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ABSTRACT

The main objective of this study is to shed light on the administrators’ and teachers’ perceptions of teacher
autonomy in Azerbaijani and Turkish educational system. In the study, the meaning of teacher autonomy,
areas where teachers are able to act in an autonomous manner and the obstacles related to teacher autonomy
were comparatively studied. Qualitative research model was used in this study. Data was collected by means
of the interviews conducted between 2014 -2015 academic years in Baku, Azerbaijan and Sinop, Turkey.
The sampling of the research was selected by means of easy access case sampling method. A total of 40
participants including 15 class teachers and 5 administrators from the state schools in Baku Azerbaijan and
15 class teachers and 5 administrators from Sinop, Turkey state schools provided support for the research.
According to the findings analysed by the descriptive and content analysis, teachers and administrators in
Azerbaijan and Turkey have defined the concept of teacher autonomy in terms of the teachers’ duties and
responsibilities during the in-class educational activities and the factors related to in-class educational
activities are in low levels.
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TURKIYE VE AZERBAYCAN EGIiTiM SISTEMLERINDE
OGRETMEN OZERKLIGINE ILISKIN OKUL YONETICIiLERI
VE OGRETMEN GORUSLERI

OZET

Bu aragtirmanin temel amaci, Azerbaycan ve Tiirkiye egitim sistemlerinde okul yoneticileri ve
ogretmenlerin 6gretmen Ozerkligi kavramina iliskin goriislerini belirlemektir. Arastirmada, Tiirkiye ve
Azerbaycan egitim sistemlerinde 6gretmen &zerkliginin (otonomisinin) anlami, &gretmenlerin 6zerk
davranabilecegi alanlar ve 6gretmenlerin 6zerk, bagimsiz davranmalarinin ve meslekleri ile ilgili kararlar
almalarinin 6niindeki engeller karsilagtirmali olarak incelenmistir. Bu ¢aligma nitel aragtirma yontemi ile
gergeklestirilmistir. Aragtirmanmn verileri 2014-2015 déneminde Tirkiye’de Sinop’ta, Azerbaycan’da
Bakii’de kamu okullarinda yiiz yiize goriisme teknigi ile toplanmustir. Aragtirmanin 6rneklemi, Kolay
ulasilabilir durum 6rneklemesi yontemiyle secilmistir. Arastirmaya Bakii merkezindeki devlet okullarmdan
15 simf gretmeni ve 5 yonetici; Sinop merkezindeki devlet okullarindan 15 simf 6gretmeni ve 5 yonetici
olmak tizere toplam 40 gretmen ve yonetici katilmustir. Aragtirmanin verileri betimsel ve igerik analizi ile
analiz edilmistir. Arastirmanmn bulgularina gore, Azerbaycan ve Tiirkiye’de Ggretmen ve yOneticiler
ogretmen Ozerkligi kavramini genellikle 6gretmenin sinif igindeki 6gretim etkinlikleri ile ilgili gbrev ve
sorumluluklarina gére tanimlamus, okul i¢i diger faktorlerde kararlara katiima diisiik diizeyde kalmustir.
Anahtar Kelimeler: Ogretmen otonomisi, okul yéneticisi, miifredat, karar, Tiirkiye, Azerbaycan
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1. INTRODUCTION

The concept of autonomy is defined as the individual’s ability of self-governance.
Autonomy is a human requirement from birth (Deci & Ryan, 1991). The lack of
autonomy which is formed via the life experiences acquired by the individuals throughout
their lives lead to certain undesired personality features such as the inability of
individuals to defend their personal rights and incapability to use the potential effectively
(Oksiiz, 2012). As for teacher autonomy, it may be conceptualized as the freedom to give
independent professional decisions and make independent choices. Generally, teachers
are expected to be able to give qualified decisions with regards to the in-class learning
activities (Elmore, 1987). Teachers’ ability to make qualified decisions with regards to
critical situations they encounter with and to make correct choices during conducting
their duties also affect the quality of the educational activities (Pearson, 1995; Sentovich,
2004). Thus; the perimeter of a teacher’s area of autonomy carries importance with
regards to both the quality of the educational activities and the school democracy and
participation. Modern administrative approaches emphasize the requirement of
administering the school societies in a manner based on participation.

1.1. Teacher Autonomy

Definitions regarding the concept of teacher autonomy are generally discussed within the
framework of the involvement of the teacher in the planning, improvement and
management of education (Freidman, 1999). In different sources, this concept was also
classified as the determination of curriculum, educational activities, evaluation of student
success, student behaviours, organization of classroom environment and professional
development (O’Hara, 2006; Rudolph, 2006).

Whether the teacher’s autonomy is solely limited to the in-class learning activities and it
involved participation to all the areas of school governance and planning activities has
always been a matter of debate (Blase & Kirby, 2009; Ingersol, 1994; LaCoe, 2006;
Moomaw, 2005; Pearson & Hall, 1993; Rudolph, 2006). While it appears that teacher
autonomy solely comprises in-class activities when interpreted from a narrow
perspective, it may also be considered as comprising the whole school and school
governance from a broader perspective.

According to Moomaw (20035, 2), teacher’s autonomy is not limited to solely the in-class
activities. Teacher autonomy comprises issues such as (2005, 2); (1) School structure and
class organization-regulation, (2) Disciplinary transactions, (3) Content of education
(curriculum), (4) Academic standards, (5) Personal rights and (6) Cost policy (financial
decisions). Similarly, Webb (2002) and Ingersoll (2007) perceive teacher autonomy as
teachers’ possession of a particular area of authority and freedom regarding any kind of
issues related to their profession, which they consider as a requirement deriving from the
professional features of the occupation of teaching. A common ground for both the
narrow and broad perspective related to teacher autonomy is that; teacher autonomy is
effected not only by professional development, but also the quality of educational
activities.

When the studies conducted in literature with regards to teacher autonomy are
considered, it is seen that the subject was discussed in relation with issues such as
teacher’s stress and exhaustion, teacher reinforcement, teacher professionalism and
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teacher’s job satisfaction. The studies revealed that there were various factors effecting
the working conditions of teachers. In their working conditions, teachers are effected
from many factors such as being safe within their work environment (Ingersoll, 2001;
Stockard & Lehman 2004), salary (Ingersoll, 2001), size of the class (Guarico,
Santibanez & Daly, 2006; Ingersoll 2001), resources provided for students (Stockard &
Lehman, 2004), participation and support of the parents (Johnson & Birkeland, 2001;
Ingersoll 2001), professional status (Bogler, 2001), ability to gain control and to have an
effect on the working environment (Stockard & Lehman, 2004).

In studies made regarding the autonomy of the teacher and the perceived lack of control,
Lazarus (1966) emphasized the relationship between the emotion of weakness
experienced by teachers and emotional stress, tension and anxiety. According to the
findings of a study conducted by Froeschle and Crews (2010), it is suggested that there
is a relationship between teachers’ level of stress, lack of autonomy and the academic
success of students. When the level of pressure on the teacher increases, teacher’s level
of stress also shows an increase; and when the opportunities of cooperation within the
school environment decrease, the student’s level of academic success also decreases in
environments where the autonomy of teacher is limited. Similar results were obtained by
Pearson and Moomaw (2005), Hung (2012) with this regard.

As can be seen, participation of teachers in the decision making processes in schools and
in in-class activities depends on the establishment of a school environment providing the
teachers with the freedom of decision making and the opportunity to use this freedom.
Participation of the teachers in the planning, development and management of education
which may be conceptualized as the autonomy of teachers regarding the in-class activities
forms the basis of the autonomy of schools and the school-based management. Young
(1989) considers the main components of school-based management as autonomy and
participation in the decision making process. (cited in Ugurlu & Qahramanova, 2013).

