Descriptive statistics, ¢-test, ANOVA
and multiple regression analysis were used for analyzing the data. The data obtained shows that
teachers have a high level of occupational professionalism and that they are the most professional in
terms of occupational sensitivity. Occupational professionalism of teachers varies significantly by
gender, type of school and seniority. On the other hand, teachers have an above-average fear of loss
of dignity. Their fear of loss of dignity varies significantly by the type of school, yet shows no
significant variation for gender or occupational seniority. All aspects of teachers’ occupational
professionalism and their fear of loss of dignity show a low and significant correlation. It was seen
that personal development and emotional labor aspects of occupational professionalism are
significant precursors for teachers’ fear of loss of dignity.
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Oz

Bu calismanin amaci, 6gretmenlerin mesleki profesyonellikleri ile sayginliklarmni yitirme kaygilar
arasindaki iligkiyi belirlemektir. iligkisel tarama modelinde desenlenen arastirmanin drneklemini,
Mugla ilinde bulunan ilkokul, ortaokul ve liselerde gorev yapan ve oransiz kiime o6rneklemesi
yontemi ile secilen 530 &gretmen olusturmaktadir. Arastirma verileri Ogretmenlerin Mesleki
Profesyonelligi Olcegi ve Saygmhgmi Yitirme Kaygist Olgegi ile toplanmistir. Verilerin analizinde
betimsel istatistikler, t-testi ANOVA ve coklu regresyon analizi kullanilmistir. Elde edilen
bulgulara gore, dgretmenlerin mesleki profesyonellikleri yiiksektir ve en ¢ok mesleki duyarlilik
boyutunda profesyonellik sergilemektedirler. Ogretmenlerin mesleki profesyonellikleri, cinsiyet,
okul tiirii ve kidem degiskenlerine gore anlamli farklar gostermistir. Ogretmenlerin sayginliklarin
yitirme kaygilar1 ise orta diizeyin lizerindedir. Sayginligini yitirme kaygilari, okul tiiriine gére anlamli
diizeyde farkhilasmakta, ancak cinsiyet ve mesleki kidem degiskenlerine gére anlamli farklar
gostermemektedir. Ogretmenlerin mesleki profesyonellikleri ile ilgili boyutlarin tiimii birlikte,
ogretmenlerin saygmliklarimi yitirme kaygilarn ile diisiik diizeyde ve anlaml bir iligki vermektedir.
Mesleki profesyonelligin kisisel gelisim ve duygusal emek boyutlarinin, 6gretmenlerin sayginliklarini
yitirme kaygilarinin anlaml yordayicilar1 oldugu goriilmiistiir.

Anahtar sozciikler: Mesleki profesyonellik, meslek, sayginligini yitirme kaygisi, §3retmen
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Introduction

Education is a process that concerns and affects societies as a whole by the
nature of its function. This has led to a constant questioning of the qualities
that teachers should possess within the framework of the expectations in
societies. The professionalism expected from teachers has changed the
occupation’s perception throughout history in relation to the interests of
parties. Teacher training programs also changed in parallel to the influence that
interest groups had over educational institutions. Commonly, the focus point
for the qualities a teacher should have in order to be considered as a
professional has been the teacher’s performance. Students’ success in multiple-
choice exams that they have to take during their process of their education has
been the reference used to measure the teacher’s performance. However, this is
quite a narrow and restrictive approach to the role that teachers play in
students’ education. It reduces schools’ mission of raising intellectual and happy
individuals to a shallow level. In theory, individuals who will become a member
of the information society are expected to access, criticize, question, generate
and share information, accept learning as a part of life and keep on learning,
integrate the information into their lives and create universal values. Thus,
teachers are expected to have qualities parallel to these. Yet, in practice, the
assessment criteria for teachers to be considered as professionals do not require
these qualities. At this point, the pressure of being wedged between two kinds
of professionalism, one required by the profession and the other expected by
the public, can bring teachers to the point of questioning their occupational
dignity.

To question teachers’ occupational professionalism, one must first clarify
the concepts of profession and professionalism. By the dictionary definition, a
“profession” is a task that requires a specific skill or education, especially
higher education (Collins Concise Dictionary, 1990). McKernan (2008) defines
profession as the union formed by persons with the qualities of having
theoretical and practical knowledge, constant dedication to learning, eagerness
to serve the public, autonomous decision making, analyzing and dedication to
put research into practice. A “professional” refers to a person who has such a
profession or conducts a task with superior skills (Collins Concise Dictionary,
1990). In this context, a professional is a member of the “profession.” Yet the
requirements and criteria for considering a task as a profession have been
interpreted differently over the years.

In the 1950’s, some sociologists emphasized the functional importance of
professions in relation to their contribution to preserving public order. These
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sociologists who studied professions with the qualities approach evaluated tasks
qualified as professions based on criteria such as autonomy, altruism,
specialized knowledge, responsibility, public voice and culture. Mostly, fields of
medicine and law, which were generally accepted as professions, were the
reference for the required qualities (Greenwood, 1957; Robson, 2006; Whitty,
2000). Yet the differences between the natures of different work groups or the
gradual changes in time in the structures of organizations, socially accepted
conditions and public perception were not regarded as much as required
(Robson, 2006).

Some circles affected by Max Weber’s ideas on social closure created the
knowledge-focused approaches by attempting to control the fund of knowledge
that professions should have in order to gain a privilege against other
occupational groups. Occupational groups try to accept persons into their
profession mostly through higher education and try to maintain the degree of
difficulty of this education as a means of access in order to preserve their
cognitive privilege (Darling-Hammond, 1997). Here, the approach of
occupational groups is based on turning the current fund of knowledge into
social and economic rewards through individuals who are in need of such
knowledge. In addition, some circles affected by the French philosopher
Foucault’s ideas on “discourse,” which determines and generates objects of
knowledge, state that what occupational groups do is to lay claim to this
discourse and ensure that it gets passed on through universities. Having this
discourse would be the definition of “professionalism.” Occupational groups
have an inner hierarchical order for preserving the uniqueness of this discourse
and only the hierarchically superior have the authority to shape the fund of
occupational knowledge (Robson, 2006). All these approaches view individuals
as professionals to the extent of how much their actions comply with the skills
expected from their profession. However, the word eventually assumed new
connotations and the concept drifted apart from profession (Hoyle, 1995).

Sockett’s point of view (1983) offers a more concrete framework for
professionalism. He proposes that a profession is a task that has a social
function and requires a high level of skill and systematic fund of knowledge.
Being a member of a profession requires getting into a process of socialization
with its values, usually through higher education. Practitioners are in positions
as autonomous executives concerned with their own occupations, rather than
middlemen working for others. In addition, offering a specific service standard
and pursuing a status that they believe they deserve are common goals of the
members of an occupation. Professions have a say in determining the public
policies related to them. They also control the conditions for entry into the
profession and have ethical codes that regard the interests of the persons they
service (Darling-Hammond, 1997; Evans, 2008; Sockett, 1983). Controlling
entry into the profession and supervision over knowledge can be viewed as
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indicators that professions tend to have a different status than other tasks.
Recent studies construe professionalism as establishing an active supervision
over customers on behalf of the interest group. In this sense, professionalism
would be assessed within a mentality that opposes bureaucracy. Occupational
ethics, on the other hand, would be handled as an ideology rather than a
directive to stay loyal to (Marshall, 1999). Similarly, Eraut (1994) handles
professionalism as an ideology. He states that professionalization is the process
in which professions obtain a status and privileges through this ideology. This
ideology underscores the phenomenon of professional experience and claims
that only professionals can determine the actual needs of those who will be
served. Because those who are served do not have the necessary knowledge to
assess the job, it is again the professionals’ duty to defend the rights of
customers and, to this end, they set the service/training standards and ethical
codes (Eraut, 1994).

The post-modern view to professionalism offers a much more flexible
approach. It claims that a profession is “what” it is thought to be at the said
time and this can change from one period to another. Moving from this, the fact
that we can talk about the profession of teaching—irrespective of the qualities it
has or does not have—shows that it is a profession (Whitty, 2000). However,
when discussing whether or not teaching is a profession, Etzioni’s (1969) view
that teaching is a semi-profession still maintains its influence. Etzioni (1969)
defends that teachers have less training in terms of content and duration, less
fund of knowledge and less autonomy compared to other professions. Lortie
(1969) similarly states that schools fall short of creating an environment where
teachers can fully professionalize so they can carry all the fundamental qualities
of a profession. Andrew (2005), on the other hand, states that much has been
achieved maybe not in all said subjects but especially in teaching and fund of
knowledge, but that this fund of knowledge is not systematic and not organized
successfully and that it is not in a commonly accepted form, thus not popular
enough. He concludes that, therefore, the semi-professional status of teaching
progressed very slightly in evolving into a profession.

Arguments on the professionalism of teaching mainly focus on teaching at
schools. OECD’s (2016) report on the nature and scope of professionalism of
teaching draws a framework for professionalism of teaching around the
teachers’ fund of knowledge, their autonomy and their communication network
with colleagues. Yet, some recent studies extend this concept beyond schools.
As discussed, the terms “profession” and “professional” do not have
commonly-agreed definitions. Robson (2006) adopts the view that these terms
offer a thought system about the nature of jobs rather than the traditional view
that they should have clear-cut, descriptive features. He adds that these terms
do not have a stable and static nature. Lawn (2005) similarly puts forward that
professionalism of teaching is not a stable thought, that it has conditional and
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relational aspects, that it has self-contradictory views (progressive and
conservative) and that it is not homogeneous. Still, the definitions of
professionalism of teaching have the following common points (Appleyard &
Appleyard, 2014):

e Subject expertise: Expertise based on knowledge

o Teaching expertise: Expertise acquired through implementing theoretical
knowledge,

o Continuing learning: Being enthusiastic and curious about the field and
learning,

o Autonomy in the management of learning.

o Multiple accountability: Feeling accountable towards learners,
organizations, service users and the public.

o Accepting and following ethical codes.

For the purposes of this study, teaching professionalism is studied under
four sub-topics; personal development, contribution to the institution,
occupational sensitivity, and emotional labor.

Personal Development New approaches to teaching professionalism focus on
the critical importance of teachers’ occupational learning for occupational
transformation (Robinson, 2014). Nowadays, the dynamic structure of
information and human needs has become one of the main concerns for
teachers (Gokee, 2014). Moreover, teachers’ being open to learning personally
is one of the most crucial factors for the development of schools (Calik & Er,
2014). This is why the professionalism expected from teachers relies on
cooperation rather than individual work, disclosure rather than closure and a
wide perspective rather than a narrow one. It also has authority. Yet, it is not
supervision-centered. When compared to the past, teachers need to learn more
to perform their profession and be more in touch with their colleagues in order
to learn from them. The profession of teaching must also be a profession of
learning better (Fullan, 2007). Therefore, teachers need to be in a constant
effort to self-develop in terms of their field of expertise, the profession of
teaching and general culture, and to do their jobs in a more professional
manner.

Contribution to the institution. Teachers’ efforts toward self-improvement are
not enough on their own. Teachers should mobilize all available means and
assume an active role to contribute to the students, colleagues, the environment
and the entire school (Hosgoriir, 2014). In this way, the aspect of contribution
to institution also makes up the social responsibility part of professionalism. In
addition to assuming an active role in all social, cultural and scientific activities
at the school (Altinkurt & Yilmaz, 2014), teachers should adopt an assertive
character, make use of the opportunities offered by the environment and act as
an experienced team player.
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Occupational sensitivity. It is the teachers’ responsibility as professionals to
develop relations with students that support their improvement and learning
(Ellis & Tod, 2015). Teachers’ relationship with students are not limited to
information and skills. Teachers should also raise students’ awareness of values
through their attitude and actions (Ciiceloglu & Erdogan, 2016). Yet, the new
outlook of the occupation of teaching restricts teachers’ role to the classroom.
Teachers appear as team players, skilled in many fields on the basis of both the
classroom and the school (Lawn, 2005). This is why teachers should be
encouraged to work more, especially with their colleagues, and to develop their
expertise (Hargreaves, 2000). Furthermore, turning schools into communities
for reciprocal learning by establishing close relationships and cooperating with
colleagues is considered as the most important aspect of the leadership role of
teachers today (Day & Harris, 2002; Harris & Lambert, 2003; Muijs & Harris,
2003). Teachers should be flexible enough to change and reinvent themselves
by seeking constant feedback in topics related to teaching; and they should do
their job while being aware of its requirements (Altinkurt & Yilmaz, 2014).

Emotional labor. Emotional labor refers to an individual’s channeling,
controlling and exhibiting their emotions as required by their profession
(Erickson & Wharton, 1997). In addition to a high intellect, being a teacher
requires a high level of compassion. Since it takes place under highly social and
political conditions, it also requires a high level of emotional intellect (Fullan,
2007). Teachers usually have to suppress their feelings and act as the political
framework demands (Day & Lee, 2011). This is why teachers constantly
interact with the school’s stakeholders, as the nature of the profession demands.
The desired outcome from this interaction can only be obtained if teachers
have superior communication skills (Hosgoériir, 2012) and manage their
emotions effectively (Hosgoriir & Yorulmaz, 2015).

