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	 The	 purpose	 of	 the	 study	 was	 to	 determine	 the	 perceptions	 of	 teachers	
regarding	 their	 empowerment	 and	 whether	 these	 perceptions	 differ	
significantly	depending	on	their	gender,	age,	branch,	professional	seniority,	
length	of	service	at	their	school,	education	status,	union	membership,	and	
the	 size	 of	 the	 number	 of	 students	 present	 at	 the	 school.	 In	 this	 study,	
teacher	 empowerment	 was	 considered	 to	 ensure	 teachers'	 professional	
development,	increase	their	status,	ensure	their	trust	in	their	organizations,	
and	 increase	 cooperation	 among	 organization	 members.	 Four	 hundred	
forty-one	 teachers	 working	 in	 the	 public	 secondary	 schools	 in	 Denizli	
Merkezefendi	and	Pamukkale	district	participated	in	this	quantitative	study	
carried	out	during	the	2019-2020	academic	year.	The	data	of	the	research	
were	collected	with	the	"Teacher	Empowerment	Scale."		The	survey	results	
showed	that	teachers'	perceptions	of	teacher	empowerment,	status,	trust,	
and	 cooperation	 were	 high,	 and	 their	 perception	 of	 professional	
development	was	very	high.	Accordingly,	 teachers	perceive	their	status	as	
lower	 than	 other	 dimensions	 of	 teacher	 empowerment.	 There	 was	 no	
statistically	significant	difference	in	the	teachers'	perceptions	regarding	their	
empowerment	 according	 to	 their	 gender,	 branch,	 educational	 status,	 and	
union	membership.	The	age	of	 the	 teachers	was	between	31-40	and	6-15	
years	of	teaching	experience.		
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Introduction		

Empowerment	in	the	literature	started	to	emerge	towards	the	1980s	(Edwards,	Green,	&	Lyons,	
2002).	 While	 empowerment	 was	 used	 together	 with	 the	 concepts	 of	 employee	 participation,	
participatory	 decision	 making,	 and	 self-management	 in	 the	 1980s,	 it	 was	 considered	 as	 a	 tool	 to	
liberate	 employees,	 encourage	 them	 to	 be	 more	 innovative,	 and	 make	 them	 happier	 and	 more	
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productive	 individuals	 after	 the	 1990s	 (Davidson	 &	 Martinsons,	 2002).	 Therefore,	 teacher	
empowerment	 can	 be	 considered	 a	 new	 field	 of	 study.	 With	 the	 beginning	 of	 determining	 the	
necessary	skills	in	the	21st	century,	it	becomes	crucial	to	determine	the	necessary	skills	to	empower	
and	empower	the	teachers	in	this	age	and	eliminate	their	deficiencies.		

In	this	study,	teacher	empowerment	was	considered	to	ensure	teachers'	professional	development,	
increase	 their	 status,	 ensure	 their	 trust	 in	 their	 organizations,	 and	 increase	 cooperation	 among	
organization	members.	 Along	 with	 the	 developing	 and	 changing	 conditions,	 teachers'	 opportunity	
structures,	powers,	and	psychologies	should	be	guided	in	line	with	changes.	For	this	reason,	teacher	
empowerment	is	an	issue	that	requires	research	and	is	thought	to	be	up	to	date	as	long	as	there	is	
change.		

The	complete	changes	in	education	continue	to	occur	in	the	21st	century.	Teachers	are	one	of	the	
essential	 factors	 in	 such	 changes	 (Fandiño,	 2010).	 Teachers	 have	 significant	 responsibilities	 in	
protecting	civilization,	developing	culture,	transferring	it	to	young	generations,	strengthening	society's	
beliefs	and	value	judgments,	gaining	awareness	of	development	and	development	as	social	awareness,	
and	establishing	the	democratic	social	order.	In	the	2023	Education	Vision	Program	of	the	Ministry	of	
National	Education,	it	is	planning	to	carry	out	initiating	the	teaching	profession	specialization	program	
in	 order	 to	 support	 and	 empower	 teachers,	 structuring	 the	 horizontal	 and	 vertical	 career	 steps	 of	
teachers,	 structuring	 graduate	 professional	 development	 programs	 for	 teachers,	 restructuring	 pre-
service	education	at	universities,	supporting	teachers	with	physical	and	digital	materials,	 improving	
wages	 of	 paid	 teachers,	 preparatory	 work	 on	 the	 establishment	 of	 an	 incentive	 mechanism	 for	
teachers	and	school	administrators	who	work	under	unfavorable	conditions	and	the	enactment	of	a	
teaching	 profession	 law.	 Empowering	 teachers,	 ensuring	 their	managerial	 progress,	 and	 continued	
promotion	are	essential	for	their	performance	in	school.	It	is	crucial	to	determine	teachers'	perceptions	
of	empowerment	and	their	demographic	characteristics.		