1.2. Teacher Autonomy in Educational Systems in Turkey and Azarbaijan

When the literature regarding the subject is examined in Azerbaijan and Turkey, it can
be observed that the researches regarding teacher autonomy are quite limited in both
countries.

1.3. Teacher autonomy in educational systems in Turkey

Turkey has an administrative structure where central management is strictly applied
(Azerbaijan also has central administration). In educational organization, there are two
structures of administration: centralization and provincial organization. Decisions given
by the central administration are applied by the provincial organizations and are
communicated to schools, which are the farthest units (www.meb.gov.tr).

In Turkish Education System, decisions made by the school administrations are submitted
for the approval of the senior management. Activities to be applied at schools are mostly
conducted in accordance with the provisions of legislation and the planning made by the
Ministry of National Education (MEB). When these features are considered, it may be
stated that the schools have limited autonomy in the Turkish Education System.

As of 2004, comprehensive studies of reconstruction were conducted by Turkish Ministry
of National Education. Primarily, with the renewal of the teaching-learning programmes,
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a reconstruction approach based on student-centred learning methods has been adopted.
This situation required fundamental changes in the content of the lesson, teaching
techniques and evaluation processes used by the teachers. In the new programmes, taking
the students characteristics into consideration, putting forward the acquisitions and
facilities in bringing in the students certain attitudes and skills, in-class communication,
adopting facilities and interaction as the preferred methods and implementing
performance and evaluation approaches compatible with these processes have
considerably changed the roles and responsibilities of teachers (Oztiirk, 2011).

While the teacher requirements in the structuralist approach applied in Turkey are
supposed to carry a more independent, creative and effective role in programme
development, the continuation of the old perspective towards the control mechanisms
used for teachers creates a conflict within the system. In the Turkish education system,
teachers generally do not go beyond being the sole implementer of the type of education
determined by the course books. This situation has been frequently interiorized by the
teachers. Many of the teachers believe that it is not themselves, but the Ministry of
National Education who should undertake certain responsibilities (Can, 2009). Although
the profession of teaching and the related problems in Turkey have been widely discussed
from different perspectives in scientific studies, there are only few researches dealing
with the subject from the aspect of teacher autonomy.

Most of the studies conducted focused on particularly the learner autonomy and generally
discussed the autonomy of the foreign language learners (Balgikanli, 2008). In few
studies which focused on teacher autonomy, subjects such as the teachers’ role and area
of authority in terms of autonomy (Sert, 2007; Ustiinliioglu, 2009; Oztiirk, 2011),
evaluation of the school administrations regarding participation, freedom and autonomy
(Zencirci, 2010), the relationship between the support for autonomy and the perception
of professional competence (Giiveng, 2011), autonomy of the teachers in the preparation
of the curriculum programs (Oztiirk, 2012) and perceptions of teachers and teacher
candidates with regards to teacher autonomy (Ugurlu & Qahramanova, 2013) were
discussed.

1.4. Teacher autonomy in educational systems in Azarbaijan

The initial analysis made related to the studies conducted for the development of the
education system after Azerbaijan declared its independence showed that the education
system of the country was under the influence of Russia and inherited a very successful
education system. The primary objective of the educational policy in Azerbaijan is to
make the necessary moves in order to be attuned to the globalizing world.

Azerbaijan which implemented this approach as a state policy has activated significant
reform movements primarily in higher education and other educational stages, in line
with the Azerbaijan Republic Educational Reform Program. Within this scope, the
content of education was renewed, the significance of providing autonomy to universities
was emphasized by the senior politicians and educational institutions were given broad
authority. Within this context, certain universities and science councils were given
autonomy within the scope of the determination of the structure of State Attestasiya
Commissions, establishment of state education standards, preparation of education plans
and solution of other problems.
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Rights of people providing education in Azerbaijan have been regulated pursuant to
Article 33 of the Education Law. Accordingly, the right of people providing education
have been legally regulated as “choosing the form, methods and tools of education (Art.
33.2.3), claiming for respect with regards to his/her honour and dignity (Art. 33.2.4) and
realizing the other rights foreseen by the laws” (Art.33.2.9).

In Azerbaijan, the subject of teacher autonomy is a new concept in literature (Ugurlu &
Qahramanova, 2013). Most of the studies conducted in Azerbaijan and Russia focus on
the autonomy of the learners of foreign languages. It is emphasized that the teachers are
required to play a consulting and supporting role in promoting the autonomy of students
in foreign language learning (A.U. T'epuena 'ox Beimycka, 2009). In studies which
emphasize the autonomy of the universities during the teaching process of teacher
candidates, it was suggested that the teaching environment should involve the concepts
of free choice, cooperation, peace and integration, openness and transparency and that
the aforementioned concepts served as a tool in the professional development of the
future teachers with regards to managing this process.

1.5. Purpose

Based on the literature and the opinions of the school administrators and teachers, the
meaning of the teacher autonomy reviewed and discussed in this study. The concept of
autonomy is defined as the individual’s ability of self-management. In addition, teacher
autonomy may be conceptualized as the teacher’s freedom to make professional decisions
when it comes to choosing their own activities.

The main objective of this study is to shed light on the administrators’ and teachers’
perceptions of teacher autonomy in the Azerbaijani and Turkish educational system. On
the basis of the theoretical framework related, the main purpose of this study is to reveal
the perceptions of the administrators of education and teachers in the education system
of Turkey and Azerbaijan with regards to the concept of teacher autonomy.

In the study, according to teachers’ and school administrators” opinion in Turkey and
Azerbaijan:

1. What is meaning of teacher autonomy?
2. Which are areas/subjects where teachers are able to use autonomy?
3. What are barriers to teacher autonomy?

2. METHOD

Under this title, methodological topics such as the research design, participants, how the
data gathering and analyzed are presented for the reader.

2.1. Design

This study which was done to examine of the teacher autonomy in Turkey and Azerbaijan
education systems via the opinions of school administrators and teachers. The study uses
a qualitative research model which serves to understand and interpret the events and
phenomena in their natural environment. Qualitative researches are defined as studies
where qualitative data collecting methods such as observation, interview and document
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analysis are used and a qualitative process is adopted for setting forth the perceptions and
events in a realistic and monolithic manner (Yildirim & Simsek, 2003).

2.2. Participants

In this study, the research data was collected by means of an interview technique which
involved 40 participants who were selected by easy access case sampling technique. All
participant school administrators and teachers are working in primary education level
schools (Table 1).

Table 1.
Participated in the Research
Country Female Male Total
n % n % n %
Azerbaijan Teacher 9 23 6 15 15 375
Administrator 0 0 5 13 5 125
Turkey Teacher 11 27 4 9 15 37.5
Administrator 0 0 5 13 5 125
Total 20 50 20 50 40 100

As shown in the Table 1, 20 (50% of the all participants) from Azerbaijan and 20 (50%
of the all participants) from Turkey. There are 30 (75%) teachers and 10 (25%) school
administrators. While 9 (23%) of the teachers in Azerbaijan are female and 6 (15%) of
them are male, 4 (9%) of the participants are male and 11 (27%) of them are female in
Turkey. Participants of the study comprised 20 female (50%) and 20 (50%) male of the
all participants both of country.

2.3. Collection of Data

Data of the research was collected by the researchers during the 2014-2015 Academic
Year. The following questions are asked to the participants after the information gathered
accoring to the literature and data. In order to collect the research data, teacher autonomy
scales composed by various authors were examined by the participants (Friedman, 1999,
Moomaw, 2005 etc.). Teachers and senior staff were asked the below given questions:

1. Inyour opinion, what does teacher autonomy mean?
2. Inwhich areas/subjects do the teachers have higher levels of autonomy?
3. What are the barriers with regards to teacher autonomy?

