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Abstract

Teacher agency, considered as an element of teacher identity, has become a concept upon which studies have
elaborated recently. However, academic research studies on this concept carried out in Turkey is highly limited.
Indeed, there is not a consensus even on the Turkish equivalent of the concept. In this study, in which ‘Ggretmen
etkenligi’ is adopted, the issues of Turkish meaning of teacher agency, its relation with teacher identity,
emergence of the concept and its definitions, its theoretical foundations, characteristics of agentic teachers,
related areas of research such as educational changes and professional development, and research studies on
teacher agency carried out in Turkey are elaborated on based on an extensive literature review. In addition, in
the conclusion, how teacher agency can be developed is discussed in the contexts of arrangement of teachers’
work contexts, in service training and pre-service teacher education. With this study, it is aimed to offer a
comprehensive source about teacher agency in Turkish to form a basis for future studies to be carried out in
Turkey.
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Introduction

Educational research is carried out to answer local and global educational issues and problems, and research
trends may tend to different methods and topics. Studies concentrate on certain areas due to reasons such as
emergence of new concepts and new necessities or scientific trends. Teacher identity has become one of such
areas recently. In the international literature, studies on teacher identity have gained pace particularly since
1990s (Beaucham & Thomas, 2009; Beijaard, Meijer & Verloop, 2004). Teacher identity, which is how teachers
define themselves to themselves and others as teachers (Lasky, 2005), is affected by factors such self, reflection,
emotions, past experiences and contexts (Beauchamp & Thomas, 2009), and it is a complex and dynamic
balance process between teachers’ self-images and social roles (Volkmann & Anderson, 1998). Indeed, teacher
identity can be expressed as teachers’ dedication of being a teacher as they have wanted to be (Buchanan, 2015).
When the facts such as teachers are the most significant factor on students (Darling-Hammond, 1997), the
quality of a school cannot pass beyond the teachers’ quality (Kavcar, 1987), and teaching profession has a social
aspect as well as professional aspect are considered, teacher identity arises as a significant quality that needs to
be highlighted.

Beijaard et al. (2004) carried out an extensive literature review on teacher identity, which is hard to
define because it has a complex structure regarding the self as well as its social aspect, it transforms in the
course of time from pre-service teacher education period to different phases of teaching career, and it is affected
by contextual factors, and argue that it has four sub-dimensions. They suggest that teacher identity a) has an
ever-changing and dynamic structure; b) it is affected by contextual factors; c) it has sub-identities; d) it
involves teacher agency. This study dwells on teacher agency concept on which great emphasis has been paid in
the international literature and respected journals published special issues but which was ignored in Turkey until
a few years ago. Teacher agency is a basic and indispensable part of identity formation and development (Allen,
2018; Parkison, 2008; Tao & Gao, 2017). In the current study, the emergence of the concept, definitions and
theoretical bases, characteristics of agentic teachers, related study areas and studies carried out on this topic in
Turkey are put forth. To this end, an extensive review of national and international literature is carried out and
after this review; it was aimed to be introduced to Turkish literature in all aspects. This way, the attempt was to
draw attention to teacher agency concept and offer a Turkish resource to be a reference for future studies.
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Teacher Agency
Turkish equivalent of the concept

As Turkish equivalent of teacher agency, “Ogretmen etkenligi” is adopted in this study. In Merriam-Webster
dictionary, agency is defined as “the capacity, condition, or state of acting or of exerting power”. Yayli (2017)
used “Ogretmen etkinligi”, Bellibag, Caliskan and Gilimiis (2019) used “6gretmen failligi”, Atas Akdemir and
Akdemir (2019) used “Ogretmen aktorliigli” for teacher agency. In a current report published by “Teacher
Network”, it is used as “state of being a subject” (Ayan, 2020). Turkish Language Association (2019) defines
“etkin” as working, active, “fail” as someone who is acting an act, “aktdr” as someone who has an effect or
contribution in an act, and “6zne” as someone who performs an act. “Etken” is defined as something/someone
affecting, factor, something exerting change on something, active and antonym of passive. The term “etken” is
preferred as a more comprehensive term because theoretical basis of teacher agency suggests that it is related to
capacity of acting, considers teaching as a profession requiring taking initiatives rather than being a technician,
teachers’ approach to implementing central policies is important and it affects social contexts as well as it is
affected by them. Teacher agency refers to teachers’ capabilities of acting in line with their own goals including
getting beyond the rules and regulations present in their contexts (Oolbekkink-Marchand, Hadar, Smith &
Helleve, 2017).

Emergence of the Term and Definitions

Priestley et al. (2015), who made important publications on teacher agency, explained why teacher agency is
needed by evaluating the education policies applied worldwide, the role of teachers in these issues and what is
expected from teachers. Accordingly, the approach, which includes the development of highly structured
curricula, strict control, and designing contents of curricula and teaching methods through the central
administration, has been abandoned in recent years. This approach prevented teacher professionalism.
Implementation of a teacher-proof curriculum causes undesired outcomes and implementation gap because
teachers often act in contrary to goals when they do not adopt the situation (Priestley et al., 2015). The Turkish
education system has also been in a change and transformation for many years. Although there is a continuous
reform effort in many fields such as curricula, schooling levels, transition systems, teacher training and
employment processes, and the teaching materials used, the realization of change efforts depends on teachers
and, it is impossible to transfer the changes that are not adopted by teachers to the class as stated in the “Teacher
Strategy Document” (Erdem & Egmir, 2018). Teachers can be considered as a bridge between official curricula
and enacted curricula. The extent to which the official curricula will be implemented depends on the teachers.

In international literature and practices, three basic educational policies have been implemented in the
context of the role of the teacher in the implementation of the educational policy (Priestley et al., 2015):

1. In some countries, teachers are positioned as the main actors of change and teachers are actively involved in
curriculum development. Program reforms carried out in recent years in Scotland and the Republic of Cyprus
can be evaluated within this scope.

2. The second trend includes policies to improve the quality of teachers through continuous professional
development activities. Professional learning communities, new teacher standards and the requirements of
teachers to receive postgraduate education can be evaluated within this scope.

3. The third trend that has increased in recent years contradicts the first two trends and affects these
developments negatively. The third trend is to use accountability systems and criteria to measure educational
effectiveness in many countries. By placing the teacher at the center of the educational processes, the first two
trends try to eliminate the ever continuing strict curriculum approach which goes from the center to the local and
excludes teachers while the last trend attempts to eliminate teacher autonomy.

The strict determination of the content from the center has started to be replaced by school audits and
the evaluation of the success data, and the arrangements to prioritize the educational outcomes (Kuiper et al.,
2013). This latest trend has done more harm to teacher autonomy than the central curriculum approach (Biesta,
2004; Priestley et al., 2015). This performance-based approach creates a culture of competition at school,
pushing teachers to show a showy performance to make a good impression on the outside, and this can even
lead to unethical actions such as corruption or cheating (Ball, 2003; Keddie et al. 2011; Priestley et al., 2015;
Sahlberg, 2010). This situation also causes great pressure on teachers and can negatively affect teachers' stress
and burnout levels. The teacher performance system that is considered to be implemented in Turkey can be
regarded as part of this trend.

The vital role of teachers in the implementation of educational policies and reforms, the weakening of
central education policies and the increasing attention to local conditions, and academic research on teacher
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identity brought the concept of teacher agency to the fore. This has been thanks to the understanding that the
teachers affect the educational conditions only when they show desire and skill, that is, when they are agent
(Kayi-Aydar, 2015). In this context, teacher agency has emerged as a concept in understanding how teachers
take action and how they interact with policies, but there are also important problems in defining the concept
(Priestley et al., 2015).

First, it would be useful to define the concept of agency. According to Giddens (1984), agency is the
ability of the individual to make changes in pre-existing work or actions. In parallel, agency can be defined as
the degree to which the person feels control of his actions (Beijaard, 2009). Roger and Wetzel (2013) see agency
as the capacity of individuals to take action in a purposeful and reflective way in their lives, but Emirbayer and
Mische (1998) consider agency not as a capacity but as something acquired in contextual conditions. Agency
consists of an individual's past lives, wishes and expectations for the future, and actions they take by interacting
with the context at the time they are in (Emirbayer & Mische, 1998).

The concept of teacher agency is based on the philosophical, psychological and social psychological
foundations of the concept of agency in psychology (Paris & Lung, 2008). Teacher agency is a dynamic process
that is shaped by factors such as teachers' beliefs, personal goals, curriculum and pedagogy knowledge (Tao &
Gao, 2017). Oolbekkink-Marchand (2017), who defines agency as the capacity to engage in purposeful actions
involving desire, autonomy, freedom and choice, defines teacher agency as the ability of teachers to go beyond
the contextual rules and regulations and act based on their own goals. Agency is not something that people have,
but it is what they do (Priestley et al. 2012), in other words, action is at the forefront. Teacher agency is defined
as the active contributions of teachers to shape the work they do during the teaching process and the situation
they are in (Biesta et al., 2015). Through these active contributions, teachers aim to both increase their own
learning and enable students to learn best in their classrooms (Pyhilto, et al., 2012).

Teacher agency has been addressed in terms of responding to educational changes or professional
development. Particularly how teachers react to changes in curricula or educational policies is examined in this
sense. Teacher agency includes taking action and even resisting in new and creative ways to overcome the
norms and regulations when the norms and regulations that teachers are expected to comply with are not
professionally appropriate (Toom, Pyhalt, & Rust, 2015). It is expected that an agentic teacher will react
differently, taking into account the characteristics of the context in which one is located and one’s own goals.
Teacher agency can occur at different levels, from fully adapting in the context of educational changes to
resilience or moderate approach (Tao & Gao, 2017). The reason for this situation is that teacher agency also
differs from individual to individual. Teachers' past experiences and working contexts are different (Kayi-
Aydar, 2015).

Agency is also important for teachers' professional learning. Teacher agency is much more than coping
with difficult situations. Agency requires a development-oriented mind structure (Allen, 2018). Pedagogical
competence and expertise are also needed to make positive changes in students' lives (Anwaruddin, 2017). In
the context of professional development, teacher agency is defined as the ability and initiative of teachers to
manage their own professional development and contribute to the development of their colleagues (Allen,
2018). Agency is a tool to guide one's teaching career and to stay true to oneself during this process (Ketelaar et
al., 2012). Teacher agency is part of a complex dynamic intertwined with the structural and cultural features of
school, national education and broader national policies (Mifsud, 2018, p.194). Structural and cultural
characteristics of society and school affect teacher agency and are affected by teacher agency. Each action or
decision taken by the teacher is influenced by past experiences, the context in which they exist and the
conditions that will affect future actions (Lasky, 2005).

Structure of Teacher Agency

In the process of teachers' policy implementation, teacher agency is an important concept. The ecological model
put forward by Priestley et al. (2015) has been the most accepted framework in the literature. The ecological
model put forward for teacher agency suggests that the agency capacity of the teacher and the conditions of the
context in question shape the agency of the teacher. According to this model, agency is a developing
phenomenon, not a capacity or feature in individuals (Priestley et al., 2015). According to Biesta and Tedder
(2007), agency occurs as a result of the joint interaction of individual efforts and existing resources, contextual
and structural factors. For this reason, agency is not a feature that individuals have, but a phenomenon achieved,;
in other words, it is not an attribute of the actors, but an attribute of the interactions of the actors with the
context in which they perform the action (Priestley et al., 2015). The ecological teacher agency model is based
on Emirbayer and Mische's (1998) theories on the concept of agency studied in psychology. Reaching agency is
related to three basic dimensions. Agency arises from the effects of the past, future projections and the
interaction between the time and the context (Priestley et al., 2015). Accordingly, agency depends on the
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temporal factors and is in close relationship with the context. The ecological model of teacher agency, which
includes these three dimensions, is given in Figure 1.

Figure 1. Ecological model of teacher agency (Priestley et al., 2015)

According to the model, teacher agency consists of iterational, practical-evaluative and projective
dimensions. The features of this model are described below based on the work of Priestley et al. (2015).

The iterational dimension is related to the teacher's past experiences. In this dimension, a distinction is
made between the individual life stories of teachers and their professional backgrounds. The professional
background includes both teachers' own education as a teacher and their teaching experience. The point to be
noted here is that teachers choose from the repertoire of past actions and thoughts according to the model.
Rather than habits, the teacher chooses the ones that suit her/his needs from his previous experiences while
dealing with the current problems and runs it in her/his current practice. These experiences are also effective in
generating projections for the future. In this case, it is possible for teachers with richer past experiences to react
to existing problems in a variety of ways and to develop a broader perspective on the future. In this context, both
individual and professional background experiences of teachers are important for teacher agency.

