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Abstract

This study investigates the relationship between school administrators' inclusive leadership behaviours and
teachers' autonomy, based on teachers’ perceptions. Inclusive leadership refers to a participatory and
equity-oriented leadership style that emphasizes openness, collaboration, and respect for individual
differences. Teacher autonomy, on the other hand, involves educators’ capacity to make independent
decisions regarding instructional practices, professional development, and administrative responsibilities.
The study employs a relational survey model and includes 390 teachers from public primary, secondary,
and high schools in the Sehitkamil district of Gaziantep during the 2023-2024 academic year. Data were
collected using the Inclusive Leadership Scale and the Teacher Autonomy Scale. Statistical techniques
including t-tests, ANOVA, Pearson correlation, and simple linear regression were used for analysis.
Findings reveal a weak but statistically significant positive relationship between inclusive leadership and
teacher autonomy, particularly in the sub-dimensions of teaching process and rights and responsibilities.
Male teachers perceived administrators as more supportive compared to female teachers. The results
suggest that inclusive leadership behaviours may enhance teacher autonomy in certain dimensions, despite
the centralized nature of the Turkish education system. This study contributes to the literature by exploring
a rarely examined construct pair and providing empirical evidence on how inclusive leadership practices
intersect with professional autonomy in schools. Based on these findings it is recommended that inclusive
leadership practices be supported through structured training and awareness programs in schools.
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Since the late 20th century, globalisation has accelerated, shaping nations
socially, culturally, and economically. It has driven major changes in management
and education, fostering new concepts, skills, and practices. In this context,
educational institutions are expected to reduce social inequities, expand learning
opportunities, and enhance social welfare by engaging disadvantaged populations
(Theoharis & Scanlan, 2020).

In today’s rapidly changing context, educational institutions and administrative
strategies are being reshaped, redefining the necessary qualifications for school
leaders. Leadership, increasingly central in education due to globalisation, is being re-
evaluated in terms of its scope and functions, leading to diverse leadership styles.
Emphasis has shifted from leader traits to leader - follower interactions (Hollander,
2009). This shift has driven a move from hierarchical models to transformational
leadership, which values power sharing and teacher autonomy (Leithwood et al.,
1999). Inclusive leadership now stands out among various leadership approaches in
education.

Inclusive leadership is a humanistic, relational approach focused on the
individual, grounded in emotional intelligence, social justice, and change (Byrd,
2022). First defined by Nembhard and Edmondson (2006, p. 927) as leader behaviors
that acknowledge and value others’ contributions, the concept has evolved to include
leaders’ visibility, accessibility, and support for employees (Carmeli et al., 2010, p.
250). It now represents a model that promotes justice, equality, and participation in
shared decision-making within organisations (Randel et al., 2018).

Wuffli (2016) distinguishes leadership from management with the following
statement: a leader is someone who “knows the right things,” while a manager is
someone who “does things right.” This distinction emphasizes that success is not only
about knowing what is right, but also about applying it correctly and leading with
agility in response to changing conditions. In line with the progressive goals of
education, there is a growing need for institutions and leaders that prioritize social
justice and societal well-being (Theoharis & Scanlan, 2020). Research shows that
cultivating leaders who support social justice and inclusion is an effective strategy for
advancing inclusive education (Cambron-McCabe, 2006).

Although mid-twentieth-century reforms brought progress, neoliberal policies
promoting entrepreneurship, freedom, and competence -based on property rights, free
markets, and trade- have gained influence in recent decades. However, they have
widened the gap between privileged and disadvantaged groups, increasing the need
for inclusive approaches (Harvey, 2005). This shift has led to new responsibilities,
such as collaboration with diverse teams and encouraging leadership involvement
(Nishii & Mayer, 2009). Research also shows that greater teacher autonomy correlates
with improved educational outcomes (Manasia et al., 2020).

Educators must balance stakeholder expectations with student welfare when
conducting educational activities. Teacher autonomy refers to the space where
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teachers develop their own pedagogical strategies and exercise flexibility (Wermke &
Hostfilt, 2014). It includes collegiality, flexibility, shared decision-making, and
instructional choice (Pearson & Moomaw, 2006). Garvin (2007) links autonomy to
authority and flexibility in teaching, assessment, and school management. Huang
(2005, p. 206) defines it as teachers’ willingness, competence, and freedom to manage
their instruction.

Autonomy is a key factor in strengthening teachers’ competencies and
addressing challenges in schools (Pearson & Moomaw, 2005). Friedman (1999)
identifies two main components of teacher autonomy: decision level and decision
content. Decision level involves policy-making and setting rules that affect
educational stakeholders. Decision content includes pedagogy, student needs,
stakeholder relations, curriculum, and teaching methods. Administrative areas like
budgeting, student enrolment, and school operations also fall within the scope of
teacher autonomy (Friedman, 1999). Key factors in teachers’ professional success
include receiving resources and support from administrators (Klinker et al., 2010),
having authority and autonomy in their roles (Friedman, 2011), and feeling valued in
their work (Sanders, 2006). Chamberland (2009, p. 104) notes that even with shared
goals and decision-making, school leaders must actively develop their leadership.
Teacher autonomy requires a management style that values and listens to teachers.

Beachum & Dentith (2004) found that teachers valued being consulted on school
matters. Chew and Andrews (2010, p. 72) noted that when teachers lead change, they
gain autonomy and develop leadership skills. This process also enhances their sense
of purpose and satisfaction. Hofstein et al. (2004) and Singh et al. (2012) observed
that autonomy grows with leadership opportunities, pedagogical development, and
professional growth. Greater autonomy correlates with higher job satisfaction,
productivity, and a more empowering school environment. Research by Parker (2015)
and Usma Wilches (2007) shows that teachers with greater autonomy are less likely
to experience burnout or leave the profession. Preparing inclusive future leaders
requires robust research, targeted professional development, and reforms in leadership
training programs aligned with these goals.

Global trends over the past two decades have significantly impacted teacher
autonomy. Changes such as employer expectations, working hours, and goal-based
instruction have influenced both daily practices and professional freedom. While
teachers are taking on more responsibilities, they also gain some autonomy in
organising their work (Helgey & Homme, 2007). However, administrative pressure
may push them toward more control-oriented pedagogy (Pelletier et al., 2002).

Based on these theoretical foundations, it is crucial to examine how inclusive
leadership interacts with teacher autonomy under neoliberal educational governance.
In many systems shaped by neoliberalism, mechanisms like standardized testing,
centralized evaluations, and performance incentives have limited teacher autonomy
(Ball, 2003), prioritizing measurable outcomes and top-down control. Inclusive
leadership offers a counterbalance by promoting shared vision, participation, and
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professional respect (Ryan, 2006). Drawing on Foucault, Done and Murphy (2018)
argue that teachers are increasingly being responsibilized, as they are positioned as
moral agents of inclusion, yet often face reduced institutional support alongside
heightened accountability. This dynamic blurs the boundary between professional
autonomy and obligation. Inclusive leadership, by emphasizing trust and elevating
teacher voice, may offer resistance to or reframe these pressures.

Education policymakers view teachers as key agents of success and change
(Harris & Sass, 2011). Inclusive leadership that supports teacher autonomy can boost
student achievement by enhancing teacher motivation and job satisfaction.
Administrators are responsible for building collaborative relationships and creating
supportive environments where teachers can fulfill their roles. Providing time and
space for participation in decision-making enhances teachers’ contributions. Leaders
who foster trust, uphold ethical principles, and support continuous learning empower
teacher leadership, particularly when they value teacher input and grant appropriate
levels of autonomy (Hunzicker, 2012; Wenner & Campbell, 2017).

Inclusive leadership stands out for prioritizing teacher agency and participation.
While transformational leadership inspires change (Leithwood & Sun, 2012) and
instructional leadership focuses on outcomes through pedagogy (Day et al., 2016),
inclusive leadership combines these with an emphasis on equity, collaboration, and
shared responsibility. It fosters autonomy by creating a culture where all voices are
valued (Edda Oskarsdéttir et al., 2020). Unlike hierarchical models, it distributes
responsibility across staff and stakeholders, promoting collective ownership and
professional trust while challenging exclusionary structures.

Although inclusive leadership has gained increasing attention in educational
research, existing studies have primarily examined its relationship with organizational
variables such as job satisfaction, commitment, or employee well-being (Agcihan,
2022; Pazar, 2021; Sahin, 2022; Sentiirk, 2019). These studies highlight the potential
of inclusive leadership in creating positive organizational climates but do not address
its impact on professional autonomy. Conversely, teacher autonomy has been widely
investigated in relation to curriculum design (Kuloglu, 2023; Yolcu, 2019), self-
efficacy (Ertay, 2022; Geng, 2022), leadership styles (Seving, 2021; Subasi, 2022),
and school climate (Cakalci, 2019). While both constructs have been extensively
studied independently, there is a clear gap in the literature regarding their interrelation.
This study aims to address that gap by exploring the connection between inclusive
leadership and teacher autonomy within an educational context.

Turkey’s education system is shaped by a highly centralized structure in which
decisions regarding curriculum, staffing, and administrative procedures are largely
controlled by the Ministry of National Education (MoNE) (Akyiiz, 2019). This
centralization limits both school leaders’ and teachers’ autonomy. In addition,
teachers in Turkey often face challenges related to low professional status, restricted
career advancement, and limited participation in school decision-making processes
(Unsal, 2018). Recent reform efforts, such as the 2023 Education Vision, have
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emphasized performance-based accountability, further reinforcing top-down control
mechanisms (MoNE, 2018). In this context, inclusive leadership offers a potential
counterbalance by promoting collaborative culture, trust, and shared decision-making.
Therefore, exploring the link between inclusive leadership and teacher autonomy
within the Turkish context is not only timely but also theoretically and empirically
significant.

The six sub-research questions in this study are grounded in a conceptual
framework that integrates inclusive leadership and teacher autonomy, two areas that
are often examined independently. Inclusive leadership is linked to participatory
decision-making, a positive school climate, and trust (Edda Oskarsdéttir et al., 2020;
Ryan, 2006), whereas teacher autonomy pertains to curriculum freedom, instructional
agency, and professional responsibility (Cakalci, 2019; Unsal, 2018). However,
research directly linking the two is scarce, especially in centralized systems like
Turkey’s. These questions aim to explore this relationship within hierarchical
structures. Including demographic variables reflects the view that leadership and
autonomy perceptions are shaped by both institutional and individual factors
(Leithwood & Sun, 2012). Thus, the sub-questions are designed not only to address a
conceptual void but also to test theory-informed assumptions in a specific educational
context.

Aim of the Study

This study investigates the correlation between inclusive leadership behaviors of
school administrators and teachers' perceived autonomy. The following aspects were
the focus of the subsequent sub-research topics:

1. How do teachers perceive the inclusive leadership behaviours of school
administrators?

2. Do teachers' opinions of school administrators' inclusive leadership behaviors
exhibit a significant variance based on the factors of gender, age, professional
experience, type of institution?

3. What is the extent of teachers' perceptions on teacher autonomy?

4. Do perceptions of teacher autonomy exhibit a significant variance based on
the factors of gender, age, professional experience, type of institution?

5. Is there a statistically significant correlation between the inclusive leadership
behaviors of school administrators and the autonomy levels experienced by teachers?

6. Based on teachers’ perceptions, are school administrators’ inclusive
leadership behaviours a significant predictor of teacher autonomy levels?
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Method

This part addresses the research model, the population and sample, the tools used
to gather data, the decisions made by the ethics committee, collecting data, and
analyzing data.

Research Model

This study used a relational survey model as a quantitative method to investigate
the association between the inclusive leadership behaviors of school administrators
and teacher autonomy. The relational survey model aims to determine the relationship
between two or more variables, encompassing aspects such as direction, degree, and
nature (Karasar, 2023, p. 114). This method involves the analysis of variable
interactions without external influences (Bordens & Abbott, 2017).

Population and Sample

The population of this study included permanent and contracted teachers
working in public primary, secondary, and high schools in the Sehitkamil district of
Gaziantep during the 2023-2024 academic year. A total of 12,854 teachers were
employed in public schools in this district. Using Cochran’s formula, the minimum
required sample size for a 95% confidence level was calculated as 373. Accordingly,
data were collected from 390 teachers through simple random sampling, exceeding
the minimum threshold and meeting statistical requirements for regression and other
parametric analyses. Of the participants, 57.4% (n = 224) were female and 42.6% (n
=166) were male. Regarding age, 30.0% (n = 117) were aged 20-29, 41.8% (n=163)
were 30-39, 20.8% (n = 81) were 40-49, and 7.4% (n = 29) were 50 or older. In terms
of professional experience, 59.7% (n = 233) had 1-10 years, 23.3% (n=91) had 11-
20 years, and 16.9% (n = 66) had 21 years or more. By school type, 42.3% (n = 165)
worked in primary schools, 33.8% (n = 132) in secondary schools, and 23.8% (n =
93) in high schools.

Data Collection Tools

The researchers created a Personal Information Form to gather demographic data
regarding the participants. Furthermore, the Inclusive Leadership Scale (ILS) and the
Teacher Autonomy Scale (TAS) were utilized to investigate the correlations among
the variables in accordance with the study's aims.

The Inclusive Leadership Scale (ILS)

In this study, the Inclusive Leadership Scale (ILS) developed by Agcihan (2022)
was used to examine the correlation between school administrators' inclusive
leadership behaviours and teacher autonomy. Required permissions were obtained
from the developer prior to implementation. The scale includes eight dimensions and
54 items, using a five-point Likert format ranging from “Strongly Disagree” (1) to
“Strongly Agree” (5), with item 23 being reverse-scored. Possible scores range from
54 to 270. Confirmatory Factor Analysis (CFA) was conducted to verify the existing
factor structure. The fit indices were: ¥*(1343) = 3250.47, p < .001; y¥/df = 2.42,
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RMSEA = 0.059, CFI = 0.93, GFI = 0.91, SRMR = 0.054. These indicate a good
model fit and confirm the validity of the scale structure for this sample.

Internal consistency coefficients for all items and sub-dimensions exceeded
.700, with factor loadings between .412 and .950. The scale explained 83.86% of the
total variance. In this study, reliability was re-evaluated: overall a = .99; support o =
.96; change agency o = .96; collaboration a = .92; power sharing o= .87; shared vision
o = .96; cultural awareness a = .94; and self-management o = .92. These findings
indicate excellent internal consistency across the entire scale and all subdimensions.
The high alpha values (o > .87) demonstrate strong construct reliability and suggest
the scale is theoretically robust and practically suitable for use with this teacher
population.

The Teacher Autonomy Scale (TAS)

In this study, the Teacher Autonomy Scale (TAS) developed by Uziim & Karsh
(2013) was used to assess teacher autonomy. The scale includes 43 items across four
dimensions, with no reverse-scored items. These dimensions are: Autonomy in the
Teaching Process (11 items), Education System (11 items), Rights and
Responsibilities (12 items), and Autonomy Practices (10 items). Items are rated on a
five-point Likert scale, from “Not at all” (1) to “Completely” (5). The scale allows
both subdimension and overall analysis.

While the original scale underwent Exploratory Factor Analysis (EFA), the
current study used Confirmatory Factor Analysis (CFA) to validate its structure with
this sample. CFA results supported the model, showing good fit indices: ¥*(1485) =
25829.407,p <.001, CF1=.93, TLI=.91, RMSEA =.054, SRMR = .046. The overall
Cronbach’s alpha was .936. Subdimension reliabilities were a = .94 (Teaching
Process), a = .92 (Education System), o = .95 (Rights and Responsibilities), and o =
.98 (Autonomy Practices). These high internal consistency values (a > .90) confirm
the scale’s reliability for assessing teacher autonomy in varied educational settings.