The	results	of	empirical	research	show	that	teacher	empowerment	generally	plays	a	positive	role	
in	 educational	 settings.	 For	 example,	 researchers	 state	 that	 teacher	 empowerment	 can	 increase	
teachers’	job	satisfaction	(Rice	&	Schneider,	1994;	Rinehart	&	Short,	1994),	professional	commitment	
and	 organizational	 citizenship	 behaviors	 (Bogler	 &	 Somech,	 2004),	 organizational	 commitment	
(Somech,	2005),	 sense	of	professionalism	and	 self-confidence	 (Dee,	Henkin,	&	Duemer,	2003),	 and	
reduce	teachers'	professional	burnout	(Dee	et	al.,	2003).	Based	on	the	findings	of	these	studies,	it	can	
be	argued	that	empowering	teachers	affects	many	organizational	behaviors	positively.	Empowerment	
of	teachers	has	many	benefits,	such	as	 increasing	teachers	 'performance,	productivity,	and	morale,	
improving	their	content	and	pedagogy	knowledge,	and	as	a	result,	increasing	students'	motivation	and	
success	 (Keiser	&	Shen,	2000).	Empowered	 teachers	believe	 in	 their	knowledge,	 skills,	 and	abilities	
related	to	their	work	and	have	confidence	in	themselves	(Ahmad	et	al.,	2014).	Empowered	teachers	
are	 ready	 to	 support	 common	 school	 goals	 and	 take	 more	 responsibility	 (Raccah,	 2009).	 An	
empowered	workforce	will	ultimately	focus	on	organizational	goals	and	make	extra	efforts	to	exhibit	
more	 extra-role	 behaviors	 (Ahmad	 et	 al.,	 2014).	 In	 formulating	 such	 policies,	 organizations	 should	
understand	that	schools	are	social	places	and	should	pay	attention	to	quality	social	change	(Ahmad	et	
al.,	2014).	

Different	 reasons	make	 this	 research	 original.	When	 the	 studies	 on	 teacher	 empowerment	 are	
examined,	the	teacher	empowerment	scale	developed	by	Short	and	Rinehart	(1992)	is	encountered.	
In	addition,	this	scale	was	adapted	to	Turkish	by	Baloğlu,	Karadağ,	and	Gavuz	(2009)	and	named	as	
"School	 Stakeholder	 Empowerment	 Scale."	 Genç	 (2007)	 stated	 a	 comprehensive	 delegation	 of	
authority	 in	 empowerment,	 but	 the	 understanding	 in	 empowerment	 is	 different	 from	 authority	
transfer.	The	manager	 is	responsible	for	the	delegation	of	authority,	and	if	he	deems	necessary,	he	
transfers	his	authority	to	subordinates	temporarily.	In	empowerment,	the	person	is	like	the	job	owner	
and	can	see	the	opportunities	about	the	job	and	make	his	own	decision.	
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For	this	reason,	it	is	difficult	to	say	that	empowerment	and	delegation	of	authority	exactly	coincide.	
Apart	 from	 this,	 there	 are	 also	 studies	 in	which	 structural	 empowerment	 scales	 and	 psychological	
empowerment	scales	are	used	separately.	A	more	comprehensive,	practical,	valid,	and	reliable	scale	
about	teacher	empowerment	developed	by	the	researchers	was	used	in	this	study.	Özkan	Hıdıroğlu	
and	Tanrıöğen	(2020)	determined	that	the	relational	scanning	model	is	used	extensively	in	research	
on	teacher	empowerment.	One	of	the	reasons	that	make	this	research	original	is	that	this	research	is	
a	descriptive	survey	model.	In	this	sense,	the	research	is	thought	to	contribute	to	the	literature.	

The	purpose	of	the	study	is	to	determine	the	perceptions	of	teachers	regarding	their	empowerment	
and	 whether	 these	 perceptions	 differ	 significantly	 depending	 on	 their	 gender,	 age,	 branch,	
professional	seniority,	length	of	service	at	their	school,	education	status,	union	membership,	and	the	
size	 of	 the	 number	 of	 students	 present	 at	 the	 school.	 Following	 this	 purpose,	 the	 following	 sub-
problems	were	tried	to	be	answered:		

a)	What	are	the	perceptions	of	teachers	about	their	empowerment?		

b)	Do	teachers’	perceptions	of	their	empowerment	differ	significantly	according	to	their	gender,	
age,	 branch,	 professional	 seniority,	 length	 of	 service	 at	 their	 school,	 education	 status,	 union	
membership,	and	the	size	of	the	number	of	students	present	at	the	school?	

Method		

Research	Design	

This	 research	 is	 based	 on	 a	 descriptive	 survey	 design,	 since	 teachers'	 perceptions	 about	
empowerment	are	conveyed	in	this	study.	It	is	a	research	design	that	aims	to	describe	the	event	or	
situation	that	is	the	subject	of	the	study	as	it	exists	(Fraenkel	&	Wallen,	2006;	Karasar,	2007).		

Population	and	Sample	of	the	Study	

The	 research	 population	 consists	 of	 2276	 teachers	 working	 in	 the	 public	 secondary	 schools	 in	
Denizli's	Merkezefendi	(1159)	and	Pamukkale	(1117)	districts	in	the	2019-2020	academic	year.	These	
data	 were	 obtained	 from	 the	 Denizli	 Provincial	 Directorate	 of	 National	 Education.	 A	 convenience	
method	was	used	in	this	study.	The	study	sample	was	chosen	from	among	volunteer	teachers	working	
in	public	secondary	schools	in	both	districts.	The	following	formula	suggested	by	Şahin	(2014)	was	used	
for	the	number	of	samples	to	represent	the	universe	(Şahin,	2014):	

			 			
N=	Population	size,	n=	Sample	size,	d=	degree	of	freedom,	t=	Table	value	of	the	degree	of	freedom	(t:	
1.96)	