As can be seen, the framework for the professionalism of teaching contains
multiple aspects at once. The complex structure of teaching and learning
processes only add to the heavy burden of teachers. In relation to these
qualities that a professional teacher should possess, a sense of insecurity that
the teacher can have may bring about a fear of losing dignity. This may result in
teachers avoiding places and situations where their can potentially lose their
dignity, as well as pushing them to improve in areas where they feel most
insecure in order to protect their dignity (Goffman, 1967). Considering the
subjects related to teaching, the avoiding behavior can also negatively affect
their students. This is why it is important to study the image of the concept of
dignity in educational organizations.

The German philosopher Immanuel Kant (1724-1804) stated that humanity
can be defined by dignity rather than values, because humans act in accordance
with their own perception from first-hand, not the judgment of external
observers. This is why he holds dignity higher than all other values and believes
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that it is a principle of humanity that should be protected (Pirson & Kostera,
2017). Maslow (1954), on the other hand, emphasized that an individual must
be psychologically healthy to put out his true potential and that his dignity plays
a significant role in his health. Weber (1968) approaches the topic from a
sociological perspective and addresses the rational structure of bureaucratic
organizations of modern life. He states that these productivity-centered
structures look past the emotions of the individual and cannot meet his dignity
needs, which is why individuals cannot establish an emotional connection with
the organization.

Goffman (1967, p.5) is one of the first in the literature to use the term
“face” to refer to individuals’ dignity in public. He defines face as “the positive
social value a person effectively claims for himself by the line others assume he
has taken during a particular contact.” In the literature, the term “face” refers
to the person’s social prestige and his perception of it (Arundale, 2010).
However, the limited number of studies in the Turkish literature (Topkaya,
Altinkurt, Yilmaz, & Dilek, 2013; Yorulmaz, Colak, & Yasa, 2017) use another
albeit close term “dignity” instead, since the aforementioned concept has no
full equivalence in Turkish. Therefore, this study has also preferred to use the
term “dignity.”

Although dignity has more to do with the individual’s perception, it is still a
result of relationships with the outside world. In other words, the dignity that
the individual perceives is strongly linked to whether or not the environment
treats him with respect. This makes dignity both a highly personal feeling and
one with a very strong social aspect. Thus, dignity demonstrates, on the one
hand, the individual’s vulnerability and dependence on others, and his capacity
for autonomy on the other (Sayer, 2007). Skinner (1971) states that all actions
that the individual has no control over and are forced by external factors are
potential threats to the individual’s dignity. In this context, being able to move
autonomously can positively affect individual’s perception of his own dignity.
Sayer (2007) emphasizes that the individual must mostly be able to act
independently in order to gain dignity. The dignity that the individual is shown
at the workplace has its roots in a mixture of honesty, acceptance and respect.
Therefore, having dignity requires the individual to have control over his
actions first and to use his power competently and in the right manner (Sayer,
2007). Thus, trusting in teachers’ professionalism and providing them with an
environment where they can act autonomously can potentially increase their
perception of dignity.

Hodson (2003) states that efforts are made to obtain dignity by struggling
for democracy and justice in the political environment, demanding a sufficient
salary and equal terms for life quality in the economic environment, and
resisting to abuse and being eager to be proud of one’s work in the
organizational environment. Rayner (2007) declares that the negative situations
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perceived about the individual’s dignity in the organizational environment can
result from both interpersonal relations and structural features of the
organization and the job. To add on, teachers’ emotions and dignity are one of
the most overlooked areas in the organizational environment (Pirson &
Kostera, 2017). Teachers’ relationships with stakeholders at the school makes
them emotionally linked as well. The nature of this communication is equally
affected by the school’s emotional norms and the power relations between
teachers and stakeholders. A professional teacher must act by these norms and
the requirements of his profession (Day & Lee, 2011). Therefore, regulations
should be made at schools against behaviors that harm teachers’ dignity
(Peyton, 2003). Protecting their dignity and keeping them emotionally “well”
can contribute to increasing teachers’ devotion to their schools and, indirectly,
their performance.

In relation to dignity in the organizational environment, Bolton (2007)
addresses factors such as self-confidence, autonomy and the job’s meaning to
the individual, which are related to the individual’s feeling of self-competence
about the job. The individual’s competence at his job puts him in a reliable
position in the eyes of the organization’s stakeholders. This is why dignity is
linked to the individual’s professionalism. When people put others in a
decision-making position for a subject, they actually put themselves in a
position of vulnerability. They assume that the decision maker will choose the
right path and will not take advantage of their trust. This trust is actually an
indication of the competence and honesty of the person who gives the right to
judge (Sayer, 2007). This goes to show that the trust in teachers’
professionalism and the dignity they perceive/have are directly related.

Lately, the expectations from teaching and the perception of teachers for
their profession have changed remarkably. Hence, it has gained importance to
evaluate teachers’ professionalism in relation to the changing image of the
profession and to study the impact this has on teachers’ perception of their
competence (Seo, 2016) and their dignity. In their study, Topkaya et al. (2013)
concluded that teachers’ increasing fear of loss of dignity may result in
withdrawing from the institution where they work, a decrease in performance
and a negative attitude towards school. This finding shows the size of the
impact area of teachers’ dignity in schools and in society. Since studies on
teachers’ fear of losing dignity are relatively recent, there are quite a limited
number of studies to be found in the literature. Baiocchi-Wagner (2011)
approaches the subject from the perspective of faculty members’ relationships
with students, while Yorulmaz et al. (2017) handle teachers’ fear of losing
dignity on its own, and Topkaya et al. (2013) studied the relation between the
fear of losing dignity and cynicism. Having said that, there are relatively more
studies that examine teachers’ occupational professionalism in relation to terms
linked with dignity. These studies examined teachers’ occupational
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professionalism in relation to burnout (Celik & Yilmaz, 2015), occupational
alienation (Yorulmaz, Altinkurt, & Yilmaz, 2015), self-competence (Kosar,
2015), business satisfaction (Altinkurt & Yilmaz, 2014), culture of organization
(Kiling, 2014), bureaucratic school structure (Cerit, 2012; Karaca, 2015),
leadership and trust (Tschannen-Moran, 2009), cynicism (Altinkurt & Ekinci,
2016), and school evaluation (Hult & Edstrém, 2016). Hildebrandt and Eom
(2011) studied factors that affect professionalism, while Demirkasimoglu (2010)
and Bayhan (2011) evaluated teacher professionalism from different
perspectives. Yet, there are no studies on the effects of teachers’ occupational
professionalism on dignity.

Apart from contributing to the fund of knowledge about teachers’
occupational professionalism and their fear of loss of dignity, this current study
also aims to contribute to works concerned with the scope of the impact area of
teachers’ occupational professionalism through questioning the relation
between these two variables. Thus, it will be easier to form a cause and effect
relationship between these variables in works for developing organization at
institutions, and more effective solutions will be found to get to the roots of
current problems related to teachers’ dignity. This current study is designed on
the basis of such needs. It aims to identify the relationship between teachers’
occupational professionalism and their fear of loss of dignity. Within the
framework of this main goal, answers were sought for the following questions:

1. What is the extent of teachers’ occupational professionalism?

2. Does teachers’ occupational professionalism vary significantly by
variables of gender, type of school, or seniority?

3. What is the extent of teachers’ fear of loss of dignity?

4. Does teachers’ fear of loss of dignity vary significantly by variables of
gender, type of school, or seniority?

5. Does teachers’ occupational professionalism significantly predict their
fear of loss of dignity?

Method
Research Model

This study, which aims to identify the relationship between teachers’
occupational professionalism and their fear of losing dignity, was designed
within the framework of the relational survey model.

Population and Sample

The population of the study is composed of 12,082 teachers who worked at
primary schools, secondary schools and high schools in the Mugla province of
Turkey during the 2016-2017 school year. Disproportionate cluster sampling
technique was used in identifying the sample. The size of the sample to provide
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a 95% confidence interval was calculated to be 372 participants. Considering
that the returns of scales could be problematic, a decision was made to consult
600 teachers. Analyses were conducted with 530 data collection tools that were
returned from the participants and were identified as being suitable for use.

62.3% of the teachers who took part in the research are female (n = 330)
and 37.7% are male (n = 200). 23.8% of the teachers work in primary schools
(n = 126), 50.9% in secondary schools (n = 270), 14.3% in high schools (n =
76) and 10.9% in vocational high schools (n = 58). 20% of the teachers have a
seniority of nine years or less (n = 106), 47.9% have 10-19 years (n = 254) and
32.1% have one of 20 years or more (n = 170).

Data Collection Tools

Occupational Professionalism of Teachers Scale — Developed by Yilmaz and
Altinkurt (2014), the scale was prepared to identify teachers’ occupational
professionalism levels based on their own views. The scale is composed of 24
Likert-type items in four factors, namely Personal Development, Contribution
to the Institution, Occupational Sensitivity, and Emotional Labor. Scale items
are scored from “l-strictly disagree” to “S-absolutely agree.” Higher total
scores are interpreted as the individual having a more positive view of
occupational professionalism. The variance that four factors of the scale explain
is 52.22%, and the Cronbach Alpha internal consistency coefficient is .79 for
personal development, .74 for occupational sensitivity, .86 for contribution to
the institution, .80 for emotional labor and .90 overall. The Confirmatory
Factor Analysis (CFA) showed the x2/sd ratio to be 2.66. Goodness of fit values
calculated with confirmatory factor analysis are as follows: GFI= 0.82, AGFI=
0.78, RMSEA= 0.08, RMR= 0.05, SRMR= 0.08, CFI= 0.80, NFI= 0.72,
NNFI= 0.77, and PGFI= 0.67. Cronbach Alpha coefficients were recalculated
for this research and found to be .76 for personal development, .83 for
occupational sensitivity, .80 for contribution to the institution, .85 for emotional
labor and .90 overall.

Loss of Face Scale — Developed by Zane and Yeh (2002) and adapted to
Turkish by Topkaya and Yaka (2012), the scale is composed of 21 Likert-type
items, prepared to identify an individual’s level of fear for losing his dignity in
public. The scale is one dimensional. Scale items are given a score from “1-
strictly disagree” to “7-absolutely agree”. Higher total scores are interpreted as
the individual having a higher level of fear for losing his dignity. The scale’s
Cronbach Alpha internal consistency coefficient, calculated for its reliability,
was originally reported as .84 and the test-retest score as .70. The Cronbach
Alpha internal consistency coefficient was recalculated for this study and found
to be .71.
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Data Analysis

Before analyzing the research data, data collection tools were examined and
tools assumed to be filled in carelessly were excluded from the evaluation.
Evaluated scales were also analyzed from the perspectives of extreme value
analysis, normality of distribution and multicollinearity problem. For identifying
the extreme values, z points (z<3) and Mahalanobis distances were calculated.
Normality of distribution was tested with coefficients of skewness and kurtosis
and was found to be between -1 and +1. Accordingly, for all variables, the
coefficient of skewness was between -.54 and +.21, while the coefficient of
kurtosis was between-.88 and +.09. To determine whether or not the evaluated
variables have multicollinearity, variance increase factor (VIF) analysis and
non-standardized regression coefficients (B) were used. VIF values being
higher than 10 (Hair, Anderson, Tatham, & Black, 1995) or B values being
higher than 2 indicates that there is a multicollinearity problem (Cokluk, 2010).
The highest VIF value for this study was calculated to be 2.1, while the highest
B value was calculated to be .17. In addition, Durbin Watson (DW) coefficient
and CI condition index were examined. If the Dubin Watson coefficient is
between 1.5-2.5, there is no multicollinearity problem (Kalayci, 2009). In this
study, the DW coefficient was calculated as being 1.98 with a CI coefficient of
23.7. The results obtained show that there is no multicollinearity problem.

Descriptive statistics, ¢-test and one-way Analysis of Variance (ANOVA)
were used for determining teachers’ occupational professionalism and their fear
of losing their dignity. The Sidak test was used to determine the source of the
difference for the significant F values of the analysis results. Multiple regression
test was used to determine whether or not teachers’ levels of occupational
professionalism significantly predicted their fear levels for losing their dignity.

Findings
Presented in this section of the study are findings concerning teachers’
opinions on their occupational professionalism and fear of losing dignity, and
whether or not these opinions vary by gender, type of school, or seniority. Then,
findings from the multiple regression analysis conducted to determine whether
or not teachers’ occupational professionalism predicts their fear of losing
dignity are presented.

Data analysis results showed that teachers have a high rate of occupational
professionalism (M= 4.04, SD= .44). In descending order, teachers
demonstrate the most professionalism in occupational sensitivity (M= 4.38,
SD= .56), emotional labor (M= 4.26, SD= .56), contribution to the institution
(M= 3.84, SD= .56) and personal development (M= 3.76, SD= .61). By their
gender, teachers’ occupational professionalism varies significantly in
occupational sensitivity [t(528) = 2.96; p < .05] and emotional labor [t(528) =
2.14; p < .05]. In both cases, females demonstrated a higher level of
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professionalism than males. By type of school, teachers’ occupational
professionalism varies significantly overall [F(3-526) = 9.14; p < .05], in
occupational sensitivity [F(3-526) = 10.29; p < .05], in contribution to the
institution [F(3-526) = 5.09; p < .05] and in emotional labor [F(3-526) = 14.15;
p < .05].