Approval from the Ethical Committee

This research was approved by the Research Ethics Committee of Tokat
Gaziosmanpasa University in the field of Social and Human Sciences on 30.01.2024,
under reference number 01-65.

Data Collection Process

The target population of the study consisted of public primary, secondary, and
high school teachers working in the Sehitkamil district of Gaziantep. After obtaining
necessary permissions from the Ministry of National Education and the Gaziantep
Provincial Directorate of National Education, simple random sampling was used to
reach a representative sample of schools and teachers. Data were collected through
both online and face-to-face methods. Online data were gathered via Google Forms
distributed through e-mail and WhatsApp, while face-to-face data were obtained by
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visiting nearly all schools in the district. Participation was voluntary, and the data
collection process took place between 13 March and 15 May 2024.

Data Analysis

Descriptive and inferential statistical techniques were used to analyze the sub-
research questions, using Jamovi 2.3.28. Z-scores identified outliers, while normality
and variance homogeneity were assessed via skewness-kurtosis and Levene’s test.
The data met assumptions for parametric tests, including normal distribution and
homogeneity of variance. Accordingly, Student’s t-test, Welch’s t-test, and one-way
ANOVA were used to examine group differences, with Tukey’s test applied for post-
hoc comparisons. Pearson correlation was employed to explore the relationship
between inclusive leadership and teacher autonomy. A simple linear regression was
conducted to assess the predictive power of inclusive leadership on autonomy. The
assumptions of regression, namely residual normality, homoscedasticity, and lack of
autocorrelation, were also checked in accordance with standard guidelines
(Biiyiikoztiirk, 2021; Field, 2018; Kim, 2013).

Results

This part presents the descriptive and predictive statistical studies conducted to
address the sub-problems, together with the findings derived from these analyses.
Table 1 presents teachers' views on inclusive leadership behaviours.

Table 1

Descriptive Statistics of Teachers' Perception Levels of the Inclusive Leadership Scale
and Its Sub-Dimensions

Sub-Dimensions N X u SD Skewness Kurtosis
Trustworthiness 390 3.75 4.00 0976 -1.038 0.765
Support 390 3.67 386 0972 -0.811 0.271
Agent of Change 390 3.68 3.88 0.877 -0910 1.070
Collaboration 390 370 3.86 0.833 -0.760 0.745
Sharing Power 390 3.60 375 0.745 -0.837 0.892
Shared Vision 390 370 4.00 0.930 -0.871 0.730
Cultural Awareness 390 3.85 4.00 0.875 -0.981 0.944
Self- Management 390 3.60 3.80 0.897 -0.872 0.831
Total Inclusive Leadership 390 3.69 3.89 0.829 -0.956 0.926

Analysis of Table 1 shows that the skewness and kurtosis values for the scales
and sub-dimensions fall within +1.5, indicating normal distribution (Tabachnick &
Fidell, 2013). This justified the use of parametric tests for more reliable analysis. The
mean and standard deviation values for teachers’ perceptions of inclusive leadership
sub-dimensions were as follows: trustworthiness (X=3.75; SD=.98), support (X=3.67;
SD=.97), agent of change (X=3.68; SD=.88), collaboration (X=3.70; SD=.83), power
sharing (X=3.60; SD=.75), shared vision (X=3.70; SD=.93), cultural awareness
(X=3.85; SD=.88), and self-management (X=3.60; SD=.90). The total score for the
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inclusive leadership scale was (X=3.69; SD=.83). According to the findings, the
lowest perceived sub-dimensions were power sharing and self-management, while
cultural awareness was rated the highest.

Table 2

Results of Teachers' Inclusive Leadership Mean Scores by Gender (t-Test)

Sub-Dimensions Gender N X t(388) p Cohen's d
Trustworthiness i;:l’:le fﬁg ;;} 1.091 276 -0.11
Support ;[e;?jle fgg g:;g 2275 .023*  -0.23
Agent of change ;f;‘:le fgg g:gi 0966 335 -0.10
Collaboration iﬁ?:le %ég ;:gg 1.790 074  -0.I8
Power sharing i;:l’:le fﬁg ;:2? 1655 099  -0.17
Shared vision ;[e;?jle fgg g:% 1.546  .123 -0.16
Cultural awareness ;f;‘:le fgg ggg 0.029  .977 -0.00
Self-management ij;?:le fig ;:2; 0813 417  -0.08

The study examined teachers' perceptions of inclusive leadership based on
gender using Student’s t-test and Welch’s t-test. Results showed a statistically
significant difference in the support sub-dimension [t(388) = 2.28, p < .005], with
male teachers perceiving administrators as more supportive than female teachers. No
significant gender-based differences were found in trustworthiness, collaboration,
agent of change, power sharing, shared vision, cultural awareness, or self-
management. The effect size, Cohen’s d = <0.2, indicates a small effect.

Table 3
Results of Teachers' Inclusive Leadership Mean Scores by Age in ANOVA
Age ANOVA
Sub-Dimensions 20-29 30-39 40-49 50 +
N X N X N X N X FG338) p n2

Trustworthiness 117 3.62 163 3.67 81 4.00 29 4.04 3.81 .010*  .029
Support 117 3.47 163 3.61 81 4.02 29 3.93 6.39 <.001* .047
Agent of change 117 3.54 163 3.62 81 396 29 3.86 4.52 .004* 034
Collaboration 117 3.54 163 3.64 81 398 29 3.93 5.65 <.001* .042
Power sharing 117 3.42 163 3.57 81 3.88 29 3.72 6.75 <.001* .050
Shared vision 117 3.50 163 3.67 81 4.03 29 3.84 5.70 <.001* .042
Cultural 117 3.71 163 3.82 81 4.04 29 4.06 2.83 .038*% 022

awarencss
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Self- 117 336 163 3.59 81 3.89 29 387 6.83 <.001* .050
management

ANOVA results showed significant differences in all sub-dimensions of
inclusive leadership based on teachers’ age: trustworthiness [F(3,386) = 3.81, p <
.005], support [F(3,386) =6.39, p <.001], agent of change [F(3,386) =4.52, p <.005],
collaboration [F(3,386) = 5.65, p <.001], power sharing [F(3,386) = 6.75, p <.001],
shared vision [F(3,386) = 5.70, p < .001], cultural awareness [F(3,386) = 2.83, p <
.005], and self-management [F(3,386) = 6.83, p < .001]. Tukey’s post-hoc test
revealed that teachers aged 40-49 perceived school administrators as more
trustworthy, supportive, collaborative, open to change, visionary, and self-managing
than those aged 20-29. Additionally, teachers aged 50+ viewed administrators as more
self-reflective and proactive in self-improvement compared to the youngest age group.
The eta-squared (n?) effect sizes were between small and medium levels.

Table 4

Results of Teachers' Inclusive Leadership Mean Scores by Professional Experience in
ANOVA

Professional Experience

Sub-Dimensions 10 120 20+ ANOVA

N X N X N X F(2,387) p n2
Trustworthiness 233 3.68 91 3.69 66  4.09 488 .008* .025
Support 233 3.57 91 3.69 66 4.02 5.57 .004* .028
Agent of change 233 362 91 362 66 4.00 5.10 .006* .026
Collaboration 233 362 91 3.68 66 4.01 5.86 .003* .029
Power sharing 233 3.54 91 3.60 66 382 3.76  .024* .019
Shared vision 233 3.63 91 370 66 3.98 3.63  .027* .018
Cultural awareness 233 3.83 91 3.71 66 4.12 4.57 .011* .023
Self-management 233 350 91 3.64 66 3.94 6.43  .002* .032

ANOVA results revealed significant differences across all sub-dimensions of
inclusive leadership based on teachers’ professional experience: trustworthiness
[F(2,387) = 4.88, p < .005], support [F(2,387) = 5.57, p < .005], agent of change
[F(2,387) = 5.10, p <.005], collaboration [F(2,387) = 5.86, p <.005], power sharing
[F(2,387) = 3.76, p < .005], shared vision [F(2,387) = 3.63, p < .005], cultural
awareness [F(2,387) = 4.57, p < .005], and self-management [F(2,387) = 6.43, p <
.005]. Teachers with 21+ years of experience perceived school administrators as more
inclusive, trustworthy, cooperative, open to change, and culturally aware than those
with 1-10 or 11-20 years. Eta-squared (n?) values between 0.018 and 0.032 indicate a
small but statistically significant effect.
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Table 5
Results of Teachers' Inclusive Leadership Mean Scores by School Type in ANOVA
School Type
Sub-Dimensions Primary Secondary High ANOVA
School School School
N X N X N X F238) p 2

Trustworthiness 165 3.61 132 3.83 93 3.89 3.11 .046* .016
Support 165  3.52 132 3.74 93 3.84 3.70 .026% .019
Agent of change 165 353 132 3.76 93 3.86 5.05 .007* .025
Collaboration 165  3.51 132 3.81 93 3.87 7.49 <.001* .037
Power sharing 165 3.48 132 3.66 93 3.72 3.75 .024* 019
Shared vision 165 354 132 3.82 93 3.84 4.78 .009* .024

Cultural awareness 165 3.70 132 3.94 93 3.99 4.39 .013* .022
Self-management 165  3.41 132 3.73 93  3.77 7.25  <.001* .036

ANOVA results revealed significant differences in all sub-dimensions of
inclusive leadership based on school type: trustworthiness [F(2,387) =3.11, p <.005],
support [F(2,387) = 3.70, p < .005], agent of change [F(2,387) = 5.05, p < .005],
collaboration [F(2,387) = 7.49, p <.001], power sharing [F(2,387) = 3.75, p <.005],
shared vision [F(2,387) = 4.78, p < .005], cultural awareness [F(2,387) = 4.39, p <
.005], and self-management [F(2,387) = 7.25, p < .001]. Findings indicate that high
school teachers perceive school administrators as more inclusive compared to primary
school teachers. Additionally, secondary school teachers view administrators as more
cooperative, sharing, and culturally aware than those in primary schools. Eta-squared
(m?) values indicate small-to-medium effect sizes. Table 6 presents teachers’
perspectives on autonomy.

Table 6

Descriptive Statistics on Teachers' Perception Levels Regarding the Teacher
Autonomy Scale and Its Sub-Dimensions

Sub-Dimensions N X i SS Skewness Kurtosis
Teaching Process 390 4.37 4.36 0.532 -0.858 1.400
Education System 390 439 436 0.490 -0.453 -0.177
Rights and Responsibilities 390  3.25 3.17 0.902 0.105 -0.532
Autonomy Practices 390 3.32 3.22 0.677 0.489 0.287
Total Teacher Autonomy 390 3.84 3.81 0.461 0.469 0.274

Table 6 presents the mean and standard deviation values for the sub-dimensions
of teacher autonomy. Scores varied across the teaching process (X=4.37; SD=.53),
education system (X=4.39; SD=.49), rights and responsibilities (X=3.25; SD=.90),
and autonomy practices (X=3.32; SD=.68). The overall mean score was X=3.84
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(SD=.46). These findings show that teachers perceived the highest autonomy in the
education system and the lowest in rights and responsibilities, indicating a more
institutional rather than individual sense of autonomy.

Table 7
Results of Teachers' Teacher Autonomy Mean Scores by Gender in t-Test
Gender #(388) p Cohen’sd
Sub-Dimensions Female Male
N X N X
Teaching Process 224 446 166 4.27 -3.53 <.001* 0.36
Education System 224 443 166 433 -1.99 .047* 0.20
Rights and Responsibilities 224 319 166 333 147 .143 -0.15
Autonomy Practices 224 320 166 3.47 394 <.001* -0.40

Table 7 shows significant gender-based differences in the teaching process
[t(388) = -3.53, p < .001], education system [t(388) =-1.99, p <.05], and autonomy
practices [t(388) = 1.47, p < .001] sub-dimensions. No significant difference was
found in the rights and responsibilities dimension. Female teachers perceived
themselves as more autonomous in the teaching process and viewed the education
system as more autonomy-supportive than male teachers. Conversely, male teachers
favored broader implementation of autonomy practices. The effect size (Cohen’s d)
indicates a small-to-moderate effect.

Table 8
Results of Teachers' Teacher Autonomy Mean Scores by Age in ANOVA
Age
. . ANOVA
Sub-Dimensions 20-29  30-39 4049 50+
N X N X N X N X F2387) p 52

Teaching Process 117 439163 441 81 43029 431 0926 428 .007
Education System 117 441163444 81 43129 428 1.729 .161 .013
Rights and Responsibilities 117 328163326 81 326 29 3.04 0.585 .625 .005
Autonomy Practices 117 333163325 81 34629 322 1840 .139 .014

Table 8 shows no statistically significant difference in teachers’ perceived
autonomy levels based on age. The eta-squared (n?) values suggest a small effect size.
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Table 9

Results of Teachers' Teacher Autonomy Mean Scores by Professional Experience in
ANOVA

Professional Experience

Sub-Dimensions 1-10 11-20 21+ ANOVA
N X N X N X F(2,387) p 72
Teaching Process 233 442 91 430 66 4.32 2.198 12 .011
Education System 233 444 91 437 66 4.26 3.288 .038* .017
Rights and Responsibilities 233 330 91 329 66 3.02 2.622 074 .013
Autonomy Practices 233 333 91 329 66 329 0.230 795 .001

According to the results of the ANOVA analysis, a statistically significant
difference was found in the education system sub-dimension based on teachers’
professional seniority [F(2,387) = 3.29, p < .005]. A significant difference was
observed between teachers with 1-10 years of experience and those with 21 years or
more, indicating that teachers with 1-10 years of seniority had a stronger perception
that the education system should be more autonomy-supportive. The eta-squared
values indicated a small effect size.

Table 10
Results of Teachers' Inclusive Leadership Mean Scores by School Type in ANOVA
School Type
Sub-Dimensions Primary Secondary High ANOVA
School School School
N X N X N X F@2387) p 2

Teaching Process 165 435 132 4.40 93 438 0423 .655 .002
Education System 165 440 132 4.37 93 441 0216 .806 .001
Rights and 165 327 132 3.29 93 3.15 0.701 .497 .004

Responsibilities
Autonomy Practices 165 326 132 345 93 323 3924 .021*.020

The autonomy practices sub-dimension showed a significant ANOVA difference
[F(2,387) = 3.92, p <.005] based on school type. Tukey test results revealed that the
difference occurred between primary and secondary schools, and between secondary
and high schools. Mean scores indicated that secondary school teachers prioritized
autonomous practices more than their primary and high school counterparts. After
controlling for age, marital status, length of service, administrative experience, and
subject area, no significant differences remained in the autonomy sub-dimensions.
Eta-squared (n?) values indicated a small effect size. Table 11 presents the Pearson
correlation between inclusive leadership and teacher autonomy.
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Table 11

Results of Pearson Correlation Analysis for the Relationship between Subscales of
Inclusive Leadership Scale and Subscales of Teacher Autonomy

Sub-Dimensions TA TP ES RR AP
r 0.208
1L p-value <.001%* --- -—- - -
TR r 0.105 -0.005 0.231 0.042
p-value --- .039%* 926 <.001%* 407
SU r 0.132 0.008 0.272 0.065
p-value - .009* .882 <.001* 201
AC r 0.152 0.023 0.285 0.081
p-value - .003* .656 <.001%* 112
co r 0.103 0.002 0.248 0.004
p-value - .042* 976 <.001* .942
Sp r 0.101 -0.020 0.290 0.073
p-value --- .047* .693 <.001%* 151
SV r 0.100 -0.014 0.284 0.084
p-value - .049* 784 <.001%* .098
CA r 0.138 0.023 0.222 0.036
p-value - .006* .648 <.001%* 474
SM r 0.108 -0.032 0.271 0.046
p-value -—- .034* 531 <.001* .360

The correlation coefficient in Table 11 reveals a statistically significant, positive,
yet weak relationship between inclusive leadership and teacher autonomy (r = 0.208,
p < .001). The findings suggest that as teachers perceive higher levels of inclusive
leadership from school administrators, their sense of autonomy tends to increase. The
coefficient of determination (R? = 0.0434) shows that inclusive leadership explains
approximately 4.3% of the variance in teacher autonomy. Although modest, this
indicates a positive influence of inclusive leadership behaviors on teachers’ autonomy
levels. All sub-dimensions of inclusive leadership were positively correlated with the
sub-dimensions of teacher autonomy related to the teaching process and rights and
responsibilities. Table 12 presents the results of the simple linear regression analysis
examining the extent to which perceptions of inclusive leadership predict teacher
autonomy.