PQ=	(.50).(.50)=,25	The	sample	percentage	for	maximum	sample	size	

According	to	the	formula,	reaching	a	sample	of	329	people	is	considered	sufficient	for	a	population	
of	 2276	 people.	 This	 research	 was	 conducted	 with	 473	 volunteer	 teachers.	 Forms	 filled	 in	 from	
different	provinces	(10	forms),	different	school	levels	(12	forms),	forms	filled	by	school	principals	(7	
forms),	and	forms	filled	by	associate	degree	graduates	(3	forms)	were	not	included	in	the	study,	and	
the	study	was	carried	out	through	441	teachers.	The	demographic	characteristics	of	the	teachers	in	
the	study	are	given	in	Table	1.	
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Table	1.	The	Demographic	Characteristics	of	Teachers	

Demographic	characteristics	 N	 %	
Gender	
Female	
Male	
Total	

	
262	
179	
441	

	
59.4	
40.6	
100	

School	type	
Secondary	
Primary-Secondary	
Total	

	
413	
28	
441	

	
93.7	
6.3	
100	

Age	
20-30		
31-40		
41-50	
51	and	above	
Total	

	
34	
228	
141	
38	
441	

	
7.7	
51.7	
32	
8.6	
100	

Branch	
Sciences	
Social	sciences	
Fine	Arts		
Sport		
Foreign	language		
Total	

	
185	
151	
25	
26	
54	
441	

	
42	
34.2	
5.7	
5.9	
12.2	
100	

Seniority	
0-5	years	
6-10	years	
11-15	years	
16-20	years	
21	years	and	above	
Total	

	
22	
76	
127	
106	
110	
441	

	
5	

17.2	
28.8	
24	
25	
100	

Working	time	at	the	same	school	
0-2	years	
3-5	years	
Six	years	and	above	
Total	

	
138	
123	
180	
441	

	
31.3	
27.9	
40.8	
100	

Educational	status	
Undergraduate	
Graduate	
Total	

	
393	
48	
441	

	
89.1	
10.9	
100	

Union	membership	
Yes	
No	
Total	

	
324	
117	
441	

	
73.5	
26.5	
100	

Graduated	faculty	
Faculty	of	Education	
Others	
Total	

	
366	
75	
441	

	
83	
17	
100	
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Table	1	(Cont.)	 	 	

Number	of	students	at	school	
0-500	students	
501-1000	students	
1001	students	and	above	
Total	

	
100	
213	
128	
441	

	
22.7	
48.3	
29	
100	

Frequency	of	attending	in-service	training	
Never	
Seldom	
Frequently	
Always	
Total	

	
10	
274	
146	
11	
441	

	
2.3	
62.1	
33.1	
2.5	
100	

District	where	the	school	is	located	
Merkezefendi	
Pamukkale	
Total	

	
250	
191	
441	

	
56.7	
43.3	
100	

Data	Collection	Instruments	

The	 data	 collection	 instruments	 of	 the	 study	 are	 "Personal	 Information	 Form"	 and	 "Teacher	
Empowerment	Scale"	developed	by	Özkan	Hıdıroğlu	and	Tanrıöğen	(2020).	There	are	questions	related	
to	gender,	branch,	age,	professional	seniority,	working	time	at	their	school,	union	membership,	and	
educational	 status	 in	 the	 personal	 information	 form.	 Teacher	 Empowerment	 Scale	 consists	 of	 4	
dimensions	(professional	development,	status,	trust,	cooperation)	and	37	items.		

Cronbach	Alpha	and	McDonald's	Omega	values	were	calculated	in	order	to	determine	the	reliability	
of	 the	 Teacher	 Empowerment	 Scale.	 Büyüköztürk	 (2006)	 and	 Seçer	 (2017)	 stated	 that	 when	 the	
Cronbach	Alpha	value	was	0.70	and	above,	the	scale	will	be	considered	reliable.	Dunn,	Baguley,	and	
Brunsden	(2014)	suggested	calculating	McDonald's	Omega	reliability	 in	addition	to	Cronbach	Alpha.	
Cronbach	Alpha	and	McDonald's	Omega	reliability	coefficients	for	the	Teacher	Empowerment	Scale	
are	given	in	Table	2.	

Tablo	2.	The	Reliability	Coefficients	for	the	Teacher	Empowerment	Scale		

Dimensions	 Cronbach’s	
Alpha	

McDonald’s	
Omega	

Cronbach	Alpha	in	this	research	

Professional	Development	 .956	 .957	 .950	

Trust	 .970	 .971	 .969	

Status	 .944	 .945	 .933	

Cooperation	 .946	 .946	 .938	

Total	Scale	 .973	 .974	 .967	

CR	 (Composite	 Reliability)	 and	 AVE	 (Average	 Subtracted	 Variance)	 values	 were	 calculated	 for	
convergent	and	divergent	validity	in	the	scale	(See	Table	3).	The	acceptable	value	of	CR	and	AVE	is	0.70	
and	above	(Fornell	&	Larcker,	1981).	Also,	the	CR	value	should	be	greater	than	the	AVE	value	(Gouveia	
&	 Soares,	 2015;	 Raykov,	 1997).	 The	 Excel	 program	 calculated	 CR	 and	 AVE	 values.	 In	 this	 way,	
convergent	and	discriminating	validities	of	the	scale	are	provided.	
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Table	3.	CR	and	AVE	Values	

Dimension	of	Teacher	Empowerment	Scale	 CR	 AVE	

Professional	Development	 .999	 .948	

Trust	 .996	 .949	

Status	 .994	 .946	

Cooperation	 .990	 .944	

Total	Scale	 .999	 .948	

In	addition,	the	skewness	and	kurtosis	coefficients	of	the	scale	items	were	examined.	According	to	
Karagöz	(2016)	and	Darren	and	Mallery	(2016),	the	skewness	and	kurtosis	values	should	be	between	-
2	and	+2	in	order	for	the	data	to	show	a	normal	distribution.	The	values	for	the	four	dimensions	and	
the	whole	scale	in	this	study	are	shown	in	Table	4.	All	dimensions	in	the	teacher	empowerment	scale	
and	the	total	scale	show	normal	distribution.	