Differences in occupational professionalism total score, occupational
sensitivity and emotional labor exist between primary school teachers and
secondary, high school and vocational high school teachers. The difference in
contribution to the institution is between primary school teachers and
secondary school teachers. Primary school teachers stated they were more
professional compared to other teachers in overall occupational
professionalism, occupational sensitivity, contribution to the institution and
emotional labor. By the occupational seniority variable, the professionalism of
teachers varies significantly only in emotional labor [F(2-527) = 3.23; p < .05].
A difference is detected between teachers with a seniority of 20 or more years
and those with a seniority of nine years or less or 10-19 years. Teachers with a
seniority of 20 or more years stated that they put out more emotional labor
compared to others.

Teachers’ fear of losing dignity is above the average level (M= 3.92, SD=
.73). Their fear of losing dignity does not vary significantly by variables of
gender and occupational seniority. Yet, there are significant variances for fear
of losing dignity by the type of school between primary school teachers and
vocational and secondary high school teachers [F(3-526) = 7.70; p < .05].
Primary school teachers experience less fear of losing dignity compared to
secondary and vocational high school teachers.

The final goal of the study was to determine to what extent teachers’
occupational professionalism predicts their fear of losing dignity. The findings
from the multiple regression analysis conducted for this purpose are presented
in Table 1.

Table 1

Results of Multiple Regression Analysis for the Prediction of Fear of Loss of Dignity
. Standard Zero .

Variables B Error B t p Order Partial r

Constant 4.654 278 - 16.754  .000

1. Personal development 172 .059 151 2.945 .003 .04 13

2. Occupational sensitivity -.054 .077 -.043 -701 484 -12 -.03

3. Contribution to the institution -.070 .063 -057  -1.106 269 -.06 -.05

4. Emotional labor -.201 .078 -162  -2.595 .010 -.16 -11

R=020 R’ =.041 Fas2s) = 5.56 p = 0.00
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As can be seen in Table 1, there is an inverse and low relation between
teachers’ fear of loss of dignity and occupational sensitivity ( = -.12) and
emotional labor (r = -.16). No significant relation was found between teachers’
fear of loss of dignity and personal development and contribution to the
institution. Controlling other variables, it is seen that fear of loss of dignity has
a negative and low relation with personal development (r = .13) and a negative
and low relation with emotional labor (r = -.11). All aspects of teachers’
occupational professionalism have a low and significant relation with their fear
of losing dignity (R = .20, p < .05). The relative order of importance (f8)
regarding teachers’ occupational professionalism on their’ fear of losing dignity
is emotional labor, then personal development, contribution to the institution
and occupational sensitivity. Studying the results of the ¢-test on the significance
of regression coefficients, it was seen that personal development and emotional
labor are the significant precursors of the fear of losing dignity. Teachers’
occupational professionalism explains 4.1% of the total variance for their fear
of losing dignity.

Discussion, Conclusion and Suggestions

Research results on occupational professionalism showed that teachers
exhibit a high level of professionalism. The results of many studies in the
literature also directly support this result (Altinkurt & Ekinci, 2016; Altinkurt
& Yilmaz, 2014; Celik & Yilmaz, 2015; Karaca, 2015; Kosar, 2015; Yorulmaz et
al., 2015). With that said, Kilin¢ (2014) concluded teachers’ professionalism was
above the average level, Cerit (2012) concluded it was below the average level,
and Bayhan (2011) stated that although teachers had a strong sense of
occupational and personal professionalism, that sense was rather restricted to
the classroom and students. It was considered that the differences between the
research results may be due to the measurement tools employed or the qualities
of the selected sample group. This can be interpreted as an indication that
efforts must continue to develop measurement tools, especially for this subject.
It was seen that teachers exhibited the most professionalism in occupational
sensitivity, followed by emotional labor and contribution to the institution
respectively. Teachers who took part in the research stated that they exhibited
the least professionalism in personal development. The order that this study
presents for the sub-aspects of professionalism is consistent with the results of
Altinkurt and Ekinci (2016), Altinkurt and Yilmaz (2014), Celik and Yilmaz
(2015), and Yorulmaz et al. (2015).

It is particularly striking that teachers stated that, between the sub-aspects
of professionalism, they exhibited the least professionalism in personal
development. Indeed, students in the 21* century are pressured and demanded
to possess qualities such as being a team player, critical thinker and able to use
information technologies efficiently. This makes it necessary to develop new
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teaching styles to generate these qualities in students. That means teachers
need to employ teaching methods that were not used during their own
education or training. In addition, teachers need to be in contact with schools,
parents and the public in general, which raises new questions about teachers’
expertise and how they can share them with people outside of the school
environment (Hargreaves, 2000). Moreover, schools are not exactly designed
for on-the-job training (Fullan, 2007). Thus, teachers need to be in constant
and conscious effort with regard to their occupational development. Personal
development is also one of the primary and fundamental requirements of
professionalism. Howsam, Corrigan, Denemark, and Nash (1976) state that
professionals commit themselves to occupational competence for life. Teachers’
continuous effort for their personal development will increase their perception
of self-competence as well. Bandura (1997) states that teachers with a stronger
belief in self-competence spend more time in the classroom on tasks concerned
with learning, immediately seek a solution rather than avoiding the problem
and further support students who have difficulty in learning. This is why,
considering both that personal development is one of the cornerstones of
professionalism and that the results directly affect the students’ learning,
teachers’ level of professionalism in personal development is somewhat lacking
and inadequate.

Teachers’ occupational professionalism varies significantly by gender. Based
on the participants’ opinions, it is possible to say that female teachers put out
more occupational sensitivity and emotional labor compared to their male
counterparts. Altinkurt and Ekinci (2016), Celik and Yimaz (2015) and
Yorulmaz et al. (2015) also concluded in their research that there is a
significant difference according to gender in the same aspects, in favor of
females. Altinkurt and Yilmaz (2014) only identified a significant difference by
gender in contribution to the institution, favoring males. Hosgoriir and
Yorulmaz (2015) also concluded in their research that female teachers exhibit
“natural feelings,” which is the most internalized state of emotional labor
activities, significantly more than their male counterparts. Evaluating the results
of this study together with the results of other studies in the literature, this
disparity may be due to the Turkish culture attributes of the qualities required
for females in the teaching profession, such as compassion, sympathy and
tolerance. This pressure, which is partly caused by the view of the Turkish
general public, may have pushed teachers into exerting more effort to managing
their emotions and meeting the requirements of their profession.

In analyses by the type of school, teachers’ occupational professionalism
significantly varies in the overall score, occupational sensitivity, contribution to
the institution and emotional labor. Differences in the overall score,
occupational sensitivity and emotional labor exist between primary school
teachers and secondary, high school and vocational high school teachers. The
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difference in contribution to the institution is between primary school teachers
and secondary school teachers. Primary school teachers stated they were more
professional compared to other teachers in overall occupational
professionalism, occupational sensitivity, contribution to the institution and
emotional labor. Altinkurt and Ekinci (2016) concluded in their study that
teachers’ occupational professionalism varied significantly in the overall
professionalism score and contribution to the institution between primary
school teachers and vocational high school teachers, favoring primary school
teachers. Similarly, Yorulmaz et al. (2015) showed significant differences
favoring primary school teachers in overall professionalism score, contribution
to the institution and emotional labor. However, Celik and Yilmaz (2015)
declared that teachers’ occupational professionalism did not vary significantly
by the type of school where they worked. Considering the age group they deal
with, primary school teachers need to be more sensitive in terms of emotions
compared to teachers from other stages of education. Furthermore, students’
perception of their primary school teacher heavily influences their view towards
school and learning. Thus, results concerning the type of school can be
interpreted as that primary school teachers have higher sensitivity and
awareness, due to the needs of the age group that they work with and their
influence on the students.

By the variable of occupational seniority, teachers’ professionalism varies
significantly only in emotional labor. A difference was detected between
teachers with a seniority of 20 or more years and those with a seniority of nine
years or less, or 10-19 years. Teachers with a seniority of 20 or more years
stated that they put out more emotional labor compared to others. Altinkurt
and Yilmaz (2014) and Yorulmaz et al. (2015) concluded in their study that
occupational seniority did not significantly alter teachers’ perception of
professionalism. With that said, studies which suggest a significant difference in
professionalism by occupational seniority state that the higher the seniority, the
more the perception of professionalism tends to increase (Altinkurt & Ekinci,
2016; Karaca, 2015). This result points to the conclusion that the experience
teachers gain throughout the years contributes to their emotion management
skills and that this skill can be improved.

Research results regarding teachers’ fear of losing dignity indicate that
teachers have an above-average level of fear. This result is consistent with the
results of Topkaya et al. (2013) and Yorulmaz et al. (2017). Teachers’ fear of
losing their dignity may push them to avoid places and environments that
increase their fear and make them feel uneasy in such environments. This fear
that teachers have may be due to their limited perception of their own self-
competence, unjust attitudes of school managers or negative communication
between colleagues. In this context, the causes of an individual’s fears in the
organizational environment should be evaluated within the framework of the
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requirements of the job, the structure of the organization, and the organization
culture and policies. Although the results of this study concerning teachers’
fears indicate that measures should be taken on this subject, the measurement
tool used does not determine the factors that are the base of this fear. This is
why, in addition to developing measurement tools for determining the factors
that cause teachers to have a fear of losing dignity, qualitative research should
be designed in order to gain a deeper understanding of this subject.

It was seen that teachers’ fear does not vary significantly by gender or
occupational seniority. Similarly, Topkaya et al. (2013) also concluded in their
study that teachers’ opinions do not vary significantly by gender or occupational
seniority. However, there were significant differences by the type of school. The
results show that primary school teachers experience less fear than secondary
and vocational high school teachers. This may be because primary school
teachers think that they will face situations where they can lose their
occupational dignity less frequently than teachers in higher stages of education,
especially in the classroom.

The research showed that, according to the results of the multiple regression
analysis conducted to determine to what extent teachers’ occupational
professionalism predicts their fear of losing dignity, there is a negative and low-
level relation between teachers’ fear of losing dignity and occupational
sensitivity and emotional labor aspects of occupational professionalism. As for
the other variables, the fear of losing dignity has a positive and low-level
relation with personal development and a negative and low-level relation with
emotional labor. All aspects of teachers’ occupational professionalism were
seen to have a low-level and significant relation with their fear of losing their
dignity. Studying the results of the t-test on the significance of regression
coefficients, it was seen that personal development and emotional labor are the
significant precursors of the fear of losing dignity. As teachers’ professionalism
related to their personal development increases, so does their fear of losing
their dignity. On the other hand, although their professionalism related to
emotional labor increases, their fear of losing dignity decreases. Each effort for
development that teachers exert regarding their profession brings about a fund
of knowledge that they should have and the awareness of the continuous and
dynamic agenda of this fund. This may result in teachers’ being insecure about
their capacity for keeping up with and implementing this agenda and
experiencing more fear for losing their dignity. The professionalism related to
emotional management that teachers believe they have may make them more
competent in protecting their dignity in the school environment. A general
evaluation of the regression analysis results indicates that teachers’ perception
of their professionalism influences their fear of losing their dignity. Thus, all
activities for increasing teachers’ occupational professionalism will have an
impact that can reduce their fear for losing their dignity.
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Activities for increasing teachers’ professionalism firstly demand regulations
to give teaching the status of profession, as being a professional also means
being a member of a profession. Darling-Hammond (1997) emphasizes that for
teaching to gain the status of profession, a common knowledge basis must be
developed for all members to share and that vocational education must be an
association that assumes the responsibility of licensing and sharing the
knowledge through continuous peer supervision. Such associations want to
ensure that their members do their jobs with the latest/valid information. In
return, through legal regulations, the public/society should give teachers the
autonomy they need and the decision authority on technical matters (Darling-
Hammond, 1997). Furlong, Barton, Miles, Whiting, and Whitty (2000)
underscore teachers’ autonomy in a similar way. They state that professionals
face situations which require expertise and are both complex and unpredictable.
If they have to implement this expertise, they need autonomy in order to be
able to make their own assessment. Thus, the first step towards teachers’
professionalism can be taken by ensuring that the teacher training process is
handled from a single source, through high-quality, structured training
programs. With regulations at the training stage, after ensuring that teachers
have the necessary occupational fund of knowledge, it should be left to the
discretion of teachers to decide how they will put this information into use after
they are given the autonomy they need. In addition, the organizational support
to be given to teachers for doing their jobs may contribute to an increased
professional job performance (Bilyiikgoze & Kavak, 2017). Schools should be
redesigned as places where teachers can keep improving themselves on the job
and in cooperation with their colleagues. The self-improvement of teachers
should evolve into a value that is acknowledged by the organizational culture.
Apart from in-service training activities, periodical training programs can be
organized for teachers where they can update their knowledge after starting
their service.