Table 12
Simple Linear Regression Analysis on the Effect of Inclusive Leadership on Teacher
Autonomy
Sub-dimensions B Standard Error B t p
Fixed 3.414 0.105 32.621 <.001
Inclusive Leadership 0.116 0.028 208 4.197 <.001

R=0.208 R2=0.0434 F1,388=17,6 p<.001
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After ensuring that all assumptions of simple linear regression analysis were met,
the analysis was conducted. The regression model demonstrated a good fit to the data,
F(1,388) = 17.614, p <.001, R? = .043, indicating that inclusive leadership explains
4.3% of the variance in teacher autonomy levels. The results indicate that the level of
inclusive leadership has a statistically significant and positive effect on teacher
autonomy ( = .21, p <.001). As the level of inclusive leadership increases, teacher
autonomy also tends to increase. The equation for the regression line is Y = 3.414 +
0.116X, suggesting that for every one-unit increase in the mean score of the Inclusive
Leadership Scale, the mean score of the Teacher Autonomy Scale increases by 0.116
points. Although the regression model is statistically significant, the relatively low R?
value (4.3%) suggests that inclusive leadership accounts for only a small portion of
the variability in teacher autonomy. This implies that other factors not included in the
model may play a more substantial role in shaping autonomy perceptions among
teachers.The regression equation for predicting teacher autonomy is shown below:

Teacher Autonomy=3,41+.116 Inclusive Leadership

Overall, the findings suggest that perceptions of inclusive leadership are shaped
by teachers' age, professional experience, and school type, which are likely connected
to institutional culture and leadership expectations. More experienced teachers and
those working in high schools tended to report more positive views, particularly in
areas such as support, collaboration, and self-management. This may reflect a greater
familiarity with leadership over time or specific expectations associated with
academically demanding environments. In contrast, younger and less experienced
teachers perceived lower levels of inclusive leadership, possibly due to limited
involvement in decision-making processes or different forms of interaction with
leadership. These patterns indicate that although inclusive leadership is defined as a
universal concept, it may be experienced unevenly across demographic groups,
underscoring the need for adaptive leadership practices in diverse school settings.

Discussion, Conclusion and Suggestions

The findings indicate that teachers view school administrators as inclusive
leaders, especially emphasizing trustworthiness. This supports earlier research
identifying trust as a key element of inclusive leadership in education (Randel et al.,
2018; Carmeli et al., 2010). Bourke & Espedido (2020), for instance, noted that
inclusive leadership fosters mutual trust and respect, essential for psychological
safety. Moreover, supportiveness and collaboration showed significant gender-based
differences in perception, while other sub-dimensions did not reveal notable variation.

The data suggest that male teachers perceive school administrators as more
supportive than female teachers. Altinel Yiincii (2022), Crisol-Moya et al. (2020), Giil
(2021), and Sahin (2022) reported no significant gender-based differences in
perceptions of inclusive leadership across various contexts. However, the gender gap
in the “support” sub-dimension in this study indicates a context-specific nuance. One
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explanation may be that male teachers engage more directly with administrators,
enhancing perceived support. Conversely, female teachers might experience subtle
exclusion or bias, affecting their perceptions. Cultural expectations and role dynamics
within schools may also influence this discrepancy.

The findings indicate a trend where perceptions of inclusive leadership increase
with age. This may stem from older teachers’ broader experience and greater
familiarity with administrative processes, making them more receptive to leadership
behaviors. Prior studies link age with higher professional trust and relational maturity
in schools (Billingsley, 2018; Malik et al., 2023). Experienced teachers may also hold
more realistic or empathetic expectations of administrators, leading to more favorable
views. Over time, teachers may develop a stronger professional identity and feel more
empowered to interpret leadership positively. In contrast, younger teachers may still
be finding their place in the school system and be more sensitive to perceived lack of
support.

The results show that perceptions of inclusive leadership increase with
professional experience. Teachers with over 21 years of experience rated their
administrators more positively in reliability, openness to change, collaboration, and
cultural sensitivity. This trend may reflect the professional maturity and broader
institutional insight of experienced teachers. Over time, they may develop more
nuanced views of leadership and feel greater psychological safety, which can shape
more favorable evaluations (Billingsley, 2018; Randel et al., 2018). However, this
result contrasts with earlier studies. Altinel Yiincii (2022), Giil (2021), and Sahin
(2022) found no significant link between experience and perceptions of inclusive
leadership. Interestingly, Bas (2023) reported that teachers with only 1-4 years of
experience viewed inclusive leadership more positively. These differences may reflect
contextual factors like school culture, leadership style, or when teachers feel most
supported.

The data indicate that perceptions of inclusive leadership vary by school type.
High school teachers report higher levels of inclusiveness, especially in cultural
sensitivity, collaboration, and shared decision-making. This may reflect the complex
structures and diverse populations in secondary schools, where inclusive practices are
more prevalent. Wu et al. (2023) found that structurally complex schools often require
more inclusive leadership to maintain coherence and motivation. Likewise, Crisol-
Moya et al. (2022) note that school-level factors shape how leadership is perceived.
However, this contrasts with some Turkish studies. For example Altinel Yiincii (2022)
and Agcihan (2022), which found no significant differences by school type. The
alignment of current findings with international research suggests that factors like
organizational scale, teacher autonomy, and leadership expectations may have more
influence than national policy frameworks alone.

The findings suggest that gender significantly influences teachers’ perceptions
of autonomy, especially in instructional practices and systemic expectations. Female
teachers reported stronger autonomy in teaching and greater expectations for
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pedagogical independence, while male teachers emphasized the need for more
practical applications. This may stem from gendered roles, with women often
managing classrooms and curricula, prompting a desire for pedagogical control. In
contrast, men may prioritize institutional-level autonomy. These results partly align
with prior studies. While Colak et al. (2017) and Sahin Ipek (2017) found no
significant gender-based differences, Vasile (2013) and Uziim (2014) noted higher
autonomy among men. Such inconsistencies may reflect contextual factors like school
climate, leadership, and shifting gender norms. The current findings may also indicate
recent changes in how autonomy is experienced and perceived across genders,
particularly under inclusive leadership.

The study revealed a pattern suggesting that autonomy perceptions may vary
with age. Similarly, Sakar's (2013) study suggests that new instructors perceive less
autonomy. Teacher perspectives on general autonomy did not change considerably by
age, according to Celik's (2016) study. Based on duration of service, instructors'
autonomy perception sub-dimensions did not change. This conclusion supports
previous research (Celik, 2016; Colak, 2016; Kiirk¢ii, 2019).

The study revealed that teachers’ perceptions of autonomy vary significantly
based on professional experience and school type. Less experienced teachers
expressed a stronger desire for autonomy, particularly within educational frameworks.
This tendency may reflect their need for agency as they navigate early career
challenges and construct their pedagogical identities. In contrast, more experienced
teachers may have adapted to existing institutional structures and consequently rely
less on systemic autonomy. Colak (2016) reported higher autonomy perceptions
among teachers with less than five years of experience, whereas Sakar (2013) found
greater autonomy among those with more than 24 years of service. These findings
suggest that teacher autonomy follows a non-linear and context-dependent pattern.
School type also emerged as a relevant factor. Middle school teachers reported
experiencing more constraints compared to their counterparts in primary and high
schools. This may be attributed to the exam-driven structure of middle schools, which
tends to limit curricular flexibility. Similarly, Pearson and Moomaw (2005) observed
that high school teachers experience greater autonomy than teachers at other school
levels. Collectively, these findings indicate that teacher autonomy is shaped by career
stage, institutional expectations, and structural limitations, and is therefore not
experienced uniformly across educational settings.

The present study found that teacher autonomy is closely associated with
perceptions of inclusive leadership. Teachers who perceived higher levels of
inclusiveness also felt more autonomous, particularly in teaching and professional
responsibilities. This suggests that when school leaders encourage practices like
shared decision-making and trust, teachers feel more empowered in their roles. These
findings align with prior research highlighting autonomy’s role in job satisfaction and
engagement (Collie et al., 2016; Fernet et al., 2016). For instance, Skerritt (2019,
2020) described how Irish migrant teachers in the UK felt dissmpowered due to
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constant surveillance and rigid oversight. Similarly, Perryman & Calvert (2020) found
that increased monitoring harmed teacher motivation and retention. Brady and Wilson
(2021) noted that well-being initiatives may reduce autonomy if introduced without
teacher input. Together, these studies suggest that inclusive leadership can act as a
protective factor by fostering conditions that sustain teacher autonomy.

International findings show that teacher autonomy is often limited not only by
structural controls but also through subtle professional surveillance. In the UK and
countries like Sweden, such constraints stem from neoliberal accountability systems
(Ball, 2003; Skerritt, 2020). Similar patterns appear in Turkey’s highly centralized
and standardized education system (Akyiiz, 2019). Turkish studies (Sahin, 2022; Giil,
2020) report that hierarchical leadership and bureaucracy restrict teachers’
professional discretion. While these findings mirror global trends, they also reflect the
unique institutional features of Turkish schools. By integrating international insights
with national realities, this study suggests that inclusive leadership may serve as a
counterbalance by supporting teacher autonomy even in tightly regulated systems.

The study found that less experienced teachers expressed a stronger desire for
autonomy, suggesting that institutional structures may limit their agency. Secondary
school teachers also sought greater autonomy in educational practice compared to
primary school teachers. These findings highlight the influence of career stage and
school type on autonomy perceptions and are supported by international research.
Allodi and Fischbein (2012) reported that younger secondary school teachers in
Sweden perceived lower professional autonomy than their experienced peers.
Likewise, Strong and Yoshida (2014) found higher curriculum autonomy among
secondary school teachers than primary teachers. A key contribution of this study is
its emphasis on systemic factors, such as centralized policies and standardized
expectations, as central influences on novice teachers’ autonomy perceptions.

The study identified a statistically significant relationship between inclusive
leadership and teacher autonomy. All sub-dimensions of inclusive leadership were
positively correlated with the ‘teaching process’ and ‘rights and responsibilities’
aspects of autonomy, but not with ‘education system’ and ‘autonomy practices’.
Teachers viewed administrators as respectful of cultural diversity, non-
discriminatory, and open to different worldviews and political opinions. However,
difficulties in fairly distributing authority and responsibilities suggest challenges in
power sharing. Administrators also struggle with admitting mistakes, questioning
personal beliefs, and engaging in self-evaluation. In the ‘rights and responsibilities’
dimension, teachers reported limited autonomy in areas such as instructional problem-
solving, programme development, and organising their work environment, which they
consider a professional right. Nonetheless, teacher participation in the education
system appears to enhance autonomy perceptions.

In addition to the correlation findings, the regression analysis revealed that
inclusive leadership significantly predicts teacher autonomy ( = .21, p < .001).
However, the explanatory power of the model was relatively low (R? = .043),
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indicating that inclusive leadership accounts for only 4.3% of the variance in
autonomy perceptions. This suggests that while inclusive leadership is a statistically
significant factor, it alone is not sufficient to explain the complex construct of teacher
autonomy. These results highlight the multifaceted nature of autonomy, which may
also be shaped by variables such as school culture, accountability policies,
professional development opportunities, and systemic constraints. The modest effect
size aligns with earlier research (e.g., Randel et al., 2018) that underscores the
importance of leadership while also recognizing the influence of broader institutional
and policy environments.

Overall, the findings suggest that perceptions of inclusive leadership are
influenced by teachers' age, experience, and school type-factors likely tied to
institutional culture and leadership expectations. Experienced teachers may hold more
stable positions and thus have more chances to participate in shared decision-making,
enhancing their perception of inclusiveness. High school teachers may work in more
complex, structured settings with clearer leadership roles. Regarding autonomy, older
and more experienced teachers may feel more confident using professional judgment
due to their expertise and familiarity with the institution. In contrast, younger or less
experienced teachers may face hierarchical barriers or lack the trust to act
autonomously. These findings highlight the need to consider institutional dynamics
and career stage when analyzing variations in leadership and autonomy perceptions.

This study has several limitations. First, data were collected via self-reported
questionnaires, which may be influenced by participants’ perceptions and social
desirability bias, especially on sensitive issues such as leadership and autonomy.
Second, the study used only quantitative methods, which enabled statistical analysis
but limited deeper insights that qualitative data could offer. Third, the sample included
only public school teachers, restricting the generalizability of findings to private
institutions. Finally, as autonomy is a complex, multifaceted construct, future research
should explore its subtleties using mixed-methods designs and more diverse
educational settings.

Based on the research findings, several suggestions are proposed. To better
understand inclusive leadership and teacher autonomy, it is important to examine
contributing factors across diverse educational contexts. This may require shifting the
epistemological lens and employing alternative methods that capture the complexity
of these concepts, which makes interpretive research approaches more appropriate.
While teacher autonomy has gained attention in recent years, it remains difficult to
define and measure precisely. Further research could clarify which aspects of
autonomy teachers value most and which conditions best support their professional
growth. Therefore, increasing the volume of comprehensive studies on teacher
autonomy is recommended.

This study is limited to teachers in public schools, and results may differ for
those in private institutions regarding leadership perceptions, expectations, and
autonomy. It is recommended that future research compare autonomy perceptions
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across both sectors. The study used a quantitative design; however, qualitative
research is needed for a deeper understanding. Future studies should explore the
relationship between teacher autonomy and various contextual variables. Since
inclusive leadership modestly predicts autonomy, in-service training should help
administrators foster teacher voice, trust, and agency. Given that male teachers and
those with more experience perceive higher autonomy and support, training should
also address equitable engagement across genders and career stages. As secondary
school teachers expressed a stronger need for autonomy, targeted interventions may
help reduce structural constraints and promote participatory school environments.
Encouraging administrators to pursue postgraduate studies in educational leadership
could support long-term development, especially when aligned with competencies
emphasized in this study such as collaboration, cultural sensitivity, and power-
sharing.

Second, the Ministry of National Education could implement recognition-based
incentives such as leadership certificates, public acknowledgment, or mentoring
programs to encourage inclusive leadership among administrators. This aligns with
the finding that experienced and high school teachers reported higher perceptions of
inclusive leadership, likely reflecting mature leadership practices. Third, vocational
training for teachers should include autonomy-focused modules that emphasize
classroom decision-making and instructional flexibility. This supports the study’s
finding of lower autonomy perceptions in the rights and responsibilities
subdimension, indicating a need for structural reinforcement. Finally, teacher
education programs should incorporate autonomy awareness into their curricula,
especially to prepare future teachers for democratic and inclusive school settings.
Though broader in scope, this recommendation reflects the importance of fostering
early professional understanding of autonomy, in line with the study’s emphasis on
inclusive leadership as a driver of teacher agency.
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20. yiizyilin sonlarindan bu yana kiiresellesme hiz kazanmis ve uluslar1 sosyal,
kiiltiirel ve ekonomik agidan derinden etkilemistir. Yeni kavramlarin, becerilerin ve
uygulamalarin tesvik edilmesiyle birlikte, yonetim ve egitim alanlarinda onemli
degisiklikler yasanmistir. Bu baglamda, egitim kurumlarindan sosyal esitsizlikleri
azaltmalari, 6grenme firsatlarini genisletmeleri ve dezavantajli niifuslari siirece dahil
ederek sosyal refahi artirmalari beklenmektedir (Theoharis & Scanlan, 2020).