Table	4.	Skewness	and	Kurtosis	Values	about	Teacher	Empowerment	Scale	and	Its	Dimensions	

Dimensions	 Skewness	 Kurtosis	 Distribution	

Professional	Development	 -1.013	 1.009	 Normal	

Trust	 -.967	 1.049	 Normal	

Status	 -.024	 -.498	 Normal	

Cooperation	 -.733	 1.043	 Normal	

Teacher	Empowerment	 -.735	 1.014	 Normal	

Data	Analysis	

In	order	to	find	an	answer	to	the	first	sub-problem	of	the	study,	descriptive	statistics	and	to	find	an	
answer	to	the	second	sub-problem,	the	 independent	statistical	 techniques	 (Independent	Sample	T-
test,	 One	 Way	 ANOVA)	 were	 employed.	 The	 Independent	 Sample	 t-test	 was	 used	 to	 determine	
whether	 there	 is	 a	 significant	 difference	 in	 teachers'	 perceptions	 regarding	 their	 empowerment	
according	to	the	variables	of	gender,	union	membership,	and	educational	status.	One-way	ANOVA	was	
used	to	determine	whether	there	was	a	significant	difference	according	to	the	variables	of	the	branch,	
age,	professional	seniority,	and	the	duration	of	work	in	their	school.	

Results		

The	first	sub-problem	of	the	study	was	determined	as	"What	are	the	perception	level	of	teachers	
about	their	empowerment?"	In	order	to	find	an	answer	to	this	sub-problem,	the	data	obtained	from	
the	sample	was	analyzed	by	descriptive	statistical	techniques,	and	the	findings	reached	are	given	in	
Table	5.	
Table	5.	Teachers’	Perceptions	on	Teacher	Empowerment	

Dimensions	 N	 XY	 df	 Participation	 Participation	Level	

Professional	Development	 441	 4.22	 0.671	 Completely	Agree	 Very	High	

Trust	 441	 3.51	 0.822	 Agree	 High	

Status	 441	 4.08	 0.791	 Agree	 High	

Cooperation	 441	 4.06	 0.746	 Agree	 High	

Teacher	Empowerment	 441	 3.99	 0.608	 Agree	 High	
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It	 is	 seen	 that	 teachers	 have	 a	 very	 high	 level	 of	 perception	 in	 the	 "professional	 development"	
dimension	 (Xz=4.22),	 a	 high	 level	 of	 perceptions	 in	 the	 "status"	 (Xz=3.51),	 "trust"	 (Xz=4.08)	 	 and	
"cooperation"	 (Xz=4.06)	 	 dimensions	 regarding	 their	 empowerment.	 According	 to	 teachers'	
perceptions,	 current	 conditions	 contribute	 the	 most	 to	 teacher	 empowerment's	 "professional	
development"	 dimension	 while	 contributing	 the	 least	 to	 the	 "status"	 dimension.	 Professional	
development	 refers	 to	 the	perception	 that	 schools	provide	 teachers	with	opportunities	 to	develop	
professionally,	continue	 learning,	and	 improve	their	educational	skills	during	their	studies	at	school	
(Short,	1994).	Accordingly,	 it	can	be	said	that	teachers	perceive	their	schools	as	supportive	of	their	
professional	 development.	 Although	 teachers	 generally	 have	 a	 high	 level	 of	 perception	 of	 their	
empowerment,	 it	 is	 seen	 that	 they	 have	 a	 lower	 perception	 in	 the	 "status"	 dimension	 than	 other	
dimensions.	 Statistical	 findings	 obtained	 from	 the	 scale	 items	 to	 determine	 teachers'	 perceptions	
about	teacher	empowerment	are	given	in	Table	6.	

Table	 6.	 The	 Highest	 Level	 of	 Teacher	 Empowerment	 Behaviors,	 Arithmetic	 Means,	 Standard	 Deviations,	
Participation	Status,	and	Empowerment	Levels	According	to		

	 N	 XY	 df	 Participation	 Level	

2)The	 school	 administration	 does	 not	 prevent	 two	 to	
participate	in	any	training	related	to	my	branch	

44
1	

4.49	 0.726	 Completely	
Agree	

Very	
High	

1)Participation	in	seminars/conferences	of	essential	people	in	
my	profession	is	not	prevented	by	the	school	administration.	

4.46	 0.756	 Completely	
Agree	

Very	
High	

3)Attending	 personal	 development	 courses	 (drama,	 diction,	
personal	development,	practical	communicable	items	by	the	
school	management.	

4.37	 0.734	 Completely	
Agree	

Very	
High	

5)It	 is	 supported	 by	 the	 school	 administration	 to	 receive	
training	on	educational	technology.	

4.28	 0.763	 Completely	
Agree	

Very	
High	

8)It	is	supported	by	the	school	administration	to	participate	in	
scientific	training	in	my	environment.	