2.4. Analysis of Data

Gathering data of the research was subject to descriptive and content analysis (Yildrim
& Simsek, 2003). Following the documentation of the recordings of the interviews, data
documentation of two researchers was compared. Main themes and sub-themes were
determined. Classifications made by both researchers were compared to the below
formula and their consistencies were calculated. To estimate the inter-coder reliability
rate, Miles and Huberman’s (1994) formula (Reliability = Agreement / Agreement +
Disagreement X100) was used. The reliability degrees of the coding made by both
researchers were found as .88 The codings were deemed as reliable. In the study, samples
from the interviews were provided and the views of the participants were described.
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3. FINDINGS

3.1. Definition of the Concept of Teacher Autonomy

School Administrators and teachers from Turkey and Azerbaijan who participated in the
study were asked to define the concept of teacher autonomy. Themes related to the
participants’ definitions and views of participants were given in Table 2.

Table 2.
Definitions of School Administrators and Teachers Regarding Teacher Autonomy
Azerbaijan Turkey Total
Teacher Adm. Teacher Adm.
n % n % n % n % n %

Themes

-Freedom of

choice in

educational

activities. 8 53 3 60 6 40.1 4 80 21 53

-Participation
in decisions
related to
school.
4 27 0 0 2 13.3 0 0 6 15
-Ability to
freely make
decisions
related to
duty. 2 13 2 40 5 33.3 1 20 10 25
-Freedom of
self-
expression 7
and making
suggestions. 1 7 0 0 2 13.3 0 0 3
Total 15 100 5 100 15 100 5 100 40 100

As shown in the Table 2, according to the findings obtained, 53% (n=21) of teachers
defined the concept of teacher autonomy as independently making decisions with regards
to the selection of teaching activities, whereas 25% of participants (n=10) defined the
concept as independently making decisions with regards to teaching profession, 15% of
them (n=6) as participating in all the decisions to be given with regards to the school and
7% (n=1) of participants defined the concept as freely expressing themselves and making
suggestions.

While 80% (n=4) of the Turkish school administrators defined the concept of teacher
autonomy as freely making decisions regarding the selection of teaching activities, this
ratio was found as 60% (n=3) for administrators in Azerbaijan. 40% (n=2) of the school
administrators from Azerbaijan defined teacher autonomy as being able to independently
make decisions regarding the duty, whereas this ratio was totally the opposite for the
teachers.
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40.1% of the Turkish teachers defined teacher autonomy as independently making
decisions regarding the selection of teaching activities, 33.3% (n=5) as independently
making decisions regarding the duty and 13.3% (n=2) defined the concept as both
participating in the general decisions related to school and freely and independently
expressing themselves. Teachers from Azerbaijan were observed to be the teachers who
interpreted teacher autonomy at the broadest level 27% (n=3). Some of these views are
as follows:

“It means to have the freedom of choice in every aspect. In other words, to have a say
in the methods of lessons, punishment, awarding and class management, and things to be
done regarding the school.” (Teacher no 11, Azerbaijan, male)

According to the research findings, the majority of both groups have a tendency to limit
the teacher’s area of autonomy with in-class educational activities.

“It is to have control on the content of the lesson, planning, evaluation of students and
determination of one’s own learning approaches” (Teacher no 7, Turkey, female),

According to the research findings, teachers’ influence on the preparation of the
curriculum programmes in Turkey is quite low. This boundary has been set particularly
bolder when it comes to determining the lesson content in Turkey.

“Teachers are relatively free in deciding on their own teaching approaches. Teaching
approaches similar to those mentioned in the programme book may be preferred;
however, content of education may not be changed.” (Administrator no 7, Turkey, male).
“Freely selecting and controlling the form, methods and tools of education.”
(Administrator no 2, Azerbaijan, male).

“It is teachers’ ability to organize activities outside the program, by taking the
educational programmes as a basis.” (Administrator no 3, Turkey, male).

3.2. Subjects Where Teachers Have Autonomy

In this study, subjects where the teachers were least able to make autonomous decisions
or participate in the decisions were determined as the school budget and the curricula.
According to the findings of the research, approximately %48 (n=19) of the
administrators and teachers stated that they had the highest level of autonomy or
participation in decisions in selecting the education method, 15% (n=6) in student
evaluation, 10% (n=4) in discipline, professional development and relations with the
parents, %5 (n=2) in curriculum and approximately 3% (n=1) in the school budget.
Themes related to subjects where the participants from Turkey and Azerbaijan had the
highest level of autonomy and the views of participants were given in Table 3.
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Table 3.
Definitions of School Administrators and Teachers Regarding Teacher Autonomy
Azerbaijan Turkey Total
Teacher Adm. Teacher Adm.
n % n % n % n % n %
Themes
-Curriculum 2 13.3 0 0 0 0 0 0 2 5
-Method of
education 5 333 3 60 8 533 3 60 1 475
-Student
evaluation 2 13.3 1 20 2 13.3 1 20 6 15
-Discipline 2 13.3 0 0 2 133 0 0 4 10

-Professional
development 2 13.3 1 20 1 6.6 0 0 4 10
-School

budget 1 6.6 0 0 0 0 0 0 1 25
-Relations

with parent 1 6.6 0 0 2 133 1 20 4 10
Total 15 100 5 100 15 100 5 100 40 100

According to the findings of the research, some of these views are as follows:

“Teacher has the right to decide regarding the equipment to be procured for the
classroom.” (Teacher no 11, Azerbaijan, male).

It was observed that 60% (n=3) of the administrators in both countries stated that the
method of education depended on the teacher and that teachers had autonomy in this
regard. 20% (n=2) of the administrators in both countries considered the student
evaluation activities as an area where teachers had autonomy.

When the quotation above is considered, it may be seen that the autonomy regarding the
budget is also related to the equipment to be procured for the classroom. According to
the findings from the research, teachers feel to have authority and responsibility with
regards to the general decisions related to the school budget.

3.3.Barriers of Teacher Autonomy

Turkey and Azerbaijan regarding the barriers related to teacher autonomy and views of
participants have been given in Table 4.
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Table 4.
Barriers of School Administrators and Teachers Regarding Teacher Autonomy in
Azerbaijan and Turkey

Azerbaijan Turkey Total

Teacher Adm. Teacher Adm.

n % n % n % n % n %
Themes
-Strict regulations
and content 5 33 2 40 6 40 3 60 16 40
-Incompetence of
professional
formation 1 7 1 20 0 0 1 20 3 8

-Attitude of
administrators 3 20 0 0 4 26 0 0 7 17
-Unwillingness to

undertake 0 0 1 20 0 0 1 20 2 5
-Work load

density 4 26 1 20 3 20 0 0 8 20
-Limited

opportunities for

development 1 7 0 0 0 0 0 0 1 2
-Low social status

and wages 1 7 0 0 2 14 0 0 3 8
Total 15 100 5 100 15 100 5 100 40 100

According to the findings from the research, while 40% (n=16) of the teachers and
administrators considered strict regulations and content as obstacles to autonomy, 20%
(n=8) considered the work load density and 17% (n=7) the attitudes of administrators as
obstacles related to autonomy. Barriers apart from those mentioned above were found to
be the incompetences in professional formation, low social status and wages,
unwillingness to undertake responsibility and the limited opportunities for development.

40% of the participants consider the strict regulations (curriculum) and the content of
education as obstacles related to autonomy. 40% (n=6) of teachers in Turkey and 33%
(n=5) in Azerbaijan suggested that the pressure due to legal procedures and the
invariability of the content of education were the most significant obstacles regarding
autonomy and agreed on the fact that bending these factors to a certain extent would be
beneficial for the students.