Glinlimiizlin hizla degisen kosullarinda, egitim kurumlar1 ve yonetsel stratejiler
yeniden sekillenmekte, bu durum okul liderleri igin gerekli yeterliliklerin yeniden
tanimlanmasina yol agmaktadir. Kiiresellesmenin etkisiyle egitimde giderek merkezi
bir konuma gelen liderlik, kapsami ve islevleri agisindan yeniden
degerlendirilmektedir; bu da farkli liderlik stillerinin ortaya ¢ikmasina neden
olmaktadir. Odak noktasi, lider 6zelliklerinden ¢ok lider-takipgi etkilesimlerine
kaymustir (Hollander, 2009). Bu doniisiim, hiyerarsik modellerden gii¢ paylagimini ve
ogretmen 6zerkligini esas alan doniisiimcii liderlige gecisi saglamistir (Leithwood vd.,
1999). Egitimde benimsenen c¢esitli liderlik yaklasimlar1 arasinda kapsayici liderlik
6n plana ¢ikmaktadir.

Kapsayici liderlik, bireyi merkeze alan, insani ve iliskisel bir yaklagim olup
duygusal zeka, sosyal adalet ve degisim temellerine dayanmaktadir (Byrd, 2022). ilk
olarak Nembhard ve Edmondson (2006, s. 927) tarafindan, baskalarmin katkilarini
kabul eden ve deger veren lider davranislari olarak tanimlanan bu kavram, zamanla
liderlerin goriiniirliigi, erisilebilirligi ve calisanlara sunduklar1 destek gibi unsurlari
da icerecek sekilde gelismigtir (Carmeli vd., 2010, s. 250). Giiniimiizde kapsayici
liderlik, orgiitler iginde adalet, esitlik ve ortak karar alma siireglerine katilimi tesvik
eden bir model olarak kabul edilmektedir (Randel vd., 2018).

Wauffli (2016), liderligi yoneticilikten su sozlerle ayirir: lider “dogru seyleri
bilen”, yonetici ise “seyleri dogru yapan” kisidir. Bu ayrim, basarinin yalnizca
dogruyu bilmekle degil, ayn1 zamanda onu dogru sekilde uygulamakla ve degisen
kosullara uyum saglayan ¢evik bir liderlikle miimkiin oldugunu vurgular. Egitimin
ilerici hedefleri dogrultusunda, sosyal adaleti ve toplumsal refahi onceleyen
kurumlara ve liderlere duyulan ihtiya¢ artmaktadir (Theoharis & Scanlan, 2020).
Arastirmalar, sosyal adalet ve kapsayiciligi destekleyen liderler yetistirmenin,
kapsayict egitimi gelistirmede etkili bir strateji oldugunu gdstermektedir (Cambron-
McCabe, 2006).

Her ne kadar yirminci yilizyilin ortalarindaki reformlar ilerleme saglamis olsa da,
son yillarda girisimcilik, 6zgiirlik ve yetkinlige odaklanan; miilkiyet haklari, serbest
piyasa ve ticarete dayanan neoliberal politikalar etkisini artirmistir. Ancak bu
politikalar, ayricalikli ve dezavantajli gruplar arasindaki ugurumu derinlestirerek
kapsayici yaklasimlara olan ihtiyaci artirmigtir (Harvey, 2005). Bu doniisiim, farklt
ekiplerle is birligi yapmak ve liderlik katilimini tesvik etmek gibi yeni sorumluluklart
da beraberinde getirmistir (Nishii & Mayer, 2009). Arastirmalar ayrica, 6gretmen
Ozerkliginin artmasmin 6grenme sonuglarini iyilestirdigini ortaya koymaktadir
(Manasia vd., 2020).
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Egitimciler, veliler, yoneticiler ve toplumun diger kesimlerinin beklentileriyle
ogrenci refahi arasinda denge kurmak zorundadir. Ogretmen 6zerkligi, 6gretmenlerin
kendi pedagojik stratejilerini gelistirdikleri ve esneklik uyguladiklart alani ifade
etmektedir (Wermke & Hostfélt, 2014). Bu kavram, meslektaglik iliskileri, esneklik,
ortak karar alma ve 6gretimsel tercihi kapsamaktadir (Pearson & Moomaw, 2006).
esneklik ile iliskilendirmektedir. Huang (2005, s. 206) ise ogretmen Ozerkligini,
Ogretmenlerin 6gretim siireclerini yonetmeye yonelik istek, yeterlik ve 6zgiirliigi
olarak tanimlamaktadir.

Ozerklik, dgretmen yeterliklerinin gii¢lendirilmesinde ve okullardaki sorunlarmn
ele alinmasinda temel bir etkendir (Pearson & Moomaw, 2005). Friedman (1999),
Ogretmen Ozerkligini iki ana bilesenle agiklamaktadir: karar diizeyi ve karar igerigi.
Karar diizeyi, egitimle ilgili taraflar1 etkileyen politika belirleme ve kural koyma
stireglerini kapsamaktadir. Karar igerigi ise pedagojik uygulamalar, &grenci
ihtiyaglari, ilgili taraflarla iliskiler, miifredat ve 6gretim yontemlerini igermektedir.
Biitgeleme, Ogrenci kaydi ve okul isleyisi gibi yonetsel alanlar da &gretmen
ozerkliginin kapsamina girmektedir (Friedman, 1999). Ogretmenlerin mesleki
basarisinda etkili olan temel unsurlar arasinda yoneticilerden kaynak ve destek almak
(Klinker vd., 2010), gorevlerinde yetki ve 6zerklige sahip olmak (Friedman, 2011) ve
yaptiklar1 iste degerli hissedebilmek yer almaktadir (Sanders, 2006). Chamberland
(2009, s. 104), ortak hedefler ve karar alma stirecleri mevcut olsa bile okul liderlerinin
liderliklerini aktif bicimde gelistirmeleri gerektigini belirtmektedir. Ogretmen
ozerkligi, Ogretmeni Onemseyen ve sesine kulak veren bir yonetim anlayigini
gerektirmektedir.

Beachum ve Dentith (2004), 6gretmenlerin okul ile ilgili konularda goriislerinin
alinmasma deger verdiklerini ortaya koymustur. Chew ve Andrews (2010, s. 72),
degisime Ogretmenlerin  Onciilik ettigi durumlarda, onlarin hem 6zerklik
kazandiklarini hem de liderlik becerilerini gelistirdiklerini belirtmektedir. Bu siireg,
Ogretmenlerin yaptiklar1 ise yiikledikleri anlami ve memnuniyet diizeylerini
giiclendirmekte ve mesleki doyumlarini artirmaktadir. Hofstein vd. (2004) ile Singh
vd. (2012), 6zerkligin liderlik firsatlari, pedagojik gelisim ve mesleki ilerleme ile
birlikte arttigin1 gézlemlemistir. Artan 6zerklik, daha yiiksek is doyumu, verimlilik ve
giiclendirici bir okul ortamu ile iliskilendirilmektedir. Parker (2015) ve Usma Wilches
(2007) tarafindan yiiriitiilen arastirmalar, daha fazla 6zerklige sahip 6gretmenlerin
tikenmiglik yasamaya ya da meslegi birakmaya daha az egilimli olduklarimi
gostermektedir. Kapsayici liderlik anlayisina sahip bireylerin yetistirilebilmesi, bu
dogrultuda gelistirilen nitelikli arastirmalari, amaca yonelik mesleki gelisim
programlarini ve liderlik egitiminde kapsamli reformlar1 gerektirmektedir.

Son yirmi yildaki kiiresel egilimler, 6gretmen Ozerkligini onemli Olgiide
etkilemektedir. Isveren beklentileri, alisma saatleri ve hedef odakli 6gretim gibi
degiskenler, 6gretmenlerin hem giinliik uygulamalarint hem de mesleki 6zgiirliiklerini
doniistirmektedir. Ogretmenler artan sorumluluklar iistlenirken, ayni zamanda
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¢aligmalarini organize etme konusunda belli bir 6zerklik de kazanmaktadirlar (Helgoy
& Homme, 2007). Bununla birlikte, yonetsel baskilar, dgretmenleri daha fazla
denetim odakl1 bir pedagojik yaklasima yonlendirebilmektedir (Pelletier vd., 2002).

Bu kuramsal temeller dogrultusunda, kapsayict liderligin neoliberal egitim
yonetimi altinda 6gretmen 6zerkligiyle nasil etkilesime girdigini incelemek biiytik
onem tasimaktadir. Neoliberalizm tarafindan sekillendirilen pek ¢ok egitim
sisteminde, standart testler, merkezi degerlendirme siirecleri ve performans tesvikleri
gibi mekanizmalar 6gretmen Ozerkligini sinirlandirmakta; olgiilebilir ¢iktilart ve
yukaridan asagiya kontrolii onceliklendirmektedir (Ball, 2003). Buna karsilik,
kapsayici liderlik; ortak vizyon, katilim ve mesleki saygiy1 tesvik ederek dengeleyici
bir rol Gistlenmektedir (Ryan, 2006). Foucault’dan hareketle Done ve Murphy (2018),
Ogretmenlerin giderek daha fazla “sorumlulastirildigin” One siirmekte; onlart
kapsayiciligin ahlaki temsilcileri olarak konumlandiran sistemin, ¢ogu zaman
kurumsal destekleri azaltirken hesap verebilirlik baskisini artirdigini belirtmektedir.
Bu dinamik, mesleki 6zerklik ile yiikiimliiliik arasindaki sinirin belirsizlegsmesine yol
acmaktadir. Glivene dayali iligkileri ve 6gretmen sesinin yiikseltilmesini merkeze alan
kapsayici liderlik, bu baskilara karsi bir direng alani olusturmakta ya da bu baskilari
yeniden ¢erceveleme imkani sunmaktadir.

Egitim politikas1 yapicilari, 6gretmenleri basarinin ve degisimin temel unsurlari
olarak gérmektedir (Harris & Sass, 2011). Ogretmen o6zerkligini destekleyen
kapsayici liderlik, 6gretmen motivasyonunu ve is doyumunu artirarak Ogrenci
basarisint da olumlu yonde etkileyebilmektedir. Yoneticiler, 6gretmenlerin rollerini
etkin bigimde yerine getirebilecekleri, destekleyici ve is birligine dayali ortamlar insa
etmekle sorumludur. Karar alma siireglerine katilim i¢in zaman ve mekan tanimak,
Ogretmenlerin katkilarini artirmaktadir. Giiven iliskileri kuran, etik ilkelere bagh
kalan ve siirekli 6grenmeyi destekleyen liderler; 6zellikle 6gretmen goriislerine deger
verip uygun diizeyde Ozerklik tamidiklarinda, 6gretmen liderligini
giiclendirmektedirler (Hunzicker, 2012; Wenner & Campbell, 2017).

Kapsayici liderlik, dgretmen iradesini ve katilimini dnceliklendirmesiyle 6ne
¢tkmaktadir. Doniistimcii liderlik degisimi tesvik ederken (Leithwood & Sun, 2012),
ogretimsel liderlik pedagojik yaklasimlar yoluyla sonuglara odaklanmaktadir (Day
vd., 2016). Buna karsin, kapsayici liderlik bu yaklasimlari; esitlik, i birligi ve ortak
sorumluluk vurgusuyla birlestirmektedir. Tiim seslerin deger gordiigii bir kiiltiir insa
ederek ogretmen ozerkligini desteklemektedir (Edda Oskarsdéttir vd., 2020).
Hiyerarsik modellerin aksine, sorumlulugu okul personeli ve paydaslar arasinda
dagitarak kolektif sahiplenme ve mesleki giiveni tesvik etmekte; dislayici yapilara
kars1 meydan okumaktadir.

Kapsayici liderlik, egitim arastirmalarinda giderek artan bir ilgi gdrmesine
karsin, mevcut ¢alismalar ¢ogunlukla is doyumu, orgiitsel baglilik veya calisanlarin
iyi olusu gibi degiskenlerle olan iliskisine odaklanmigtir (Agcihan, 2022; Pazar, 2021;
Sahin, 2022; Sentiirk, 2019). Bu ¢aligmalar, kapsayici liderligin olumlu bir 6rgiitsel
iklim yaratma potansiyelini vurgulamakta; ancak mesleki 6zerklik tizerindeki etkisini
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ele almamaktadir. Buna karsilik, d6gretmen 6zerkligi miifredat tasarimi (Kuloglu,
2023; Yolcu, 2019), 6z yeterlik (Ertay, 2022; Geng, 2022), liderlik stilleri (Seving,
2021; Subasi, 2022) ve okul iklimi (Cakalci, 2019) gibi ¢esitli degiskenlerle iligkili
olarak kapsamli bigimde incelenmistir. Her iki yap1 da literatiirde bagimsiz olarak
detayli sekilde ele alinmis olsa da, aralarindaki iligkiyi ortaya koyan g¢aligmalar
smirlidir. Bu arastirma, kapsayici liderlik ile 6gretmen 6zerkligi arasindaki baglantiy1
egitim baglaminda inceleyerek s6z konusu boslugu doldurmay1 amaglamaktadir.

Tiirkiye’nin egitim sistemi, miifredat, personel ve idari prosediirlere iligkin
kararlarin biyiik 6l¢iide Milli Egitim Bakanligi (MEB) tarafindan alindigi oldukga
merkezi bir yapi ile sekillenmektedir (Akyiiz, 2019). Bu merkezilesme, hem okul
yoneticilerinin hem de 6gretmenlerin 6zerkligini 6nemli Slglide smirlamaktadir.
Ayrica, Tirkiye’deki dgretmenler; diisiik mesleki statii, sinirlt kariyer olanaklar1 ve
okulun karar alma siireglerine kisith katilim gibi zorluklarla kars1 karstyadir (Unsal,
2018). Son dénemde uygulamaya konan 2023 Egitim Vizyonu gibi reform girisimleri
ise, performansa dayali hesap verebilirligi vurgulayarak yukaridan asagiya kontrol
mekanizmalarint daha da pekistirmistir (MEB, 2018). Bu baglamda, kapsayici
liderlik; is birligi kiiltiiriinii, gliven ortamini ve ortak karar alma stireclerini tesvik
ederek potansiyel bir denge unsuru sunmaktadir. Dolayistyla, Tiirkiye baglaminda
kapsayici liderlik ile 6gretmen 6zerkligi arasindaki iliskiyi arastirmak yalnizca giincel
bir ihtiyag degil, ayn1 zamanda teorik ve ampirik acidan da 6nemli bir katki potansiyeli
tasimaktadir.

Bu calismada yer alan alt1 alt arastirma sorusu, genellikle ayr1 ayri ele alinan
kapsayici liderlik ve dgretmen 6zerkligini bir araya getiren kavramsal bir ¢erceveye
dayanmaktadir. Kapsayici liderlik, katilimci karar alma, olumlu okul iklimi ve giiven
unsurlariyla iliskilendirilirken (Edda Oskarsdoéttir vd., 2020; Ryan, 2006), dgretmen
Ozerkligi ise miifredat Ozgiirliigli, Ogretimsel inisiyatif ve mesleki sorumluluk
boyutlarmi igermektedir (Cakalc1, 2019; Unsal, 2018). Ancak, 6zellikle Tiirkiye gibi
merkeziyetci egitim sistemlerinde bu iki yapiy1 dogrudan iligkilendiren arastirmalar
oldukga smirlidir. Bu arastirma sorulari, sdz konusu iliskiyi hiyerarsik orgiitsel yapilar
icinde kesfetmeyi amaglamaktadir. Demografik degiskenlerin analize dahil edilmesi,
liderlik ve 6zerklik algilarinin hem bireysel hem de kurumsal faktorlerden etkilendigi
varsayimina dayanmaktadir (Leithwood ve Sun, 2012). Dolayisiyla, bu alt sorular
yalnizca kuramsal bir boslugu doldurmay1 degil, ayn1 zamanda belirli bir egitim
baglaminda teoriye dayali varsayimlarin test edilmesini de hedeflemektedir.