4.24	 0.793	 Completely	
Agree	

Very	
High	

In	Table	6,	the	items	with	the	highest	mean,	where	the	teachers	stated	"I	completely	agree,"	are	
given.	When	these	eight	items	with	the	highest	mean	are	examined,	it	is	seen	that	the	first	five	items	
(items	2,	1,	3,	5,	and	8)	belong	to	the	"professional	development"	dimension.	According	to	teachers'	
perceptions,	 school	 administrations	 support	 the	 teachers'	 professional	 development	 and	 provide	
opportunities	for	teachers	to	improve	themselves	in	their	profession.	Statistical	information	about	the	
items	with	the	lowest	means	to	determine	teachers'	perceptions	about	teacher	empowerment	is	given	
in	Table	7.	

Table	 7.	 The	 Lowest	 Level	 of	 Teacher	 Empowerment	 Behaviors,	 Arithmetic	 Mean,	 Standard	 Deviation,	
Participation	Status,	and	Empowerment	Levels	According	to	Teacher	Perceptions	

Items	 N	 XY	 df	 Participation	 Level	

13)I	think	I	have	a	profession	with	a	high	social	status	 441	 3.39	 1.131	 Partially	
Agree	

Average	

16)The	 attitudes	 of	 people	 around	 me	 towards	 teachers	
make	me	strong.	

441	 3.39	 1.012	 Partially	
Agree	

Average	

18)The	teaching	profession	gives	me	dignity.	
441	 3.40	 1.038	 Partially	

Agree	
Average	

	
	The	 second	 sub-problem	 of	 the	 study	 was	 determined	 as	 "Do	 teachers'	 perceptions	 of	

empowerment	 differ	 significantly	 according	 to	 their	 gender,	 age,	 branch,	 professional	 seniority,	
duration	of	work	at	their	school,	their	education	status,	their	status	of	being	a	union	member,	and	the	
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size	of	the	number	of	students	in	the	school?".	Teacher	empowerment	and	its	dimensions	show	normal	
distribution	 (see	Table	4).	 In	order	 to	 respond	 to	 this	 sub-problem,	 the	data	 collected	analyzed	by	
inferential	statistical	techniques	(Independent	Sample	t-test,	One	Way	ANOVA),	and	the	findings	are	
presented	with	the	tables.	

a) Gender:	 The	 results	 obtained	 in	 the	 analysis	 to	 determine	 whether	 there	 is	 a	 significant	
difference	 between	 teachers'	 perceptions	 of	 different	 gender	 regarding	 teacher	
empowerment	are	given	in	Table	8.	

Table	8.	Teachers'	Perceptions	of	Teacher	Empowerment	According	to	Their	Gender	

Variable	 Dimension	 Groups	 N	 XY	 Sd	 t	 p	 Difference	

Gender	 Teacher	Empowerment	
Female	 262	 3.95	 0.585	

-1.884	 0.060	 none	
Male	 179	 4.06	 0.636	

	
A	statistically	 significant	difference	was	not	 found	regarding	 teacher	empowerment	 in	 teachers'	

perceptions	according	to	their	gender	(p>.05).	

b) Age:	 The	 results	 obtained	 from	 the	 analysis	 to	 determine	 whether	 there	 is	 a	 significant	
difference	 between	 teachers'	 perceptions	 in	 different	 age	 groups	 regarding	 teacher	
empowerment	is	given	in	Table	9.	

Table	9.	Teachers’	Perceptions	towards	Teacher	Empowerment	According	to	Their	Ages	

Variable	 Dimension	 Groups	 N	 XY	 Sd	 F	 p	 Difference	

Age	 Teacher	Empowerment	

20-30		 34	 3.92	 0.644	

5.182	 0.002	 2-3	
31-40		 228	 3.90	 0.617	

41-50		 141	 4.13	 0.589	

51	and	above	 38	 4.14	 0.475	

It	 has	 been	 determined	 that	 there	 are	 statistically	 significant	 differences	 between	 teachers'	
perceptions	in	different	age	groups	regarding	teacher	empowerment	(p<.05).	Levene	test	was	applied	
to	figure	out	the	source	of	this	difference	and	test	the	equality	of	variances,	and	the	variance	equality	
of	 the	 groups	 was	 tested.	 Variances	 in	 teacher	 empowerment	 show	 a	 homogeneous	 distribution.	
Therefore,	the	Post	Hoc	procedure	suggested	by	Bonferroni	was	carried	out.	At	the	end	of	the	Post	
Hoc	 process,	 it	 is	 seen	 that	 teachers	 aged	 51	 and	 over	 have	 higher	 perceptions	 of	 teacher	
empowerment	than	other	teachers.	Teachers	in	the	age	group	of	31-40	have	a	lower	perception	of	
teacher	empowerment	than	other	teachers.	

c) Branch:	 The	 results	 obtained	 in	 the	 analysis	 to	 determine	 whether	 there	 is	 a	 significant	
difference	 between	 teachers'	 perceptions	 in	 different	 branches	 regarding	 teacher	
empowerment	are	given	in	Table	10.	

Table	10.	Teachers'	Perceptions	of	Teacher	Empowerment	According	to	Their	Branches	

Variable	 Dimension	 Groups	 N	 XY	 Sd	 F	 p	 Difference	

Branch	 Teacher	
Empowerment	

Science	 185	 3.95	 0.615	

0.837	 0.502	 none	
Social	 151	 4.02	 0.611	

Fine	Arts	 23	 4.07	 0.628	

Sport	 26	 3.92	 0.680	

Foreign	Language	 54	 4.08	 0.520	
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According	to	their	branches,	there	is	no	statistically	significant	difference	in	teachers'	perceptions	
of	teacher	empowerment	(p>.05).	

d) Professional	seniority:	The	results	obtained	in	the	analysis	to	determine	whether	there	is	a	
significant	difference	between	teachers'	perceptions	in	different	seniority	groups	regarding	
teacher	empowerment	is	given	in	Table	11.	