Another subject about increasing teachers’ professionalism that is thought
to be overlooked is the moral obligation that teachers are supposed to have
towards the students and the public (Wood, 2001). This aspect is one of the
most important indicators of occupational professionalism. The autonomy that
should be given to teachers will also make the teacher accountable for all his
practices and decisions concerning his profession. This is why the framework
for the ethical code of the profession should be set by members of the
profession comprehensively and strictly. This subject is not handled as a
separate aspect in this study and in the measurement tool for determining
teachers’ occupational professionalism and other measurement tools in the
literature. This deficiency in the literature makes it necessary to develop new
measurement tools which will enable measuring teachers’ professionalism
regarding observance of the ethical code.
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Tiirkce Siiriim

Giris

Egitim, iglevi itibariyle toplumlarin biitiiniinii ilgilendiren ve etkileyen bir
stire¢ olma Ozelligine sahiptir. Egitimin bu yonii, 6gretmenlerin sahip olmalari
gereken niteliklerin, toplumlarin beklentileri ¢ercevesinde siirekli olarak
sorgulanmasina neden olmustur. Ogretmenden beklenilen profesyonellik,
taraflarin c¢ikarlarina gore tarihsel siire¢ igerisinde meslegin algilanisini
degistirmis; c¢ikar gruplarinin egitim orgiitleri iizerinde sahip olduklar: etki ile
ayni ivmede, 6gretmen yetistirme programlarinda da degisikliklere gidilmistir.
Bir 6gretmenin profesyonel sayilmasi icin sahip olmasi gereken nitelikler ile
ilgili cercevede odak noktasi, cogu zaman Ogretmenin performansi olmus ve
bunu degerlendirebilmek igin yeter Olgiit olarak ise Ogrencilerin egitim
siireclerinde girmeleri gereken coktan se¢meli sinavlarda gosterdikleri basari
referans alinmigtir. Bu durum, 6gretmenlerin, 0grencilerin egitiminde sahip
olduklar1 roli olduk¢a smirlaylp daraltan bir bakis agisidir. Okullarin
entelektiiel insan yetistirme ve bireyleri hayatin mutlu bir {iyesi yapma rollerini,
sig bir cerceveye indirgemektedir. Teoride, bilgi toplumunun {iiyesi olacak
bireylerden; bilgiye erisebilme, elestirebilme, sorgulayabilme, iiretebilme,
paylasabilme, 6grenmeyi yasaminin bir parcasi olarak benimseyip siirdiirebilme,
yasantisina aktarip evrensel degerler iretebilme gibi 6zellikleri kazanmalari
beklendiginden, Ogretmenlerin sahip olmalar1 gereken nitelikler de bu
cercevede cizilmektedir. Ancak uygulamada, profesyonel sayilan bir 6gretmenin
degerlendirme Olgiitleri bunlarin ¢ogunu gerceklestirmeyi gerektirmemektedir.
Bu noktada, mesleklerinin gerektirdigi ve toplumun kendilerinden bekledigi
profesyonellik arasindaki ikilemin Ogretmenler iizerinde yarattigi baski,
Ogretmenleri, sahip olduklar: yeterlikleri ve mesleki sayginliklarim1 sorgulama
noktasina getirebilecektir.

Ogretmenlerin  mesleki profesyonelliklerine yonelik bir sorgulamada,
oncelikle meslek ve profesyonellik kavramlarina acgiklik getirmek
gerekmektedir. Ingilizce sozlik anlaminda “meslek” (profession), 6zel bir
egitim ya da beceri gerektiren ve Ozellikle de yiliksek diizeyde egitim gerektiren
isleri karsilamaktadir (Collins Concise Dictionary, 1990). McKernan (2008)
meslegi, kuramsal ve uygulamali bilgi temeline sahip olma, siirekli 6grenmeye
adanmislik, topluma hizmet etmeye isteklilik, 6zerk karar verebilme, inceleme
ve aragtirmalari uygulamaya dokmeye adanmighik gibi nitelikleri tasiyan
kisilerin olusturdugu bir birlik olarak tanimlar. “Profesyonel” (professional) ise
sOzii edilen tiirde bir mesle8i gerceklestiren ya da bir isi istiin ozellikler
sergileyerek gerceklestiren kisi anlamlarinda kullanilmaktadir (Collins Concise
Dictionary, 1990). Bu baglamda profesyonel kisi, aslinda bir “meslegin”
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ilyesidir. Ancak bir isin meslek sayilabilmesi icin gerek ve yeter Olciitler, farkl
donemlerde farkli bakis ac¢ilari ile yorumlanmustir.

1950’lerde baz1 sosyologlar, mesleklerin toplumsal diizeni korumaya
sagladiklar katki baglamindaki islevsel 6nemine vurgu yapmuglardir. Meslekleri
Ozellikler yaklasimi ile inceleyen bu sosyologlar, bir isin meslek sayilabilmesi
icin tagimasi gereken ozerklik, 6zgecilik, uzmanlik bilgisi, sorumluluk, toplumda
sOz sahibi olma, kiiltiir gibi bir dizi 6zelliklere sahip olup/olmama durumuna
gore degerlendirmeler yapmislardir. Taginmasi gereken ozellikler ile ilgili
olarak cogunlukla -meslek olarak genis kabul goren- tip ve hukuk alanlar
referans alinmistir (Greenwood, 1957; Robson, 2006; Whitty, 2000). Ancak,
farkli i gruplarinin dogalar1 arasindaki farkliliklar {izerinde ya da orgiitlerin
yapisi, sosyal kabul goren durumlar ve insanlarin anlayiglarinda zaman
icerisinde ortaya cikan degisimlerin ilizerinde yeteri kadar durulmamustir
(Robson, 2006).

Max Weber’in sosyal kapalilik ile ilgili diisiincelerinden etkilenen bazi
cevreler ise mesleklerin diger meslek gruplarmma karsi ayricalikli  hale
gelebilmek icin sahip olmalar1 gereken bilgi birikiminin kontrolleri altinda
olmasi cabasi igine girerek bilgi odakli bakis acilar1 olusturmuslardir. Meslek
gruplar, biligsel anlamda ayricaliklarini koruyabilmek icin meslegin ozellikle
yiiksekogretim yoluyla kazanilmasimi ve bu egitime erigsimin zor olmasim
saglamaya calisirlar (Darling-Hammond, 1997). Burada meslek gruplarinin
yaklagimi, sahip olunan bilgi birikimini, bu bilgiye gereksinimi olanlar
aracilifiyla sosyal ve ekonomik Odiillere donitistiirebilmek tizerine kuruludur.
Bunun yaninda, Fransiz filozof Foucault'nun bilginin nesnelerini belirleyip
ireten “sOylem” (discourse) iizerine olan disiincelerinden etkilenen bazi
cevreler ise meslek gruplarinin yaptigi seyin; bu sOyleme sahip cikarak
tiniversiteler eliyle bagkalarina aktarilmasini garanti altina almak oldugunu
sOylerler. Bu soOyleme sahip olma durumunu da “profesyonellik” olarak
aciklarlar. Bu s6ylemin biricikligini korumak adina ise mesleki gruplarin kendi
icinde hiyerarsik bir yapilar1 vardir ve sadece hiyerarsik basamakta yukarda
olanlarin mesleki bilgi birikimini sekillendirmeye yetkisi vardir (Robson, 2006).
Tim bu yaklagimlarda bireyler, gergeklestirdikleri uygulamalar mesleklerinden
beklenilen meziyetleri kargiladigi 6lgiide profesyoneldirler. Ancak zaman iginde
kelimeye farkli anlamlar yiiklenmeye baglanmis ve kavramimn meslekle
arasindaki mesafe acilmistir (Hoyle, 1995).

Sockett’in bakis agis1 (1983) profesyonellik ile ilgili daha somut bir cerceve
sunmustur. Ona gore meslek, dnemli bir sosyal islevi olan, yiiksek derecede
beceri ve sistematik bilgi birikimine sahip olmayi1 gerektiren bir istir. Bir
meslegin tiyesi olabilmek -genellikle yiiksekogretim yoluyla- onun degerleri ile
sosyalizasyon siirecine girmeyi gerektirir. Uygulayicilar1 bagkalari i¢in ig yapan
kisiler olmaktan ¢ok, isleri ile ilgili 6zerk bir yonetici konumundadirlar. Bunun
yaninda, cercevesi belirli bir hizmet standardi sunmak ve hak ettiklerini

405



Tugba Hoggoriir

diistindiikleri statii hedefi pesinde kosmak, {iyelerinin ortak paydalaridir.
Meslekler, kendileri ile ilgili kamu politikalarinin belirlenmesinde sz sahibi
olduklar1 gibi, meslege giris kosullarin1 da kontrol altinda tutarlar ve hizmeti
sunduklar1 kisilerin ¢ikarlarim  gézetecek etik ilkeleri vardir (Darling-
Hammond, 1997; Evans, 2008; Sockett, 1983). Meslege girisin kontrolii ve bilgi
iizerindeki denetim, meslegi diger islerden ayirici bir statiide tutma egiliminin
bir gostergesi olarak gorilebilir. Son donemde yapilan c¢aligmalar
profesyonelligi, miisteriler lizerinde c¢ikar gurubu adina etkin bir denetim
kurulmasi olarak yorumlarlar. Bu baglamda profesyonellik, biirokrasi ile karsit
bir zihniyette degerlendirilir. Meslek etigi ise sadik kalinmasi gereken bir
yonlendirme olmaktan cok, bir ideoloji olarak ele alinir (Marshall, 1999). Eraut
(1994), benzeri bir sekilde profesyonelligi bir ideoloji olarak ele alir.
Profesyonellesmenin de bu ideoloji yoluyla mesleklerin statii ve ayricaliklar elde
etme siireci oldugunu belirtir. Bu ideoloji, uzmanlik deneyimi olgusunu 6ne
cikararak, hizmetlerini alacak olanlarin gercek gereksinimlerini yalnizca
profesyonellerin belirleyebilecegini iddia eder. Hizmeti alanlar, yapilan isi
degerlendirebilme konusunda yeterli bilgiye sahip olmadiklari i¢in miisterilerin
haklarin1 korumak yine meslek iiyelerinin sorumlulugundadir ve bu amagla
hizmet/yetistirilme standartlar1 ve etik kurallar1 belirlerler (Eraut, 1994).

Profesyonellige post modern bakis acist ise cok daha esnek bir yaklagima
sahiptir. Onlara gore meslek, konusuldugu dénemde “ne” oldugunu diisiiniilen
seydir ve bu durum da dénemden doneme degiskenlik gosterebilir. Buradan
yola cikarak Ogretmenlik mesleginden soz edilebiliyor olmasi -sahip oldugu ya
da olmadigi Ozelliklerden bagimsiz olarak- onun bir meslek oldugunun
gostergesidir (Whitty, 2000). Bununla birlikte, 6gretmenlerin profesyonelligi ile
ilgili tartismalarda, bugiin hald Etzioni’nin (1969) 6gretmenligin yar1 meslek
(semi-profession) sayildig: ile ilgili gériigleri etkisini stirdiirmektedir. Etzioni
(1969), 6gretmenligin, alinmasi gereken egitimin siiresi ve igerigi, statiisii, sahip
olunan bilgi birikimi ve Ozerklik durumlari gibi 6zellikleri, diger mesleklere
gore daha az barindirdigini savunmaktadir. Lortie (1969) de benzeri sekilde
okullarin, 6gretmenlerin bir meslegin temel ozelliklerini tasiyacak sekilde tam
anlamiyla profesyonellesebilecegi bir ortam saglamakta yetersiz kaldiklarini
belirtir. Andrew (2005) ise bugiin gelinen noktada s6zii edilen konularin
hepsinde olmasa da 6zellikle 6gretmenlik ile ilgili bilgi birikimi konusunda ¢ok
fazla mesafe kaydedildigini; ancak bu bilgi birikiminin iyi bir sekilde
sistematiklestirilip Orgilitlenemedigini ve genis kabul goren bir forma
donistiiriilip yeterince yayginlastirilamadigini ifade etmektedir. Bu nedenle,
O0gretmenligin yari-profesyonel statiisiiniin profesyonellige dogru cok az gelisme
gosterdigini belirtir.

Ogretmen profesyonelligi ile ilgili tartigmalar genellikle —okuldaki
Ogrenmeler  istiine  odaklanmistir. OECD’nin  (2016)  dgretmen
profesyonelliginin dogas1 ve kapsamui ile ilgili hazirladigi raporda, 6gretmen
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profesyonelliginin cergevesi, Ogretmenlerin sahip oldugu bilgi birikimi,
Ozerklikleri ve meslektaslar1 ile kurduklar: iletisim ag1 etrafinda cizilmistir.
Ancak son donemde yapilan bazi caligmalar, bu kavrami okullarin digina
tagimustir. Buraya kadar tartisildigy iizere meslek ve profesyonel kavramlari,
iizerinde tam anlamiyla uzlagtya varilmig kavramlar degillerdir. Robson (2006),
bu kavramlarin belirli sabit tamimlayici Ozellikleri olmasi tizerine kurulu
geleneksel yaklasimdan cok, islerin dogasi hakkinda bir diisiinme sistematigi
sundugu goriisiinii benimser ve bu kavramlarin da degismez ve statik bir
dogasinin olmadigini ekler. Lawn (2005) da benzeri bir sekilde, 6gretmen
profesyonelliginin sabit bir diisiince olmadigini, durumsal ve iligkisel yonler
tasidigi gibi, birbiri ile c¢elisen goriniimleri oldugunu (ilerlemeci ve
muhafazakar) ve homojen olmadigini belirtir. Ancak, 6gretmen profesyonelligi
ile ilgili yapilan tanimlamalarda ortak olarak su unsurlar bulunabilir (Appleyard
ve Appleyard, 2014):

e Konu/alan uzmanhg: Bilgi temelli uzmanlik.

e Ogretme uzmanhg: Kuramla desteklenmis olan bilginin uygulanmasinda
sahip olunan uzmanlik.

o Siirekli ogrenme: Alanina ve Ogretime karsi merak ve cosku duyuyor
olmak.

e Ogrenmenin yonetiminde ozerklik.

o Cok yonlii sorumluluk : Ogrenenlere, orgiitlere, hizmetleri kullananlara
ve topluma kars1 hesap verme sorumlulugu duymak.

o Etik kurallarin kabulii ve bunlara uyma.