The projective dimension is about the future. This dimension includes the short- and long-term
prospects and expectations of teachers in the context of their professions. These wishes and expectations created
by teachers can be completely positive, and teachers may tend to strive for the development of students, the
school and themselves. On the other hand, these requests may be negative or there may be instrumental requests
such as saving the day or covering up the negativities. Regardless of what type of expectations and aspirations
for the future, and whatever purpose lies behind them, these aspirations are based on teachers' values and beliefs
as well as past experiences.

The practical / evaluative dimension is related to the time that teacher is in. Although agency is related
to the past and the future, it is exhibited at the current time. In this dimension, a distinction is made in terms of
cultural, structural and material aspects. These elements form the existing context that provides the conditions
and possibilities that teachers acquire agency. These conditions and possibilities are both application-oriented
and also evaluative. In this context, there are various options for teachers to act in response to the demands,
dilemmas or uncertainties that they face in their context. Among these options, the capacity to reach practical
and normative judgments and take action determines agency.

According to this model, achieving efficiency is always affected by past experiences. It is influenced by
future trends in a common ground of short and long term goals and values. Agency always takes place in a
concrete environment. Therefore, it is limited and supported by the cultural, structural and instrumental
resources of the actors (Priestley et al., 2015).
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The ecological approach predicts that teacher agency cannot be considered separately from the context
in which teachers work (Biesta et al., 2015; Jenkins, 2019). In this approach, teachers are not actors acting in an
environment, but those who take action through that environment, and the teacher's action is actually a reaction
to that environment (Biesta & Tedder, 2006, Jenkins, 2019; Priestley, Biesta & Robinson, 2016). On the other
hand, environmental conditions are diverse. Complex and rapidly changing school environment, the approach of
the school administration to program changes, especially the role of principals and peer relationships are
included in this scope (Jenkins, 2019).

Jenkins (2019) introduced a teacher agency model in order to determine the complex structure of
teacher agency, monitor it from the beginning and reveal the contextual factors affecting it. This model, which is
based on the model of Bandura's triadic reciprocal causation model and the basic concepts of agency, is hamed
as the Triadic Reciprocity Framework Core Agency Concepts (TRFCAC). The TRFCAC model is presented in
Figure 2.
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Figure 2. Jenkins's TRFCAC model (Jenkins, 2019)

This model is about understanding teacher agency in the process of curriculum changes or revisions.
According to this model, teachers are producers of experiences and affect events. They strive to influence the
things they could influence so that future events meet their expectations and that unwanted actions do not take
place. Actions in this context are also affected by three factors that are related to each other. These factors are
personal, environmental and behavioral factors. Relationships between contextual factors are constantly
changing in terms of pressure and influence. In other words, teachers can be both the subject and the agent of
change.

Characteristics of Agentic Teachers

While the definition and structure of teacher agency are included in the literature, the characteristics of the
agentic teachers are also explained. First of all, it should be stated that the agentic teachers are teachers who can
take the initiative for their own purposes. This initiative may also require going beyond the rules of the school
and education system. The factors that push the teacher to this situation may include beliefs about learning, past
experiences, expectations from the future, moral sense of responsibility and prioritizing student success. On the
other hand, the most important dimension for agency is taking action. The teacher tries to shape his environment
through these actions and as a result, students are expected to make the best use of education and training. In
this case, some of the characteristics of agentic teachers are listed as follows:

- Agentic teachers oppose the norms and regulations when they are not professionally appropriate, and perform
appropriate practices by taking action in new ways (Toom, Pyhaltd & Rust, 2015).
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- Agentic teachers do not have to oppose every change. If the changes are in place, they show moderate
reactions (Tao & Gao, 2017).

- Agentic teachers do not only perform the given complex tasks, but also have the desire and ability to develop
their own competencies for lifelong learning and continuous professional development (Lipponen &
Kumpulainen, 2011).

- Agentic teachers make efforts to realize themselves (Ketelaar et al. 2012).

- Agentic teachers do not see teaching as just a profession; they evaluate teaching and what they do in this
context as a meaningful job (Priestley, Biesta & Robinson, 2015).

- Agentic teachers are committed to being a specific 'type' of teacher (teacher profile of their ideal) that has been
in their mind (Tao & Gao, 2017).

- Agentic teachers make active efforts to achieve various goals based on their beliefs about their professional
roles (Biesta et al., 2015).

- Agentic teachers can get out of the teaching roles expected from them and they can resist when there is a
mismatch between their beliefs and the policies they are expected to follow (Buchanan, 2015).

- Agentic teachers see schools as potential areas for ensuring and promoting social equality (Villegas & Lucas,
2002).

- Agentic teachers make their decisions at work based on their own choices, purposes and interests
(Vahasantanen, 2008).

- Agentic teachers have a growth mindset. These teachers think that learning and development is the path to
success and they learn from the success of others (Allen, 2018).

- Agentic teachers have skills such as seeing possibilities, willingness to act, taking initiative, self-reflection,
self-regulation, perseverance and self-efficacy and they carry moral responsibility (Paris & Lung, 2008).

- Agentic teachers are more aware of their professional development than passively responding to learning
opportunities and make learning choices to achieve their goals (Calvert, 2016).

- Agentic teachers plan and carry out professional learning practices. They participate in professional
development activities for purposes such as improving teaching skills, collaborating with colleagues, self-
actualization, and preparing students for the future. They are aware that the source is actually themselves in
solving problems. They decide what to learn in in-service training activities (Calvert, 2016).

Study Areas of Teacher Agency

Teacher agency has been studied in many areas such as social justice (Pantic, 2017), positioning theory (Kayi-
Aydar, 2015), methodological approach and agency relationship in teaching English (Anwuruddin, 2017),
professional vocational rights of teachers (Oolbekkink-Marchand et al., 2017), teacher beliefs ( Biesta et al.,
2015), child-oriented practices (Paris & Lung, 2008), bilingual education (Ray, 2009) and formative teacher
evaluation (Verberg, Tigelaar, van Veen & Verloop, 2016). On the other hand, the literature considers teacher
agency as a concept related to teacher identity and an element of teacher identity. However, when studies are
examined, the effect, role and development process of teacher agency in two areas come to the fore. These are
educational changes in curricula, educational policies, or other areas related to education, mostly involving
reforms or changes from the center, and professional development elements that involve teachers' continuous
learning and self-development throughout their careers. These two areas are examined below, respectively.

Educational changes

Research in recent years characterizes teacher agency through teachers' reactions to changes in education
(Pantic, 2017; Tao & Gao, 2017). Teacher agency occurs when teachers try to control or influence / change their
curricula to achieve their desired goals (Jenkins, 2019). The effects of postmodern or neo-liberal approaches on
teacher education and education in general have a role in this case. Teacher agency has been an important
concept in the literature on educational changes because it affects the implementation of educational policies at
the institutional and national level. In the studies carried out, it is put forth that teachers are not technicians who
apply policy changes; on the contrary, they respond to these changes at different levels and exert a variety of
responses such as opposition, indecision or approval (Tao & Gao, 2017). Teachers are agents acting passively or
actively, not pawns assigned to a task during the reform process (Lasky, 2005). The factors that determine
whether education change or reform attempts are successful are the teachers who teach in the classes (Fu &
Clarke, 2017).
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Jenkins (2019) analyzed the processes during a curriculum change in a school in Australia, focusing on
teacher agency as part of a longitudinal study. As a result of the study, it was seen that teacher agency was
practiced in three different ways: a) the proactive agency in which teachers apply curriculum change as a
personal choice, b) the reactive agency in which teachers are forced to change as a result of extrinsic effects
such as directives from the administration and c) the passive agency in which teachers seem to have applied
changes to the administration, but in fact, they are passive agents that resist program change at a passive level.
Alvunger (2018), on the other hand, expresses the role of the teacher during the enactment of the official
curriculum in the classroom as curriculum agency. Curriculum agency, which is attributed to Doyle’s (1992)
view that teachers actually author curriculum activities/practices in the process of enactment of written
curriculum text in the classroom, involves re-contextualization of curriculum in the classroom and is composed
of three spaces. Accordingly, the first space is the common space where the tasks in curricula are transformed
into pedagogical plans. The second space that follows is the individual space that includes the use of these
pedagogical plans and the selection of teaching materials in the creation of lesson plans. In the third space,
which is expressed as an interactive space between teachers and students, there are questions regarding choices
made during the application, experience-based content and the process (Alvunger, 2018).

The view that includes the development of curricula by specialists other than teachers and the teachers'
faithful implementation of these curricula is considered as one of the biggest obstacles to teacher agency
(Sannino, 2010). Teacher proof curriculum approaches or such perspectives on teaching profession limit teacher
agency. Besides, accountability-based curriculum approaches also limit teachers' ability to act individually or
with colleagues (Sloan, 2006). Accountability pressures change teaching culture and teacher agency, and force
teachers to focus on increasing students' success in standardized tests (Mifsud, 2018). It can be stated that the
bottom-up approach in the curriculum development literature is more suitable for agency. In this approach,
proposed by Taba (1962), teachers take the initiative and create elements of the curriculum such as purpose and
content themselves. In fact, with this approach, the gap between curriculum and teaching disappears, and theory
and practice are integrated (Henson, 1995). Similarly, this curriculum approach gives teachers a space of
agency. In countries such as Turkey, where curricula are developed by central administration units, at least
views of teachers can be resorted to, and maneuver spaces can be provided for teachers in the implementation of
curricula. However, both the accountability approach that is becoming widespread and the pressure of the
central exams do not make this much possible.

In line with the bottom-up approach, in developmentally appropriate and culturally sensitive
approaches, teachers are the designers of the curricula rather than being the practitioners of a generic curriculum
prepared by someone outside the classroom, and the needs, interests, experiences and values of a certain group
of students or families can be reflected in the program this way (Paris & Lung, 2008). There are also teachers,
though in minority, who can reflect this approach to the classroom despite the curricula designed from the
center. This is only possible with teacher agency. The fact that there are such teachers shows that contextual
conditions can affect the agency but cannot completely hinder it.

In the process of program reforms or changes, an effective and appropriate school leadership or
administration is needed for an effective proactive and reactive agency to occur. Passive agency occurs as a
result of curriculum changes that are not implemented properly. Curriculum designers and decision makers
should make sure that teachers understand the proposed changes, and they should do capacity building activities
for teachers to plan and implement curriculum changes. There should be an open communication channel for all
stakeholders to be informed and understand about the objectives and expected outcomes of the curriculum
change (Jenkins, 2019). This is important for curriculum changes to be reflected in the class. When teachers
show proactive activity, they own the program. Therefore, efforts should be exerted for teachers to develop
feelings of belonging. On the other hand, it has been observed that teachers' vulnerabilities increase when the
agency of teachers is limited especially in reform processes (Lasky, 2005).

It would be insufficient to address teacher agency only in the context of responding positively or
negatively to the reforms of curriculum, policy or implementation coming from the center. In the literature, there
is an approach that sees teachers as individuals who undertake change as well as seeing agency as a passive or
active response to changes. According to Fullan (1993), teachers actually prefer this profession for
responsibility or moral reasons, and supporting teachers to be actors of change allows them to develop strategies
to achieve these ideals. When considered in the context of Turkey, it can be suggested that particularly in the
early years of the Republic, teachers were agents of change aimed at improving the community and they worked
tirelessly in very challenging conditions for this purpose. However, it does not seem possible to state that
teacher education programs instill such an ideal in prospective teachers today. On the other hand, according to
Fu and Ckarke (2017), it is stated that teacher candidates in Canada are supported to be the actors of change by
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trying to improve their inner worlds through strategies such as thoughtfulness, reflective practices, questioning
and self-study. For pre-service teacher education, it is suggested to use autobiographical approaches that would
ensure prospective teachers to question their own value systems and moral judges and thereby get engaged with
inequities in social structures, and teacher educators should help prospective teachers to realize that history is
not established by only heroes but also by mutual efforts of all members of the society and the present social
structure is based on these efforts (Fu & Clarke, 2017). In this way, teachers will realize that every attempt they
make in the context of these ideals has a total meaning and will continue their profession in a meaningful way.