Table	11.	Teachers'	Perceptions	of	Teacher	Empowerment	According	to	the	Professional	Seniority	

Variable	 Dimension	 Groups	 N	 XY	 Sd	 F	 p	 Difference	

Professional	
Seniority	

Teacher	
Empowerment	

0-5	years	 22	 4.03	 0.530	

4.488	 0.001	

2-4	
2-5	
3-4	
3-5	

6-10	years	 75	 3.85	 0.708	

11-15	years	 127	 3.88	 0.627	

16-20	years	 106	 4.11	 0.535	

21	years	and	above	 110	 4.12	 0.556	

Statistically	 significant	 differences	 were	 determined	 in	 teachers'	 perceptions	 of	 teacher	
empowerment	according	to	their	branches	(p<.05).	In	order	to	determine	the	difference	between	the	
groups,	the	Levene	test	was	applied	first,	and	the	equality	of	variances	was	tested.	It	was	determined	
that	teacher	empowerment	(p=.070)	showed	a	homogeneous	distribution.	For	this	reason,	the	Post	
Hoc	 procedure	 recommended	 by	 Bonferroni	was	 carried	 out.	 At	 the	 end	 of	 the	 Post	Hoc	 process,	
teachers	 with	 seniority	 between	 6-15	 years	 (Xz=3.85;	 Xz=3.88)	 had	 a	 lower	 perception	 of	 teachers'	
empowerment	than	teachers	with	seniority	of	16	years	or	more	(Xz=4.11;	Xz=4.12).	

e) Working	time	at	their	schools:	The	results	obtained	in	the	analysis	conducted	to	determine	
whether	there	is	a	significant	difference	between	teachers'	perceptions	who	have	different	
working	years	in	their	school	about	teacher	empowerment	are	given	in	Table	12.	

Table	12.	Teachers'	Perceptions	of	Teacher	Empowerment	according	to	Their	Working	Time	

Variable	 Dimension	 Groups	 N	 XY	 df	 F	 p	 Difference	

Working	 time	 at	
their	schools	

Teacher	
Empowerment	

0-2	years	 138	 3.98	 0.637	

3.458	 0.032	 2-3	
3-5	years	 123	 3.90	 0.638	

Six	years	and	
above	

180	 4.08	 0.553	

Statistically	 significant	 differences	 were	 determined	 in	 teachers'	 perceptions	 regarding	 teacher	
empowerment	 according	 to	 their	working	 time	 in	 their	 schools	 (p<.05).	 In	 order	 to	 determine	 the	
difference	between	the	groups,	the	Levene	test	was	applied	first,	and	the	equality	of	variances	was	
tested.	 The	 distribution	 of	 variances	 in	 teacher	 empowerment	 is	 homogeneous	 (p>.05).	 For	 this	
reason,	the	Post	Hoc	procedure	recommended	by	Tukey	was	carried	out.	 It	has	been	revealed	that	
teachers	 working	 at	 a	 school	 where	 they	 have	 six	 years	 or	 more	 towards	 teacher	 empowerment	
(Xz=4.08)	have	a	higher	perception	than	teachers	working	in	a	school	where	they	are	between	3-5	years	
(Xz=3.90).	

e)	Educational	status:	The	results	obtained	in	the	analysis	conducted	to	determine	whether	
there	 is	 a	 significant	 difference	 between	 the	 perceptions	 of	 undergraduate	 and	 graduate	
teachers	regarding	teacher	empowerment	is	given	in	Table	13.	
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Table	13.	Teachers'	Perceptions	of	Teacher	Empowerment	According	to	their	Educational	Status	

Variable	 Dimension	 Groups	 N	 XY	 Sd	 t	 P	 Difference	

Educational	
status	

Teacher	
Empowerment	

Undergraduate	 393	 4.00	 0.598	
0.611	 0.542	 none	

Graduate	 48	 3.95	 0.691	

A	 statistically	 significant	 difference	 was	 not	 found	 in	 teachers'	 perceptions	 regarding	 teacher	
empowerment	according	to	their	educational	status	(p>.05).	

f)	Union	Status:	The	results	obtained	in	the	analysis	to	determine	whether	there	is	a	significant	
difference	 between	 the	 perceptions	 of	 unionized	 teachers	 and	 not	 related	 to	 teacher	
empowerment	are	given	in	Table	14.	

Table	14.	Teachers'	Perceptions	of	Teacher	Empowerment	According	to	Their	Union	Status	

Variable	 Dimension	 Groups	 N	 XY	 Sd	 t	 P	 Difference	

Union	Status	 Teacher	
Empowerment	

Unionized	 324	 3.97	 0.625	
-1.550	 0.122	 none	

Non-unionized	 117	 4.07	 0.555	

A	 statistically	 significant	 difference	 was	 not	 found	 in	 teachers'	 perceptions	 regarding	 teacher	
empowerment	according	to	their	union	membership	status	(p>.05).	

f)	 Number	 of	 students	 in	 the	 school:	 The	 results	 obtained	 in	 the	 analysis	 conducted	 to	
determine	whether	there	is	a	significant	difference	between	the	perceptions	of	teachers	with	
different	numbers	of	students	in	their	schools	regarding	teacher	empowerment	are	given	in	
Table	15.	