Bu calisma kapsaminda ise 6gretmen profesyonelligi; kisisel gelisim, kuruma
katki, mesleki duyarlilik ve duygusal emek alt bagliklarinda incelenmistir.

Kisisel Gelisim. Ogretmen profesyonelligine yeni yaklagimlar, 6gretmenlerin
mesleki 6grenmelerinin, mesleki dontisiim i¢in kritik 6énemi iizerinde dururlar
(Robinson, 2014). Giiniimiizde bilginin ve insan gereksinimlerinin degisken
yapisi, 6gretmenlerin temel sorunlarindan biri haline gelmistir (Gokge, 2014).
Ayrica, Ogretmenlerin bireysel olarak oOgrenmeye acik olmasi, okullarin
gelismesinde en 6nemli unsurlardan biridir (Calik ve Er, 2014). Bu nedenle
Ogretmenlerden beklenen profesyonellik, bagimsiz ¢calismaktan c¢ok isbirligine;
kapaliliktan cok agikliga; dar bir bakis agisindan ¢ok genis bakis acisina sahiptir
ve yetki sahibidir, fakat denetim odaklh degildir. Ogretmenlerin, mesleklerini
gerceklestirirken eskiye gore daha fazla sey 6grenmeye ve meslektaslarindan da
bir seyler 6grenebilmek icin onlara erigebilmeye gereksinimleri vardir. Ogretme
meslegi, ayn1 zamanda daha iyi bir 6grenme meslegi olmak zorundadir (Fullan,
2007). Bu nedenle Ogretmenlerin, mesleklerini daha profesyonel bir sekilde
gerceklestirebilmek icin 6zel olarak uzmanlik alanlari ile 6gretmenlik meslegine
yonelik ve genel olarak da genel kiiltiirlerine yonelik siirekli bir gelisim ¢abasi
icerisinde olmalar1 gerekmektedir.
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Kuruma katki. Ogretmenlerin kendilerini gelistirme cabasi icinde olmalar
tek basina yeterli degildir. Ogretmen; ogrenci, meslektas, cevre ve okulun
biitiiniine katki saglamak adina tiim olanaklarimi seferber ederek etkin bir rol
iistlenmelidir (Hosgoriir, 2014). Bu yoniiyle kuruma katki boyutu ayni zamanda
ogretmen profesyonelliginin sosyal sorumluluk ayagimi olusturur. Ogretmen,
okuldaki her tirli sosyal, kiiltiirel ve bilimsel etkinlikte etkin bir rol
istlenmenin yaninda (Altinkurt ve Yilmaz, 2014); girisimci bir tutumla,
cevrenin sunabilecegi firsatlar1 okula tasiyarak usta bir takim oyuncusu
olabilmelidir.

Mesleki duyarlilik. Ogrencileri ile onlarin gelisimlerini ve 6grenmelerini
destekleyen iligkiler gelistirmek, Ogretmenlerin birer profesyonel olarak
sorumluluklarindan biridir (Ellis ve Tod, 2015). Ogretmenin &grenci ile
etkilesimi yalmzca bilgi ve beceri temelli degildir. Ogretmen aym zamanda
tutum ve davranislariyla 6grencilerin degerler bilinci kazanmasina da yardimci
olmak durumundadir (Ciiceloglu ve Erdogan, 2016). Ancak 0Ogretmenlik
mesleginin  yeni  gOriinimi, Ogretmenin roliini  yalmizca  sifla
sinirlamamaktadir. Ogretmen, hem sinif hem de okul temelinde pek ¢ok alanda
kapsamli yeterliklere sahip bir takim oyuncusu goriinimiindedir (Lawn, 2005).
Bu nedenle 6gretmenler, 6zellikle meslektaslari ile daha fazla birlikte galisarak,
uzmanliklarini gelistirebilmeleri igin tegvik edilmektedir (Hargreaves, 2000).
Hatta, 6gretmenlerin meslektaglari ile yakin iligkiler kurarak ve isbirligi icinde
calisarak, okullar1 karsilikli 6grenmenin gerceklestirdigi 6grenme topluluklar:
haline getirmeleri bugiin 6gretmen liderligi roliiniin en 6nemli boyutu olarak
ele alinmaktadir (Day ve Harris, 2003; Harris ve Lambert, 2003; Muijs ve
Harris, 2003). Ogretmenler, 6gretim ile ilgili konularda siirekli geribildirim
alarak kendilerini degistirebilecek ve yenileyebilecek esneklige sahip ve
gereksinimlerinin farkinda olarak mesleklerini gerceklestirebilmelidirler
(Altinkurt ve Yilmaz, 2014).

Duygusal emek. Duygusal emek, bireyin duygularini mesleginin gerektirdigi
sekilde yonlendirme, yonetme ve sergileme durumunu ifade eder (Erickson ve
Wharton, 1997). Ogretmenlik, yiiksek diizeyde entelektiiellik yaninda, yiiksek
diizeyde sefkat de gerektiren bir meslektir. Olduk¢a yogun sosyal ve politik
kosullar altinda gerceklestirildiginden, oldukga yiiksek diizeyde duygusal zeka
da gerektirir (Fullan, 2007). Ogretmenler, cogu zaman gercek hislerini
bastirmak ve politik ¢erceveye uygun davranmak zorunda kalirlar (Day ve Lee,
2011). Nitekim ogretmenler, meslegin dogas: itibariyle okulun paydaslariyla
siirekli etkilesim igindedirler. Bu etkilesimlerden istenilen sonucu alabilmek,
Ogretmenlerin ustlin nitelikte iletisim becerilerine sahip olmak yaninda
(Hosgortir, 2012), duygularini da etkili bir sekilde yonetebilmelerine baghidir
(Hosgortir ve Yorulmaz, 2015).

Ogretmenligin mesleki profesyonelligine dair cerceve, goruldiigi tizere ayni
anda pek cok boyutu birden icermektedir. Ogretme ve 6grenme siireclerinin
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karmagik yapist da 6gretmenlerin yiikiinii agirlagtirmaktadir. Profesyonel bir
Ogretmenin sergilemesi gereken bu Ozellikler ile ilgili olarak Ogretmenlerin
kendilerine dair algilayabilecegi bir yetersizlik duygusu, beraberinde sayginligini
yitirme kaygisini da getirebilecektir. Bu durum ogretmeni, sayginligim
koruyabilmek adina yetersiz hissettigi konularda kendini gelistirmeye
itebilecegi gibi sayginligini koruyamayacagi ortam ve durumlardan kaginmasi
seklinde de sonuclanabilecektir (Goffman, 1967). Ogretim ile ilgili konular
digtniildiigiinde, kacinma davranisinin 6grenciler acisindan oldukg¢a olumsuz
ciktilar1 olabilecektir. Bu nedenle sayginlik kavraminin egitim orgiitlerindeki
gOriiniimiiniin incelenmesi 6nem tagimaktadir.

Alman filozof Immanuel Kant (1724-1804), insanligin degerden cok
sayginlik (dignity) ile tanimlanabilecegini, ciinkii insanlarin gdzlemcinin
yargisina gore degil, aracisiz olarak kendi algilarina gbre hareket ettiklerini
belirtir. Bu nedenle sayginligi, tiim degerlerin iizerinde goriir ve insanligin
korunmasi gereken bir ilkesi oldugunu disiinir (Pirson ve Kostera, 2017).
Maslow (1954) ise bireyin gercek potansiyelini ortaya koyabilmesi icin
psikolojik sagliginin yerinde olmasi gerektigini ve bireyin gordiigii sayginligin da
bunda Onemli bir payr oldugunu vurgulamistir. Konuyu sosyolojik acidan
inceleyen Weber (1968) ise modern yasamin biirokratik orgiitlerinin rasyonel
yapisina atifta bulunarak; verimlilige odaklanmis bu yapilarin, bireyin duygu
yoniinii ihmal ederek sayginlik gereksinimlerini karsilayamadigini ve bu
nedenle bireylerin Orgiit ile duygusal bir bag kurmasinin mimkiin
olamayacagini belirtir.

Alanyazinda bireyin toplumda sahip oldugu sayginlig1 “yiiz-face” kavramini
kullanarak ilk calisanlardan biri olan Goffman (1967, s.5) ise yiizii, “bagkalari
tarafindan, bir kisinin belirli bir etkilesim sirasinda takindigi varsayilan ve
kisinin kendisi i¢in bilfiil talep ettigi olumlu sosyal deger” olarak tanimlamustir.
“Yiiz” kavrami, alanyazinda bireyin sahip oldugu sosyal prestije ve buna dair
algisina gonderme yapmaktadir (Arundale, 2010). Bununla birlikte, Tiirkce
alanyazinda yapilan sinirh sayidaki ¢alismalarda (Topkaya, Altinkurt, Yilmaz ve
Dilek, 2013; Yorulmaz, Colak ve Yasa, 2017) -kavramin dilde tam karsilig
olmamasi nedeniyle- en yakin kavram olan sayginlik adi altinda
kavramsallastirilmistir. Bu baglamda, bu calismada da sayginlik kavraminin
kullanilmasi tercih edilmistir.

Sayginlik her ne kadar bireyin algisi ile ilgili olsa da; bu algi, bireyin dig
diinya ile iligkisinin bir sonucudur. Bagka bir ifade ile bireyin algiladig1
sayginlik, cevrenin bireye saygili davranip davranmamasina giicli bir sekilde
baghdir. Bu durum sayginligi bir taraftan oldukca kisisel bir duygu haline
getirirken diger taraftan da sosyal yonii oldukga fazla bir duygu olarak
karsimiza c¢ikartmaktadir. Bu nedenle sayginlik, bir yoni ile bireyin
savunmasizligini ve digerlerine olan bagimhiligini temsil ederken diger yont ile
bireyin 6zerk davranabilme kapasitesini gosterir (Sayer, 2007). Skinner (1971)
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bir bireyin, lizerinde kontrolii olmadig1 ve dis kosullarin zorlamas: ile ortaya
cikan her davramisinin, onun saygmligini tehdit edici potansiyel bir unsur
oldugunu belirtir. Bu baglamda bireyin Ozerk hareket edebiliyor olmasi,
sayginligi konusundaki algis1 tizerinde olumlu etkisi olabilecek bir durumdur.
Nitekim Sayer (2007) de sayginlik kazanabilmek igin bireyin cogu zaman
digerlerinden bagimsiz hareket edebiliyor olmasi gerektigini vurgular. Bireyin
calistig1 orgiitte gordigl sayginlik; kaynagim diriistlitkk, kabul géorme ve saygi
kavramlariin bilesiminden alir. Bu nedenle sayginlig1 olmak, 6ncelikle bireyin
davraniglarinin kontroliinii elinde bulundurmasim ve sahip oldugu giici, yetkin
ve dogru bir sekilde kullanmasimi gerektirir (Sayer, 2007). Bu baglamda,
O0gretmenlerin profesyonelligine giivenerek, ogretim ile ilgili konularda onlara
Ozerk davranabilecekleri bir ortam saglanmasi, onlarin sayginlik algilarini da
artirabilecektir.

Hodson (2003) sayginligin, politik cercevede demokrasi ve adalet icin
miicadele ederek, ekonomik cercevede yasam kalitesi icin yeterli bir maas ve
esit firsatlar talep ederek, orgiitsel ortamda ise her tiirlii suiistimale kars1 direng
gostererek ve isi ile iftihar etme istegi duyarak elde edilmeye cabalandigini
ifade eder. Rayner (2007) ise oOrgiitsel ortamda bireyin sayginligi ile ilgili
algiladig1 olumsuz durumlarin, kisiler arasi iligkilerden kaynaklanabilecegi gibi,
Orgiitlin ve igin yapisal 6zelliklerinden de kaynaklanabilecegini belirtir. Bununla
birlikte, Orgiitsel ortamda 0gretmenlerin duygular1 ve sayginligi en ¢ok ihmal
edilen alanlardan biridir (Pirson ve Kostera, 2017). Ogretmenlerin okuldaki
paydaslarla olan etkilesimi, onlar1 birbirlerine duygusal olarak da iligkili kilar.
Bu iletisimin mahiyeti, aralarindaki giic iliskilerinden etkilendigi kadar okulun
duygusal baglamdaki normlarindan da etkilenir. Profesyonel bir 6gretmen, bu
normlara ve mesleginin gerektirdigi davramiglara uygun hareket etmek
durumundadir (Day ve Lee, 2011). Bu nedenle, okullarda, 6gretmenlerin
sayginligina zarar verecek davraniglara karst diizenlemeler yapilmalidir (Peyton,
2003). Ogretmenlerin saygmhklarmin korunarak duygusal anlamda “iyi”
olmalarmin saglanmasi, okullarina olan bagliliklarina ve dolayli olarak
performanslarinin artmasina katki saglayabilecektir.