Arastirmanmin Amaci

Bu aragtirma, 6gretmen algilar1 temelinde okul yoneticilerinin kapsayici liderlik
davranislar ile 6gretmen 6zerkligi arasindaki iliskiyi incelemeyi amaglamaktadir. Bu
dogrultuda asagidaki alt aragtirma sorularina odaklanilmistir:

1. Ogretmenler, okul yéneticilerinin kapsayici liderlik davramslarini nasil
algilamaktadir?
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2. Ogretmenlerin okul y&neticilerinin kapsayici liderlik davranislarina ydnelik
algilari; cinsiyet, yas, mesleki kidem, gorev yapilan okul tiirii degiskenlerine gore
anlaml bir farklilik géstermekte midir?

3. Ogretmenlerin 6gretmen 6zerkligine iliskin algilar hangi diizeydedir?

4. Ogretmen ozerkligine yonelik algilar, cinsiyet, yas, mesleki kidem, gorev
yapilan okul tiirii degigkenlerine gore anlamli bir farklilik gostermekte midir?

5. Ogretmen algilarina gére, okul yoneticilerinin kapsayici liderlik davranislary
ile 6gretmen 6zerkligi arasinda istatistiksel olarak anlamli bir iligki var midir?

6. Ogretmen algilart temelinde, okul y®&neticilerinin kapsayict liderlik
davraniglari, 6gretmen 6zerkligi diizeylerinin anlamli bir yordayicist midir?

Yontem

Bu béliimde arastirmanin modeli, evren ve 6rneklemi, veri toplama araglari, etik
kurul kararlar1, verilerin toplanmasi ve verilerin analizi hakkinda bilgiler
verilmektedir.

Arastirma Modeli

Bu arastirmada, okul yoneticilerinin kapsayici liderlik davranislari ile 6gretmen
ozerkligi arasindaki iligkiyi incelemek amactyla nicel arastirma yontemlerinden biri
olan iliskisel tarama modeli tercih edilmistir. iliskisel tarama modeli, iki veya daha
fazla degigsken arasindaki iliskiyi ve bu iliskinin yoniinii, derecesini ve bigimini
belirlemeyi amaglayan bir yaklagimdir (Karasar, 2023, s. 114). Bu tiir aragtirmalarda,
degiskenler lizerinde herhangi bir miidahalede bulunmaksizin degiskenler arasindaki
iligkilerin incelenmesi temel alinmaktadir (Bordens ve Abbott, 2017).

Evren-Orneklem / Calisma Grubu

Bu c¢alismanin evrenini, 2023-2024 egitim-6gretim yilinda Gaziantep'in
Sehitkamil ilgesindeki devlet ilkokullari, ortaokullar1 ve liselerinde gorev yapan
kadrolu ve sozlesmeli dgretmenler olusturmaktadir. flgedeki devlet okullarinda
toplam 12.854 6gretmen gorev yapmaktadir. %95 giiven diizeyi esas alinarak Cochran
formiilii ile hesaplanan minimum 6rneklem biiyiikliigii 373 olarak belirlenmistir. Bu
dogrultuda, basit rastgele drnekleme yontemiyle 390 6gretmenden veri toplanmus;
boylece minimum esik agilmis ve regresyon ile diger parametrik analizler i¢in gerekli
istatistiksel kosullar saglanmistir. Katilimeilarin %57,4’1 (n = 224) kadin, %42,6’s1
(n = 166) erkektir. Yas dagilimi incelendiginde, katilimcilarin %30,0’1 (n = 117) 20-
29 yas, %41,8’1 (n = 163) 30-39 yas, %20,8’1 (n = 81) 40-49 yas ve %7,4’i (n =29)
50 yas ve iizerindedir. Mesleki deneyim agisindan, katilimeilarin %59,7’si (n = 233)
1-10 y1l, %23,3’l (n = 91) 11-20 y1l ve %16,9’u (n = 66) 21 yil ve {izeri deneyime
sahiptir. Gorev yapilan okul tiiriine gore ise, %42,3’l (n = 165) ilkokullarda, %33,8’i
(n =132) ortaokullarda ve %23,8’1 (n = 93) liselerde ¢alismaktadir.
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Veri Toplama Araclan

Bu aragtirmada, katilimcilara iliskin demografik bilgileri toplamak amaciyla
aragtirmacilar tarafindan gelistirilen Kisisel Bilgi Formu kullanilmistir. Ayrica
arastirmanin hedefleri dogrultusunda degiskenler arasindaki iliskileri incelemek
amactyla Kapsayict Liderlik Olgegi (KLO) ve Ogretmen Ozerkligi Olgegi (O00)
uygulanmustir.

Kapsayict Liderlik Olcegi (KLO)

Bu calismada, okul ydneticilerinin kapsayici liderlik davraniglar ile 6gretmen
Ozerkligi arasindaki iligkiyi incelemek amaciyla, Agcihan (2022) tarafindan
gelistirilen Kapsayici Liderlik Olgegi (ILS) kullanilmigtir. Uygulama 6ncesinde dlgek
gelistiricisinden gerekli izinler almmustir. Olgek, “Kesinlikle Katilmiyorum” (1) ile
“Kesinlikle Katiltyorum” (5) arasinda derecelendirilen besli Likert formatinda olup,
sekiz alt boyut ve toplam 54 maddeden olusmaktadir; 23. madde ters
puanlanmaktadir. Olgekten alinabilecek toplam puanlar 54 ile 270 arasinda
degismektedir. Mevcut faktdr yapisini dogrulamak amactyla Dogrulayici Faktor
Analizi (DFA) yapilmistir. Elde edilen uyum indeksleri su sekildedir: ¥*(1343) =
3250.47, p <.001; y*/df = 2.42; RMSEA = 0.059; CFI = 0.93; GF1 = 0.91; SRMR =
0.054. Bu degerler, modelin iyi diizeyde uyum sagladigimni ve 6l¢ek yapisinin bu
orneklem icin gegerli oldugunu gdstermektedir.

Tiim maddeler ve alt boyutlar i¢in i¢ tutarlilik katsayilar1 .700’lin {izerinde,
faktor yiikleri ise .412 ile .950 arasinda degismektedir. Olgek, toplam varyansin
%83,86’s1n1 agiklamaktadir. Bu ¢alismada giivenilirlik analizleri yeniden yapilmis ve
elde edilen Cronbach alfa katsayilart su sekildedir: genel a = .99; destek o = .96;
degisim ajansi o = .96; is birligi a = .92; gii¢c paylasimi o = .87; paylasilan vizyon o =
.96; Kkiiltiirel farkindalik a = .94; 6z yonetim a = .92. Bu bulgular, 6lgegin hem
genelinde hem de alt boyutlarinda mitkemmel diizeyde ig tutarlilik sergiledigini ortaya
koymaktadir. Yiiksek alfa degerleri (o> .87), 6lgegin giiglii yapisal giivenilirlige sahip
oldugunu ve s6z konusu 6gretmen drnekleminde kullanim agisindan uygun oldugunu
gostermektedir.

Ogretmen Ozerkligi Olgegi (000)

Bu ¢alismada 6gretmen dzerkligini degerlendirmek amaciyla, Uziim ve Karsh
(2013) tarafindan gelistirilen Ogretmen Ozerkligi Olgegi (OOO) kullanilmistir.
Olgek, ters puanlanan madde igermemekte olup dért alt boyutta toplam 43 maddeden
olusmaktadir. Bu alt boyutlar; Ogretim Siirecinde Ozerklik (11 madde), Egitim
Sistemi (11 madde), Haklar ve Sorumluluklar (12 madde) ve Ozerklik Uygulamalari
(10 madde) seklindedir. Maddeler, “Hi¢” (1) ile “Tamamen” (5) arasinda
derecelendirilen besli Likert tipi bir 6lcekle dlgiilmektedir. Olgek hem genel toplam
hem de alt boyut diizeyinde analiz yapmaya olanak tanimaktadir.

Olgegin orijinal ¢alismasinda Kesifsel Faktor Analizi (AFA) uygulanmus
olmakla birlikte, bu ¢alismada mevcut yapmin dogrulanmast amaciyla Dogrulayict
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Faktor Analizi (DFA) gergeklestirilmistir. DFA sonuglari, 6lgegin bu drneklemde iyi
diizeyde uyum sagladigin1 gostermektedir: ¢*(1485) = 25.829.407, p < .001; CFI =
.93; TLI = .91; RMSEA = .054; SRMR = .046. Olgegin genel Cronbach alfa katsayisi
.936 olarak hesaplanmistir. Alt boyutlara ait giivenilirlik katsayilari ise soyledir:
Ogretim Siireci a = .94; Egitim Sistemi o = .92; Haklar ve Sorumluluklar a = .95;
Ozerklik Uygulamalar1 a = .98. Bu yiiksek i¢ tutarlilik degerleri (o > .90), dlgegin
farkli egitim baglamlarinda 6gretmen ozerkligini degerlendirmek icin giivenilir bir
6leme aract oldugunu ortaya koymaktadir.

Etik Kurul Karari

Aragtirma siirecinde, bilimsel arastirma ve yayin etigi ilkelerine titizlikle
uyulmustur. Bu arastirma Tokat Gaziosmanpasa Universitesi Sosyal ve Beseri
Bilimler Arastirmalari Etik Kurulu’nun 30.01.2024 tarih ve 01-65 sayili izni ile
yiiriitilmiistiir.

Veri Toplama Siireci

Aragtirmanin hedef evrenini, Gaziantep’in Sehitkamil ilgesinde gorev yapan
resmi ilkokul, ortaokul ve lise 6gretmenleri olusturmaktadir. Milli Egitim Bakanlig:
ve Gaziantep 11 Milli Egitim Miidiirliigii’nden gerekli izinler alindiktan sonra, temsili
bir okul ve 6gretmen drneklemine ulagsmak amaciyla basit rastgele 6rnekleme yontemi
kullanilmugtir. Veriler, hem c¢evrim i¢i (e-posta ve WhatsApp araciligiyla paylasilan
Google Formlar) hem de ilcedeki neredeyse tiim okullar ziyaret edilerek yiiz yiize
toplanmistir. Katilim goniilliiliik esasina dayali olarak gergeklestirilmis ve veri
toplama siireci 13 Mart - 15 Mayis 2024 tarihleri arasinda tamamlanmustir.

Verilerin Analizi

Alt arastirma sorularmi analiz etmek amaciyla, Jamovi 2.3.28 programi
kullanilarak tanimlayict ve ¢ikarimsal istatistik teknikleri uygulanmistir. Aykir
degerlerin belirlenmesinde z-skorlarindan yararlamilmis; normallik ve varyans
homojenligi ise ¢arpiklik-basiklik katsayilari ve Levene testi ile degerlendirilmistir.
Veriler, parametrik testlerin varsayimlari olan normal dagilim ve varyans homojenligi
kosullarini karsilamigtir. Bu dogrultuda, grup farkliliklarini incelemek i¢in Student’s
t-testi, Welch t-testi ve tek yonlii ANOVA kullanilmis; post-hoc karsilagtirmalar i¢in
ise Tukey testi uygulanmistir. Kapsayici liderlik ile 6gretmen 6zerkligi arasindaki
iligskiyi incelemek amaciyla Pearson korelasyon analizi yapilmistir. Ayrica, kapsayici
liderligin 6gretmen 6zerkligi iizerindeki yordayici giiciinii degerlendirmek i¢in basit
dogrusal regresyon analizi gergeklestirilmistir. Regresyon varsayimlari olan
normallik, hata terimlerinin sabit varyansi (homoscedasticity) ve otokorelasyon,
standart istatistiksel yonergelere uygun bicimde test edilerek dogrulanmistir
(Biiyiikoztiirk, 2021; Field, 2018; Kim, 2013).

Bulgular

Bu boéliimde, alt problemlere yanit aramak amaciyla gergeklestirilen betimsel ve
yordamsal istatistik analizleri ile bu analizler sonucunda elde edilen bulgular
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sunulmaktadir. Tablo 1’de 6gretmenlerin kapsayici liderlik davranislarmna iliskin
goriisleri yer almaktadir.

Tablo 1

Ogretmenlerin Kapsayici Liderlik Olgegi ve Alt Boyutlarina Iliskin Alg1 Diizeylerine
Yonelik Tanimlayict Istatistikler

Alt Boyutlar N X u SS Carpiklik  Basiklik
Giivenilirlik 390 3.75 4.00 0.976 -1.038 0.765
Destekleme 390 3.67 3.86 0.972 -0.811 0.271
Degisimin ajant 390 3.68 3.88 0.877 -0.910 1.070
Isbirligi 390  3.70 3.86 0.833 -0.760 0.745
Giiciin Paylagimi 390 3.60 3.75 0.745 -0.837 0.892
Paylasilan vizyon 390  3.70 4.00 0.930 -0.871 0.730
Kiiltirel Farkindalik 390 3.85 4.00 0.875 -0.981 0.944
Ozyodnetim 390 3.60 3.80 0.897 -0.872 0.831

Kapsayici Liderlik Toplam 390 3.69 3.89 0.829 -0.956 0.926

Tablo 1’in analizine gore, 6lgek ve alt boyutlara iliskin carpiklik ve basiklik
degerlerinin £1.5 aralifinda oldugu goriilmektedir; bu durum, verilerin normal
dagildigin1 gostermektedir (Tabachnick & Fidell, 2013). Bu bulgu, daha giivenilir
analizler yapabilmek adina parametrik testlerin kullanimmi hakli kilmaktadir.
Ogretmenlerin kapsayic liderlige iliskin alt boyutlara yonelik algilarina ait aritmetik
ortalama ve standart sapma degerleri su sekildedir: giivenilirlik (X=3.75; SS=0.98),
destekleme (X=3.67; SS=0.97), degisimin ajam1 (X=3.68; SS=0.88), is birligi
(X=3.70; SS=0.83), giiciin paylasimi (X=3.60; SS=0.75), paylasilan vizyon (X=3.70;
SS=0.93), kiiltiirel farkindalik (X=3.85; SS=0.88) ve 6z yonetim (X=3.60; SS=0.90).
Kapsayic1 liderlik dlgegine iliskin toplam puan ise (X=3.69; SS=0.83) olarak
belirlenmistir. Bulgulara gore, 6gretmenler tarafindan en diisiik algilanan alt boyutlar
giicin paylasimi ve 6z yonetim olurken, en yiiksek algi ise kiiltiirel farkindalik
boyutunda goézlemlenmistir.

Tablo 2

Ogretmenlerin Kapsayici Liderlik Ortalama Puanlarimin Cinsiyete Gore t-Testi
Sonuclart

Alt Boyutlar Cinsiyet N X t(388) p Cohen's d
Giivenilirlik Iéflfellr(‘ fég g;} 1.091 276 -0.11
Destekleme gflfé‘: fgg gjgg 2275 .023*  -0.23
Degisimin Ajant gj‘&‘: fég g:?i 0966 335  -0.10
isbirligi gfﬁ:‘l‘(‘ %22 ;:2‘9‘ 1,790 074  -0.18

Devam ediyor
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Tablo 2 (Devam)

Kadin 224 3.55

Giiciin Paylagim1 Erkek 166 3.67 1.655 .099 -0.17
Paylasilan Vizyon Iéflfellr(‘ fég g:% 1.546 123 -0.16
Kiiltiirel Farkindalik gflfé‘: fég 222 0020 977  -0.00
Ozyonetim gflf;l‘: fég g:zz 0813 417  -0.08

Arastirmaya katilan Ogretmenlerin kapsayict liderlik algilari, cinsiyet
degiskenine bagli olarak Student’s t testi ve Welch’s t testi ile analiz edilmistir. Analiz
sonuglari, destekleme alt boyutunda [t(388) =2.28, p<.005] istatistiksel olarak anlaml1
bir farklilik oldugunu gostermektedir. Ancak diger boyutlarda anlamli bir fark tespit
edilmemistir. Ayrica, erkek katilimcilarin, kadin katilimcilara kiyasla okul
yoneticilerini daha destekleyici liderler olarak algiladigi sdylenebilir. Cohen’s d etki
biiyiikligii= <0.2; kii¢lik diizeyde etki gosterdigi sdylenebilir.