Teacher agency in the context of professional development

Teacher agency is not only important for teachers to go beyond the norms in order to realize the learning of
students, but also for the continuous professional development of teachers, but it is clear that more research is
needed in this regard (Toom, Pyhaltd & Rust, 2015; Vahasanatenen, 2015). In the context of professional
development, teacher agency is a holistic concept that includes the skills and abilities of the teacher to manage
and promote learning in multiple professional contexts, especially in classrooms and within the professional
communities (Toom, Pietarinen, Soini, & Pyhalts, 2017). Calvert (2016) defines teacher agency as the
purposeful and constructive capacity to act in order to guide teachers' own professional development and
contribute to their colleagues.

Agency should guide the individual's formation and reshaping of their professional knowledge, skills,
identity, and transform their work-related actions (Lai, Li & Gong, 2016). Agency is extremely important for
participation in school cultures, where teachers are encouraged to take initiatives in pursuing professional
development and developing collaboration between colleagues (Allen, 2018). It has also been revealed in
studies that teacher agency plays an important role in teachers' professional development and continuous
learning practices (Hokka, Etalaepelto & Rasku-Puttonen, 2012; Lai, Li, & Gong, 2016). Teacher agency
involves learning motivation, self —efficacy beliefs regarding learning, purposeful activities and behaviors to
manage new learning experiences as well as active and deliberate effort to promote learning in the professional
community of individuals such as teachers, special education teachers, assistant staff, school psychologists,
nurses and other social workers (Toom, Pietarinen, Soini, & Pyhaltd, 2017). Teacher agency, which enables
teachers to be aware of themselves and to evaluate themselves better in these purposeful activities and behaviors
(Tao & Gao, 2017), also plays an important role in maintaining their professional development. In cases where
teacher agency and teacher learning are prioritized, professional learning communities that teachers will create
may make a difference in school reform studies (Riveros, Newton & Burgess, 2012). This situation reveals the
capacity of the teacher agency, which has an individual aspect, to affect the school and the society positively as
a result of the cooperation with all stakeholders. According to Calvert (2016), numerous activities are carried
out on the professional development of teachers and large sums of money are spent on this subject, but the
desired effect cannot be achieved. Teachers describe professional development activities or in-service training
activities as "ineffective”, "irrelevant" and "not helping students to improve their learning". Research studies on
this subject revealed that teacher agency should be taken into consideration in terms of professional
development activities that will contribute to teachers' learning. In the context of teachers 'professional
development, teacher agency is an important factor in administrators' learning-centered leadership practices
(Hallinger, Liu & Piyaman, 2017). On the other hand, school administrators are known to have important effects
on enabling teacher agency (Toom, Pyhaltd & Rust, 2015). Calvert (2016) suggested what administrators should
do in order to enable teacher agency in their professional learning / development processes:

Step 1. Make all professional learning decisions by having serious interviews with teachers and school heads.
There should be at least 50% teacher representation in all stages of professional development activity such as
planning, data analysis, design, implementation and evaluation.

Step 2: Review the arrangement of school hours. In this way, you get the opportunity for teachers to come
together on a regular basis to collaborate with colleagues to improve the teaching and learning process.

Step 3: Include teachers and get their support in the process of analyzing the data and identifying teaching-
learning difficulties.

Step 4: Build learning communities where teachers share responsibilities and solve problems in practice for the
success of colleagues and students.

Step 5: Give teachers chance of choice related to professional learning, such as who to work with or what area to
focus on.

Step 6: Make sure that the aim of professional learning is continuous improvement, not evaluation.
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Step 7: Do not enforce or highlight a particular professional learning activity without examining the context in
which it will be applied. Learners (teachers) should want to develop their own practices and see how learning
opportunities (professional development activity) can contribute to this.

Studies on Teacher Agency in Turkey

The concept of teacher agency on which a great deal of research in recent years on the international field has
been conducted, is not yet adequately investigated in Turkey. The publications on teacher agency in Turkey
accessed as a result of the literature review conducted are explained below in chronological order.

Yaylt (2017) used the concept of teacher agency as “Ggretmen etkinligi” and approached the subject in the
context of strategies to deal with tensions in the process of gaining teacher agency of prospective teachers. It
was investigated how teacher candidates resolved the tensions they experienced during the school observation
process and how they developed an agency in this direction.

Mutlu (2017) tried to determine the factors that affect teacher agency positively or negatively in
relation to the professional space perceived by English teachers. Within the scope of this research which is
based on the study by Ooolbekkink-Marchand et al. (2017), examining the changes in the career process, it was
stated that the teachers have three basic trajectories in their professional career processes which are “contested
agency, gradual growth of agency and failure in achievement of agency”.

Within the scope of another research conducted by Erdem and Egmir (2018), the concept of teacher
agency was explained and international literature was presented. In addition, it was discussed whether teacher
agency could take place in the Turkish education system.

Bellibas, Caligkan and Giimiis (2019), used “Ogretmen failligi” for teacher agency and adapted a
teacher agency scale developed by Liu, Hallinger and Feng in 2016. As a result of the study, it was revealed that
the 24-item scale form collected under the dimensions of learning effectiveness, teaching effectiveness,
optimism and constructive participation is a valid and reliable measurement tool. It is thought that the studies on
the subject will increase with the introduction of this scale into Turkish.

Atag Akdemir and Akdemir (2019) used “6gretmen aktorligii” for teacher agency and provided
information about the concept of teacher agency, and they discussed the relationship between teacher agency
and professional development, curricula and teacher identity. Based on this, they offered various suggestions
regarding teacher agency.

Conclusion

Teachers face a wide variety of situations every day. These situations can sometimes contradict the teacher's
value judgments, and the expectations from the central administration may come up against the autonomy of the
teacher. The teacher needs to take various decisions in this process and take action on an active or passive level.
Due to reasons such as the increasing complexity of the school's social ecosystem, increasing expectations from
the center, the presence of pressure groups, teacher agency has become an important concept. In this context,
this study attempts to fill the gap in the Turkish literature on issues such as the meaning, structure, and study
areas of the concept of teacher agency, which has been emphasized in the international literature for a while.
Three aspects should be taken into account in order for teachers to gain teacher agency, whose structure is
explained above. These are laying the foundation of teacher agency in pre-service teacher education, arranging
the context teachers work in line with teacher agency, and enhancement of teacher agency in in-service stage in
the context of professional development.

Priestley et al. (2015) pointed out an issue in their explanation on why teacher agency should be
understood. Accordingly, if agency is understood not as a capacity but as something acquired in the process, it
will be easier for decision makers to understand the importance of the context. Teacher agency is affected by
individual and socio-cultural factors including school structure and culture, power relationships, personal
interests, identity, beliefs, context, past lives and expectations from the future (Lai, Li, & Gong, 2016). In
parallel, the structural factors encountered at the micro, middle and macro levels of the education system affect
teachers' professional work and shape their agency (Toom, Pyhaltd & Rust, 2015). In some cases, it can be seen
that teachers who could actually be agentic are negatively affected by the context in which they are located.
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When this situation is understood, decision makers will not be attached to developing teacher capacity, they will
also consider the context (Priestley et al., 2015).

If it is understood that agency is affected by past experiences, it will also be comprehended that today's
contexts will determine the future agency levels of teachers. Thus, decision makers can also pay attention to
cultural and structural areas that affect teachers' work as well as improving the capacity of the teacher (Priestley
et al., 2015). However, it should not be understood from here that the arrangement of the context in which the
teachers are working should be the only goal. Philpott (2017) also points to the need to focus on how and how
much teachers can move around existing resources and contexts in addition to optimizing the context. For this
reason, ministries of education should not exclude teachers from reform initiatives; on the contrary, they should
consider them as agent stakeholders and enable them to embrace change. If the teachers do not adopt the
change, it is not possible to transfer the change to the class.

In addition to understanding the importance of teacher agency, how to develop the agency is also
significant. Teacher agency is accepted as a basic competence not only for students to learn but also for
continuous professional development, collaborative teacher learning and school development; however, there is
not enough understanding about the structure of teacher agency, the effect of pre-service teacher education on
teacher agency and how educational policies affect and shape the agency at different stages of teaching career
(Toom, Pyhalté & Rust, 2015). Within the scope of professional learning, it is important to design in-service
trainings based on teacher agency. Teachers should decide for themselves what to learn, how to learn and how
they can transfer what they have learned to the class based on the context they work. In this process, it is
considered important that the teacher is equipped and the ministry provides the necessary coordination. On the
other hand, relations among colleagues and school culture are also extremely important. Philpott (2017)
proposes creating professional learning communities for this purpose.

Pre-service teacher education is also of great importance for teacher agency. As emphasized in teacher
identity research, these efforts should be started in pre-service teacher education. It is extremely important that
teacher candidates are trained as an agentic teacher, and this should be taken care of from the very beginning of
pre-service teacher education (Soini et al., 2015) because what they learn in this process and their experiences
affect their teacher identities (Ahonen et al., 2015). In the related studies, it has been put forth that some factors
are effective in enhancing teacher agency which include experiences of trust and support among pre-service
teachers’ peers and faculty members, pre-service teachers’ opportunities to opt for something, make an
influence or participate actively to processes during pre-service teacher education, creation of learning
environments in cooperation with pre-service teachers and faculty members, and faculty members’ sharing
authority with pre-service teachers (Juutilainen, Metsdpelto & Poikkeus, 2018).

In pre-service teacher education, faculty members in education faculties should develop teacher agency
in order to prepare teacher candidates for school culture, paying particular attention to teacher identity
development. Since teacher agency requires a growth mindset, faculty members in education faculties should
model this for pre-service teachers in their classes and teaching practices (Allen, 2018). Both pre-service teacher
education and in-service teacher education should focus on reflective interaction and resource development such
as knowledge, skill, belief, and value, and in professional development programs, the traditional ways of
thinking about school imposed by society should be questioned and reflective thinking should be promoted
(Priestley et al. 2015).

Although the importance of the concept of teacher agency has been emphasized in the literature,
empirical studies on the development of the agency in teachers are insufficient (Oolbekkink-Marchand et al.,
2017). It is observed that studies dwelling on this concept are quite limited in Turkey. The discussions on the
quality of education in Turkey merely focus on educational system, methods of transitions among school levels
and educational materials. However, it should not be forgotten that the most important factor of the quality of
education is teachers. The most important factor affecting teachers' actions is their identity. For this reason,
focusing on teacher identity and teacher agency as a part of it can be a guide in solving problems.
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Ogretmen Kimligi Arastirmalarinda Yeni Bir Kavram:

Ogretmen Etkenligi
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Ogretmen kimliginin bir dgesi olarak degerlendirilen dgretmen etkenligi son yillarda iizerinde durulan bir
kavram olarak karsimiza ¢ikmaktadir. Bununla birlikte, Tiirkiye’de bu kavram iizerine yapilmis akademik
arastirmalar son derece sinirhidir. Oyle ki kavramm Tiirkgesi konusunda dahi heniiz bir fikir birligi
bulunmamaktadir. Kavramin isimlendirilmesinde &gretmen etkenligi ifadesinin tercih edildigi bu g¢alisma
kapsaminda, kavramin Tirkce’deki karsiligi, ogretmen kimligi ile iliskisi, kavramin ortaya ¢ikist ve
tanimlanmasi, kuramsal alt yapisi, etken 0gretmenlerin 6zellikleri, egitimsel degisiklikler ve mesleki gelisim
gibi ilgili ¢aligma alanlar1 ve Tiirkiye’de bu konuda yapilan aragtirmalar kapsamli bir alan yazin incelemesine
dayali olarak aciklanmigtir. Ayrica c¢alismanmn sonug¢ boliimiinde, Ogretmenlerin ¢alistiklar1 baglamlarin
diizenlenmesi, hizmet i¢i egitim ve hizmet Oncesi Ogretmen egitimi kapsamlarinda etkenligin nasil
gelistirilebilecegi de tartistlmistir. Bu caligma ile 6gretmen etkenligi hakkinda kapsamli bir kaynak olusturarak
Tiirkiye’de yapilacak ¢alismalara katki sunmak hedeflenmektedir.