“A teacher must have autonomy to the utmost extent when the benefit of the students is
considered. The rules, regulations and legislations draw the line, but they must be open
to improvement and change when a better way is found.” (Teacher no 13, Turkey, female)

60% (n=3) of the administrators in Turkey and 40% (n=2) in Azerbaijan consider strict
regulations and education content as barriers related to autonomy. The ratio of Turkish
administrators and teachers was found to be higher compared to their colleagues in
Azerbaijan. This situation demonstrates that the regulations and curriculum in Turkey are
perceived as stricter compared to Azerbaijan. 17% (n=7) of the participants considered
the attitude of administrators as an obstacle with regards to autonomy:
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“Sometimes the attitude of school administration, sometimes the expectations of parents
and sometimes the education system itself may turn into an obstacle. Beneficial guidance
applications may also become obstacles when they limit the teachers.” (Teacher no 6,
Turkey, female).

In this study, 20% (n=2) of the administrators in both countries considered the
unwillingness of teachers to undertake responsibility as an obstacle regarding autonomy.
Limitations with regards to opportunities for development was considered as an obstacle
only by teachers from Azerbaijan (7%; n=1).

4. DISCUSSION AND CONCLUSION

According to results in this study, school administrators and teachers from Turkey and
Azerbaijan defined the teacher autonomy freedom of choice in educational activities,
participation in decisions related to school, ability to freely make decisions related to duty
and freedom of self-expression and making suggestions. According to the results
obtained in this study, majority of the participants (21 school administrators and teachers)
defined the teacher autonomy freedom of choice in educational activities. Themes related
to subjects where the participants from Turkey and Azerbaijan had method of education,
student evaluation, discipline, professional development, curriculum, relations with
parents and school budget on teacher autonomy areas in this study.

Authors are still unable to reach a consensus in literature with regards to the definition of
the concept of teacher autonomy. While Friedman (1999) defined teacher autonomy as
the planning and development of education, participation in the administrative processes
and professional development, researchers such as Moomaw (2005), Webb (2002),
Ingersol (2007) suggested that the concept also comprised the organization and
governance of school structure and the classroom, disciplinary transactions,
determination of curriculum, academic standards, personal rights, financial policy,
opportunities with regards to the professional development of teachers and participation
in the general decisions to be given regarding the school.

Administrators’ perception of autonomy is important also in terms of supporting the
teachers’ autonomy during the conduct of teaching profession. According to Giiveng
(2011), there is a positive relation between the teacher autonomy support and the
perception of professional self-competence. However, support to be provided by
administrators for teacher autonomy depends on their perceptions of the concept of
autonomy. Limiting the teachers’ area of autonomy solely with the in-class activities
would eventually effect the administrators’ behaviour of supporting the teachers in
participating to general decision making processes regarding other school activities.

An approach which limits the teacher autonomy with the selection of teaching methods,
student evaluation activities and professional development would lead the administration
to interpret the authorities and responsibilities given to teachers in a similar way, so to
say from a narrow perspective (Ugurlu & Qahramanova, 2013). Studies conducted
demonstrate that in general, teachers have high levels of perceptions with regards to their
own autonomy (Rudolph, 2006; Garvin, 2007). However, limitations related to
curriculum appear as a particular field which the teachers complain regarding their
autonomy. While teachers think that they should have a say regarding the determination
of the content of the lesson within their boundaries of autonomy, they state that they do
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not have enough autonomy with this regard. According to the research findings, teachers’
influence on the preparation of the curriculum programmes in Turkey is quite low. This
boundary has been set particularly bolder when it comes to determining the lesson content
in Turkey.

It was observed that administrators in both countries stated that the method of education
depended on the teacher and that teachers had autonomy in this regard. Administrators in
both countries considered the student evaluation activities as an area where teachers had
autonomy. Researches made showed that teachers’ perception of autonomy with regards
to classroom control was at high levels (LaCoe, 2006). According to Archbald and Porter
(1994), teachers had a wide control and supervision in the classroom. This situation
derives from the broad independence of teachers in determining the methods and
techniques of education. Data obtained from the research also support this fact.

In the study, most of the teachers stated that they were able to decide on the students’
evaluation methods by themselves. Data from the research support the previous studies.
In his study, LaCoe (2006) found that teachers had a high level of perception of autonomy
with regards to evaluation. While Turkish administrators considered the relationships
with the parents as an area where teachers had a high level of autonomy administrators
from Azerbaijan defined the teachers’ autonomous area as professional development.
Hargreaves, Berry, Leung, Scott & Stobart (2012) who considered the regulation of the
professional working conditions and supporting teachers’ professional development as a
facilitator which should not be underestimated with this regard suggested a direct
supportive relationship between the continuity of teachers’ professional development and
autonomies. Certain differences have been observed between the teachers from Turkey
and Azerbaijan in terms of the selection of education methods. Teachers in both groups
defined the selection of education methods as the teacher’s area of autonomy. However,
teachers from Azerbaijan considered the curriculum, student evaluation, discipline and
professional development as equally autonomous areas, Turkish teachers stated that they
had autonomy in student evaluation, discipline and relations with parents. This situation
suggests that it is the selection of education methods which teachers feel to have the
highest level of autonomy.

In the study, none of the Turkish teachers stated to have autonomy with regards to
determining the curriculum and the school budget. Strict practices in Turkey regarding
the curriculum were mentioned in the previous chapters, which this finding is consistent
with. In general, teachers stated that they did not have a say in issues related to the school
budget (Strong & Yoshida, 2014). Similarly, Turkish teachers did not consider the
process related to school budget as their area of autonomy.

When the quotation above is considered, it may be seen that the autonomy regarding the
budget is also related to the equipment to be procured for the classroom. According to
the findings from the research, teachers feel to have authority and responsibility with
regards to the general decisions related to the school budget.

Teacher autonomy is directly related to authorities granted to and responsibilities given
to the school governance by the central administration, and the management approaches.
While central administration maintains the power of governance at the centre and
practices this power by means of the staff it authorizes, local governance expresses the
authority of making decision. Decision making is the most common and extreme form of
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local governance (Bray, 1991). In Turkey and Azerbaijan, central governance appears to
be dominant both in public management and education systems. Curriculum
programmes, budget, management of human resources and equipment to be procured to
schools are decided by the central governance. In the studies related to school autonomy;
while certain authorities and responsibilities are transferred to schools, the limits of the
authorities granted to teachers and the control of senior administration with regards to the
establishment of a structure towards the localization of schools and the extent of teachers’
role of regarding the representation of local communities and parents have been other
matters of debate (Coghlan & Desurmont, 2007). In an administrative structure where
teacher autonomy is narrowly interpreted, these authorities and responsibilities shall
relatively be limited with the in-class activities. There appears to be such a general
tendency in both Turkey and Azerbaijan.

Participants considered the work load density as a significant limitation with regards to
autonomy. By work load, participants refer to paperwork, preparation to exams and
common exams. According to researchers such as Crawford (2001) and Bogler (2001),
factors such as standard tests and accountability form a limiting climate on the autonomy
of teachers.

According to the findings from the research, while the time assigned for education
activities has increased as the result of activities such as preparation to general exams and
activities towards improving their level of success, face time spent with students in other
activities with has decreased (Wills & Sandholtz, 2009). This situation gradually causes
the students and teachers, as well as administrators to work under test pressure.
According to the results of the studies conducted by Abrams, Pedulla & Madaus (2003),
41% of teachers feel themselves under pressure with regards to providing education
which focuses on increasing the test results of students. Studies conducted found a low
positive relationship between the support received by the teachers from the school
administration and changing their schools (Guarino, Santibanez & Daly, 2006). Benson
(2010) who examined the structural limitations on teachers stated that the conditions of
a broader area of freedom and professional autonomy would be maintained by certain
structural regulations. Hargreaves, Berry, Lai, Leung, Scott and Stobart (2012) who
suggested that the regulation of professional working conditions and the support to be
provided to teachers’ professional development would have a facilitating role which
should not be underestimated stated that there was a direct positive relation between the
continuity of the teachers’ professional development and their autonomy. Autonomy also
implies undertaking responsibility (Friedman, 1999). Hence, as autonomy cannot be
considered without the requirement of undertaking any responsibility, continuity of the
professional development in terms of being able to undertake responsibility and
demonstrating creative experiences carry a significant importance (Hargreaves and etc.
2012). In the study, administrators in both countries considered the unwillingness of
teachers to undertake responsibility as a barrier regarding autonomy. Limitations with
regards to opportunities for development was considered as an obstacle only by teachers
from Azerbaijan.