Table	 15.	 Teachers'	 Perceptions	 of	 Teacher	 Empowerment	 According	 to	 the	 Size	 of	 the	 Current	 Number	 of	
Students	in	Their	Schools	

Variable	 Dimension	 Groups	 N	 XY	 Sd	 F	 p	 Difference	

Number	 of	
students	 in	 the	
school	

Teacher	
Empowerment	

0-500	students	 100	 4.03	 0.640	

4.288	 0.014	 2-3	
501-1000	
students	

213	 3.92	 0.612	

1001	 students	
and	above		

128	 4.11	 0.558	

It	 has	 been	 determined	 that	 there	 are	 statistically	 significant	 differences	 between	 teachers'	
perceptions	 working	 for	 the	 schools	 with	 different	 numbers	 of	 students	 regarding	 teacher	
empowerment	(p<.05).	Levene	test	was	applied	to	investigate	the	source	of	this	difference	and	test	
the	equality	of	variances	and	the	groups'	variance	equality.	It	was	determined	that	variances	in	teacher	
empowerment	showed	a	homogeneous	distribution,	and	the	Post	Hoc	procedure	suggested	by	Tukey	
was	 carried	 out.	 It	 was	 determined	 that	 teachers	working	 in	 schools	 with	 1001	 or	more	 students	
(Xz=4.11)	have	a	higher	perception	of	teacher	empowerment	than	teachers	in	schools	with	students	in	
the	range	of	501-1000	(Xz=3.92).	

Discussion,	Conclusion,	and	Implications		

According	to	this	research,	teachers	perceive	their	empowerment	level	as	high.	Similar	to	this	result	
of	 the	study,	Cheasakul	and	Varma	 (2016),	Ganiban,	Belencia,	and	Ocampo	 (2019),	Odabaş	 (2014),	
Tindowen	(2019)	found	that	teachers	perceived	their	level	of	empowerment	as	high.	Differently,	Marks	
and	Louis	 (1999)	 found	that	 teachers	perceive	 their	empowerment	 level	as	a	medium,	Squire	Kelly	
(2012)	as	low,	and	Al-Yaseen	and	Al-Musaileem	(2013)	as	very	low.	
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Developments	in	information	processing	technology,	increasing	competition,	increasing	education	
levels	and	expectations	of	individuals	in	the	society,	and	the	formation	of	a	globalizing	and	constantly	
changing	 external	 environment	 make	 it	 essential	 for	 teachers	 to	 be	 empowered	 and	 perceive	
themselves	as	empowered.	Employees	with	high	perceptions	of	empowerment	are	more	willing	 to	
achieve	 organizational	 goals	 and	 believe	 that	 ensuring	 their	 efficiency	meets	 their	 personal	 needs	
(İhtiyaroğlu,	2017).	

An	important	reason	for	the	growth	of	developed	countries	is	educational	investments	in	human	
capital	 (Tunç,	 1993).	 Teacher	 empowerment	 in	 schools	 is	 realized	 with	 school	 administrators	
transferring	 their	 powers	 to	 teachers,	 involving	 teachers	 in	 their	 decisions,	 creating	 awareness	 of	
togetherness	in	schools,	spending	time	together	in	a	different	school,	canteen,	garden,	teachers'	room,	
cafeteria,	 classrooms.	 It	 is	 carried	 out	 by	 communicating	 with	 them,	 encouraging	 teachers	 for	
professional	and	personal	development,	and	taking	into	account	the	particular	situation	of	teachers	in	
the	 preparation	 of	 the	 curriculum	 and	 during	 shifts	 (Kıral,	 2019).	 Investments	 in	 education	 by	
empowering	teachers	will	enable	teachers	to	be	more	productive	and	efficient,	and	higher	productivity	
means	higher	earnings	(Üstün,	2006).	

It	 was	 determined	 that	 teachers	 have	 a	 very	 high	 level	 of	 perception	 of	 their	 professional	
development.	 According	 to	 teachers'	 perceptions,	 school	 administrations	 support	 teachers'	
professional	 development	 and	 provide	 opportunities	 for	 teachers	 to	 improve	 themselves	 in	 their	
profession.	 One	 of	 the	most	 critical	 factors	 affecting	 teachers'	motivation	 is	 school	 administrators	
(Argon,	2015).	School	administrators	were	not	supporting	teachers,	being	indifferent	to	their	requests	
and	problems;	in	other	words,	school	administrators	who	have	an	indifferent	management	style	create	
a	feeling	of	powerlessness	in	teachers	(Çelik	&	Akar,	2020).	