Anahtar Kelimeler: Ogretmen Failligi, Ogretmen Etkinligi, Egitim Programi, Mesleki Gelisim, Etken
Ogretmen

Giris

Egitim arastirmalar1 yerel ve kiiresel egitim sorunlarina cevap bulabilmek igin gergeklestirilmekte ve
arastirmalarin egilimleri zaman igerisinde farkli ydntem ve konulara yonelebilmektedir. Yeni kavramlarin ortaya
¢ikmasi, bazi kavramlarin 6neminin anlasilmasi, farkli ihtiyaclarin giindeme gelmesi ya da bilimsel egilimler
gibi nedenlerle bazi alanlarda arastirmalar yogunlasmaktadir. Ogretmen kimligi ¢alismalar1 da son yillarda bu
tiir konulardan biri olmustur. Uluslararasi alan yazin incelendiginde, 6gretmen kimligi ¢alismalarmin 6zellikle
1990’1 yillardan itibaren hiz kazandigi goriilmektedir (Beauchamp ve Thomas, 2009; Beijaard, Meijer ve
Verloop, 2004). Ogretmenlerin kendilerini bir 6gretmen olarak kendilerine ve diger insanlara nasil
tanimladiklart seklinde ifade edilen O6gretmen kimligi (Lasky, 2005) benlik, yansitma, duygular, gecmis
yasantilar ve baglamsal kosullar gibi birgok faktdrden etkilenir (Beauchamp ve Thomas, 2009) ve 6gretmenlerin
kisisel benlik imajlar1 ile sergilemekte olduklar1 sosyal roller arasinda karmasik ve dinamik bir denge kurma
istedikleri tiirden bir 6gretmen olma kararhliklar1 olarak da ifade edilebilir (Buchanan, 2015). Ogretmenlerin
ogrenciler tizerindeki en 6nemli etken olmalar1 (Darling-Hammond, 1997), bir okulun niteliginin 6gretmeni
gecemeyecegi (Kavcar, 1987) ve 6gretmenligin profesyonel yonii kadar sosyal yoniiniin de 6n planda oldugu
gibi gergekler bir arada degerlendirildiginde, 6gretmen kimligi, izerinde 6nemle durulmasi gereken bir nitelik
olarak karsimiza ¢ikmaktadir.

Sosyal oldugu kadar 6ze doniikk karmasik bir yaprya sahip olmasi, hizmet 6ncesinden baslayarak
ogretmenlik kariyerinin farkli basamaklarinda 6nemli doniisiimler gecirmesi ve baglamsal faktorlerden son
derece etkilenmesi nedeniyle tanimlanmasi zor bir kavram olan 6gretmen kimligi tizerine yapilan kapsamli bir
alan yazin incelemesinde, bu degiskenin dort boyutlu bir yapismin oldugu ileri siiriilmiistiir (Beijaard vd., 2004).
Buna gore, 6gretmen kimligi a) siirekli degisen ve dinamik bir yapiya sahiptir, b) baglamsal faktorlerden
etkilenir, c¢) alt-kimliklerden olugmaktadir ve d) 6gretmen etkenligi (teacher agency) kavramini icermektedir. Bu
calismada Tiirkiye’de son birkag yila kadar dikkate alinmayan ancak 6gretmen kimligi i¢in son derece dnemli
olan, uluslararasi alan yazinda iizerinde yogun bir sekilde durulan ve saygin akademik dergilerde hakkinda 6zel
sayilar ¢ikarilan &gretmen etkenligi kavrami iizerinde durulacaktir. Ogretmen etkenligi kimlik olusumu ve
gelisimi siirecinin temel ve ayrilmaz ogelerinden biridir (Allen, 2018; Parkison, 2008; Tao ve Gao, 2017). Bu
kapsamda, kavramin ortaya ¢ikisi, tanimi ve kuramsal alt yapisi, etken 6gretmenlerin 6zellikleri, ilgili ¢aliyma
alanlar1 ve Tiirkiye’de bu konuda yapilan ¢aligmalarm genel egilimleri ortaya konulmaya g¢alisilacaktir. Bu
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amagla c¢alisma kapsaminda ulusal ve uluslararasi alan yazin ayrintili bir sekilde incelenmis ve bu inceleme
sonucunda kavram her yoniiyle Tiirk¢e alan yazina kazandirilmak istenmistir. Bu yolla 6gretmen etkenligi
kavramma dikkat ¢ekilerek kavram fiizerine yapilacak calismalarda referans alinabilecek Tiirkge bir kaynak
olusturmak amaglanmuisgtir.

Ogretmen Etkenligi
Kavramin Tiirkcesi

Ingilizce ‘teacher agency’ kavrammn Tiirkce karsiligi olarak ogretmen etkenligi ifadesinin uygun oldugu
diistiniilmektedir. ‘Agency’ terimi Merriam-Webster sozliiglinde bir eyleme gegmenin ya da gii¢ kullanmanin
kapasitesi, sartt ya da durumu olarak ifade edilmektedir. Yayl (2017) bu kavram i¢in ‘6gretmen etkinligi’
kavrammi, Bellibag, Calisgkan ve Glimiis (2019) ‘agency’ kelimesinin Tiirk¢e’ye faillik olarak ¢evrilmesinden
hareketle ‘6gretmen failligi’ kavramin1 ve Atas Akdemir ve Akdemir (2019) ‘Ggretmen aktorligii’ kavramini
kullanmuglardir. “Ogretmen Ag1” tarafindan yayinlanan giincel bir raporda ise dgretmenin 6zne olma hali olarak
ifade edilmistir (Ayan, 2020). Tirk Dil Kurumu (2019) tarafindan etkin kavrami isleyen, ¢alisan olarak; fail
kavramu bir isi yapan, eden isleyen olarak; aktor kavrami da bir olayda etkisi veya katkisi olan kimse olarak;
ozne kavrami da fail, bir isi yapan kisi olarak tanimlanmaktadir. Etken ise etki eden sey, faktor; bir madde
tizerinde degisiklik yapan bir sey, miessir; edilgen karsiti olarak tanimlanmaktadir. ‘Teacher agency’
kavrammin kuramsal alt yapis1 incelendiginde, kavramimn ogretmenlerin eyleme gegme kapasiteleri ile iligkili
oldugu, oOgretmenligi teknisyenlikten c¢ok inisiyatif alman bir meslek olarak degerlendirdigi, ozellikle
ogretmenlerin merkezden gelen politikalar1 uygulama yaklasimlarmimn 6nemli oldugu ve sosyal baglamdan
etkilendigi kadar sosyal baglami da 6nemli oranda etkiledigi i¢in 6gretmen etkenligi kavramimin daha kapsayici
olacagi disiiniilmistiir. Ciinkii, ‘teacher agency’ kavrami dgretmenlerin i¢inde bulunduklar1 baglamda mevcut
olan kural ve diizenlemelerin digina ¢ikarak kendi amaglari dogrultusunda eyleme gegme yeterliklerini ifade
eder (Oolbekkink-Marchand, Hadar, Smith ve Helleve, 2017). Bu nedenle, bu ¢alismada ‘teacher agency’
kavrammin karsilig1 olarak ‘Ggretmen etkenligi’ kullanilmistir.

Kavramin Ortaya Cikist ve Tamim

Ogretmen etkenligi iizerine 6nemli yayimlar yapan Priestley ve arkadaslar1 (2015) diinya genelinde uygulanan
egitim politikalarini, dgretmenlerin bu konulardaki roliinii ve 6gretmenlerden beklenenleri degerlendirerek
ogretmen etkenligine neden ihtiyag duyuldugunu agiklamislardir. Buna gore, yiiksek diizeyde yapilandirilmis
egitim programlarinin olusturulmasi, kati denetim ve egitim programinimn igerigi ile &gretim yontemlerinin
merkezi yonetim tarafindan kontrol edilmesini igeren ve Ogretmenlerin profesyonellesmesine engel olan
yaklastmdan son yillarda vazgecilmeye baslanmistir. Ogretmenden bagimsiz bir egitim programinin
uygulanmasi bir uygulama bosluguna ve istenmeyen sonuglara yol agmaktadir, ¢iinkii 6gretmenler genellikle
durumu benimsemediklerinde hedeflerin aksine hareket edebilmektedirler (Priestley vd., 2015). Tiirk egitim
sistemi de uzun yillardir bir degisim ve doéniisiim igindedir. Her ne kadar egitim programlari, 6gretim
kademeleri, kademeler arasi gecis sistemleri, 6gretmen yetistirme ve istihdam siirecleri, kullanilan 6gretim
materyalleri gibi birgok alanda siirekli bir reform cabasi icinde olunsa da “Ogretmen Strateji Belgesi”’nde de
ifade edildigi iizere degisim cabalarinin gerceklesmesi Ogretmenlere baglidir ve &gretmenler tarafindan
benimsenmeyen degisimlerin smifa aktarilmasi imkansizdir (Erdem ve Egmir, 2018). Ogretmenler resmi
ogretim programlart ile uygulamadaki 6gretim programlari arasinda bir koprii olarak degerlendirilebilir. Resmi
programlarin ne oranda uygulamaya gececegi 6gretmenlere baghdir.

Uluslararas1 alanyazin ve uygulamalarda egitim programi politikasinin hayata gegcirilmesinde
O0gretmenin roli baglaminda ii¢ temel egitim politikas1 hayata ge¢mistir (Priestley vd., 2015):

Bazi iilkelerde ogretmenler degisimin temel aktorleri olarak konumlandirilmaktadirlar ve program
gelistirme calismalarinda dgretmenler aktif gorev almaktadirlar. iskogya ve Giiney Kibris Rum Cumhuriyetinde
son yillarda gergeklestirilen program reformlari bu kapsamda degerlendirilebilir.

Ikinci egilim siirekli mesleki gelisim etkinlikleri araciligiyla &gretmenlerin niteligini gelistirmeye
yonelik politikalardir. Mesleki 6grenme topluluklari, yeni 6gretmen standartlar1 ve 6gretmenlerin lisansiistii
diizeyde egitim almasi gereklilikleri bu kapsamda degerlendirilebilir.

Son yillarda yiikselen {iglincii egilim ise ilk iki egilim ile ¢elismekte ve bu gelismeleri olumsuz
etkilemektedir. Uciincii egilim bircok iilkede hesap verilebilirlik sistemleri ve egitimsel etkililigi dlgmek igin
olgiitler kullanilmasidir. Ilk iki egilim, égretmeni egitim siireglerinin merkezine yerlestirerek yillardir devam
eden kuralci, merkezden yerele giden ve 6gretmenleri dislayan egitim programi yaklasimini ortadan kaldirmaya
calisirken son egilim 6gretmenin otonomisini ortadan kaldirmaya yoneliktir.
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Iceriklerin merkezden kat1 bir sekilde belirlenmesi yaklasimi yerini okul denetimleri ve basar
verilerinin degerlendirilmesi yoluyla egitim ¢iktilarinin 6n plana alinmasi diizenlemelerine birakmaya
baslamistir (Kuiper vd., 2013). Bu son egilim 6gretmen otonomisine merkezi egitim programi anlayisindan daha
fazla zarar vermistir (Biesta, 2004; Priestley vd., 2015). Bu performansa dayali yaklasim okulda rekabet kiiltiirii
olusturmakta, dgretmenleri disariya karsi iyi bir izlenim birakmak igin gdstermelik bir performans goéstermeye
itmekte ve bu durum yolsuzluk, hile gibi etik dis1 eylemlere bile neden olabilmektedir (Ball, 2003; Keddie vd.
2011; Priestley vd., 2015; Sahlberg, 2010). S6z konusu durum ayni zamanda Ogretmenler iizerinde biiyiik
baskilara neden olmakta, dgretmenlerin stres ve tiikenmislik diizeylerini olumsuz yonde etkileyebilmektedir.
Tirkiye’de uygulamaya konmasi diisiiniilen 6gretmen performans sistemi bu {igiincii egilimin bir pargasi olarak
goriilebilir.

Ogretmenlerin egitim politika ve reformlarmin uygulamaya gegirilmesindeki hayati rolii, merkezi
egitim politikalarmin zayiflayarak yerel kosullarin daha ¢ok dikkate alinmaya baslanmasi ve 6gretmen kimligi
lizerinde yapilan akademik arastirmalar 6gretmen etkenligi kavrammi 6n plana ¢ikarmistir. Ogretmenlerin
ogretimsel kosullar1 sadece istek ve beceri gosterdiklerinde yani etken olduklarinda olumlu yonde
etkilediklerinin (Kayi-Aydar, 2015) anlasilmas1 bu durumda etkili olmustur. Bu baglamda 6gretmen etkenligi
o0gretmenlerin nasil eyleme gegeceklerinin ve politikalarla nasil etkilesime gegeceklerinin anlagilmasinda ise
kosulan bir kavram olarak ortaya ¢ikmistir ancak kavramin tanimlanmasinda o6nemli sorunlarla da
karsilagilmaktadir (Priestley vd., 2015).