As a result, teacher autonomy is important in terms of providing a free and creative
environment for development. Generally, factors limiting teacher autonomy which derive
from the content and rules are composed of the regulations (curriculum, rules, and legal
regulations) set for the aim of standardizing the learning outputs. These comprise certain
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measures taken for the aim of maintaining uniformity and avoiding the differences in the
knowledge and level of students who are subject to the same education process, which
are academic success-indexed. However, these strict regulations constitute and
impediment with regards to creativity and solving the problem at the very source. Thus;
creativity is sacrificed to standardization. However in literature, there is considerable
amount of evidence regarding the positive effect of teacher autonomy on the teaching
quality at school. In the study; teacher autonomy is perceived as teacher’s freedom to
choose the education methods and evaluation, both in Turkey and in Azerbaijan. This
type of perception which involves a quite narrow perspective of teacher autonomy is
observed to be the dominating view for the administrators of both countries. This
situation also explains the reason why the administrative attitude is considered as among
the obstacles regarding teacher autonomy.

In a country, education is related to the level of democracy. Azerbaijan and Turkey’
democracy level are developing. Proper conduct of democracy finds its roots from
education. There is a direct connection between the notion of education which undertakes
one of the main roles in acquiring the values of democracy and the democratic values: in
a democratic society, the content of education and implementation support the democratic
administration. Nowadays, teachers and administrators to participate in the decisions of
the quality of education in schools is not a drawback as reflected in the positive direction.
However, the overall management structure of the country, legal regulations, school
administrators and education and limiting the bureaucratic structure of the autonomy of
teachers is a natural result of factors such as the standardization of content. So to
overcome this paradox in the education system or the administrator for alleviating
teachers to take professional decisions, facilitating the development of new ways to
participate in decisions and leadership are required. New research done on this subject.
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GENISLETILMIiS OZET

1. Giris

Ogretmen 6zerkligi, 6gretmenin kendi meslegi ile ilgili bagimsiz kararlar alabilme ve
tercih yapabilme 6zgiirligii olarak kavramsallastirilabilir. Genellikle 6gretmenlerin sinif
ici 6grenme etkinlikleri ile ilgili nitelikli kararlar alabilme yetenekleri olmasi beklenir
(Elmore, 1987). Ogretmenlerin gorevlerini siirdiiriirken karsilastiklar1 kritik konularda
nitelikli kararlar alabilmeleri ve dogru segimler yapabilmeleri egitim-0gretim
etkinliklerinin niteligini de etkiler (Pearson, 1995; Sentovich, 2004). Cagdas yonetim
yaklagimlart bu nedenle okul toplumunun kararlara katilimer bir anlayisla yonetilmesi
geregini vurgulamaktadir.

Ogretmen 6zerkligi kavramma iliskin tamimlamalar genellikle 6gretmenin egitimin
planlanmasi, gelistirilmesi ve yonetimi siireglerine katilimi ¢ergevesinde ele alinmaktadir
(Freidman, 1999). Farkli kaynaklarda o6gretmenin 6zerk davranabilecegi alanlar
miifredatlarin (6gretim igeriginin) belirlenmesi, egitim-6gretim etkinlikleri, 6grenci
basarisinin degerlendirilmesi, 6grenci davranislari, sinif ortaminin diizenlenmesi ve
mesleki gelisim olarak siniflandirilmistir (O’Hara, 2006; Rudolph, 2006).

Ogretmenin 6zerkliginin smirlarinin sadece smif i¢i 6grenme etkinlikleriyle mi siirh
oldugu, yoksa okul yonetiminin tiim alanlarin1 ve planlama etkinliklerine katilimini da
mi kapsadig tartisma konusu olmustur (Ingersol, 1994; Pearson ve Hall, 1993; Moomaw
2005, Rudolph 2006, LaCoe 2006, Blase ve Kirby 2009). Dar yorumlandiginda
ogretmenin 6zerkligi sadece sinif i¢i eylemleri kapsarken bazi arastirmacilar 6gretmenin
Ozerkliginin smirlarini tiim okulu ve yonetimini kapsar bigimde genis yorumlamaktadir.
Moomaw’a (2005, 2) gore, 6gretmenin Ozerkligi sadece sinif ici etkinliklerle smirh
degildir. Ogretmenin 6zerkligi; (1) okulun yapis1 ve smifin organizasyonu-diizenlenmesi,
(2) disiplin islemleri, (3) 6gretimin igerigi (miifredat), (4) akademik standartlar, (5) 6zliik
haklari, (6) maliye politikas1 (finansal kararlar) ile ilgili konular1 da kapsamaktadir.
Benzer bicimde Webb (2002) ve Ingersoll (2007) &gretmen 6zerkligini 6gretmenlerin
meslekleri ile ilgili tim konularda belirgin bir yetki ve 6zgiirliik alanina sahip olmasi
olarak algilamakta ve bunun &gretmenlik mesleginin profesyonel 6zelliklerinden
kaynaklanan bir gereklilik oldugunu belirtmektedir. Gerek dar gerekse genis bakis agisi
ile dgretmen Ozerkliginin ele alinmasinda her iki bakis agisi igin de ortak nokta,
Ogretmenin Ozerkliginin profesyonel gelisimi kadar egitim-6gretim aktivitelerinin
niteligini de etkiledigi yoniindedir.

Ogretmenlerin okulda ve siif i¢i etkinliklerde karar alma siireglerine katilimi, onlara
karar alma 6zgiirliigii ve bu 6zgiirliigii kullanabilecekleri gesitli olanaklari saglayacak bir
okul ortami olusturulmasina baglhidir. Ayn1 zamanda yonetici ve 0gretmenlerin kendi
Ozgiirliik alanlarinin siirlarinin nereye kadar uzandigiin belirlenmesi kendileri i¢in
olusturulan katilim olanaklarinin ne kadarinin kullanilabilir oldugunun belirlenmesi
acisindan Onemlidir. Bu arastirma, Ogretmen ve yoneticilerin 6gretmen 6zerkligi
kavramina iligkin algilamalarini ortaya ¢ikarmayi amaglamaktadir.

Literatiirde Ogretmen Ozerkligi lizerine yapilan aragtirmalara bakildiginda, konunun
Ogretmenlerin stresi ve tikenmigligi, 6gretmen giiclendirme, 6gretmen profesyonelligi,
Ogretmenin is doyumu gibi kavramlarla baglantili olarak ele alindigi goriilmektedir.
Arastirmalar, 6gretmenlerin ¢alisma kosullarini etkileyen pek ¢ok etken oldugunu ortaya
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koymustur: Ogretmenler, kendi ¢alisma kosullarinda giivende olmak (Ingersoll, 2001;
Stockard ve Lehman 2004), iicret (Ingersoll, 2001), simf biiyiikligii (Guarino,
Santibanez ve Daly 2006; Ingersoll 2001), 6grenciler igin saglanan kaynaklar (Stockard
ve Lehman, 2004), veli katilimi ve destegi (Johnson ve Birkeland 2001; Ingersoll 2001),
mesleki statii (Bogler 2001), c¢alisma ortami {iizerinde kontrol saglayabilme ve
etkileyebilme olanagr  (Stockard ve Lehman, 2004) gibi pek c¢ok faktérden
etkilenmektedir. Lazarus (1966) 6gretmenin 6zerkligi ile algilanan kontrol eksikligi
acisindan yapilan arastirmalarda, Ogretmenlerin yasadigi giicsiizlik duygusunun
gerginlik, stres ve kaygi ile baglantilarina isaret etmistir. Froeschle ve Crews (2010)
tarafindan yapilan arastirma bulgularina gore; dgretmenlerin stres diizeyi, 6zerklik
eksikligi ve 6grencilerin akademik basaris1 arasinda anlamli bir iligki vardir. Ogretmen
lizerinde baski arttiginda, &gretmenin stres diizeyi artarak okul ortaminda isbirligi
olanaklar1 azaldiginda, Ogretmenin Ozerkliginin kisitlandig1 ortamlarda o&grencilerin
akademik basarilar1 da diigmektedir. Benzer sonuglar Pearson ve Moomaw (2005) ve
Hung (2012) tarafindan da elde edilmistir.