Tablo 3

Ogretmenlerin Kapsayict Liderlik Ortalama Puanlarimin Yaslara Gére ANOVA
Sonuglart

Yas ANOVA
Alt Boyutlar 20-29 30-39 40-49 50 +

N X N X N X N X F@3386) p 72
Giivenilirlik 117 3.62 163 3.67 81 4.00 29 4.04 3.81 010% 029
Destekleme 117 3.47 163 3.61 81 402 29 393 639  <.001* 047
Degisimin ajam 117 3.54 163 3.62 81 3.96 29 3.86 452 004* 034

Isbirligi 117 3.54 163 3.64 81 398 29 393 5.65 <001* .042
Giiciin 117 3.42 163 3.57 81 3.88 29 3.72 6.75 <.001* .050
Paylagimi

Paylasilan 117 3.50 163 3.67 81 4.03 29 3.84 5.70 <.001* .042
vizyon

Kiiltiirel 117 3.71 163 3.82 81 4.04 29 4.06 2.83 .038*% 022
Farkindalik

Ozyénetim 117 336 163 3.59 81 3.89 29 3.87 6.83 <.001* .050

ANOVA testi sonuglari, 6gretmenlerin yas degiskenine bagl olarak kapsayici
liderligin giivenilirlik [F(3,386) = 3.81, p < .005], destekleme [F(3,386) = 6.39,
p<.001], degisimin ajanm1 [F(3,386) = 4.52, p < .005], isbirligi [F(3,386) = 5.65,
p<.001], giiciin paylasimi [F(3,386) = 6.75, p<.001], paylasilan vizyon [F(3,386) =
5.70, p<.001], kiiltiirel farkindalik [F(3,386) =2.83, p <.005] ve 6zyonetim [F(3,386)
= 6.83, p<.001] alt boyutlarinda istatistiksel olarak anlamli farkliliklar oldugunu
gostermektedir. Gruplar arasindaki farkliligin belirlenmesi amaciyla Tukey testi
uygulanmigtir. Tukey testi sonuglarina gore, 40-49 yas araligindaki 6gretmenler, 20-
29 yas grubuna kiyasla okul yoneticilerini daha giivenilir, destekleyici, isbirligine
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yatkin, degisime agik, vizyoner ve 6zyOnetim becerisine sahip olarak algilamaktadir.
40-49 yas araligindaki 6gretmenler, 20-29 yas grubuna kiyasla okul yoneticilerini
daha giivenilir, destekleyici, igbirligine yatkin, degisime agik, vizyoner ve 6zydnetim
becerisine sahip olarak algilamaktadir. 50 yas ve lizerindeki 6gretmenler ise 20-29 yas
grubuna kiyasla okul yoneticilerini daha 6z degerlendirme yapan ve kendini
gelistirme konusunda aktif bireyler olarak gérmektedir. Eta kare (#2) etki biiytikliigii
degeri kiiciik ila orta diizeyde oldugu sdylenebilir.

Tablo 4

Ogretmenlerin Kapsayici Liderlik Ortalama Puanlarimin Mesleki Kidemlerine Gire
ANOVA Sonuglart

Mesleki Kidem

Alt-Boyutlar 1-10 1120 21+ ANOVA

N X N X N X FQ238) p n2
Giivenilirlik 233 3.68 91 3.69 66 4.09 4838 .008* 025
Destekleme 233 357 91 3.69 66 4.02 557 .004* 028
Degisimin ajant 233 3.62 91 3.62 66 4.00 510 .006* 026
sbirligi 233 3.62 91 3.68 66 4.01 586  .003* 029
Giiciin Paylastmi 233 354 91 3.60 66 38 376 .024* 019
Paylasilan vizyon 233 3.63 91 370 66 3.98 3.63  .027% 018
Kiiltiirel Farkindalik 233 3.83 91 371 66 4.12 457 011* 023
Ozybnetim 233 350 91 3.64 66 3.94 643 .002* 032

ANOVA sonuglari, 6gretmenlerin mesleki kidemlerine gore kapsayici liderligin
tim alt boyutlarinda anlamli farkliliklar oldugunu ortaya koymustur: giivenilirlik
[F(2,387) = 4.88, p < .005], destekleme [F(2,387) = 5.57, p < .005], degisimin ajani
[F(2,387) = 5.10, p < .005], is birligi [F(2,387) = 5.86, p < .005], giiciin paylasim
[F(2,387) = 3.76, p < .005], paylasilan vizyon [F(2,387) = 3.63, p < .005], kiiltiirel
farkindalik [F(2,387) = 4.57, p <.005] ve 6z yonetim [F(2,387) = 6.43, p <.005]. 21
yil ve iizeri mesleki deneyime sahip 6gretmenler, 1-10 y1l ve 11-20 y1l deneyime sahip
ogretmenlere kiyasla okul yoneticilerini daha kapsayici, giivenilir, is birligine acik,
degisime yatkin ve kiiltiirel agidan duyarli olarak algilamislardir. Eta-kare (n?)
degerlerinin 0.018 ile 0.032 arasinda degismesi, etkinin kiigiik olmakla birlikte
istatistiksel olarak anlamli oldugunu gostermektedir.
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Tablo 5

Ogretmenlerin Kapsayici Liderlik Ortalama Puanlarinin Okul Tiiriine Gore ANOVA
Sonuclart

Okul Tiirii
, : ANOVA

Alt Boyutlar Ilkokul Ortaokul Lise

N X N X N X FQ387) p 52
Giivenilirlik 165 3.61 132 3.83 93  3.89 3.11 .046* 016
Destekleme 165 352 132 3.74 93 384 3.70 .026* .019
Degisimin ajani 165 353 132 3.76 93  3.86 5.05 .007* .025
Isbirligi 165 3.51 132 3.81 93  3.87 749  <.001* .037

Giiciin Paylagimi 165 3.48 132 3.66 93 372 375  .024* .019
Paylagilan vizyon 165 3.54 132 382 93 384 478  .009% .024

Kiiltiirel 165 3.70 132 3.94 93  3.99 4.39 .013*% 022
Farkindalik
Ozyonetim 165 341 132 373 93 377 725 <.001* .036

ANOVA testi analizi, okul tiiriine gore kapsayici liderligin tiim alt boyutlarinda
anlaml farkliliklar oldugunu ortaya koymustur: giivenilirlik [F(2,387) = 3.11, p <
.005], destekleme [F(2,387) = 3.70, p < .005], degisimin ajan1 [F(2,387) = 5.05, p <
.005], is birligi [F(2,387) = 7.49, p < .001], giiciin paylasimi [F(2,387) = 3.75, p <
.005], paylasilan vizyon [F(2,387) = 4.78, p < .005], kiiltiirel farkindalik [F(2,387) =
439, p < .005] ve 6z yonetim [F(2,387) = 7.25, p < .001]. Bulgular, lise
Ogretmenlerinin, okul ydneticilerini ilkokul 6gretmenlerine kiyasla daha kapsayici
olarak algiladiklarini gostermektedir. Ayrica, ortaokul 6gretmenleri, yoneticilerini
ilkokul 6gretmenlerine gore daha is birligine acik, paylasimci ve kiiltiirel agidan
farkindalig1 yiiksek olarak degerlendirmistir. Eta-kare (n?) degerleri, kiigiik ile orta
diizey arasinda degisen etki biiyiikliiklerine isaret etmektedir. Tablo 6, 6gretmenlerin
ozerklik algilarina iligkin bulgulart sunmaktadir.

Tablo 6

Ogretmenlerin Ogretmen Ozerkligi Olgegi ve Alt Boyutlarina Iliskin Algi Diizeylerine
Yonelik Tammlayict Istatistikler

Alt Boyutlar N X u SS Carpiklik  Basiklik
Ogretim Siireci 390 437 4.36 0.532 -0.858 1.400
Egitim Sistemi 390 439 4.36 0.490 -0.453 -0.177
Hak ve Sorumluluklar 390 325 3.17 0.902 0.105 -0.532
Ozerklik Uygulamalar1 390 3.32 3.22 0.677 0.489 0.287

Ogretmen Ozerkligi Toplam 390  3.84 3.81 0.461 0.469 0.274

Tablo 6, 6gretmen Ozerkliginin alt boyutlarina iliskin aritmetik ortalama ve
standart sapma degerlerini sunmaktadir. Puanlar su sekilde dagilmistir: 6gretim siireci
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(X=4.37; SS=0.53), egitim sistemi (X=4.39; SS=0.49), haklar ve sorumluluklar
(X=3.25; SS=0.90) ve ozerklik uygulamalar1 (X=3.32; SS=0.68). Genel ortalama
puan ise X=3.84 (SS=0.46) olarak belirlenmistir. Bu bulgular, 6gretmenlerin en
yiiksek 6zerklik algismi egitim sistemi boyutunda, en diigiikk algiy1 ise haklar ve
sorumluluklar boyutunda yasadiklarini gostermektedir. Bu durum, 6gretmenlerin
ozerkligi daha ¢ok kurumsal diizeyde algiladiklarina, bireysel diizeyde ise sinirl
hissettiklerine isaret etmektedir.

Tablo 7

Ogretmenlerin Ogretmen Ozerkligi Ortalama Puanlarimn Cinsiyete Gére t-Testi
Sonucglart

Cinsiyet
Alt Boyutlar Kadin Erkek  #388) p Cohen’sd
N X N X
Ogretim Siireci 224 446 166 427 -3.53 <.001* 0.36
Egitim Sistemi 224 443 166 433 -1.99 .047* 0.20
Hak ve Sorumluluklar 224 3.19 166 333 147 .143 -0.15
Ozerklik Uygulamalari 224 320 166 3.47 394 <001* -0.40

Tablo 7, cinsiyete dayali olarak 6gretim siireci [t(388) =-3.53, p <.001], egitim
sistemi [t(388) = -1.99, p <.05] ve 6zerklik uygulamalar1 [t(388) = 1.47, p <.001] alt
boyutlarinda anlamli farkliliklar oldugunu ortaya koymaktadir. Haklar ve
sorumluluklar boyutunda ise anlamli bir fark bulunmamistir. Kadin 6gretmenler,
Ogretim siirecinde kendilerini daha 6zerk hissetmekte ve egitim sistemini 6zerkligi
daha fazla destekleyen bir yap1 olarak algilamaktadir. Buna karsilik, erkek
ogretmenler, Ozerklik uygulamalarinin daha genis kapsamli bir bicimde hayata
gecirilmesinden yana goriis bildirmistir. Etkili biiyiikliigii (Cohen’s d), bu farklarin
kiigiik ile orta diizeyde oldugunu goéstermektedir.

Tablo 8

Ogretmenlerin Ogretmen Ozerkligi Ortalama Puanlarinin Yaslara Gére ANOVA
Sonucglart

Yas
ANOVA

Alt Boyutlar 20-29  30-39  40-49 50 +

N X N X N X N X FQ2387) p #n2
Ogretim Siireci 117 439163441 81 43029 431 0926  .428 .007
Egitim Sistemi 117 441163444 81 43129 428 1.729 .161 .013
Hak ve Sorumluluklar 117 328 1633.26 81 3.26 29 3.04 0.585 .625 .005
Ozerklik Uygulamalar1 117 333163325 81 34629 322 1.840 .139 .014

Tablo 8, dgretmenlerin algiladiklar1 6zerklik diizeylerinin yas degiskenine gore
istatistiksel olarak anlamli bir farklilik gdstermedigini ortaya koymaktadir. Eta-kare
(n?) degerleri ise bu degiskenin etkisinin kiigiik diizeyde oldugunu géstermektedir.
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Tablo 9

Ogretmenlerin Ogretmen Ozerkligi Ortalama Puanlarinin Mesleki Kidemlerine Gore
ANOVA Sonuglart

Mesleki Kidem
Alt-Boyutlar 1-10 1120 21+ ANOVA
N X N X N X F2387) p 2
Ogretim Stireci 233 442 91 430 66 432  2.198 112 011
Egitim Sistemi 233 444 91 437 66 426 3288  .038* .017
Hak ve Sorumluluklar 233 330 91 329 66 3.02  2.622 074 013
Ozerklik Uygulamalart 233 333 91 329 66 329 0230 795 001

ANOVA analizi sonuglarina gore, dgretmenlerin mesleki kidem degiskenine
bagli olarak egitim sistemi boyutunda [F(2,387)=3.29, p<.005] istatistiksel agidan
anlamli bir farklilik saptanmistir. 1-10 y1l mesleki deneyime sahip 6gretmenler ile 21
yil ve iizeri deneyime sahip dgretmenler arasinda anlamli bir fark bulunmus olup, 1-
10 y1l kideme sahip 6gretmenlerin, egitim sisteminin daha &zerk bir yapida olmasi
gerektigine yonelik algilarinin daha yiiksek oldugu belirlenmistir. Eta kare degerleri
kiigiik etki biiytlikliigline sahiptir.

Tablo 10

Ogretmenlerin Kapsayici Liderlik Ortalama Puanlarinin Okul Tiiriine Gore ANOVA
Sonuclart

Okul Tiiri
- - ANOVA
Alt Boyutlar ITkokul Ortaokul Lise
N X N X N X Fe387) p 2
Ogretim Siireci 165 435 132 4.40 93 438 0423 .655 .002
Egitim Sistemi 165 440 132 4.37 93 441 0.216  .806 .001

Hak ve Sorumluluklar 165 327 132 3.29 93 3.5 0.701 .497 .004
Ozerklik Uygulamalar1 165 326 132 3.45 93 323 3924 .021*.020

Ozerklik uygulamalar1 alt boyutunda, okul tiiriine baglh olarak anlamli bir
ANOVA farki saptanmustir [F(2,387) = 3.92, p < .005]. Tukey testi sonuglari, farkin
ilkokul ile ortaokul ve ortaokul ile lise arasinda ortaya ¢iktigini gostermistir. Ortalama
puanlar, ortaokul Ogretmenlerinin &zerklik uygulamalarini, ilkokul ve lise
Ogretmenlerine kiyasla daha fazla 6nemsediklerini ortaya koymustur. Yas, medeni
durum, hizmet siiresi, yoneticilik deneyimi ve brans gibi degiskenler kontrol altina
alindiginda, 6zerklik alt boyutlarinda anlamli farkliliklar kalmamistir. Eta-kare (n?)
degerleri, kiiglik diizeyde bir etki biiyiikliigiine isaret etmektedir. Tablo 11, kapsayici
liderlik ile 6gretmen O6zerkligi arasindaki Pearson korelasyonunu gostermektedir.
Kapsayici Liderlik Olgegi ile Ogretmen Ozerkligi Olgegi puan ortalamalari arasindaki
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iliski, Pearson Momentler Carpimi Korelasyon Katsayis1 kullanilarak analiz
edilmistir. Elde edilen korelasyon analizi sonuglart Tablo 11°de sunulmustur.