Bolton (2007), orgiitsel ortamda sayginlik ile ilgili olarak bireyin isi ile ilgili
0z yeterlik duygusuna da bagimli olan 6zgiiven, 6zerklik ve yapilan isin birey
icin anlamli olmas1 unsurlarina gonderme yapar. Bireyin isindeki yetkinligi, onu
Orgiitteki paydaglara karsi gilivenilir bir konuma getirir. Bu nedenle Orgiitte
gordiigii sayginlik, bireyin profesyonelligi ile ilintilidir. Insanlarin bir kisiye bir
konu ile ilgili karar verme hakki vermeleri, aslinda kendilerini konu ile ilgili
savunmasiz bir konuma sokmaktadir. Karar verecek kisinin, en dogru yolu
segerek, onlarin giivenini suiistimal etmeyecegi varsayimiyla hareket ederler.
Duyulan bu giiven, aslinda takdir hakki verilen kiginin yetkinliginin ve
diirGstliigiiniin  bir gdstergesidir (Sayer, 2007). Bu durum, Ogretmenlerin
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profesyonelligine duyulan giiven ve algiladigy/kendisine duyulan sayginligin
birbiri ile dogrudan iliskili olduguna isaret etmektedir.

Ogretmenlik mesleginden beklentiler ve 6gretmenlerin  mesleklerini
algilayiglar;, son donemde ciddi degisimlere ugramistir. Bu nedenle
Ogretmenlerin profesyonelliklerini meslegin degisen yiizii kapsaminda
degerlendirerek, bunun 6gretmenlerin yeterliklerini algilayislart (Seo, 2016) ve
sayginliklar1 tizerindeki etkisini tartismak onemli hale gelmistir. Topkaya ve
digerleri (2013) yaptiklar1 calismada, Ogretmenlerin sayginligini yitirme
kaygilarinin  artmasinin, calistiklar1 kurumdan uzaklasma, performansin
digsmesi ve okula karsi olumsuz tutum gibi sonuglara neden olabilecegi
bulgusuna ulagmiglardir. Bu bulgu, Ogretmenlerin okul ve toplumdaki
sayginliginin  etki alaninin  biyiikligini  gostermektedir. Alanyazinda
ogretmenlerin saygimligini yitirme kaygisi ile ilgili calismalar yeni oldugundan,
oldukca sinirh sayida calisma bulunmaktadir. Baiocchi-Wagner (2011) konuyu
yiikksekogretimde Ogretim elemanlarin 6grenci ile etkilesimi acisindan
incelemis, Yorulmaz ve digerleri (2017) tek basina 6gretmenlerin sayginliklarini
yitirme kaygilarini ele almig, Topkaya ve digerleri (2013) ise sayginligini yitirme
kaygisinin sinizm ile iliskisini arastirmistir. Bununla birlikte, 6gretmenlerin
mesleki profesyonelliginin saygmlikla iligkili kavramlarla calisildign gorece
olarak daha fazla sayida arastirma bulunmaktadir. Bu arastirmalarda,
ogretmenlerin mesleki profesyonelliginin, tiikenmislik (Celik ve Yilmaz, 2015),
mesleki yabancilasma (Yorulmaz, Altinkurt ve Yilmaz, 2015), ozyeterlik
(Kosar, 2015), is doyumu (Altinkurt ve Yilmaz, 2014), orgiit kiltiri (Kiling,
2014), biirokratik okul yapisi (Cerit, 2012; Karaca, 2015), liderlik ve giiven
(Tschannen-Moran, 2009), sinizm (Altinkurt ve Ekinci, 2016), okuldaki
degerlendirme siiregleri (school evaluation) (Hult ve Edstrom, 2016) ile
iligkileri incelenmistir. Hildebrandt ve Eom (2011) profesyonellige motive eden
etkenleri aragtirmig, Demirkasimoglu (2010), Bayhan (2011) ise Ogretmen
profesyonelligini farkli bakis acilari ile degerlendirmistir. Bununla birlikte,
Ogretmenlerin mesleki profesyonelliklerinin sayginliklar1 iizerindeki etkilerini
arastiran bir ¢alismaya rastlanmamustir.

Bu calisma ile 0gretmenlerin mesleki profesyonellikleri ve sayginliklarin
yitirme kaygilarina yonelik bilgi birikimine katki saglamak yaninda, bu iki
degisken arasindaki iligkinin sorgulanmasi yoluyla, 6gretmenlerin mesleki
profesyonelliklerinin etki alanimin kapsamina yonelik caligmalara da katki
saglanmas1 hedeflenmistir. Boylece egitim kurumlarindaki Orgiit gelistirme
cabalaria yonelik caligmalarda bu degiskenler ile ilgili neden-sonuc iliskilerini
kurmak kolaylasabilecek ve oOgretmenlerin saygmliklar1 ile ilgili mevcut
sorunlariin kaynaklarina yonelik daha dogru c¢oziimler tretilebilecektir. Boyle
bir gereksinimden yola c¢ikarak desenlenen bu arastirmanin amaci,
Ogretmenlerin mesleki profesyonellikleri ile sayginliklarini yitirme kaygilari
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arasindaki iligkiyi belirlemektir. Bu genel amac ¢ercevesinde asagidaki sorulara
yanit aranmistir:

1. Ogretmenlerin mesleki profesyonellikleri ne diizeydedir?

2. Ogretmenlerin mesleki profesyonellikleri cinsiyet, okul tiirii ve kidem
degiskenlerine gore anlaml bir sekilde farklilagmakta midir?

3. Ogretmenlerin saygmliklarini yitirme kaygilari ne diizeydedir?

4. Ogretmenlerin saygiliklarim yitirme kaygilar1 cinsiyet, okul tiirii ve
kidem degiskenlerine gore anlamli bir sekilde farklilasmakta midir?

5. Ogretmenlerin mesleki profesyonelligi, saygimliklarmni yitirme kaygilarini
anlaml bir sekilde yordamakta midir?

Yontem
Arastirma Modeli

Ogretmenlerin mesleki profesyonellikleri ile sayginliklarini yitirme kaygilari
arasindaki iligkiyi belirlemek amaciyla gerceklestirilen bu arastirma, iligkisel
tarama modelinde desenlenmistir.

Evren ve Orneklem

Aragtirmanin evrenini, 2016-2017 6gretim yilinda Mugla ilinde bulunan
ilkokul, ortaokul ve liselerde gbrev yapan 12.082 Ogretmen olusturmaktadir.
Orneklemin  belirlenmesinde,  oransiz  kiime  orneklemesi  teknigi
(Disproportionate sampling technique) kullanilmugtir. Orneklemin biiyiikliigii
% 95 giiven diizeyi icin 372 kisi olarak hesaplanmistir. Olgeklerin geri
doniiglerinde sorunlar yasanabilecegi diisliniilerek 600 6gretmenin goriiglerine
basvurulmasina karar verilmistir. Katilimcilardan geri donen ve kullanilabilir
durumda oldugu belirlenen 530 veri toplama araci ile analizler
gerceklestirilmisgtir.

Arastirmaya katilan 6gretmenlerin % 62.3’i kadin (n = 330), % 37.7’si
erkektir (n = 200). Ogretmenlerin % 23.8’i ilkokullarda (n = 126), % 50.9’u
ortaokullarda (n = 270), %14.3ii genel liselerde (n = 76), % 10.9u (n = 58)
meslek liselerinde gorev yapmaktadir. Arastirmaya katilan 0gretmenlerin %
20’si 9 y1l ve daha az (n = 106), % 47.9’u 10-19 yil (n = 254), % 32.1’i ise 20 y1l
ve daha fazla (n = 170) kideme sahiptir.

Veri Toplama Araclart

Yilmaz ve Altinkurt (2014) tarafindan gelistirilen “Ogretmenlerin Mesleki
Profesyonelligi Olgegi”, ogretmenlerin kendi goriislerine gére mesleki
profesyonellik diizeylerini belirleyebilmek tizere hazirlanmistir. Likert tipi 24
maddeden ve Kisisel Gelisim, Kuruma Katki, Mesleki Duyarlilik ve Duygusal
Emek olmak iizere dort boyuttan olusmaktadir. Olcek maddeleri, 1-kesinlikle
katilmiyorum ile 5-kesinlikle katiliyorum aralifinda puanlanmakta ve alinan
yiilksek puan, bireyin mesleki profesyonelligine yonelik olumlu goriise sahip
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oldugu seklinde yorumlanmaktadir. Olgegin dort faktdriiniin birlikte acikladig
varyans % 52.22 ve Cronbach Alfa i¢ tutarlilik katsayilar kigisel gelisim faktorii
icin .79, mesleki duyarlhilik faktorii icin .74, kuruma katki faktorii icin .86,
duygusal emek faktorii icin .80 ve 6lgegin tamami igin .90 olarak bulunmustur.
Yapilan dogrulayict faktdr analizi (DFA) bulgularma gore x2/sd oram 2.66
olarak belirlenmistir. Dogrulayici faktor analizi kullanilarak hesaplanan uyum
iyiligi degerleri ise su sekilde bulunmustur: GFI= 0.82, AGFI= 0.7§,
RMSEA= 0.08, RMR= 0.05, SRMR= 0.08, CFI = 0.80, NFI= 0.72, NNFI=
0.77, PGFI= 0.67. Bu arastirma i¢in Cronbach alfa katsayilar1 yeniden
hesaplanmig ve kisisel gelisim faktori icin .76, mesleki duyarlilik faktorii icin
.83, kuruma katki faktorii icin .80, duygusal emek faktorii igin .85 ve Olcegin
tiimi icin .90 olarak bulunmustur.

Sayginhgint Yitirme Kaygist Olgegi. Saygmligim Yitirme Kaygis1 Olcegi Zane
ve Yeh (2002) tarafindan gelistirilmis ve Topkaya ve Yaka (2012) tarafindan
Tiirkceye uyarlanmistir. Olgek, bireyin toplum icinde sayginligim yitirmeye
yonelik duydugu kayginin derecesini belirleyebilmek iizere hazirlanmig Likert
tipi 21 maddeden olusmaktadir. Olgek tek boyutludur. Olcek maddeleri, 1-
Kesinlikle  katilmiyorum  ile  7-Kesinlikle  katiiyorum  araliginda
puanlanmaktadir. Olgekten alinan yiiksek puan, bireyin sayginligini yitirme ile
ilgili daha fazla kaygi duyduguna isaret etmektedir. Olgegin giivenirligi icin
hesaplanan, Cronbach Alfa i¢ tutarlilik katsayisi .84 ve test tekrar test puani .70
olarak bulunmustur. Bu calismada Cronbach Alfa i¢ tutarlilik katsayisi yeniden
hesaplanmig ve deger .71 olarak bulunmustur.

Verilerin Analizi

Aragtirma verilerinin analizine gecilmeden Once, veri toplama araglari
incelenerek, Ozensiz dolduruldugu disiintilen veri toplama araclar
degerlendirme dig1 birakilmistir. Ayrica, degerlendirmeye alinan Olgekler, uc
deger analizi, dagilimin normalligi ve coklu baglant1 problemi acisindan analiz
edilmistir. Ug¢ degerlerin tespit edilebilmesi amaciyla, z puanlar1 (z<3) ve
Mahalanobis uzakliklar1 hesaplanmigtir. Dagilimin normalligi c¢arpiklik ve
basiklik katsayilari ile sitnanmig ve bu katsayillarin +1 ile -1 aralifinda oldugu
belirlenmistir. Buna gore tiim degiskenlerde carpiklik katsayilar1 --.54 ile +.21
ve basiklik katsayilar1 ise -.88 ile +.09 arasindadir. Calismada incelenen
degiskenler arasinda ¢oklu baglant1 olup olmadiginin belirlenmesi amaciyla ise
varyans artis faktorii (VIF) analizi ve standardize edilmemis regresyon
katsayilar1 (B) kullandmigtir. VIF degerinin 10’dan fazla (Hair, Anderson,
Tatham ve Black, 1995) ya da B degerinin 2’den fazla olmasi ¢oklu baglanti
sorunu oldugunu gostermektedir (Cokluk, 2010). Bu calismada VIF degeri en
yiiksek 2.1, B ise en yiiksek .17 olarak hesaplanmistir. Calismada ayrica Durbin
Watson (DW) katsayisi ve CI Durum katsayist (Condition Index) incelenmistir.
Durbin Watson katsayisinin 1.5-2.5 araliginda olmasi ¢oklu baglanti sorununun
olmadigi anlamina gelmektedir (Kalayci, 2009). Bu calismada DW katsayisi
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1.98, CI katsayist 23.7 olarak hesaplanmistir. Elde edilen sonuclar, ¢oklu
baglanti sorununun bulunmadigina isaret etmektedir.

Aragtirmada Ogretmenlerin mesleki profesyonellikleri ve sayginliklarini
yitirme kaygilarini belirlemek amaciyla betimsel istatistikler, t-testi ve tek yonlii
varyans analizi (ANOVA) kullanilmistir. Analiz sonuclarina gore, anlamli
bulunan F degerleri icin, farkin nereden kaynaklandigini belirlemek iizere
Sidak testi kullanilmigtir. Ogretmenlerin mesleki profesyonellik diizeylerinin
sayginliklarini  yitirme kaygr diizeylerini anlamli derecede yordayip
yordamadigini belirleyebilmek amaciyla ise ¢oklu regresyon analizi yapilmistir.

Bulgular

Calismanin ~ bu  bolimiinde, Oncelikle  6gretmenlerin  mesleki
profesyonelliklerine ve sayginliklarini yitirme kaygilarina iligkin goriiglerine ve
bu goriiglerinin cinsiyet, okul tiirii ve kidem degiskenlerine gore farklilasip
farklilasmadigina iligkin bulgular sunulmustur. Ardindan, 6gretmenlerin
mesleki profesyonelliklerinin, sayginliklarini yitirme kaygilarimi anlamli bir
sekilde yordayip yordamadigimi belirlemek {izere yapilan coklu regresyon
analizinden elde edilen bulgular verilmistir.