Ogretmenlerin kendi mesleki alanlari ile ilgili bagimsiz kararlar alabilmeleri anlamia
gelen 0gretmen oOzerkligi konusu Tiirkiye ve Azerbaycan’da oldukg¢a sinirlt diizeyde
arastirlmistir. Her iki iilkeyi karsilastirmak gerekirse gerek Azerbaycan gerekse
Tiirkiye’de; (1) kat1 bir merkezden yonetim anlayisi, (2) 6grenci merkezli egitim 6gretim
yonelimi ve yapilandirmaci anlayisin benimsenmesine ragmen hala simif diizeyinde
gerektigi gibi uygulanmasinda sorunlar ve (3) kati bir 6gretmen degerlendirme ve
denetleme yaklasimi s6z konusudur. Dolayisiyla iki {ilkenin yonetsel ve egitsel iklimi
benzer 6zellikler tagimaktadir.

Yapilan az sayida arastirmada her iki iilkede de ozerklik konusu oOgrenenlerin
(6grencilerin) 6zerklikleri boyutunda daha fazla incelenmistir. Azerbaycan’da konuya
iligkin literatiiriin biiyiik boliimii yabanci dil egitiminde 6grencilerin 6zerkligi lizerinedir.
Ogretmenlerin yabanci dil egitiminde 6grencilerin dzerkliklerini desteklemede danisman
ve destekleyici bir rol oynamasi gerektigi {izerinde durulmaktadir (A.W. T'epriena 'ox
Beirycka, 2009). Tirkiye’de ise Ogretmen Ozerkligini ele alan yapilmig az sayida
aragtirmada, 6gretmen Ozerkligi agisindan 6gretmenin rolii ve yetki alani (Sert, 2007,
Ustiinliioglu, 2009; Oztiirk, 2011), okul ydnetiminin demokratikliginin katilim,
Ozgiirliik ve 6zerklik boyutunda degerlendirilmesi (Zencirci, 2010), 6zerklik destegi ile
mesleki 6zyeterlik algis1 arasindaki iligki (Giliveng, 2011), miifredat programlarinin
hazirlanmasinda 6gretmenin 6zerkligi (Oztiirk, 2012), 6gretmen ve dgretmen adaylarinin
ogretmen Ozerkligi kavramina iliskin algilart (Ugurlu ve Qahramanova, 2013) gibi
konular ele alinmistir.

Yapilandirmact yaklasim o6gretmenlerin ders igerikleri ve kullandiklart 6gretim
teknikleri, degerlendirme siireglerinde kdkten bir degisikligi Ongdrmektedir. Yeni
programlarda 6grenci 6zelliklerinin dikkate alinmasi, 6grencilere tutum ve becerilerin
kazandirilmasinda kazanimlarin ve etkinliklerin 6ne ¢ikarilmasi, sinif igi iletisim ve
etkinliklerin ve etkilesimin benimsenen yontem olmasi, bu siire¢lerle uyumlu performans
degerlendirme yaklagimlarinin  benimsenmesi O6gretmenlerden beklenen rol ve
sorumluluklari da biiyiikk olgiide degistirmistir (Oztiirk, 2011). Dolaystyla,
yapilandirmaci yaklasimin hayata gegmesinde Ogretmenlerin  bagimsiz kararlar
alabilecek bir serbestiye sahip olmasmin ve katilimer anlayisin basariy1 olumlu yonde
etkileyecegi agiktir.
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Bu arastirmanin temel amaci, Azerbaycan ve Tiirkiye egitim sistemlerinde egitim
yoneticileri ve ogretmenlerin 6gretmen Ozerkligi kavramina iliskin algilarini ortaya
cikarmaktir. Arastirmada, 6gretmenlerin ve yoneticilerin goriislerine gore, (1) 6gretmen
ozerkliginin anlami (2) Ogretmenlerin 6zerk davranabildigi alanlar/konular ve (3)
ogretmenlerin 6zerkliklerinin 6niindeki engeller karsilastirmali olarak incelenmektedir.

2. Yontem

Bu arastirmada nitel arastirma yontemi kullanilmistir. Nitel aragtirmalar, gozlem,
goriisme ve dokiiman analizi gibi nitel veri toplama yontemlerinin kullanildigi, algilarin
ve olaylarin dogal ortamda gergekgi ve biitiinciil bir bicimde ortaya konmasina yonelik
nitel bir siirecin izlendigi arastirma olarak tanimlanmaktadir (Yildirim ve Simsek, 2003).
Arastirmanin  verileri 2014-2015 egitim doneminde Sinop, Tirkiye ve Bakii,
Azerbaycan’daki devlet okullarinda gorev yapan Ogretmen ve yoneticilerden kolay
ulasilabilir durum 6rneklemesi ile segilen 40 katilimcidan toplanmigtir. Katilimeilar her
iki iilkede de 15 6gretmen, 5 yonetici olarak belirlenmistir. Yoneticilerin tiimii erkektir.
Ogretmenlerin ise Azerbaycan’da 9’u kadim, 6’s1 erkek; Tiirkiye’de 11°i kadimn, 4’
erkektir. Arastirmanin tim katilimcilarmin 20°si erkek, 20’si kadinlardan olugmustur.
Arastirma verilerini toplamak {izere soru formunun olusturulmasinda oncelikle, cesitli
yazarlar tarafindan olusturulmus Ogretmen Ozerkligi Olgekleri (Friedman, 1999,
Moomaw, 2005 vb.) incelenmistir. Olusturulan soru formunda katilimcilara asagidaki
sorular yoneltilmistir: (1) Size gore 6gretmen Ozerkligi ne anlama gelmektedir? (2)
Ogretmenler hangi alanlarda/konularda daha &zerk davranabilmektedirler? (3)
Ogretmenlerin 6zerkliginin dniindeki engeller nelerdir? Arastirmanin goriisme dokiimleri
betimsel ve igerik analizine tabi tutulmustur. Goriisme kayitlarinin dokiimii yapildiktan
sonra iki arastirmacinin yaptigi veri dokiimleri karsilastirilmistir. Ana temalar ve alt
temalar belirlenmistir. Her iki arastirmacinin yaptigi siniflandirmalar Miles ve Huberman
(1994) formiilii ile karsilagtirilarak tutarligi hesaplanmigtir. Her iki arastirmaci tarafindan
yapilan kodlamalarda giivenirlik derecesi 0,88 olarak bulunmustur. Kodlamalarin
giivenilir oldugu sonucuna ulasilmistir. Arastirmada goriisme doékiimlerinden 6rnek
ifadeler verilerek katilimcilarin gortisleri betimlenmistir.