Tablo 11

Kapsayici Liderlik Olgegi Alt Boyutlart ile Ogretmen Ozerkligi Alt Boyutlart
Arasindaki lligkilere Yonelik Pearson Korelasyon Analizi Sonuglart

00 Os ES HS Ou
r 0.208
KL p degeri <.001*
e * 0.105 -0.005 0.231 0.042
p degeri 039% 926 <.001* 407
DE r 0.132 0.008 0.272 0.065
p degeri .009* 882 <.001* 201
DA r 0.152 0.023 0.285 0.081
p degeri .003* 656 <.001* 112
is r 0.103 0.002 0.248 0.004
p degeri .042% 976 <.001* 942
cp r 0.101 -0.020 0.290 0.073
p degeri .047% 693 <.001* 151
PV r 0.100 -0.014 0.284 0.084
p degeri .049% 784 <.001* .098
KF r 0.138 0.023 0.222 0.036
p degeri .006* 648 <.001* 474
oz r 0.108 -0.032 0.271 0.046
p degeri .034%* 531 <.001* 360

Tablo 11°de sunulan korelasyon katsayisi sonuglarina gore, kapsayici liderlik ile
Ogretmen Ozerkligi arasinda istatistiksel olarak anlamli, pozitif ve zayif bir iliski
oldugu belirlenmistir (r=0,208; p<.001). Bu bulgu, 6gretmenlerin okul yoneticilerine
yonelik kapsayici liderlik algi diizeyleri arttikga, 6zerklik diizeylerinde de artis
yasandigimi  gostermektedir. Determinasyon katsayisi  (R?=0,0434) dikkate
alindiginda, kapsayici liderlik algisindaki artisin 6gretmen 6zerkliginde %4,3
oraninda bir degisime neden oldugu anlagilmaktadir. Bu dogrultuda, 6gretmenlerin
ozerklik diizeylerinin %4,3 oraninda okul ydneticilerinin kapsayict liderlik
davranislarindan olumlu yonde etkilendigi sOylenebilir. Elde edilen sonugclar,
kapsayici liderlik algisinin artmasinin, yoneticilerin bu becerilerinin geligmesine bagli
olarak 6gretmen 6zerkligini diisiik diizeyde de olsa artirabilecegini gostermektedir.
Ayrica, kapsayici liderligin tiim alt boyutlarinin, 6gretmen 6zerkliginin 6gretim siireci
ile hak ve sorumluluklar alt boyutlariyla pozitif yonde iligkili oldugu tespit edilmistir.

Tablo 12°de, katilimcilarin kapsayict liderlik seviyelerinin 6gretmen 6zerkligi
seviyelerini agiklayip agiklamadigini 6grenmek igin basit dogrusal regresyon analizi
sonuglarmna yer verilmistir.
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Tablo 12

Kapsayici Liderligin Ogretmen Ozerkligi Uzerindeki Etkisine Yonelik Basit Dogrusal
Regresyon Analizi

Alt-Boyutlar B Standart Hata Beta t p

®
Sabit 3.414  0.105 32.621 <.001
Kapsayici Liderlik 0.116 0.028 208 4.197 <.001

R=0.208 R2=0.0434 F1,388=17,6 p<.001

Basit dogrusal regresyon analizinin tiim varsayimlari kargilandiktan sonra analiz
gerceklestirilmistir. Regresyon modeli verilere iyi diizeyde uyum saglamistir: F(1,
388) = 17.614, p <.001, R? = .043. Bu sonug, kapsayici liderligin 6gretmen 6zerklik
diizeyindeki varyansin %4,3’iinii acikladigini gostermektedir. Analiz bulgulari,
kapsayici liderlik diizeyinin 6gretmen 6zerkligi iizerinde istatistiksel olarak anlaml
ve pozitif bir etkiye sahip oldugunu ortaya koymaktadir (8 =.21, p <.001). Kapsayic1
liderlik diizeyi arttikga, Ogretmen Ozerkliginin de artma egiliminde oldugu
goriilmektedir.

Regresyon dogrusuna iliskin denklem Y = 3.414 + 0.116X seklindedir. Bu
denklem, Kapsayici Liderlik Olgegi puaninda meydana gelen her bir birimlik artigin,
Ogretmen Ozerklik Olgegi puaninda ortalama 0.116 puanlik bir artisa karsilik
geldigini gostermektedir. Regresyon modeli istatistiksel olarak anlamli olmakla
birlikte, nispeten diisiik R? degeri (%4,3), kapsayici liderligin 6gretmen 6zerkligindeki
degiskenligin yalnizca kiigiik bir boliimiinii agikladigini gostermektedir. Bu durum,
modele dahil edilmeyen bagka faktdrlerin 6gretmenler arasindaki 6zerklik algisinin
olusmasinda daha belirleyici olabilecegine isaret etmektedir.

Ogretmen 6zerkligini yordayan regresyon denklemi asagida sunulmaktadr:

Ogretmen Ozerkligi=3,41+.116Kapsayici Liderlik

Genel olarak bulgular, kapsayici liderlige iliskin algilarin dgretmenlerin yasi,
mesleki deneyimi ve gorev yaptiklart okul tiiriine gore sekillendigini gostermektedir;
bu degiskenler kurumsal kiiltiir ve liderlik beklentileriyle iligkili olabilir. Daha
deneyimli 6gretmenler ve lise diizeyinde gorev yapanlar, 6zellikle destek, is birligi ve
0z yonetim gibi alanlarda daha olumlu goriisler bildirmistir. Bu durum, liderlikle ilgili
birikmis deneyimi ya da akademik olarak daha talepkar ortamlardaki farkli
beklentileri yansitiyor olabilir. Buna karsilik, daha geng ve daha az deneyime sahip
Ogretmenler kapsayict liderligi daha diigiik diizeyde algilamig, bu da karar alma
stireglerine smirh katilim veya farkl liderlik etkilesimlerinden kaynaklantyor olabilir.
Bu oriintiiler, kapsayici liderligin evrensel bir ¢ercevede tanimlansa da demografik
gruplar arasinda farkli gekillerde deneyimlenebilecegini ortaya koymakta ve cesitli
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okul ortamlarinda uyarlanabilir liderlik yaklagimlarmma duyulan ihtiyact
vurgulamaktadir.

Tartisma, Sonug ve Oneriler

Bulgular, 6gretmenlerin okul yoneticilerini genel olarak kapsayici liderler olarak
algiladiklarint ve o&zellikle giivenilirlik boyutuna vurgu yaptiklarini ortaya
koymaktadir. Bu durum, giivenin egitimde kapsayici liderligin temel bilegenlerinden
biri oldugunu belirten Onceki arastirmalart desteklemektedir (Randel vd., 2018;
Carmeli vd., 2010). Ornegin, Bourke ve Espedido (2020), kapsayici liderligin
psikolojik giivenlik icin gerekli olan karsilikli giiven ve saygiy1 tesvik ettigini ifade
etmistir. Ayrica, destekleyicilik ve is birligi boyutlarinda 6gretmen algilari cinsiyete
gore anlaml farkliliklar gostermis; buna karsilik diger alt boyutlarda dikkate deger
bir farklilik gézlemlenmemistir.

Veriler, erkek 6gretmenlerin okul yoneticilerini kadin 6gretmenlere kiyasla daha
destekleyici olarak algiladiklarini ortaya koymaktadir. Altinel Yiincii (2022), Crisol-
Moya vd., (2020), Giil (2021) ve Sahin (2022) ¢esitli baglamlarda yiirittiikleri
caligmalarda, kapsayici liderlik algilarinda cinsiyete dayali anlamli farkliliklar
bulunmadigint bildirmistir. Ancak bu aragtirmada “destek” alt boyutunda
gozlemlenen cinsiyet farki, baglama 6zgii bir duruma isaret etmektedir. Bu durumun
olas1 bir agiklamasi, erkek 6gretmenlerin okul yoneticileriyle daha dogrudan ve sik
iletisim kurmalar1 nedeniyle algilanan destegin artmasi olabilir. Ote yandan, kadin
ogretmenler okul ortaminda dolayli dislanma ya da ortiik dnyargilar nedeniyle daha
diisiik diizeyde destek algist gelistirebilirler. Ayrica, toplumsal cinsiyet rolleri ve
okullardaki kiiltirel beklentiler de bu durumu etkileyen faktorler arasinda
degerlendirilebilir.

Bulgular, kapsayici liderlik algisinin yas ile birlikte artma egiliminde oldugunu
gostermektedir. Bu durum, daha yasli 6gretmenlerin sahip olduklari deneyim ve idari
siireglere olan asinaliklarinin, liderlik davraniglarini daha agik ve olumlu bigimde
degerlendirmelerine katki saglamasindan kaynaklaniyor olabilir. Onceki ¢alismalar,
yas ile mesleki giiven ve iligkisel olgunluk arasinda pozitif bir iligki oldugunu ortaya
koymaktadir (Billingsley, 2018; Malik vd., 2023). Deneyimli 06gretmenler,
yoneticilere yonelik daha gercekci ya da empatik beklentilere sahip olabilir ve bu da
daha olumlu algilara yol agabilir. Zamanla 6gretmenler daha gii¢lii bir mesleki kimlik
gelistirebilir ve liderlik davraniglarini yorumlama konusunda daha kendinden emin
hissedebilirler. Buna karsilik, daha gen¢ Ogretmenler hald okul sistemi igindeki
konumlarimi netlestirme siirecinde olabilir ve algilanan destek eksikligine kars1 daha
duyarl1 davranabilirler.

Sonuglar, kapsayici liderlik algisinin mesleki deneyimle birlikte artma
egiliminde oldugunu gostermektedir. Ozellikle 21 yil ve iizeri deneyime sahip
Ogretmenler, yoneticilerini giivenilirlik, degisime agiklik, is birligi ve kiiltiirel
duyarlilik gibi boyutlarda daha olumlu degerlendirmistir. Bu egilim, deneyimli
ogretmenlerin mesleki olgunluk diizeylerini ve kurumsal yapiya iliskin daha genis bir



726 Ahmet Giirbiiz & Emine Saklan

icgori gelistirmis olmalarimi yansitiyor olabilir. Zaman i¢inde 6gretmenler, liderlik
davranislarina yonelik daha incelikli bakis agilar1 gelistirebilir ve bu da daha yiiksek
diizeyde psikolojik giivenlik hissine bagli olarak olumlu degerlendirmelere yol
acabilir (Billingsley, 2018; Randel vd., 2018). Ancak bu bulgu, o6nceki bazi
calismalarla ¢elismektedir. Altinel Yiincii (2022), Gil (2021) ve Sahin (2022),
O0gretmen deneyimi ile kapsayict liderlik algist arasinda anlamli bir iligki tespit
edememistir. ilging bir sekilde, Bas (2023), yalnizca 1-4 yil arasinda mesleki
deneyime sahip 6gretmenlerin kapsayici liderlige daha olumlu baktigini raporlamustir.
Bu farkliliklar, okul kiiltiirii, yonetim tarzi ya da 6gretmenlerin kendilerini en fazla
desteklenmis hissettikleri meslek evreleri gibi baglamsal faktdrlerden kaynaklaniyor
olabilir.

Veriler, kapsayict liderlik algilarmin  okul tiirline gore farklilagtigini
gostermektedir. Lise 0gretmenleri, 6zellikle kiiltiirel duyarlilik, ig birligi ve ortak
karar alma boyutlarinda daha yiiksek diizeyde kapsayicilik algilamaktadir. Bu durum,
kapsayici uygulamalarin daha yaygin oldugu ve 6grenci profili agisindan daha cesitli
olan ortadgretim kurumlarmin karmagik yapisini yansitiyor olabilir. Wu ve
arkadaglar1 (2023), yapisal olarak karmasik okullarda tutarliligi ve motivasyonu
sirdiirmenin genellikle daha kapsayict bir liderlik yaklasimi gerektirdigini
belirtmistir. Benzer sekilde, Crisol-Moya vd. (2022), okul diizeyindeki yapisal ve
baglamsal faktorlerin liderligin nasil algilandigini  dogrudan etkiledigini
vurgulamaktadir. Ancak bu bulgu, Tiirkiye baglaminda yiiriitiilen bazi ¢aligmalarla
celismektedir. Ornegin Altinel Yiincii (2022) ve Agcihan (2022), okul tiiriine gore
kapsayici liderlik algilarinda anlamli bir fark tespit etmemistir. Mevcut ¢alismanin
uluslararasi bulgularla uyum i¢inde olmasi, orgiitsel dlgek, 6gretmen 6zerkligi diizeyi
ve liderlikten beklenen roller gibi baglamsal degiskenlerin, ulusal politika
yapilarindan daha etkili olabilecegini diisiindlirmektedir.

Bulgular, cinsiyetin 6gretmenlerin 6zerklik algilarini, ozellikle 06gretim
uygulamalar1 ve sistemsel beklentiler baglaminda anlamli bicimde etkiledigini
gostermektedir. Kadin &gretmenler, 6gretim siireclerinde daha giiclii bir 6zerklik
algis1 bildirmis ve pedagojik bagimsizliga yonelik beklentilerinin daha yiiksek
oldugunu ifade etmislerdir. Buna karsilik, erkek 6gretmenler daha ¢ok o6zerkligin
pratik diizeyde uygulanmasina vurgu yapmiglardir. Bu durum, kadmnlarin sif
yonetimi ve miifredat uygulamalarinda daha fazla sorumluluk iistlenmeleri nedeniyle
pedagojik denetim arzularinin artmasindan kaynaklaniyor olabilir. Ote yandan, erkek
O0gretmenler daha g¢ok kurumsal diizeydeki ozerkligi onceliklendirmektedir. Bu
sonuglar, dnceki arastirmalarla kismen ortiismektedir. Colak vd. (2017) ile Sahin Ipek
(2017), cinsiyete dayal anlaml bir fark bulmazken; Vasile (2013) ve Uziim (2014),
erkek 6gretmenlerin daha yiiksek diizeyde 6zerklik algiladiklarii bildirmistir. Bu tiir
tutarsizliklar, okul iklimi, liderlik bi¢imi ve degisen toplumsal cinsiyet normlar1 gibi
baglamsal etmenlerden kaynaklantyor olabilir. Mevcut bulgular, 6zerkligin kapsayici
liderlik altinda cinsiyetler arasinda nasil deneyimlendigine ve algilandigina dair yakin
donemde yasanan degisimlere de isaret etmektedir.
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Aragtirma, 6zerklik algilarinin yasa bagli olarak degisebilecegini diisiindiiren bir
oriintii ortaya koymustur. Benzer sekilde, Sakar’in (2013) calismasi da meslege yeni
baslayan 6gretmenlerin daha diisiik diizeyde 6zerklik algiladigin1 gdstermektedir. Ote
yandan, Celik’in (2016) arastirmasina gore dgretmenlerin genel 6zerklik algisi yasa
gore belirgin  bir degisim  gostermemektedir. Hizmet siiresine  gore
degerlendirildiginde ise 6gretmenlerin 6zerklik algisinin alt boyutlarinda anlamli bir
farklilik gézlenmemistir. Bu sonug, daha onceki arastirmalarla da oOrtiigmektedir
(Celik, 2016; Colak, 2016; Kiirk¢ii, 2019).