Ik olarak, etkenlik kavramim tamimlamak faydali olacaktir. Giddens’a (1984) gore etkenlik bireyin
daha 6nceden var olan is ya da eylemlerde degisiklik yapabilme yetisidir. Buna paralel olarak, etkenlik kisinin
eylemlerinin ne diizeyde kendi kontroliinde oldugunu hissetme derecesi olarak tanimlanabilir (Beijaard, 2009).
Roger ve Wetzel (2013) ise etkenligi bireylerin yasamlarinda amagli ve yansitici bir sekilde eyleme gegme
kapasitesi olarak gérmektedir ancak Emirbayer ve Mische (1998) etkenligi bir kapasite olarak degil baglamsal
kosullar igerisinde edinilen bir sey olarak degerlendirmektedirler. Etkenlik bireyin ge¢mis yasantilarindan,
gelecege doniik istek ve beklentilerinden ve iginde bulundugu andaki baglamla etkilesime gecerek
gerceklestirdikleri eylemlerden olusur (Emirbayer ve Mische, 1998).

Ogretmen etkenligi kavramu psikolojide ele alinan etkenlik kavraminin felsefi, psikolojik ve sosyal
amaglar, egitim programi ve pedagoji bilgisi gibi etkenler tarafindan sekillendirilen dinamik bir siirectir (Tao ve
Gao, 2017). Etkenligi istek, otonomi, ozgiirliik ve secim iceren amagli eylemlere girisme kapasitesi olarak
diizenlemelerin disina ¢ikma ve kendi amagclarina dayali olarak eylemde bulunma becerisi olarak
tanimlamaktadirlar. Etkenlik insanlarin sahip olduklari bir sey degil yaptiklar seylerdir (Priestley vd. 2012), bir
icinde bulunduklar1 durumu sekillendirmeye doniik aktif katkilari olarak tanimlanmaktadir (Biesta vd., 2015).
Ogretmenler bu aktif katkilar yoluyla hem kendi 6grenmelerini artirmak hem de siiflarinda dgrencilerin en iyi
sekilde 6grenmelerini miimkiin kilmay1 amaglamaktadirlar (Pyhélto, vd., 2012).

Ogretmen etkenligi egitsel degisikliklere tepki verme ya da mesleki gelisim gibi agilardan ele
almmustir. Ozellikle egitim programi ya da politikalarinda yapilan degisikliklere dgretmenlerin nasil tepki
verdikleri bu baglamda incelenmektedir. Ogretmen etkenligi, dgretmenlerin kendilerinden uymalar1 beklenen
norm ve diizenlemeler mesleki agidan uygun olmadiginda bu norm ve diizenlemeleri agmak i¢in yeni ve yaratici
sekillerde eyleme gegmeyi ve hatta bunlara karsi durmay: igerir (Toom, Pyhalté ve Rust, 2015). Etken bir
ogretmenin i¢inde bulundugu baglamin o6zelliklerini ve kendi amacglarmi goz oniinde bulundurarak farkl
tepkiler verecegi beklenir. Ogretmen etkenligi egitsel degisiklikler baglaminda tamamiyla uyum gostermekten
direng gostermeye ya da ilimli yaklagmaya kadar farkli diizeylerde ortaya ¢ikabilir (Tao ve Gao, 2017). Bu
durumun sebebi Ogretmen etkenliginin bireyden bireye de farkliik gostermesidir. Ogretmenlerin gecmis
yasantilar1 ve ¢alisma baglamlar farklidir (Kayi-Aydar, 2015).

Etkenlik 6gretmenlerin mesleki 6grenmeleri i¢in de dénemlidir. Ogretmen etkenligi zorlu durumlarla
basa c¢ikmaktan ¢ok daha fazlasidir. Etkenlik gelisim odakli bir zihin yapisi gerektirir (Allen, 2018).
Ogrencilerin hayatlarinda olumlu degisiklikler yapmak igin pedagojik yeterlik ve uzmanliga da ihtiyag
mesleki gelisimlerini yonetme ve meslektaslarini gelisimine de katki saglama becerisi ve inisiyatifi olarak
tanimlanmaktadir (Allen, 2018). Etkenlik kisinin 6gretmenlik kariyerine yon vermesi ve bu siiregte kendisine
sadik kalmast igin bir aragtir (Ketelaar vd., 2012). Ogretmen etkenligi okulun, milli egitimin ve daha genis
ulusal politikalarin yapisal ve kiiltiirel 6zellikleri ile i¢ ice gegen karmasik bir dinamigin bir parcasidir (Mifsud,
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2018, s.194). Toplumun ve okulun yapisal ve kiiltiirel 6zellikleri 6gretmen etkenligini etkiler ve 6gretmen
etkenliginden etkilenir. Ogretmenin yaptig1 her bir eylem ya da aldig1 her bir karar gegmis yasantilardan, iginde
bulunulan baglamdan ve gelecekte yapilacak eylemleri etkileyecek sartlardan etkilenir (Lasky, 2005).

Ogretmen Etkenliginin Yapisi

Ogretmenlerin politikalar1 uygulamaya gecirme siirecinde &gretmen etkenligi dnemli bir kavram olarak
karsimiza ¢ikmaktadir. Ogretmen etkenliginin anlasilmasi icin yapilan cahsmalar igerisinde Priestley ve
arkadaslarinin (2015) ortaya atmis olduklari ekolojik model alan yazinda en ¢ok kabul goren gergeve olmustur.
Ogretmen etkenligine yonelik ortaya konulan ekolojik model 6gretmenin etkenlik kapasitesinin ve iginde
bulunulan baglamm kosullarinin 6gretmen etkenligini sekillendirdigini ileri siirmektedir. Bu modele gore
etkenlik bireylerde yer alan bir kapasite ya da 6zellik degil gelismekte olan bir olgudur (Priestley vd., 2015).
Biesta ve Tedder’a (2007) gore etkenlik bireysel ¢abalar ile var olan kaynaklarin, baglamsal ve yapisal
faktorlerin ortak etkilesimi sonucunda ortaya ¢ikar. Bu nedenle etkenlik bireylerin sahip oldugu bir 6zellik degil
elde edilen bir olgudur; bir diger ifade ile, eylemde bulunanlarin bir niteligi degil eylemde bulunan kisilerin
eylemi gerceklestirdikleri baglam ile etkilesimlerinin bir niteligidir (Priestley vd., 2015). Ekolojik 6gretmen
etkenligi modeli Emirbayer ve Mische’nin (1998) psikolojide calisilan etkenlik kavrami iizerindeki teorilerine
dayanmaktadir. Etkenlige ulagsmak ii¢ temel boyut ile iliskilidir. Etkenlik ge¢misin etkileri, gelecege yonelik
yonelimler ve i¢inde bulunulan zaman ile baglam arasindaki etkilesim sonucu ortaya ¢ikar (Priestley vd., 2015).
Buna gore etkenlik zamansal etkenlere baglidir ve baglamla yakin iligki icerisindedir. S6z konusu bu ii¢ boyutun
yer aldig1 6gretmen etkenligi ekolojik modeli Sekil 1°de verilmistir.
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Sekil 1: Ogretmen Etkenligi Ekolojik Modeli (Priestley vd., 2015)

Modele gore ogretmen etkenligi tekrarlayici (iterational), uygulamaya doniik/degerlendirici (practical-
evaluative) ve projektif boyutlarindan olusmakta ve etkilenmektedir. Bu modelin 6zellikleri asagida Priestley ve
arkadaglarinin ¢aligmalarina (2015) dayal1 olarak agiklanmistir.
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Tekrarlayict boyut 6gretmenin ge¢mis yasantilari ile ilgilidir. Tekrarlayict boyutta 6gretmenlerin
bireysel yasam Oykiileri ile mesleki ge¢migleri arasinda ayrim yapilmaktadir. Mesleki gecmis hem
ogretmenlerin bir 6gretmen olarak kendi egitimlerini hem de &gretmenlik tecriibelerini igermektedir. Burada
dikkat edilmesi gereken husus ise modele gore 6gretmenlerin gegmis eylem ve diisiinceler repertuarindan se¢im
yapmasidir. Aligkanliklardan ziyade 6gretmen mevcut sorunlarla basa ¢ikarken daha dnceki deneyimlerinden
ihtiyacina uygun olanlar1 seger ve bunu o anki pratiginde ise kosar. Ayni1 zamanda bu deneyimler gelecekten
beklentilerin olusturulmasinda da etkilidir. Bu durumda ge¢mis deneyimleri daha zengin olan &gretmenlerin
mevcut sorunlara daha gesitli sekillerde tepki vermeleri ve gelecege iliskin daha genis kapsamli bir bakis agisi
gelistirmeleri miimkiindiir. Bu baglamda o6gretmenlerin hem bireysel hem de mesleki gegmis yasantilari
o0gretmen etkenligi icin 6nem tagimaktadir.

Projektif boyut gelecek ile ilgilidir. Bu boyut 6gretmenlerin meslekleri baglaminda kisa ve uzun vadeli
gelecege doniik istek ve beklentilerini igermektedir. Ogretmenlerin olusturduklar1 bu istek ve beklentiler
tamamen olumlu olabilir ve 6gretmenler &grencilerin, okulun ve kendilerinin gelisimi i¢in ¢aba gdsterme
egiliminde olabilirler. Diger yandan, bu istekler olumsuz olabilir ya da giinii kurtarma veya olumsuzluklarm
istlinii 6rtme gibi aragsal istekler de olabilir. Gelecege doniik bu beklenti ve istekler ne tiirden olursa olsun ve
bunun arkasinda yatan amag¢ ne olursa olsun, bu istekler 6gretmenlerin deger ve inanglarina ve ayni zamanda
geemis deneyimlerine dayanmaktadir.

Uygulamaya doniik/degerlendirici boyut i¢inde bulunulan zaman ile iligkilidir. Etkenlik her ne kadar

geemis ve gelecek ile iliskili de olsa iginde bulunulan zamanda sergilenmektedir. Bu boyutta kiiltiirel, yapisal ve
materyal agilarindan bir ayrim yapilmaktadir. Bu 6geler dgretmenlerin etkenligi edindigi sartlar1 ve imkanlar
saglayan mevcut baglami olustururlar. Bu kosul ve imkanlar hem uygulamaya doniiktiir (6rnegin baglamin
kaynaklar1 ve smirliklar1 diisiiniildigiinde miimkiin olanlar) hem de degerlendirici &zellige sahiptir (risk
degerlendirmelerine tabidir). Bu kapsamda, 6gretmenlerin i¢inde bulunduklar1 baglamda kars1 karsiya kaldiklari
talepler, ikilemler ya da belirsizliklere tepki verirken gesitli sekilde eyleme gegcme secenekleri mevcuttur. Bu
secenekler icerisinden, pratik ve normatif yargilara ulagsma ve eyleme gecme kapasitesi etkenligi belirler.
Bu modele gore etkenligin elde edilmesi her zaman gegmis yasantilardan etkilenir. Kisa ve uzun vadeli amag ve
degerlerin bir ortak paydasi iginde gelecege doniik yonelimlerden etkilenir. Etkenlik her zaman somut bir
ortamda gerceklesir. Bu nedenle de eylemde bulunanlarin sahip oldugu kiiltiirel, yapisal ve aragsal kaynaklar
tarafindan smirlandirilir ve desteklenir (Priestley vd., 2015).

Ekolojik yaklasim &gretmen etkenliginin  &gretmenlerin  iginde calistiklar1 baglamdan ayri
diistiniilemeyecegini 6ngérmektedir (Biesta vd., 2015; Jenkins, 2019). Bu yaklasimda 6gretmenler bir cevrede
eylemde bulunan aktérler degil o ¢evre aracilifi ile eyleme gecen kisilerdir ve dgretmenin eylemi aslinda o
cevreye verilen bir tepkidir (Biesta ve Tedder, 2006, Jenkins, 2019; Priestley, Biesta ve Robinson, 2016). Diger
yandan cevresel kosullar cesitlidir. Karmasik ve hizli bir bigimde degisen okul gevresi, program degisikliklerine
okul idaresinin yaklagimi, 6zellikle miidiirlerin rolii ve meslektaglar arasi iligkiler bu kapsamda yer alir (Jenkins,
2019).