3. Bulgular, Tartisma ve Sonug¢
Ogretmen Ozerkligi Kavramimn Tanimlanmast

Arastirma bulgularina goére, her iki grubun g¢ogunlugu o6gretmenin 6zerklik alanini
nispeten smif i¢i egitim O6gretim faaliyetleri ile siirlandirma egilimindedir. Her iki
iilkede yonetici ve dgretmenlerin % 53°i (n=21) 6gretmen 6zerkligi kavramini gretim
etkinliklerinde 6zgiirce se¢im yapabilme olarak tanimlamistir. Katilimeilarin % 25°1
(n=10) gorevle ilgili 6zgiir kararlar alabilme, %151 (n=6) okul genelini ilgilendiren tiim
kararlara katilim, % 7’si (n=1) kendisini serbest¢e ifade edebilme ve Oneriler sunma
olarak tanimlamustir.

Yoneticinin 6zerklik algisi, 6gretmenin gorevi sirasinda Ozerkliginin desteklenmesi
agisindan da 6nemlidir. Giiveng’e (2011) gore d6gretmenlerin 6zerklik destegi ile mesleki
Ozyeterlik algis1 arasinda pozitif bir iligki bulunmaktadir. Yoneticilerin 6gretmen
Ozerkligini desteklemesi ise Ozerklik konusundaki algilamalarinin sinirlarina baghdir.
Yoneticilerin 6gretmenin 6zerklik alanimi sadece sinif i¢i etkinliklerle sinirlandirmasi
Ogretmenleri okuldaki diger faaliyetlerde karar siireclerine katilmalari konusundaki
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destekleme davraniglarina da yansiyacaktir. Tiirk egitim yoneticilerinin %80°1 (n=4)
Ogretmen Ozerkligini Ogretim etkinliklerinde Ozgiirce se¢im yapabilmek olarak
tanimlarken, bu oran Azerbaycanli egitim yoneticilerinde %60 (n=3) olarak bulunmustur.
Azerbaycanli egitim yoneticilerinin %40’1 (n=2) 6gretmen Ozerkligini gorevle ilgili
6zgiir kararlar alabilme olarak tanimlamustir. Ogretmenlerde ise bu oran tam tersine
bulunmustur. Tiirk 6gretmenlerin % 40,1°1 6gretmen 6zerkligini 6gretim etkinliklerinde
Ozgiirce se¢im yapabilmek, 9%33,3’li (n=5) gorevle ilgili 6zgiir kararlar alabilmek,
%13,3’1i (n=2) hem okul genelini ilgilendiren tiim kararlara katilim hem de kendisini
serbestge ve dzgiirce ifade edebilmek olarak tanimlamaktadir. Ogretmen 6zerkligini en
genis yorumlayan grup Azerbaycanli 6gretmenler olarak bulunmustur (%27).

Ogretmenlerin Ozerk Davranabildikleri Alanlar/Konular

Arastirmada elde edilen bulgulara gore, yonetici ve 6gretmenlerin yaklasik %48’1 (n=19)
Ogretmenin 6gretim yontemini segme, % 15’1 (n=6) 6grenci degerlendirme, %10°u (n=4)
disiplin, mesleki gelisim ve ailelerle iliskiler, %5’ (n=2) miifredat ve yaklasik %3’
(n=1) okul biitcesinde karara katilma alanlarinda 6zerk davranabildiklerini ya da karara
katilabildiklerini ve goriis ortaya koyabildiklerini belirtmistir.

Her iki tilkede de yoneticilerin %60°1 (n=3) 6gretim yonteminin 6gretmenin se¢imine
bagli oldugunu ve oézerk davranabildigini belirtmistir. Ogretim yonteminin secimi
konusunda Tiirk ve Azerbaycanli 6gretmenler arasinda farkliliklar bulunmustur. Her iki
grubun toplaminda ogretmenlerin  %48’i, (n=19) O6gretim ydnteminin se¢imini
Ogretmenin Ozerklik alani olarak belirtmistir. Ancak Azerbaycanli 6gretmenlerin
%13,3’i (n=2) miifredat, 6grenci degerlendirme, disiplin ve mesleki gelisimi esit
derecede 6zerklik alani olarak vurgularken, Tiirk 6gretmenlerde 6gretim ydntemi orani
% 53 (n=8) olarak bulunmustur. Tiirk Ogretmenlerin %13,3’1 (n= 2) Ogrenci
degerlendirme, disiplin ve ailelerle iliskilerde 6zerk davranabildiklerini belirtmistir. Bu
durum Tiirk Ogretmenlerin kendilerini en fazla 6zerk hissettikleri alanin 6gretim
yontemlerinin se¢imi oldugu bi¢iminde yorumlanabilir.

Her iki iilkede de yoneticilerin %20’si (n=2) &grenci degerlendirme faaliyetlerinin
Ogretmenlerin 6zerk davranabildigi alan oldugunu belirtmistir. Yapilan arastirmalar,
ogretmenin sinif i¢indeki kontroliine iligkin 6zerklik algisinin yiiksek diizeyde oldugunu
gostermektedir (LaCoe, 2006). Archbald ve Porter’a (1994) gore, 6gretmenler sinifta
genis bir denetim ve kontrol alanina sahiptir. Bu durum 6gretmenin 6grenme yontem ve
tekniklerini belirlemede genis bir serbestiyeti olmasindan da kaynaklanmaktadir.
Arastirmada elde edilen bulgular da bunu desteklemektedir.

Tiirk yoneticiler ailelerle iligkileri (n=1) 6gretmenin 6zerklik davranabildikleri bir alan
olarak belirtirken, Azerbaycanli yoneticiler mesleki gelisim alanini (n=1) 6gretmenin
Ozerklik alani olarak belirtmistir. Mesleki ¢alisma kosullarinin diizenlenmesi ve
Ogretmenlerinin mesleki gelisimlerinin desteklenmesinin bu konuda bir kolaylastirici
olacag1 ve ihmal edilmemesi gerektigini belirten Hargreaves, Berry, Leung, Scott ve
Stobart (2012) 6gretmenlerin profesyonel gelismelerinin siireklili§inin saglanmasi ile
otonomileri arasinda dogrudan destekleyici bir iligki bulundugunu belirtmektedir.
Ogretim yonteminin se¢imi konusunda Tiirk ve Azerbaycanli dgretmenler arasinda
farkliliklar bulunmustur. Her iki grubun toplaminda 6gretmenlerin %481, (n=19) 6gretim
yonteminin se¢imini 6gretmenin 6zerklik alani olarak belirtmistir. Ancak Azerbaycanli
ogretmenlerin %13,3’ii (n=2) miifredat, dgrenci degerlendirme, disiplin ve mesleki
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gelisimi esit derecede Ozerklik alani olarak vurgularken, Tiirk 6gretmenlerde Ogretim
yontemi oran1 % 53 (n=8) olarak bulunmustur. Tiirk 6gretmenlerin %13,3’l (n= 2)
ogrenci degerlendirme, disiplin ve ailelerle iligkilerde Ozerk davranabildiklerini
belirtmistir. Bu durum Tiirk 6gretmenlerin kendilerini en fazla 6zerk hissettikleri alanin
Ogretim yontemlerinin se¢imi oldugu biciminde yorumlanabilir.

Aragtirmada, Tiirk 6gretmenler miifredat belirleme ve okul biitcesi konusunda 6zerk
davranamadiklarini belirtmemistir. Tiirkiye’de miifredat konusundaki kat1 uygulamalar
s6z konusudur. Okul biitcesi konusunda ise genel olarak Ggretmenler soz sahibi
olmadiklarini belirtmektedir (Strong ve Yoshida, 2014). Ayni bi¢imde Tiirk 6gretmenler
okul biit¢esi konusunu 6zerklik alani olarak gormemistir. Azerbaycanli 6gretmenlerde bu
oran %6,6 (n=1) olarak bulunmustur.