Aragtirma, 6gretmen Ozerkligi algilarinin mesleki kidem ve okul tiiriine goére
anlamli diizeyde farklilik gosterdigini ortaya koymustur. Daha az deneyime sahip
ogretmenler, 6zellikle egitimsel ¢erceveler baglaminda daha giiglii bir 6zerklik arzusu
tagimakta; bu durum, erken kariyer donemlerinde karsilastiklart zorluklarla basa
¢ikma ve pedagojik kimliklerini insa etme siirecine duyduklar1 ihtiyagla iliskili
olabilir. Buna karsilik, deneyimli 6gretmenlerin mevcut sistemlere uyum sagladiklari
ve sistemsel 6zerklige daha az ihtiya¢ duyduklar diisliniilebilir. Colak (2016), bes
yilin altinda deneyime sahip Ogretmenlerin daha yiiksek diizeyde o6zerklik
algiladiklarini belirtirken; Sakar (2013), 24 y1ilin {izerinde kideme sahip 6gretmenlerin
daha yiiksek Ozerklik algisina sahip oldugunu saptamistir. Bu durum, 6gretmen
ozerkliginin dogrusal olmayan ve baglama bagli bir yapiya sahip olabilecegini
gostermektedir. Okul tiirii de belirleyici bir unsur olarak 6ne ¢ikmaktadir; ortaokul
ogretmenleri, ilkokul ve lise Ogretmenlerine kiyasla daha fazla kisitlamayla
karsilastiklarini ifade etmislerdir. Bu durum, smav odakli yapilarin miifredat
esnekligini smirlamasindan kaynaklaniyor olabilir. Pearson ve Moomaw (2005) da
lise 6gretmenlerinin diger okul tiirlerinde gorev yapan 6gretmenlere gore daha yiiksek
diizeyde 6zerklik deneyimlediklerini belirtmistir. Bu bulgular, 6gretmen 6zerkliginin
kariyer evresi, kurumsal beklentiler ve yapisal sinirliliklar tarafindan sekillendigini;
dolayisiyla farkli baglamlarda homojen bir bicimde deneyimlenmedigini ortaya
koymaktadir.

Bu ¢aligma, dgretmen 6zerkliginin kapsayici liderlik algistyla yakindan iligkili
oldugunu ortaya koymustur. Daha yiiksek diizeyde kapsayicilik algilayan
ogretmenler, 6zellikle 6gretim ve mesleki sorumluluklar alaninda kendilerini daha
ozerk hissetmiglerdir. Bu durum, okul liderlerinin ortak karar alma ve giiven gibi
uygulamalar1 tesvik ettiklerinde 6gretmenlerin rollerinde daha yetkin ve giicli
hissettiklerini gostermektedir. Bulgular, 6zerkligin is doyumu ve ise bagllik
tizerindeki etkisini vurgulayan onceki arastirmalarla ortiismektedir (Collie vd., 2016;
Fernet vd., 2016). Ornegin Skerritt (2019, 2020), Birlesik Krallik’taki irlandali
gdcmen Ogretmenlerin siirekli denetim ve kat1 gdzetim nedeniyle kendilerini giigsiiz
hissettiklerini belirtmistir. Benzer sekilde, Perryman ve Calvert (2020), artan
denetimin dgretmen motivasyonunu ve meslekte kalma istegini olumsuz etkiledigini
saptamustir. Brady ve Wilson (2021) ise 6gretmenlerin goriisii alinmadan uygulanan
iyi olus (well-being) girisimlerinin 6zerkligi azaltabilecegine dikkat ¢cekmistir. Bu
caligmalar birlikte degerlendirildiginde, kapsayict liderligin 6gretmen &zerkligini
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stirdiirebilecek kosullar1 tesvik ederek koruyucu bir etken rolii iistlenebilecegi
anlagilmaktadir.

Uluslararasi aragtirmalar, gretmen 6zerkliginin yalnizca yapisal denetimlerle
degil, ayn1 zamanda meslek i¢i ortiik gézetim yoluyla da sik sik siirlandigini ortaya
koymaktadir. Birlesik Krallik ve Isveg gibi iilkelerde bu tiir kisitlamalar, neoliberal
hesap verebilirlik sistemlerinden kaynaklanmaktadir (Ball, 2003; Skerritt, 2020).
Benzer bir durum, Tiirkiye'nin son derece merkezi ve standartlastirilmis egitim
yapisinda da goézlemlenmektedir (Akyiiz, 2019). Tiirkiye'de yapilan g¢alismalar
(Sahin, 2022; Giil, 2020), hiyerarsik liderlik anlayisinin ve biirokratik siireglerin
Ogretmenlerin mesleki inisiyatif kullanma alanimi daralttigini gostermektedir. Bu
bulgular, kiiresel egilimlerle benzerlik gdsterirken aym1 zamanda Tiirkiye’deki
okullarin kendine 6zgii kurumsal yapisini da yansitmaktadir. Bu ¢alisma, uluslararasi
perspektifleri yerel baglamla biitiinlestirerek, kapsayict liderligin siki denetim
altindaki sistemlerde bile 6gretmen 6zerkligini destekleyebilecek bir denge unsuru
olabilecegini ileri siirmektedir.

Calisma, daha az deneyime sahip dgretmenlerin 6zerklige yonelik daha giiglii bir
istek ifade ettiklerini ortaya koymustur; bu durum, kurumsal yapilarin bu
Ogretmenlerin 6znelesme kapasitesini sinirlayabilecegine isaret etmektedir. Ayrica,
ortadgretim ogretmenleri, ilkdgretim 6gretmenlerine kiyasla egitim uygulamalarinda
daha fazla 6zerklik talep etmistir. Bu bulgular, 6zerklik algilarinda kariyer evresi ve
okul tiriiniin etkili oldugunu gostermekte ve uluslararasi arastirmalarla da
desteklenmektedir. Allodi ve Fischbein (2012), Isve¢’teki geng ortadgretim
Ogretmenlerinin, deneyimli meslektaglarina kiyasla daha diisiik diizeyde mesleki
ozerklik algiladiklarint bildirmistir. Benzer sekilde, Strong ve Yoshida (2014),
ortadgretim OSgretmenlerinin ilkokul 6gretmenlerine kiyasla daha yiiksek diizeyde
miifredat &6zerkligine sahip oldugunu ortaya koymustur. Bu c¢alismanin temel
katkilarindan biri, merkezi politikalar ve standartlagsmis beklentiler gibi sistemsel
faktorleri, ozellikle yeni Ogretmenlerin Ozerklik algilarmi sekillendiren baslica
etkenler olarak vurgulamasidir.

Aragtirma, kapsayici liderlik ile 6gretmen 6zerkligi arasinda istatistiksel olarak
anlaml bir iliski oldugunu ortaya koymustur. Kapsayici liderligin tiim alt boyutlari,
ozerkligin “Ogretim siireci” ve “haklar ve sorumluluklar” boyutlariyla pozitif yonde
iligkilidir; ancak “egitim sistemi” ve “6zerklik uygulamalar1” boyutlariyla anlamli bir
iliski saptanmamustir. Ogretmenler, yoneticileri kiiltiirel esitlilige saygili, ayrimcilik
yapmayan ve farkli diinya goriisleri ile politik diistincelere agik olarak
degerlendirmistir. Bununla birlikte, yetki ve sorumluluklarin adil bigimde
dagitilmasinda yasanan zorluklar, gii¢ paylasiminda gesitli sorunlarin varligina isaret
etmektedir. Yoneticilerin hata kabul etme, kisisel inanglarini sorgulama ve 6z
degerlendirme yapma konularinda da zorlandiklart goriilmektedir. “Haklar ve
sorumluluklar” boyutunda ise 6gretmenler; 6gretimle ilgili sorunlar1 ¢6zme, program
gelistirme ve galisma ortamini diizenleme gibi alanlarda sinirli 6zerklige sahip
olduklarini, oysa bunlarin mesleki bir hak oldugunu diistindiiklerini ifade etmiglerdir.
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Bununla birlikte, 6gretmenlerin egitim sistemi igerisinde karar alma siireglerine
katilimi, 6zerklik algilarini artirtyor goriinmektedir.

Korelasyon bulgularina ek olarak, regresyon analizi kapsayici liderligin
Ogretmen 6zerkligini anlamli sekilde yordadigini ortaya koymustur (B =.21, p <.001).
Ancak modelin agiklayicilik diizeyi nispeten diistiktiir (R? = .043); bu da kapsayici
liderligin  6zerklik algisindaki varyansin  yalnizca %4,3’ilini  agikladigini
gostermektedir. Bu bulgu, kapsayici liderligin istatistiksel olarak anlamli bir etken
oldugunu, ancak 6gretmen 6zerkligi gibi ¢ok boyutlu bir yapiy1 tek basina agiklamak
icin yeterli olmadigin1 ortaya koymaktadir. Sonuglar, dgretmen &zerkliginin okul
kiltirt,, hesap verebilirlik politikalari, mesleki gelisim firsatlart ve sistemsel
simirlamalar gibi diger degiskenlerden de etkilenen karmasik bir yapi oldugunu
vurgulamaktadir. Etki biiytikliigliniin miitevazi diizeyde olmasi, liderligin 6nemini
kabul etmekle birlikte, daha genis kurumsal ve politik baglamlarin etkisini 6ne ¢ikaran
onceki aragtirmalarla da ortiismektedir (6r. Randel vd., 2018).

Genel olarak bulgular, kapsayici liderlige iliskin algilarin dgretmenlerin yasi,
deneyimi ve gorev yaptiklari okul tiiriinden etkilendigini ortaya koymaktadir. Bu
faktorler, biiyiik olasilikla kurumsal kiiltiir ve liderlik beklentileriyle iligkilidir.
Deneyimli 6gretmenler daha istikrarli pozisyonlara sahip olduklarindan, ortak karar
alma stireclerine katilma olasiliklar1 artmakta ve bu durum, kapsayicilik algilarini
giiclendirmektedir. Lise Ogretmenleri ise, daha karmasik ve yapilandirilmis
ortamlarda, liderlik rollerinin daha net tanimlandig1 kosullarda calistyor olabilir.
Ozerklik agisindan bakildiginda, yasca biiyiik ve deneyimli 6gretmenler uzmanliklart
ve kuruma asinaliklar1 sayesinde mesleki yargilarini kullanma konusunda daha
Ozgiivenli hissedebilirler. Buna karsilik, daha geng¢ ya da deneyimsiz dgretmenler,
hiyerarsik engellerle karsilasabilir veya 6zerk hareket etme konusunda yeterli giiveni
hissedemeyebilirler. Bu bulgular, liderlik ve 6zerklik algilarindaki farkliliklar1 analiz
ederken kurumsal dinamiklerin ve kariyer evresinin dikkate alinmasi gerektigini
vurgulamaktadir.

Bu calismanin cesitli smirliliklari  bulunmaktadir. Ilk olarak, veriler
katilimeilarin 6znel degerlendirmelerine dayanan anket formlarindan toplanmistir; bu
durum, 6zellikle liderlik ve 6zerklik gibi hassas konularda katilimci algilar1 ve sosyal
begenirlik yanlilig1 tarafindan etkilenmis olabilir. Tkinci olarak, ¢alismada yalmzca
nicel yontemler kullanilmistir; bu, istatistiksel analizleri miimkiin kilmakla birlikte,
nitel verilerin sunabilecegi daha derinlemesine anlayis1 sinirlandirmstir. Ugiineii
olarak, Orneklem yalnizca devlet okullarinda goérev yapan O6gretmenlerden
olusmaktadir; bu da elde edilen bulgularin 6zel O6gretim kurumlarina
genellenebilirligini kisitlamaktadir. Son olarak, d6zerklik karmasik ve ¢ok boyutlu bir
yap1 oldugundan, gelecekteki arastirmalarin bu kavramin inceliklerini daha iyi ortaya
koyabilmek i¢in karma ydntem desenleri ve daha ¢esitli egitim ortamlar1 kullanmasi
onerilmektedir.

Aragtrma bulgularina dayanarak ¢esitli Oneriler sunulmaktadir. Kapsayict
liderlik ve 6gretmen 6zerkligini daha iyi anlayabilmek i¢in, bu kavramlara etki eden
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faktorlerin farkli egitim baglamlarinda incelenmesi 6nemlidir. Bu, epistemolojik
bakis agisinda bir degisimi ve s6z konusu kavramlarin karmasikligini yansitabilen
alternatif yontemlerin kullanilmasini1 gerektirebilir; bu baglamda yoruma dayali
(interpretatif) arastirma yaklagimlari daha uygun hale gelmektedir. Son yillarda
ogretmen Ozerkligi giderek daha fazla ilgi gorse de, bu kavramin tam olarak
tanimlanmas1 ve Olciilmesi hala giictiir. Gelecekte yapilacak arastirmalar,
Ogretmenlerin 6zerkligin hangi yonlerine daha fazla deger verdigini ve hangi
kosullarin mesleki gelisimlerini en iyi sekilde destekledigini ortaya koyabilir. Bu
nedenle, 6gretmen Ozerkligi lizerine kapsamli arastirmalarin sayisinin artirilmasi
Onerilmektedir.

Bu ¢aligma, yalnizca devlet okullarinda gorev yapan 6gretmenlerle sinirlidir; bu
nedenle, liderlik algilari, beklentiler ve 6zerklik agisindan 6zel kurumlarda gorev
yapan 6gretmenler i¢in farkli sonuglar ortaya ¢ikabilir. Gelecek arastirmalarda, her iki
sektor arasinda 6zerklik algilarinin karsilastirilmasi dnerilmektedir. Arastirmada nicel
desen kullanilmis olmakla birlikte, bu kavramlari daha derinlemesine anlamak
amaciyla nitel arastirmalara da ihtiyag¢ vardir. Gelecek ¢alismalar, 6gretmen 6zerkligi
ile ¢esitli baglamsal degiskenler arasindaki iliskiyi incelemelidir. Kapsayici liderligin
ozerkligi sinirlhi diizeyde yordadigi goéz oOniine alindiginda, hizmet ici egitim
programlari yoneticilere 6gretmen sesini duyurma, giiven iliskisi kurma ve 6gretmen
inisiyatifini destekleme konularinda rehberlik etmelidir. Ayrica, erkek 6gretmenlerin
ve daha deneyimli olanlarin daha yiiksek diizeyde ozerklik ve destek algilamasi,
hizmet igi egitimlerin cinsiyetler ve kariyer evreleri arasinda daha adil katilimi da
hedeflemesi gerektigini gostermektedir. Ortaokul dgretmenlerinin 6zerklige yonelik
daha giiglii bir ihtiyag¢ ifade etmeleri, bu diizeyde yapisal sinirliliklar1 azaltmaya ve
katilimer okul ortamlarini tesvik etmeye yonelik miidahaleleri gerekli kilmaktadir.
Yoneticilerin egitim liderligi alaninda lisansiistii egitime tesvik edilmesi, 6zellikle bu
¢aligmada vurgulanan is birligi, kiiltiirel duyarlilik ve gii¢ paylagimi gibi yeterliklerle
uyumlu sekilde yiiriitiildiigiinde, uzun vadeli gelisimi destekleyebilir.

Ikinci olarak, Milli Egitim Bakanlhigi, yoneticiler arasinda kapsayici liderligi
tesvik etmek amaciyla liderlik sertifikalari, kamuya ag¢ik takdirler veya mentorluk
programlari gibi tanimaya dayali tesvik mekanizmalarini hayata gegirebilir. Bu 6neri,
deneyimli 6gretmenlerin ve lise Ogretmenlerinin daha yiiksek diizeyde kapsayict
liderlik algilamasina yonelik bulgularla ortiismektedir; bu durum, daha olgun ve
yerlesik liderlik pratiklerinin bir yansimasi olarak degerlendirilebilir. Ugiincii olarak,
Ogretmenlere yonelik mesleki gelisim programlarina, sinif i¢i karar alma ve
ogretimsel esneklige odaklanan 6zerklik temelli modiiller eklenmelidir. Bu, ¢alismada
“haklar ve sorumluluklar” alt boyutunda daha diisiik 6zerklik algilarinin tespit
edilmesiyle uyumludur ve yapisal diizeyde giiclendirme ihtiyacina isaret etmektedir.
Son olarak, 6gretmen yetistirme programlarinda ozerklik farkindaligina yonelik
igerikler yer almali; bu sayede gelecekteki gretmenler demokratik ve kapsayici okul
ortamlaria daha hazirlikli hale getirilmelidir. Kapsami daha genis olsa da, bu 6neri
ogretmen Ozerkligine iligkin mesleki farkindaligin erken donemde gelistirilmesinin
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temel belirleyicisi olarak ele alan yaklasimiyla da 6rtigmektedir.
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