Verilerin analizinden elde edilen sonuclara gore, 6gretmenlerin mesleki
profesyonellikleri yiiksektir (M= 4.04, SD= .44). Ogretmenler en cok mesleki
duyarlilik boyutunda profesyonellik sergilerlerken (M= 4.38, SD = .56), bu
boyutu sirasiyla duygusal emek (M= 4.26, SD = .56), kuruma katki (M= 3.84,
SD = .56) ve kisisel gelisim (M= 3.76, SD = .61) boyutlar izlemektedir.
Ogretmenlerin mesleki profesyonellikleri cinsiyetlerine gore, mesleki duyarlilik
[t(528) = 2.96; p < .05] ve duygusal emek [t(528) = 2.14; p < .05] boyutlarinda
anlamli  farklibk  gostermektedir. Her iki boyutta da kadinlarin
profesyonellikleri erkeklere gore daha yiikksek bulunmustur. Okul tiiri
degiskenine gore 0gretmenlerin profesyonellikleri, toplam puanda [F(3-526) =
9.14; p < .05], mesleki duyarlilik [F(3-526) = 10.29; p < .05], kuruma katki
[F(3-526) = 5.09; p < .05] ve duygusal emek [F(3-526) = 14.15; p < .05] alt
boyutlarinda anlamli diizeyde farklilagmaktadir. Mesleki profesyonellik toplam
puant ile mesleki duyarlilik ve duygusal emek boyutlarinda bulgulanan fark,
ilkokul 6gretmenleri ile ortaokul, lise ve meslek lisesi 6gretmenleri arasindadir.
Kuruma katki boyutunda gozlenen fark ise ilkokul 6gretmenleri ile ortaokul
ogretmenleri arasindadir. Ilkokul 6gretmenleri, profesyonellik toplam puaninda
ve mesleki duyarlilik, kuruma katki ve duygusal emek alt boyutlarinda diger
O0gretmenlere gére daha profesyonel olduklarini belirtmislerdir. Mesleki kidem
degiskenine gore ise 0gretmenlerin profesyonellikleri, yalnizca duygusal emek
alt boyutunda [F(2-527) = 3.23; p < .05] anlamli farklar gostermistir.
Bulgulanan fark, 20 yil ve daha fazla kideme sahip olan 6gretmenlerle, 9 yil ve
daha az ve 10-19 y1l kideme sahip 6gretmenler arasindadir. 20 yil ve daha fazla
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kideme sahip 6gretmenler, diger gruplara gore daha fazla duygusal emek sarf
ettiklerini belirtmislerdir.

Ogretmenlerin sayginliklarini yitirme kaygilar1 orta diizeyin iizerindedir
(M= 3.92, SD= .73). Sayginligin1 yitirme kaygilari, cinsiyet ve mesleki kidem
degiskenlerine gore anlamli diizeyde farklilasmamaktadir. Ancak, okul tiri
degiskenine gore, ilkokul Ogretmenleri ile ortaokul ve meslek lisesi
Ogretmenleri arasinda sayginliklarini yitirme kaygilar1 anlamli farklar
gostermektedir [F(3-526) = 7.70; p < .05]. Buna gore, ilkokul 6gretmenleri,
ortaokul ve meslek lisesi 6gretmenlerine gore sayginliklarini yitirme kaygilarini
daha az diizeyde yasamaktadirlar.

Aragtirmanin  son amaci, Ogretmenlerin mesleki profesyonelliklerinin,
sayginliklarini yitirme kaygilarini ne diizeyde yordadiginin belirlenmesidir. Bu
amacla yapilan ¢oklu regresyon analizinden elde edilen bulgular Tablo 1’de
sunulmustur.

Tablo 1

Sayginligint Yitirme Kaygisimin Yordanmasina Iliskin Analiz Sonuglarn

Degiskenler Standart oo Kismi

B Hata B t p Ikili

Sabit 4.654 278 - 16.754  .000

1. Kisisel Gelisim 172 .059 A51 2.945 .003 .04 13

2. Mesleki Duyarlilik -.054 .077 -.043  -701 484 -12 -.03

3. Kuruma Katki -.070 .063 -057 -1.106  .269 -.06 -.05

4. Duygusal Emek -201 .078 -162  -2.595  .010 -.16 -11
R=020 R” =041  Fass=556 p = 0.00

Tablo 1’de goriildiigi gibi, 6gretmenlerin sayginliklarini yitirme kaygilari ile
mesleki duyarlilik (r = -.12) ve duygusal emek (» = -.16) boyutlar1 arasinda ters
yonde ve diisiik diizeyde iliski bulunmustur. Ogretmenlerin sayginliklarini
yitirme kaygilari ile kisisel gelisim ve kuruma katki boyutlar1 arasinda anlaml
sayllabilecek diizeyde iliski bulunmamistir. Diger degiskenler kontrol
edildiginde, saygmligini yitirme kaygisi ile kigisel gelisim arasinda pozitif ve
diistik diizeyde (r = .13), duygusal emek ile negatif ve diisiik diizeyde (r = -.11)
bir iligki bulunmaktadir. Ogretmenlerin mesleki profesyonellikleri ile ilgili
boyutlarin timi birlikte, 0gretmenlerin sayginliklarini yitirme kaygilar ile
diigiik diizeyde ve anlamli bir iligki vermektedir (R = .20, p < .05).
Ogretmenlerin mesleki profesyonelliklerinin, saygmliklarmi yitirme kaygilari
iizerindeki goreli 6nem siras1 (f8); duygusal emek, kisisel gelisim, kuruma katki
ve mesleki duyarlilik seklindedir. Regresyon katsayilarinin anlamliligina yonelik
t testi sonuglar1 incelendiginde, kisisel gelisim ve duygusal emegin, sayginligini
yitirme kaygisimin anlamli yordayicilari oldugu gériilmiistiir. Ogretmenlerin
mesleki profesyonelligi, sayginliklarini yitirme kaygilarinin toplam varyansinin
%4.1’ini agiklamaktadir.
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Tartisma, Sonug ve Oneriler

Aragtirmanin mesleki profesyonellikle ilgili sonuglari, 6gretmenlerin yiiksek
diizeyde profesyonellik sergiledigini gostermistir. Arastirmanin bu sonucg,
alanyazindaki caligmalarin ¢ogunun sonuglariyla dogrudan desteklenmektedir
(Altinkurt ve Ekinci, 2016; Altinkurt ve Yilmaz, 2014; Celik ve Yilmaz, 2015;
Karaca, 2015; Kosar, 2015; Yorulmaz vd., 2015). Bununla birlikte, Kiling
(2014), dgretmenlerin profesyonelligini orta diizeyin iizerinde ve Cerit (2012)
orta diizeyin altinda bulgulamis, Bayhan (2011) ise 6gretmenlerin mesleki ve
bireysel profesyonellik algilarinin yiiksek olmakla birlikte, bu diizeyin daha ¢ok
smif ve Ogrenci alanlarinda smirli kaldigi sonucuna ulagmistir. Arastirma
sonuglar1 arasindaki farklarin kullanilan 6lgme araglarindan ya da secilen
Orneklem grubunun oOzelliklerinden kaynaklanmig olabilecegi diisiiniilmiistiir.
Bu durum, ozellikle konu ile ilgili 6lgme araci gelistirme cabalarina devam
edilmesi gerektiginin bir gostergesi olarak algilanabilir. Ogretmenlerin en fazla
mesleki profesyonellik sergiledigi boyutun mesleki duyarliik oldugu
goriilmistiir. Bu boyutu sirasiyla, duygusal emek ve kuruma katki boyutlari
izlemektedir. Arastirmaya katilan 6gretmenler, en az kisisel gelisim boyutunda
profesyonellik sergilediklerini belirtmislerdir. Aragtirmanin, profesyonelligin alt
boyutlarnin sergilenme diizeyi ile ilgili goreli siralamasi Altinkurt ve Ekinci
(2016), Altinkurt ve Yilmaz (2014), Celik ve Yilmaz (2015) ve Yorulmaz ve
digerlerinin (2015) arastirma sonuglariyla birebir ortiigmektedir.

Ogretmenlerin mesleki profesyonelligin boyutlari ile ilgili olarak Kkisisel
gelisim boyutunu en diisiik diizeyde sergilediklerini belirtmeleri oldukca dikkat
cekicidir. Oysa 21. yiizyil 6grencilerinin; takim ¢aligmasi yapma, yiiksek diizeyde
diisinme ve yeni bilgi teknolojilerini etkili kullanma gibi becerilere sahip olmasi
yoniindeki baski ve talepler, bu becerileri iiretebilmek icin yeni Ogretme
stillerine olan gereksinimi dogurmustur. Bu durum, o6gretmenlerin, kendi
egitimlerinde kullanilmayan yOntemlerle Ogretim yapmalar1 anlamina
gelmektedir. Bunun yaninda, 6gretmenler, okullar velilere ve topluma daha
fazla ulasmak durumunda kalmakta ve bu durum da, Ogretmenlerin
uzmanliklart  ve bu uzmanlklari okul disindaki insanlarla nasil
paylasabilecekleri konusunda yeni sorular giindeme getirmektedir (Hargreaves,
2000). Bununla birlikte okullar igbaginda 6grenmeye uygun sekilde tasarlanmig
sayilmazlar (Fullan, 2007). Dolayisiyla, 6gretmenlerin mesleki gelisimlerine
yonelik siirekli ve bilingli bir caba icerisinde olmalar1 gerekmektedir. Ayrica
kisisel gelisim, profesyonelligin en 6ncelikli ve temel gereksinimlerinden biridir.
Howsam, Corrigan, Denemark ve Nash (1976), profesyonel kisilerin, mesleki
yeterlilige yasam boyu adanmugliklari olduklarim belirtirler. Ogretmenlerin
kisisel gelisimleri igin gosterecekleri devamli ¢aba, onlarin 6zyeterlik algilarinin
da artmasini saglayacaktir. Bandura (1997), ozyeterliklerine dair inanclari
yiikksek olan Ogretmenlerin, sinifta 6grenme ile ilgili islere daha fazla zaman
ayirdigini, karsilagilan sorunlardan kagmak yerine hemen ¢oziime yoneldigini ve
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Ogrenme giicliigli yasayan Ogrencilere daha fazla destek olduklarini
belirtmektedir. Bu nedenle, hem mesleki anlamda profesyonelligin en temel
basamaklarindan biri oldugu hem de sonuglarinin dogrudan Ogrencilerin
o0grenme durumlarini etkiledigi diisiintildiigiinde, 6gretmenlerin kisisel gelisim
boyutunda sergiledikleri profesyonellik diizeyi yeterli bulunamamustir.

Ogretmenlerin mesleki profesyonellikleri cinsiyet degiskenine goére anlamli
farklar gostermistir. Katimcilarin goriiglerine dayanarak, kadm o6gretmenlerin
erkek Ogretmenlere gore mesleki duyarlilik ve duygusal emek boyutlarinda daha
fazla profesyonellik sergiledikleri sdylenebilir. Altinkurt ve Ekinci (2016), Celik ve
Yilmaz (2015) ve Yorulmaz ve digerleri (2015) de arastirmalarinda benzer sekilde,
cinsiyet degiskenine gore farkin ayni boyutlarda anlamli oldugu ve kadinlar lehine
fazla oldugu sonucuna ulagsmislardir. Altinkurt ve Yimaz (2014) ise cinsiyet
degiskenine gore yalnizca kuruma katki boyutunda, erkek Ogretmenler lehine
anlamli bir fark belirlemistir. Ayrica Hosgoriir ve Yorulmaz (2015) yaptiklar
calismada, kadin Ogretmenlerin erkek Ogretmenlere gore, en yogun sekilde
icsellestirilmis duygusal emek davranislarmin sergilendigi boyut olan “dogal
duygular” boyutunu daha fazla sergiledikleri sonucuna ulagmiglardir. Alanyazindaki
arastirma sonuclari, bu arastirmanin sonuglari ile birlikte degerlendirildiginde; bu
durumun Tirk toplumunda Ogretmenlik mesleginin gerektirdigi sefkat, ilgi,
hosgorii gibi Ozelliklerin daha cok kadnlara atfedilmesinden kaynaklanmig
olabilecegini diisiindiirmektedir. Toplumdaki bu genel alginin yarattigi baski,
Ogretmenleri, duygularmi yonetme yaninda, mesleki gereksinimlerini kargilama
yoniinde de daha fazla ¢aba gdstermeye yoneltmis olabilir.