Ogretmenin o6zerkligi, okul yonetimine merkezi yonetimin tanidig1 yetkiler ve
sorumluluklar ve yonetim yaklagimlari ile dogrudan baglantilidir. Merkezden yonetim,
yoOnetim giiclinii bir merkezde toplayarak, bu giiclin kullanimin1 yetkilendirdigi elemanlar
araciligiyla kullanimini ifade ederken, yerinden yonetim, yetki gégerimini (karar verme
yetkisi) ifade eder. Yetki gd¢erimi yerinden yonetimin en yaygin ve agir1 bigimidir (Bray,
1991). Gerek Tirkiye gerekse Azerbaycan’da hem kamu yonetiminde hem de egitim
sistemlerinde merkezden yoOnetim agirliklidir. Miifredat programlari, biitce, insan
kaynaklarinin yonetimi, okullara alinacak donatim malzemeleri merkezi yo6netim
tarafindan kararlastirilmaktadir. Okulun 6zerkligi ile ilgili ¢alismalarda okullara yetkiler
ve sorumluluklar aktarilirken, karar verme siirecinde 6gretmene verilen yetkinin siirlart
ve okullarin yerindenlesmesine yonelik bir yapmin olusturulmasinda {ist yonetimin
denetimi, yerel topluluklarin ve ailelerin temsilciligi gibi 6gretmene ne oranda bir
temsiliyet ve karar verme yetki ve sorumlulugu verilecegi de ayri bir tartisma konusu
olmustur (Coghlan ve Desurmont, 2007). Ogretmenin 6zerkliginin dar yorumlandigi
yonetsel bir yapida bu yetki ve sorumluluklar nispeten sinif i¢i etkinliklerle smirli
kalacaktir. Gerek Tiirkiye gerekse Azerbaycan’da boyle bir genel egilim s6z konusudur.

Ogretmen Ozerkliginin Oniindeki Engeller

Katilimeilardan yoneticilerin Tiirkiye’de % 60’1 (n=3) , Azerbaycan’da %40°1 (n=2) kat1
mevzuat ve 6gretim igerigini engel olarak gérmektedir. Tiirk yonetici ve 6gretmenlerin
orani daha yiliksek bulunmustur. Bu durum Tiirkiye’de yasal diizenlemeler ve miifredat
konusundaki kurallarin daha siki algilandigimi géstermektedir.

Tiim katilimeilarin % 20’si (n=8) is ylikiiniin agirhigini 6nemli bir 6zerklik engeli olarak
gormiistiir. Is yiikii olarak kirtasiyecilik, sinavlara hazirlik ve ortak smavlarla ilgili
hazirliklar kastedilmistir. Crawford (2001) ve Bogler (2001) gibi arastirmacilara gore,
standart testler ve hesapverirlik gibi sebepler 6gretmen 6zerkligini kisitlayict bir iklim
olusturmaktadir. Arastirma bulgularina gore, 6grencilerin genel smnavlara hazirlik ve
basarilarinin yiikseltilmesi i¢in yapilan faaliyetler nedeniyle 6gretim etkinlikleri icin
ayrilan zaman giderek daha da artarken 6grencilerin gelistirilmesi i¢in gerekli olan diger
faaliyetler i¢in ayrilan zaman azalmistir. Dolayisiyla sinifta 6grenmek igin ayrilan zaman
giderek artmakla birlikte diger alanlarda gegirilen zaman azalmaktadir (Wills ve
Sandholtz, 2009). Bu durum, 6grenciler kadar d6gretmenlerin ve okul ydneticilerinin de
giderek daha fazla test baskisi altinda ¢alismasina sebep olmaktadir. Abrams, Pedulla ve
Madaus’un (2003) tarafindan yapilan arastirma bulgularina gore, 6gretmenlerin % 41’1
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Ogrencilerin test puanlarini ylikseltme odakli egitim verme konusunda kendilerini bask1
altinda hissetmektedir.

Arastirmaya katilanlarin %17°si  (n=7) yonetici tavrini 6gretmen ozerkligi oniindeki
engel olarak gormiistlir: Yapilan aragtirmalarda 6gretmenlerin okul ortaminda yoneticiler
tarafindan desteklenmeleri ile okul degistirmeleri arasinda diisiik diizeyde pozitif iliski
bulunmustur (Guarino, Santibanez ve Daly 2006). Ogretmenler iizerindeki yapisal
kisitlamalar1 arastiran Benson (2010) 6gretmenlere daha genis bir 6zgiirliik alani ve
mesleki otonominin saglanmasinin kosullarinin yapisal diizenlemelerle saglanabilecegini
belirtmektedir. Mesleki ¢alisma kosullarinin diizenlenmesi ve 6gretmenlerinin mesleki
gelisimlerinin desteklenmesinin bu konuda bir kolaylastirici olacagi ve ihmal edilmemesi
gerektigini belirten Hargreaves, Berry, Leung, Scott ve Stobart ( 2012) 6gretmenlerin
profesyonel gelismelerinin siirekliliginin saglanmasi ile otonomileri arasinda dogrudan
destekleyici bir iliski bulundugunu belirtmektedir. Ozerklik aym zamanda sorumluluk
almayr da beraberinde getirmektedir (Friedman, 1999). Bu nedenle 06zerkligin
sorumluluk almadan ayr1 diigiiniilmesi beklenemeyecegi gibi, sorumluluk alabilme ve
yaratict deneyimler ortaya koyabilme kapasitesi acisindan da mesleki geligimin
strdiirilmesi (Hargreaves, Berry, Leung, Scott ve Stobart, 2012) 6zel bir énem
tagimaktadir. Arastirmada her iki ililkede de yoneticilerin % 20’si (n=2) 6gretmenlerin
sorumluluk almaya isteksiz olmalarinin ozerklikleri 6niinde bir engel oldugunu
belirtmistir. Gelisme olanaklarinin smirlihigr ise sadece Azerbaycanli dgretmenler
tarafindan bir engel olarak goriilmiistiir (% 7; n=1).

Sonug olarak, 6gretmenlerin 6zerklikleri, 6zgiir ve yaratici bir gelisme ortami saglamak
acisindan Onemlidir. Genel olarak, icerik ve kurallardan kaynaklanan &gretmen
ozerkligini sinirlandiran etkenler, 6grenme ¢iktilarinin standardize edilmesi i¢in yapilmis
diizenlemelerden (miifredatlar, kurallar, yasal diizenlemeler) olugsmaktadir. Arastirmada
gerek Azerbaycan ve gerekse Tiirkiye’de dgretmen Ozerkligi, Ogretmenin Ogretme
yontemlerini segme ve degerlendirmedeki serbestileri olarak algilanmaktadir. Ogretmen
ozerkligine bakisin oldukca dar kapsamli oldugu bu algilama her iki iilkedeki
yoneticilerde daha baskin olarak goriilmektedir. Bu durum, yonetici tavrinin 6gretmen
Ozerkligi oniindeki engellerden biri olarak algilanmasini da nispeten agiklamaktadir.
Gilinlimiizde, 6gretmen ve yoneticilerin okulda kararlara katiliminin egitimin kalitesine
olumlu yonde yansidigi konusunda bir ¢ekince yoktur. Ancak, iilkenin genel yonetim
yapisi, yasal diizenlemeler, okulun biirokratik yapisi ve Ogretim igeriklerinin
standardizasyonu gibi etkenlerin yonetici ve 6gretmenlerin dzerkliklerini sinirlandirmasi
dogal bir sonugtur. O halde egitim sistemindeki bu paradoksun giderilmesi ya da
hafifletilmesi konusunda yoneticilerin 6gretmenlerin mesleki kararlar almalarini,
kararlara katilmalarin1 kolaylastirici yeni yollar iiretmeleri ve liderlikleri gereklidir. Bu
konuda yeni aragtirmalar yapilabilir.
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