Jenkins (2019) 6gretmen etkenliginin karmasik yapisinin belirlenmesi, bastan itibaren izlenmesi ve
ogretmen etkenligini etkileyen baglamsal faktorlerin ortaya konmasi amaciyla dgretmen etkenligi modelini
ortaya atmistir. Bandura’nin {i¢lii karsilikli neden sonu¢ modeli ve etkenligin temel kavramlar1 modeline
dayanan bu modeli Temel Etkenlik Kavrami Uglii Karsilikli Cergevesi (Triadic Reciprocity Framework Core
Agency Concepts- TRFCAC) olarak isimlendirmistir. TRFCAC modeli Sekil 2’de sunulmustur.
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Sekil 2. Jenkins’in TRFCAC modeli (Jenkins, 2019)

Bu model egitim programi degisiklikleri ya da revizyonlari siirecinde dgretmen etkenligini anlamaya iligskindir.
Bu modele goére oOgretmenler deneyimlerin {reticileridir ve olaylari etkilerler. Gelecekteki olaylarin
beklentilerine uygun olmasi ve istemedikleri eylemlerin de gerceklesmemesi igin etkileme imkani olan seyleri
etkileme c¢abasinda olurlar. Bu kapsamdaki eylemler de birbirleri ile iligki icerisinde olan ii¢ etmenden
etkilenirler. Bu etkenler kisisel, ¢cevresel ve davranigsal etkenlerdir. Baglamsal faktorler arasindaki iliskiler baski
ve etki bakimindan siirekli degisirler. Bagka bir ifade ile 6gretmenler degisimin hem 6znesi hem de faili
olabilirler.

Etken Ogretmenin Ozellikleri

Alan yazinda 6gretmen etkenliginin tanimi ve yapisina yer verilirken etken (agentic) 6gretmenin 6zellikleri de
anlatilmigtir. Her seyden once etken Ggretmenin kendi amaclart dogrultusunda inisiyatif alabilen 6gretmenler
oldugunu ifade etmek gerekmektedir. Bu inisiyatif bazen iginde bulunulan okulun ve egitim sisteminin
kurallarinin disina ¢ikmayr da gerektirebilir. Ogretmeni bu duruma iten 6gretmenin 6grenmeye doniik inanglari,
geemis tecriibeleri, gelecekten beklentileri, ahlaki sorumluluk duygusu, 6grenci basarisiin dncelenmesi gibi
etmenler olabilir. Diger yandan, etkenlik icin en énemli boyut eyleme gegmedir. Ogretmen bu eylemler yoluyla
cevresini sekillendirmeye calisir ve sonug olarak 6grencilerin egitim ve 6gretim hizmetinden en iyi sekilde
yararlanmasi hedeflenir. Bu durumda etken 6gretmenlerin 6zelliklerinin bir kismi asagidaki gibi listelenmistir:

- Etken 6gretmenler norm ve diizenlemeler mesleki ac¢idan uygun olmadiginda bunlara karsi ¢ikarlar ve yeni
yollarla eyleme gegerek dogru uygulamalar yaparlar (Toom, Pyhalto ve Rust, 2015).

- Etken ogretmen her degisiklige karsi ¢ikmak durumunda degildir. Degisiklikler yerinde ise 1liml tepkiler
gosterirler (Tao ve Gao, 2017).

- Etken 6gretmenler sadece verilen karmasik gorevleri yerine getirmezler ayn1 zamanda yasam boyu 6grenme ve
stirekli mesleki gelisim i¢in kendi yeterliklerini gelistirme istek ve becerisine sahiptirler (Lipponen ve
Kumpulainen, 2011).

- Etken 6gretmenler kendilerini gerceklestirmek icin ¢aba gosterirler (Ketelaar vd. 2012).
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- Etken 6gretmenler 6gretmenligi sadece bir meslek olarak gérmezler; 6gretmenligi ve bu kapsamda yaptiklarmi
anlaml bir is olarak degerlendirirler (Priestley, Biesta ve Robinson, 2015).

- Etken 6gretmenler akillarinda yer etmis olan belirli bir ‘tiirdeki’ 6gretmen (ideallerindeki 6gretmen profili)
olmaya kendilerini adamiglardir (Tao ve Gao, 2017).

- Etken 6gretmenler mesleki rolleri hakkindaki inanglarina dayali olarak cesitli amaglar1 gergeklestirmek igin
aktif caba gosterirler (Biesta vd., 2015).

- Etken 6gretmenler kendilerinden beklenen &gretmenlik rollerinin digina ¢ikabilirler ve kendi inanglart ve
uymalar1 beklenen politikalar arasinda bir uyumsuzluk oldugunda kars1 durabilirler (Buchanan, 2015).

- Etken 6gretmenler okullar1 sosyal esitligin saglanmasi ve tesvik edilmesi i¢in potansiyel alanlar olarak goriirler
(Villegas ve Lucas, 2002).

- Etken 6gretmenler iste aldiklar1 kararlart kendi se¢imleri ile ve kendi amag ve ilgilerine dayali olarak alirlar
(Vahasantanen, 2008).

- Etken 6gretmenler gelisim odakli bir zihin yapisina (growth mindset) sahiptir. Bu &gretmenler 6grenme ve
gelismenin basariya giden yol oldugunu diisiiniirler ve baskalarinin basarilarindan da 6grenirler (Allen, 2018).

- Etken o6gretmenler olasiliklar1 gérme, eyleme gegme istekliligi, inisiyatif alma, 6z yansitma, 6z diizenleme,
sebat, 0z yeterlik gibi yetilere sahiptir ve ahlaki sorumluluk tasirlar (Paris ve Lung, 2008).

- Etken o&gretmenler &grenme firsatlarina pasif olarak tepki vermekten ziyade mesleki gelisimlerinin
farkindadirlar ve amaglarina ulagmak i¢in 6grenme segimleri yaparlar (Calvert, 2016).

- Etken 6gretmenler mesleki dgrenme siireglerini planlarlar ve gergeklestirirler. Ogretim becerilerini gelistirmek,
meslektaglarla is birligi kurmak, kendini gerceklestirmek ve Ogrencileri gelecege hazirlamak gibi amaglarla
mesleki gelisim etkinliklerine dahil olurlar. Problemlerin ¢dziimiinde kaynagin aslinda kendileri olduklarmin
farkindadirlar. Hizmet ii egitim etkinliklerinde ne 6greneceklerine kendileri karar verirler (Calvert, 2016).

Ogretmen Etkenliginin Cahsma Alanlar

Ogretmen etkenligi sosyal adalet (Pantic, 2017), konumlandirma teorisi (Kayi-Aydar, 2015), Ingilizce
ogretiminde yontemci yaklagim ve etkenlik iliskisi (Anwuruddin, 2017), 6gretmenlerin mesleki s6z haklar
(Oolbekkink-Marchand vd., 2017), 6gretmen inanglar1 (Biesta vd., 2015), ¢cocuk odakli uygulamalar (Paris ve
Lung, 2008), ¢ift dilli egitim (Ray, 2009), bi¢imlendirici 6gretmen degerlendirme (Verberg, Tigelaar, van Veen
ve Verloop, 2016) gibi ¢ok farkli baglamlarda calisilmistir. Diger yandan, alan yazin &gretmen etkenligini
ogretmen kimligi ile iliskili bir kavram ve 6gretmen kimliginin bir 6gesi olarak degerlendirmektedir. Ancak
calismalar incelendiginde, 6gretmen etkenliginin temel olarak iki alandaki etkisi, rolii ve gelisim siireci 6n plana
cikmaktadir. Bunlar egitim programlarindaki, egitim politikalarindaki ya da egitimle ilgili diger alanlardaki
cogunlukla merkezden gelen reformlar1 ya da degisiklikleri igeren egitimsel degisiklikler ve Ggretmenlerin
kariyerleri boyunca siirekli 6grenme ve kendilerini gelistirmelerini iceren mesleki gelisim 6geleridir. Bu iki 6ge
asagida sirastyla incelenmistir.

Egitimsel Degisiklikler

Son yillardaki aragtirmalar 6gretmen etkenligini egitim ile ilgili degisikliklere 6gretmenlerin tepkileri iizerinden
ulagmak i¢in egitim programlarini kontrol etmeye ya da etkilemeye/degistirmeye ¢aba gosterdiklerinde ortaya
cikmaktadir (Jenkins, 2019). Post modern ya da neo-liberal yaklagimlarin 6gretmen egitimine ve genel olarak
egitime etkileri bu durumda pay sahibidir. Ogretmen etkenligi egitimsel degisimler {izerine gerceklesen alan
yazinda 6nemli bir kavram olmustur ¢iinkii egitim politikalarmin kurumsal ve ulusal diizeyde uygulanmasimi
etkilemektedir. Yapilan ¢alismalarda 6gretmenlerin politika degisikliklerini uygulayan teknisyenler olmadiklari;
aksine Ogretmenlerin bu degisikliklere farkli diizeylerde ve karsi durus, kararsizlik ya da onay gibi farkl
cesitlilikte tepkiler verdikleri ortaya koyulmustur (Tao ve Gao, 2017). Ogretmenler reform siirecinde kendilerine
gorev verilen piyonlar degil pasif ya da aktif olarak eyleme gecen etkenlerdir (Lasky, 2005). Egitimde degisim
ya da reform girisimlerinin basarili olup olmamasini belirleyen etmen smiflardaki 6gretimi gergeklestiren
ogretmenlerdir (Fu ve Clarke, 2017).

Jenkins (2019) Avustralya’da bir okulda egitim programi degisikligi yasanirken gegirilen siirecleri
boylamsal bir ¢aligma kapsaminda gretmen etkenligine odaklanarak incelemistir. Caligsma sonucunda dgretmen
etkenliginin ti¢ farkli sekilde sergilendigi goriilmiistiir: a) 6gretmenlerin program degisikligini kisisel bir segim
olarak uyguladiklart proaktif etkenlik, b) idareden gelen direktifler gibi ¢evresel etkilerin bir sonucu olarak
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ogretmenlerin degisim gerceklestirmeye zorlandiklar: tepkisel etkenlik ve c) 6gretmenlerin idareye degisiklikleri
uygulamis gibi goriindiikleri ama aslinda program degisikligine pasif diizeyde direndikleri pasif etkenlik.
Alvunger (2018) ise yazili olarak yer alan egitim programlarinin smifta uygulanmasi siirecinde dgretmenin
roliinii egitim programi etkenligi (curriculum agency) olarak ifade etmektedir. Doyle’nin (1992) egitim
programi metninin smifta gergek 6gretim igerigine doniismesi siirecinde 6gretmenin aslinda egitim programi
etkinliklerinin/uygulamalarinin yazarligmi yaptig1 goriisiine dayandirilan egitim programi etkenligi egitim
programinin simifta yeniden baglamsallagtirildigini igermekte ve {i¢ alandan olusmaktadir. Buna gore birinci alan
egitim programlarinda yer alan gorevlerin pedagojik planlara doniistiiriildiigii miisterek alandir. Bunu takip eden
ikinci alan ise ders planlarinin olusturulmasinda bu pedagojik planlarin  kullanilmasmni ve o6gretim
materyallerinin segimini iceren bireysel alandir. Ogretmen ve dgrenciler arasindaki etkilesimli alan olarak ifade
edilen {iglincii alanda ise uygulama esnasinda yapilan se¢imler, deneyime dayali igerik ve siirece iligkin sorular
bulunmaktadir (Alvunger, 2018).

Egitim programlarinin &gretmenler disindaki uzmanlar tarafindan gelistirilmesi ve o6gretmenlere
sunularak 6gretmenlerin sadik bir sekilde bu programlar1 uygulamasini igeren bakis agist 6gretmen etkenliginin
oniindeki en biiyiik engellerden birisi olarak gériilmektedir (Sannino, 2010). Ogretmenden bagimsiz egitim
programi yaklasimlar: ya da 6gretmenlige yonelik bu tiir bakis agilar1 etkenligi sinirlamaktadir. Diger yandan,
hesap verilebilirlik tabanli egitim programi yaklasimlart da 6gretmenlerin bireysel ya da meslektaslart ile
birlikte eyleme gegme yetilerini sinirlandirmaktadir (Sloan, 2006). Hesap verilebilirlik baskilar1 6gretim
kiiltiriinii. ve Ogretmen etkenligini degistirmektedir ve Ogretmenleri Ogrencilerin standart testlerdeki
basarilarinin artirmasina odaklanmaya itmektedir (Mifsud, 2018). Egitim programi alan yazininda yer alan
program gelistirmede asagidan yukariya (bottom-up) yaklasimin etkenlik igin daha uygun oldugu ifade
edilebilir. Taba (1962) tarafindan onerilen bu yaklagimda Ggretmenler inisiyatif alirlar ve programin amag ve
icerik gibi Ogelerini bizzat kendileri olustururlar. Aslinda bu model ile egitim programu ile dgretim arasindaki
kopukluk ortadan kalkmakta ve teori ile pratik biitiinlesmektedir (Henson, 1995). Benzer sekilde, bu egitim
programi yaklagimi &gretmenlere etkenlik alani tanimaktadir. Tiirkiye gibi merkezden egitim programlarinin
belirlendigi iilkelerde en azindan program gelistirme siirecinde 6gretmenlerin goriislerinden yararlanma yoluna
gidilebilir ve egitim programlarinin uygulanmasi siirecinde &gretmene manevra alanlari sunulabilir. Ancak
gerek artik yayginlasmaya baslayan hesap verilebilirlik yaklagimi gerek de merkezi sinavlarin baskist bunu ¢ok
miimkiin kilmamaktadir.