Okul tiirii degiskenine gOre yapilan analizlerde, 6gretmenlerin mesleki
profesyonellikleri, toplam puanda, mesleki duyarlilik, kuruma katki ve duygusal
emek alt boyutlarinda anlamli diizeyde farklilasmaktadir. Mesleki
profesyonellik toplam puam ile mesleki duyarliik ve duygusal emek
boyutlarinda bulgulanan fark, ilkokul 6gretmenleri ile ortaokul, lise ve meslek
lisesi Ogretmenleri arasindadir. Kuruma katki boyutunda goézlenen fark ise
ilkokul ~ogretmenleri ile ortaokul &gretmenleri arasindadir. Ilkokul
Ogretmenleri, profesyonellik toplam puaninda ve mesleki duyarhilik, kuruma
katki ve duygusal emek alt boyutlarinda diger Ogretmenlere gbre daha
profesyonel olduklarim1  belirtmiglerdir.  Altinkurt ve Ekinci (2016),
calismalarinda Ogretmenlerin mesleki profesyonelliklerinin profesyonellik
toplam puan ve kuruma katki boyutlarinda anlamli diizeyde farklilagtigini ve
bulgulanan farkin ilkokul 6gretmenleri ile meslek lisesi 6gretmenleri arasinda,
ilkokul Ogretmenleri lehine daha fazla oldugu sonucuna ulagmislardir.
Yorulmaz ve digerlerinin (2015) arastirma sonuglar1 da benzer sekilde,
profesyonellik toplam puan, kuruma katki ve duygusal emek alt boyutlarinda,
ilkokul 6gretmenleri lehine anlamli farklar gostermistir. Bununla birlikte, Celik
ve Yilmaz (2015), 6gretmenlerin mesleki profesyonelliklerinin, galistiklar: okul
tiiriine gore anlamh diizeyde farklilasmadigi sonucuna ulagmislardir. Ilkokul
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Ogretmenligi, hitap ettikleri yag grubu itibariyle, egitimin diger kademelerine
kiyasla duygusal anlamda daha yogun hassasiyet gerektirmektedir. Ayrica,
Ogrencilerin ilkokul 6gretmenlerine yonelik algilari, onlarin okul ve 6grenmeye
kars1 tutumlarimmi da Onemli derecede sekillendirmektedir. Bu baglamda,
mesleki profesyonelligin okul tiri degiskeni ile ilgili sonuclari, ilkokul
Ogretmenlerinin calistiklart yas grubunun gereksinimlerine ve kendilerinin
Ogrenciler tzerindeki etkilerine yonelik duyarliliklarinin ve farkindaliklarinin
yiiksek oldugu seklinde yorumlanabilir.

Mesleki kidem degiskenine gore ise 6gretmenlerin profesyonellikleri, yalnizca
duygusal emek alt boyutunda anlamli farklar gostermistir. Bulgulanan fark, 20 yil ve
daha fazla kideme sahip olan 0gretmenlerle, 9 yil ve daha az ve 10-19 yil kideme
sahip 6gretmenler arasindadir. 20 yil ve daha fazla kideme sahip 6gretmenler, diger
gruplara gore daha fazla duygusal emek sarf ettiklerini belirtmiglerdir. Altinkurt ve
Yilmaz (2014) ve Yorulmaz ve digerleri (2015) calismalarinda, mesleki kidem
degiskeninin, 6gretmenlerin profesyonellikleri ile ilgili algilarinda anlaml bir fark
olusturmadig1 sonucuna ulagmiglardir. Bununla birlikte, kidem degiskeni agisindan
anlamli fark bulgulanan arastirmalarda, Ogretmenlerin kidemlerinin arttikca,
profesyonelliklerine dair algilariin da arttifma yonelik bir egilim oldugu
soylenebilir (Altinkurt ve Ekinci, 2016; Karaca, 2015). Bu sonug, dgretmenlikte
yillar igerisinde kazanilan tecriibenin, kendilerine duygularini yonetme konusunda
katki sagladigina ve aynm1 zamanda da bu becerinin gelistirilebilir bir unsur olduguna
isaret etmektedir.

Aragtirmanin  6gretmenlerin  sayginliklarini yitirme kaygilarina iligkin
goriiglerine yonelik sonuglari, Ogretmenlerin orta diizeyin Ustiinde kaygi
yasadiklarina isaret etmektedir. Bu sonug, Topkaya ve digerlerinin (2013) ve
Yorulmaz, Colak ve Yagsa’nin (2017) arastirma sonuglariyla Ortiismektedir.
Ogretmenlerin  saygmbiklarmi yitirme konusunda yasadiklar1 kaygi, bu
kaygilarini arttiran ortam ve cevrelerden uzak durmaya cabalamak yaninda,
kendilerini bu ortamlarda mutsuz hissetmelerine de neden olabilecektir.
Ogretmenlerin yasadiklari bu kaygi, ozyeterliklerine dair algilarmin diisiik
olmasindan, okul yoneticilerinin demokratik olmayan tutumlarindan ya da
meslektaglar arasindaki olumsuz iletisimlerden kaynaklaniyor olabilir. Bu
baglamda, bireylerin Orgiitsel ortamda yasadiklar1 kayginin nedenlerini kisilik
Ozelliklerinden daha c¢ok; isin gerekleri, Orglit yapisi, Orgiit kiltird ve
politikalar1 kapsaminda degerlendirmek gerekmektedir. Bu arastirmanin
Ogretmenlerin yasadiklar1 kayg ile sonuglar1 konu ile ilgili 6nlemler alinmasi
gerektigini gosteriyor olsa da; kullanilan 6lgme araci, bu kayginin temelini
olusturan etkenleri belirleyebilmeye olanak tanimamaktadir. Bu nedenle,
Ogretmenlerin sayginliklarini yitirme kaygisi yasamalarina neden olan etkenleri
belirleyebilecek Olcme araclart gelistirmek yaninda, bu konuda derinlemesine
fikir sahibi olunmasim saglayacak nitel arastirmalar desenlenmesi gerektigi
distintiilmistiir.
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Ogretmenlerin  yasadiklart  kayginin, cinsiyet ve mesleki kidem
degiskenlerine gore anlaml diizeyde farklilasmadigr goriilmiistiir. Topkaya ve
digerleri (2013) de aragtirmalarinda, bu ¢aligmanin sonuglarina benzer sekilde
Ogretmenlerin goriiglerinin cinsiyet ve kidem degiskenlerine gore anlamli
farklar gostermedigi sonucuna ulagsmiglardir. Bununla birlikte, okul tiirii
degiskenine gore anlamhi  farklar bulunmustur. Sonuclar, ilkokul
Ogretmenlerinin, ortaokul ve meslek lisesi Ogretmenlerine gore daha az
diizeyde kaygi yasadiklarini gostermektedir. Bu durum, ilkokul 6gretmenlerinin
ozellikle smif ortaminda {ist kademe Ogretmenlerine gorece olarak, mesleki
anlamda sayginliklarini yitirebilecekleri durumlarla daha az
karsilasabileceklerini diisiinmelerinden kaynaklanmis olabilir.

Aragtirmada, 6gretmenlerin mesleki profesyonelliklerinin, sayginliklarini
yitirme kaygilarim1 ne diizeyde yordadiginin belirlenmesi icin yapilan g¢oklu
regresyon analizinden elde edilen sonuclara gore, 6gretmenlerin sayginliklarini
yitirme kaygilar1 ile profesyonelligin, mesleki duyarlilik ve duygusal emek alt
boyutlar1 arasinda negatif ve disiikk diizeyde iliski bulunmustur. Diger
degiskenler kontrol edildiginde, sayginligimi yitirme kaygisi ile kisisel gelisim
arasinda pozitif ve diigik diizeyde, duygusal emek ile ise negatif ve disiik
diizeyde bir iliski bulunmaktadir. Ogretmenlerin mesleki profesyonellikleri ile
ilgili boyutlarin tiimiiniin, 6gretmenlerin sayginliklarini yitirme kaygilar ile
digiik diizeyde ve anlamli bir iliski verdigi goriilmistir. Regresyon
katsayilarinin anlamliligini belirlemek iizere yapilan t testi sonuclari ise, kisisel
gelisim ve duygusal emegin, saygiligini yitirme kaygisinin anlamli yordayicilar
oldugunu  gostermistir.  Ogretmenlerin  kigisel ~ gelisimleri ile ilgili
profesyonellikleri arttikca sayginliklarini yitirme kaygilar1 da artmakta; duygusal
emek ile ilgili profesyonellikleri arttik¢a, sayginliklarini yitirme kaygilari
azalmaktadir. Ogretmenlerin meslekleri ile ilgili olarak gosterdikleri her bir
gelisme cabasi, beraberinde sahip olmalar1 gereken bilgi birikimi ve bu bilgi
birikiminin siirekli ve hizli degisen giindeminin farkindaligin1 da beraberinde
getirmektedir. Bu durum, oOgretmenlerin bu giindemi izleyebilme ve
uygulayabilme kapasitelerine dair kaygi ile birlikte, sayginliklarimi yitirme
yoniinde de daha fazla kaygi yagamalarina neden oluyor olabilir. Ogretmenlerin
duygularini ydnetmek anlaminda sahip olduklarini diisiindiikleri profesyonellik
ise, kendilerini okul ortaminda sayginliklarini koruma anlaminda da yetkin
hissetmelerini sagliyor olabilir. Regresyon analizinden elde edilen sonuclar
genel olarak degerlendirildiginde, Ogretmenlerin profesyonelliklerine dair
algilarinin, saygmliklarin1  yitirme kaygilart tizerinde etkisi oldugunu
gostermektedir. Bu nedenle, 6gretmenlerin mesleki profesyonelligini artirmaya
yonelik her girisim, saygmbklarini yitirme yoniinde duyduklar1 kaygiy
azaltabilecek bir etki olusturacaktir.

Ogretmenlerin profesyonelliklerini arttirma gabasi, éncelikle 6gretmenligin
meslek olma statiisiine yonelik diizenlemeler yapmayr gerektirmektedir.
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Nitekim profesyonel olmak ayni zamanda bir meslegin iiyesi olmak anlamina
gelmektedir. Darling-Hammond (1997) konu ile ilgili olarak, dgretmenligin
meslek statiisii kazanabilmesi igin, lyelerinin tamaminin paylastii ortak bir
bilgi temeli gelistirip, mesleki egitim, lisans verme ve siirekli meslektas denetimi
yoluyla bu bilgiyi yayma sorumlulugunu {istiine alacak bir birlik haline gelmesi
gerektigini vurgular. Bu birlikler, tiyelerinin islerini en gecerli/giincel bilgilere
dayali olarak gerceklestirdiklerini garanti altina almak isterler. Buna karsilik
olarak toplum da, yasal diizenlemelerle onlara gereksinim duyduklar1 6zerkligi
verirler ve teknik konularda karar alma yetkisini onlara birakirlar (Darling-
Hammond, 1997). Furlong, Barton, Miles, Whiting ve Whitty (2000) de benzeri
sekilde Ogretmen Ozerkligine vurgu yaparlar. Onlara gore; profesyoneller,
uzmanlik bilgisine gereksinim duyulan, karmasik ve Onceden tahmin
edilemeyen durumlarla karsilagirlar ve eger bu bilgiyi uygulamak
durumundalarsa, kendi degerlendirmelerini yapmak tizere 6zerklige ihtiyaclari
vardir. Bu nedenle, 0gretmenlerin profesyonel olmalar1 yoniindeki ilk adim,
O0gretmen yetistirme siirecinin tek kaynaktan ve nitelikli yapilandirilmig 6gretim
programlar1  yoluyla gerceklestirilmesini saglamakla baslayabilecektir.
Yetistirme stirecindeki diizenlemelerle, 6gretmenlerin mesleki bilgi birikimine
hakim olmasi garanti altina alindiktan sonra, bu bilgileri nasil uygulamaya
dokecekleri konusunda karar verme haklar1 -onlara gereksinim duyduklari
Ozerklik taninarak- kendilerine birakilmalidir. Bunun yaninda, ¢gretmenlere
islerini gerceklestirirken saglanacak orgiitsel destek, islerini daha profesyonelce
yapmalarina katki saglayabilecektir (Biiyiikgéze ve Kavak, 2017). Okullar,
Ogretmenlerin igbaginda ve meslektaslar1 ile isbirligi icinde kendilerini
gelistirmeye devam edebilecekleri sekilde yeniden tasarlanmali ve
Ogretmenlerin kisisel gelisimleri, Orgiit kiiltiirii tarafindan takdir goren bir
deger haline getirilebilmelidir. Ogretmenlere, mevcut hizmet ici egitim
etkinliklerinden farkli olarak, goreve basladiktan sonra belirli periyotlarla
bilgilerini giincellemelerini saglayabilecekleri egitim programlari
diizenlenebilir.

Ogretmenlerin mesleki profesyonelliklerini artirmaya yonelik ihmal edildigi
diisiiniilen bir diger konu, 6gretmenlerin 0grencilere ve topluma karsi sahip
olmalar1 gereken ahlaki sorumluluk boyutudur (Wood, 2001). Bu boyut,
mesleki profesyonelligin en 6nemli gostergelerinden biridir. Ogretmenlere
taninmasi gerektigi belirtilen Ozerklik, beraberinde Ogretmenin yapacag her
tirli uygulama ve meslegi ile ilgili aldigi her kararin sorumlulugunu kendisine
yiikleyecektir. Bu nedenle meslegin etik kurallarinin gergevesi, yine meslegin
iiyeleri tarafindan, ¢ok kapsamli ve net ¢izgilerle cizilmelidir. Bu arastirmada,
ogretmenlerin mesleki profesyonelliklerini  belirlemeye yonelik olarak
kullanilan 6lgme aracinda ve alanyazindaki diger 6lcme araglarinda, bu konu
ayr1 bir boyut olarak ele alinmamaktadir. Alanyazindaki bu eksiklik,
Ogretmenlerin etik kurallara uyma ile ilgili profesyonelliklerini 6lgmeye olanak
tantyacak yeni 6lgme araglarinin gelistirilmesini gerekli kilmaktadir.
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