Asagidan yukariya yaklagimla paralel olarak, gelisimsel olarak uygun ve kiiltiirel 6zelliklere duyarli
yaklagimlarda, 6gretmenler sinif disindan birisinin hazirladigi genel bir egitim programinin uygulayicilari olmak
yerine egitim programlarmin tasarimecist konumundadirlar ve belirli bir grup 6grenci ya da ailelerin ihtiyaclari,
ilgileri, deneyimleri ve degerleri programa yansitilabilmektedirler (Paris ve Lung, 2008). Her ne kadar bu tiir
yaklagimlar azmlikta da olsa merkezden uygulanan programlara ragmen bu yaklasimi sinifa yansitabilen
ogretmenler de bulunmaktadir. Bu da ancak 6gretmen etkenligi ile miimkiindiir. Bu tiir 6gretmenlerin buluyor
olmasi baglamsal kosullarin etkenlige etki edebilmekle beraber etkenligi tamamen engelleyemedigini de
gostermektedir.

Program reformlar1 ya da degisiklikleri siirecinde ise etkili bir proaktif ve tepkisel etkenligin ortaya
¢ikmasi i¢in etkili ve uygun bir okul liderligine ya da idaresine ihtiya¢ vardir. Dogru sekilde uygulanmayan
egitim programi degisikliklerinin sonucunda pasif etkenlik ortaya ¢ikmaktadir. Program gelistirmeciler ve karar
vericiler 6gretmenlerin Onerilen degisiklikleri anladiklarindan emin olmalidirlar ve Ggretmenlerin program
degisikliklerini planlama ve uygulamalari igin kapasite gelistirme c¢alismalar1 yapmalidirlar. Program
degisikliginin amaglar1 ve beklenen ¢iktilar1 konusunda tiim paydaslarin bilgilenmesi ve anlamasi igin agik bir
iletisim kanali olmalidir (Jenkins, 2019). Bu durum program degisikliklerinin smifa yansimast i¢in dnem
tasimaktadir. Ogretmenler proaktif etkenlik gosterdiklerinde programi sahiplenmektedirler. Bu nedenle,
ogretmenlerin aidiyet duygular1 gelistirmeleri icin c¢aligmalar gerekmektedir. Diger yandan, 6zellikle reform
stireglerinde 6gretmenlerin etkenlikleri sinirlandirildiginda 6gretmenlerin kirilganliklarmin arttii goriilmiistiir
(Lasky, 2005).

Ogretmen etkenligini sadece merkezden gelen program, politika ya da uygulama reformlarmna karst
pozitif ya da negatif yonde tepki verme baglaminda ele almak yetersiz kalacaktir. Alan yazinda, etkenligi
degisimlere pasif ya da aktif tepki vermek olarak gormenin yani sira 6gretmenleri bizzat degisimi tistlenen
bireyler olarak goren bir yaklasim da mevcuttur. Fullan’a (1993) gore, Ogretmenler aslinda bu meslegi
sorumluluk ya da ahlaki gerekgelerle tercih etmektedirler ve 6gretmenleri degisimin aktdrleri olmast noktasinda
desteklemek onlarin bu ideallerini gerceklestirmek igin stratejiler gelistirmelerine imkén tanir. Tiirkiye
baglaminda diistiniildiigiinde, ozellikle Cumhuriyet’in ilk yillarinda &gretmenlerin egitim yoluyla toplumu
gelistirmeyi amaglayan degisim aktorleri oldugunu sdylemek ve bu amagla ¢ok zorlu sartlarda yilmadan
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calistiklar1 ifade etmek yanlis olmayacaktir. Ancak giiniimiizde dgretmen egitim programlarinin Ggretmen
adaylarma bdyle bir ideali asiladigmi ifade etmek ¢ok miimkiin goriinmemektedir. Diger yandan, Fu ve
Ckarke’a (2017) gore Kanada’daki Ogretmen egitim programlarinda, diisiincelilik, yansitici uygulamalar,
sorgulama ve 0z g¢alisma gibi stratejilerle 6gretmen adaylarmin i¢ diinyalarmin gelistirilmeye calisilarak
degisimin aktorleri olma yolunda onlarin desteklendigi ifade edilmektedir. Hizmet dncesi dgretmen egitiminde
ogretmen adaylarinin kendi deger sistemlerini ve ahlaki yargilarini sorgulamalarina ve buna dayali olarak sosyal
yapidaki esitsizlikler ile ilgilenmelerini saglayacak otobiyografik yaklasimlarin kullanilmasi énerilmektedir ve
Ogretmen egitimcileri 6gretmen adaylarinin tarihin sadece kahramanlar tarafindan olusturulmadigmin tersine
tim insanlarin ortak g¢abalar1 sonucu olustugunun ve mevcut sosyal yapilarin buna dayandiginin farkina
varmalarma yardimer olmalidir (Fu ve Clarke, 2017). Bu yolla 6gretmen bu idealler kapsaminda yaptig1 her
girisimin toplamda bir anlam tagidiginin farkina varacak ve yaptig1 meslegi anlamli bir bi¢imde stirdiirecektir.

Mesleki Gelisim Baglaminda Ogretmen Etkenligi

Ogretmen etkenligi sadece dgrencilerin 6grenmesinin gerceklesmesi amaciyla dgretmenlerin normlarm disina
¢ikmasi noktasinda degil 6gretmenlerin siirekli mesleki gelisimleri i¢in de dnem tasimaktadir ancak bu konuda
daha ¢ok arastirmaya ihtiya¢ duyuldugu agiktir (Toom, Pyhalté ve Rust, 2015; Vahasanatenen, 2015). Mesleki
tizere ¢oklu mesleki baglamlarda 6grenmeyi yonetme ve tesvik etme beceri ve yeteneklerinin yani sira
bilislerini, glidiilerini ve tutumlarni igeren biitiinciil bir kavramdir (Toom, Pietarinen, Soini ve Pyhalto, 2017).
Calvert (2016) 6gretmen etkenligini 6gretmenlerin kendi mesleki gelisimlerini yonlendirmek ve meslektagslarina
katkida bulunmak amaciyla amacli ve yapici bir bigimde eyleme gegme kapasitesi olarak tanimlamaktadir.
Etkenlik bireyin mesleki bilgisini, becerilerini, kimliklerini olusturmasmmi ve yeniden sekillendirmesini
yonlendirmelidir ve isle ilgili eylemlerini doniistirmelidir (Lai, Li ve Gong, 2016). Ogretmenlerin, mesleki
gelisimin takip edilmesi ve meslektaglar arasi ig birliginin gelistirilmesinde inisiyatif almalarmin tesvik edildigi
okul kiiltiirlerine katilim i¢in etkenlik son derece énemlidir (Allen, 2018). Ogretmenlerin mesleki gelisimlerinde
ve siirekli 6grenme siireglerinde dgretmen etkenliginin énemli bir rolii oldugu yapilan arastirmalarda da ortaya
koyulmustur (Hokka, Etalaepelto ve Rasku-Puttonen, 2012; Lai, Li ve Gong, 2016). Ogretmen etkenligi
ogretmenler, ozel egitim Ogretmenleri, yardimer personeller, okul psikologlari, hemsireleri ve diger sosyal
caliganlar gibi bireylerin yer aldigi mesleki topluluk igerisinde 6grenmeyi tesvik etmek icin gosterilen aktif ve
kasith ¢abanin yan1 sira 6grenme motivasyonunu, 6grenme acisindan 6z yeterlik inanglarmi, yeni 6grenmeleri
yonetmek i¢in amagl etkinlikleri ve davraniglari igerir (Toom, Pietarinen, Soini ve Pyhaltd, 2017). Bu amagh
etkinlik ve davranislar siirecinde Ogretmenlerin kendilerinin farkinda olmalarmi ve kendilerini daha iyi
degerlendirmelerini saglayan Ogretmen etkenligi (Tao ve Gao, 2017) 6gretmenlerin mesleki gelisimlerini
siirdiirmelerinde de énemli bir rol oynar. Ogretmen etkenligine ve 6grenmesine dncelik verilmesi durumunda
ogretmenlerin olusturacaklart mesleki d6grenme topluluklari okul reformu g¢aligmalarinda farklilik yaratabilir
(Riveros, Newton ve Burgess, 2012). Bu durum ise bireysel bir yonii olan &gretmen etkenliginin tiim
paydaslarla is birligi sonucunda okulu ve dolayisiyla toplumu olumlu yonde etkileme kapasitesini ortaya
koymaktadir.

Calvert’e (2016) gore 6gretmenlerin mesleki gelisimi konusunda sayisiz ¢alismalar yapilmakta ve bu
konuda biiyiik paralar harcanmaktadir ancak istenen etkiye ulasilamamaktadir. Ogretmenler mesleki gelisim
etkinliklerini ya da hizmet i¢i egitim etkinliklerini “etkisiz”, “ilgisiz” ve “Ogrencilerin Ogrenmesini
gelistirmelerine yardimci olmayan” etkinlikler olarak nitelemektedirler. Bu konuda yapilan arastirmalar
ogretmenlerin 6grenmesine katki sunacak mesleki gelisim etkinlikleri konusunda 6gretmen etkenliginin dikkate
alnmasi1 gerektigi sonucunu ortaya koymustur. Ogretmenlerin mesleki gelisimleri baglaminda, &gretmen
etkenligi yoneticilerin 6grenme merkezli liderlik uygulamalarinda bulunmalarinda 6nemli bir etkendir
(Hallinger, Liu & Piyaman, 2017). Diger yandan, okul yoneticilerinin ise 6gretmen etkenliginin olusumuna
imkan tanimada 6nemli etkileri oldugu bilinmektedir (Toom, Pyhalté ve Rust, 2015). Calvert (2016) egitim
yoneticilerinin mesleki 6grenme/gelisim siireglerinde Ogretmen etkenligini artirabilmeleri i¢in yapmalari
gerekenleri s0yle Onermistir:

Adim 1: Biitiin mesleki 6grenme kararlarini 6gretmenler ve okul miidiirleri ile ciddi goriismeler yaparak alin.
Mesleki gelisim etkinligini planlama, veri analizi, tasarlama, uygulama ve degerlendirme gibi biitiin
asamalarinda en az %50 6gretmen temsili olmalidir.

Adim 2: Okul saatlerinin diizenlemesini gézden gegirin. Bu sekilde 6grenme 6gretme siirecini gelistirmek igin
ogretmenlerin meslektaslar ile isbirligi yapmak i¢in diizenli bir sekilde bir araya gelme firsat1 olsun.

Adim 3: Verilerin analiz edilmesi ve 6gretme 6grenme zorluklarinin belirlenmesi siireglerine 6gretmenleri dahil
edin ve desteklerini alin.



AUJES (Adiyaman University Journal of Educational Sciences 51

Adim 4: Opretmenlerin meslektaglarmin ve &grencilerin basarist icin sorumluluklarmi paylastiklar1 ve
uygulamadaki sorunlar1 ¢ézdiikleri 6grenme topluluklar1 olugturun.

Adim 5: Ogretmenlere kimle ¢alisacaklari, hangi alana odaklanacaklar1 gibi mesleki &grenmeye iligkin
konularda se¢im sansi sunun.

Adim 6: Mesleki 6grenmenin amacinin degerlendirme degil siirekli gelisim oldugundan emin olun.

Adim 7: Uygulanacagr baglami derinlemesine incelemeden belirli bir mesleki dgrenme etkinligini zorunlu
kosmayin ya da 6n plana ¢ikarmayin. Ogrenenlerin (6gretmenlerin) kendi uygulamalarimi gelistirmek istemeleri
ve 6grenme firsatinin (mesleki gelisim etkinliginin) buna nasil katk: yapacagmi gormeleri gerekmektedir.

Tiirkiye’de Ogretmen Etkenligi Uzerine Yapilan Cahsmalar

Uluslararasi alan yazinda son yillarda iizerinde ¢ok cesitli arastirmalar yapilan 6gretmen etkenligi kavraminin
Tiirkiye’de heniiz yeterli diizeyde arastirilmadigi goriilmektedir. Yapilan alan yazin arastirmasi sonucunda
ogretmen etkenligi lizerine gergeklestirilen ve erisilebilen yayinlar asagida kronolojik sira ile agiklanmuisgtir.

Yaylt (2017) dgretmen etkenligini 6gretmen etkinligi olarak ifade etmis ve konuya 6gretmen adaylarinin
O0gretmen etkenligini kazanma siirecinde gerginliklerle basa ¢ikma stratejileri baglaminda yaklagmistir.
Ogretmen adaylarinin okul gdzlemi siirecinde yasadiklar1 gerginlikleri nasil ¢oziimledikleri ve bu yonde nasil

bir etkenlik gelistirdikleri incelenmistir.

Mutlu (2017) gérev yapmakta olan Ingilizce 6gretmenlerinin algiladiklari mesleki séz haklari
(professional space) ile iliskili olarak 6gretmen etkenligini olumlu ya da olumsuz yonde etkileyen faktorleri
belirlemeye calismistir. Ooolbekkink-Marchand ve arkadaslarmin (2017) yaptiklart ve kariyer siirecindeki
degisimleri incelemeyi temele alan bu aragtirma kapsaminda Ogretmenlerin mesleki kariyer siireglerinde
miicadeleci etkenlik, zaman igerisinde asamali etkenlik gelisimi ve etkenlik gelistirememe gibi {i¢ temel egilim
igerisinde olduklar ifade edilmistir.

Erdem ve Egmir (2018) tarafindan yapilan bir bagka arastirma kapsaminda ise &gretmen etkenligi
kavrami agiklanmis ve uluslararasi alan yazinda ne tiir ¢aligmalar yapildigina yer verilmistir. Ayrica Tirk egitim
sistemi icerisinde 6gretmen etkenliginin yer alip alamayacag: tartisilmistir.

Bellibas, Caligkan ve Glimiis (2019) 6gretmen etkenligini dgretmen failligi olarak ifade etmis ve bu
kapsamda Tirkiye’de bu kavramin o6lgiilmesine yonelik bir dlgme aract bulunmadigindan hareketle Liu,
Hallinger ve Feng tarafindan 2016 yilinda gelistirilen 6gretmen etkenligi 6lgegini Tiirkgeye uyarlamislardir.
Calisma sonucunda 6grenme etkililigi, 6gretme etkililigi, iyimserlik ve yapict katilim boyutlari altinda toplanan
24 maddelik 6lgek formunun gegerli ve giivenilir bir 6lgme aract oldugu ortaya koyulmustur. Bu 6lcegin
Tiirk¢eye kazandirilmasi ile konu hakkinda yapilan ¢aligmalarin artacag: diisiiniilmektedir.

Atas Akdemir ve Akdemir (2019) Ogretmen etkenligini 6gretmen aktorliigii olarak ifade ettikleri
kavramsal ¢aligmalarinda 6gretmen aktorliigi kavramini hakkinda bilgi vermislerdir ve 6gretmen aktorliigiiniin
ogretmenlerin mesleki gelisimi, egitim programlari ve d6gretmen kimligi alanlari ile iliskisini ele almislardir.
Buna dayali olarak da 6gretmen aktorliigiine iliskin ¢esitli dneriler getirmislerdir.

Sonu¢

Ogretmenler her giin ¢ok ¢esitli durumlar ile karsi karsiya kalmaktadirlar. Bu durumlar bazen 6gretmenin deger
yargilari ile ¢elisebilmekte, merkezden gelen beklentiler ile 6gretmenin otonomisi karsi karsiya gelebilmektedir.
Ogretmenin bu siiregte gesitli kararlar alarak aktif ya da pasif diizeyde eyleme gecmesi gerekmektedir. Okulun
sosyal ekosisteminin giderek karmasiklagmasi, merkezden gelen beklentilerin artmasi, baski gruplarinin varligi
gibi nedenlerle 6gretmen etkenligi dnemli bir kavram olarak karsimiza ¢ikmaktadir. Bu kapsamda bu ¢aligmada
uluslararasi alan yazinda bir siiredir tistiinde 6nemle durulan 6gretmen etkenligi kavraminin anlami, yapist,
calisma alanlar1 gibi konularda Tiirk¢e alan yazindaki eksiklik doldurulmaya calisilmistir. Yapist yukarida
aciklanmaya ¢alisilan d6gretmen etkenliginin 6gretmenler tarafindan edinilmesi igin ii¢ husus dikkate alinmalidir.
Bunlar hizmet Oncesinde Ogretmen etkenliginin temelinin atilmasi, &gretmenlerin igindeki bulunduklar
baglamin etkenlige uygun hale getirilmesi ve hizmet iginde mesleki gelisim baglaminda 6gretmen etkenliginin
gelistirilmesidir.

Priestley vd. (2015) 6gretmen etkenliginin neden anlasilmasi gerektigine dair yaptiklar1 agiklamada bir
hususa dikkat ¢ekmiglerdir. Buna gore, eger etkenlik bir kapasite olarak degil de siiregte edinilen bir sey olarak
anlagilirsa, karar vericilerin baglamin dnemini anlamalar1 kolaylasacaktir. Ogretmen etkenligi okul yapisindan
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ve kiiltiiriinden, gii¢ iliskilerinden, kisisel ilgilerden, kimlikten, inanglardan, i¢inde bulunulan baglamdan,
gecmis yasantilardan ve gelecekten beklentilerden 6zetle bireysel ve sosyo-kiiltiirel faktérlerden etkilenir (Lai,
Li ve Gong, 2016). Buna paralel olarak, egitim sisteminin mikro, orta ve makro diizeylerinde karsilasilan
yapisal faktorler 6gretmenlerin mesleki ¢aligsmalarini etkilemekte ve etkenliklerini sekillendirmektedir (Toom,
Pyhaltd ve Rust, 2015). Baz1 durumlarda etken olabilecek &gretmenlerin igindeki bulunduklari baglamdan
olumsuz etkilendikleri goriilmektedir. Bu durum anlasildiginda karar vericiler 6gretmen kapasitesini
gelistirmeye takili kalmayacak, baglami da goz oniine alacaklardir (Priestley vd., 2015).

Etkenligin gegmis yasantilardan etkilendiginin anlasilmast durumunda, giiniimiizdeki baglamlarin
ogretmenlerin gelecekteki etkenlik diizeylerini belirleyecegi de anlasilmis olur. Boylelikle karar vericiler yine
o0gretmenin kapasitesini gelistirmek kadar 6gretmenlerin islerini etkileyen kiiltiirel ve yapisal alanlara da dikkat
edebilirler (Priestley vd., 2015). Ancak buradan 6gretmenlerin igindeki bulunduklart baglamin diizenlenmesinin
tek amac¢ olmasi gerektigi anlasilmamalidir. Philpott (2017) baglamin uygun hale getirilmesinin yani sira
Ogretmenlerin var olan kaynak ve baglamlar g¢ercevesinde nasil ve ne kadar hareket edebileceklerine
odaklanilmasi gerektigine de isaret etmektedir. Bu nedenle, egitim bakanliklar1 Ggretmenleri reform
girisimlerinin disinda tutmamali, aksine onlar1 etken birer paydas olarak degerlendirerek onlarin degisimi
sahiplenmelerini saglamalidir. Ciinkii 6gretmenler degisimi benimsemez ya da sahiplenmez ise degisimin sinifa
aktarilmasi miimkiin degildir.

Ogretmen etkenliginin énemimin anlagilmasmin yan1 sira bu kapasitenin nasil gelistirilecegi de 6nem
tasimaktadir. Ogretmen etkenligi sadece dgrencilerin dgrenmeleri i¢in degil ayni zamanda siirekli mesleki
gelisim, is birlikli 6gretmen 6grenmesi ve okul gelisimi i¢in temel bir yeterlilik olarak kabul edilmektedir, ancak
ogretmenlik kariyerinin farkli agamalarinda 6gretmen etkenliginin yapisi, hizmet Oncesi 0gretmen egitiminin
ogretmen etkenligi izerindeki etkisi, egitim politikalarinin etkenligi ne diizeyde etkiledigi ve sekillendirdigi gibi
konularda yeterli diizeyde bilgi bulunmamaktadir (Toom, Pyhaltd ve Rust, 2015). Mesleki 6grenme kapsaminda
hizmet i¢i egitimlerin 6gretmen etkenligine dayali olarak olusturulmasi 6nem tasimaktadir. Ogretmenler icinde
bulunduklar1 baglam kapsaminda ne ogreneceklerine, nasil 6greneceklerine ve oOgrendiklerini sinifa nasil
aktaracaklarma kendileri karar vermelidirler. Bu siiregte 6gretmenin donanimli olmasi ve bakanligin da gerekli
koordinasyonu saglamasi énemli goriilmektedir. Diger yandan, meslektaslar arasi iliskiler ve okul kiiltiirii de
son derece dnemlidir. Philpott (2017) bu amacla mesleki 6grenme topluluklart olusturulmasini dnermektedir.

Hizmet oncesi dgretmen egitimi de ogretmen etkenligi icin bilyiikk énem tasimaktadir. Ogretmen
kimligi aragtirmalarinda da vurgulandigi iizere, bu ¢alismalara hizmet Gncesi 6gretmen egitiminde baslamak
gerekmektedir. Ogretmen adaylarinin etken bir 6gretmen olarak yetistirilmeleri son derece énemlidir ve bunun
icin hizmet O6ncesi d6gretmen egitiminin en bagindan itibaren bu duruma 6zen gosterilmelidir (Soini vd., 2015)
¢linkii Ogrencilerin bu siirecte 6grendikleri ve gecirdikleri deneyimler onlarin 6gretmen kimliklerini
etkilemektedir (Ahonen vd., 2015). Yapilan calismalarda 6gretmen adaylarmin akranlari ve dgretim tiyeleri ile
aralarinda olusan giiven ve destek deneyimleri, 6gretmen adaylarmin hizmet Oncesi Ogretmenlik egitimi
stirecinde tercihte bulunma, etki birakma ya da siirece aktif bir sekilde katilma vb. firsatlara sahip olmasi,
ogrenme ortamlarmin 6gretmen adaylari ve Ogretim iyeleri ile miisterek bir sekilde olusturulmasi ve bu
kapsamda Ogretim iyelerinin 6gretmen adaylari ile otoritelerini paylagmalari gibi unsurlarin &gretmen
etkenliginin artirilmasinda etkili oldugu ortaya koyulmustur (Juutilainen, Metsépelto ve Poikkeus, 2018).

Hizmet 6ncesi 6gretmen egitiminde egitim fakiiltelerinde 6gretim iiyeleri 6gretmen adaylarmnim okul
kiltirine hazirlanmalart igin 6gretmen kimligi gelisimine ozellikle dikkat ederek adaylarda Ggretmen
etkenligini gelistirmelidir. Ogretmen etkenligi gelisim odakli zihin yapisi (growth mindset) gerektirdiginden
egitim fakiiltelerindeki 6gretim iiyeleri derslerinde ve 6gretmenlik uygulamalarinda bunu 6gretmen adaylarina
modellemelidirler (Allen, 2018). Hem hizmet oncesi Ogretmen egitiminde hem de hizmet ici O0gretmen
egitiminde bilgi, beceri, inan¢ ve deger gibi kaynak gelistirme ve yansitici etkilesime odaklanilmalidir ve
mesleki gelisim programlarinda okul hakkinda alisilageldik ve toplum tarafindan empoze edilen diisiinme
sekilleri sorgulanmali ve yansitict bir diislince yapisi tesvik edilmelidir (Priestley vd. 2015).

Ogretmen etkenligi kavramimim 6nemi her ne kadar alan yazinda vurgulanmis olsa da dgretmenlerde
etkenligin gelisimine dair gorgiil aragtirmalar yeterince bulunmamaktadir (Oolbekkink-Marchand vd., 2017).
Ozellikle Tiirkiye’de bu kavrami temel alan arastirmalarm son derece sinirh oldugu gériilmektedir. Tiirkiye’de
egitimin niteligi konusunda yapilan tartismalar cogunlukla egitim sistemi, kademeler arasi gecis yontemleri,
egitim materyalleri gibi konulara odaklanmaktadir. Ancak egitim kalitesinin en onemli faktoriiniin 6gretmenler
oldugu unutulmamalidir. Ogretmenlerin eylemlerini etkileyen en énemli faktor ise onlarin kimlikleridir. Bu
nedenle 6gretmen kimligine ve onun bir parcasi olan dgretmen etkenligine odaklanilmasi sorunlarin ¢oziimii
noktasinda yol gosterici olabilir.
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