It	was	determined	that	teachers	have	a	high	 level	of	perception	of	their	status.	However,	 it	was	
found	 that	 teachers	 have	 a	 lower	 perception	 of	 status	 than	 other	 dimensions	 of	 empowerment.	
Similarly,	Ökmen	(2018)	determined	that	teachers	perceive	the	status	of	their	teaching	profession	as	
high.	Tindowen	(2019),	Aguado,	Garcia,	Laguador,	and	Deligero	(2015)	determined	that	teachers	in	the	
Philippines	have	a	very	high	level	of	status	perception.	Kahraman	and	Çelik	(2020),	in	their	study	critical	
the	 status	 of	 the	 teaching	 profession,	 determined	 that	 according	 to	 teachers,	 teaching	 is	 sacred,	
respected,	and	reliable.	Sunar,	Kaya,	Otrar,	Demiral,	Nerse,	and	Kalpaklıoğlu's	(2015)	research	on	the	
credibility	of	 the	profession	 in	Turkey	has	 identified	that	teaching	 is	 the	most	respected	profession	
after	a	medical	doctor,	university	professor,	and	judge.	According	to	the	study	of	Sunar	et	al.	(2015),	it	
was	determined	that	the	status	of	the	teaching	profession	lagged	behind	some	professions,	but	when	
examined	 in	 general,	 it	was	 seen	 that	 it	 ranks	 high.	Accordingly,	 it	 can	be	 said	 that	 teachers	 have	
professional	 respectability	 and	 feel	 that	other	 individuals	 respect	 their	 knowledge	and	experience.	
Differently,	87%	of	teachers	in	Ulutaş's	(2017)	study	on	the	social	status	of	the	teaching	profession,	
and	 78%	of	 teachers	 in	Ünsal's	 (2018)	 study	 find	 the	 status	 of	 the	 teaching	 profession	 low.	 In	 the	
studies	of	Demir	and	Almalı	(2020),	Varkey	(2013),	Sönmez	and	Cemaloğlu	(2017),	teachers	state	that	
they	believe	 that	 the	 status	of	 the	 teaching	profession	 is	decreasing	day	by	day.	Gök	and	Okçabol	
(1998)	argue	that	according	to	most	of	the	teachers	teaching	profession	 is	not	accepted	 in	society,	
students	will	not	listen	to	a	teacher	who	is	not	respected,	and	parents	will	not	support	the	teacher.	

It	was	determined	that	teachers	have	a	high	level	of	perception	about	the	dimension	of	“trust."	This	
result	 reveals	 that	 teachers	 trust	 their	 schools	 and	 administrators.	 Teachers'	 trust	 in	 their	 schools	
ensures	that	a	favorable	environment	is	created	to	achieve	the	school's	goals	(Çelik	&	Gencer,	2019).	

Studies	on	trust	in	schools	are	addressed	with	trust	in	the	administrator,	trust	in	stakeholders,	trust	
in	colleagues,	communication,	openness	to	innovation,	and	sensitivity	to	employees.	In	this	study,	trust	
primarily	includes	trust	in	the	manager.	Akgündüz,	Güzel,	and	Harman	(2016)	state	that	the	primary	
determinant	of	teachers'	perceptions	of	trust	is	the	trust	they	have	in	their	administrators.	Teachers'	
trust	in	their	administrators	is	influenced	by	the	fact	that	administrators	are	accessible,	open,	keeping	
their	word,	skill,	consistency,	loyalty,	accuracy,	honesty,	attentiveness,	openness	to	new	opinions,	and	
general	reliability	(Deluga,	1994).	Baş	and	Şentürk	(2011),	Cantaş	and	Kavas	(2015),	Çelik	and	Gencer	
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(2019),	Duman	(2018),	Polat	(2007),	Polat	and	Celep	(2008)	also	emphasize	that	teachers'	perception	
of	trust	is	high.	Uygur	(2018)	states	that	teachers'	trust	in	their	principals	and	colleagues	is	"very	high,"	
and	their	trust	in	stakeholders	is	"high."	There	are	also	studies	in	which	teachers'	perception	of	trust	
is	"moderate"	(Artuksi,	2009;	Bökeoğlu	&	Yılmaz,	2008;	Kalaycı,	2007;	Memduhoğlu	&	Zengin,	2011;	
Özdere,	2015;	Yıldız,	2013).	Although	these	studies	were	carried	out	in	Turkish	schools,	the	reasons	
that	have	caused	the	differences	in	teachers'	trust	levels	can	be	investigated.	

It	was	determined	that	teachers	have	a	high	level	of	perception	of	cooperation.	This	result	reveals	
that	 teachers	 have	 perceptions	 of	 a	 high	 level	 of	 cooperation	 between	 teachers.	 One	 of	 the	
management	 processes	 of	 Fayol	 is	 coordination.	 Coordination	 has	 three	 essential	 steps:	 harmony,	
cooperation,	and	encouragement	(Tortop,	İşbir,	&	Aykaç,	1999).	Increasing	participation,	cooperation	
and	 cooperation	 relations	 among	 teachers	 in	 educational	 organizations	 provide	 an	 increase	 in	
efficiency	and	quality	in	education	(Çepni	&	Küçük,	2003).	Members	of	the	organization	can	do	actions	
that	 cannot	 be	 carried	 out	 alone,	 in	 cooperation.	 Cooperative	 behaviors	 among	 teachers	 include	
shared	 works	 on	 implementing	 the	 curriculum,	 teachers'	 creating	 lesson	 plans	 together,	 and	
developing	assessment	and	evaluation	practices	together	(DuFour,	Eaker,	&	DuFour,	2005).	Teachers	
can	share	good	practices	with	 their	 colleagues,	 transfer	 them	to	 their	 classes,	exchange	 ideas,	and	
collaborate	to	solve	the	problems	they	encounter	in	the	classroom	(Cerit,	2009).	

No	 statistically	 significant	 differences	 were	 found	 in	 teachers'	 perceptions	 of	 teacher	
empowerment	according	to	their	gender.	Accordingly,	 it	can	be	said	that	male	and	female	teachers	
have	 similar	 perceptions	 of	 teacher	 empowerment.	 Similarly,	 Al-Yaseen	 and	 Al-Musaileem	 (2013),	
Ganiban	et	 al.	 (2019),	Gardenhour	 (2008),	Gonzales	 and	Short	 (1996),	 Kıral	 (2020),	Odabaş	 (2014),	
Ökmen	 (2018),	 Short	 and	 Rinehart	 (1992),	 Veisi	 et	 al.	 (2015)	 did	 not	 find	 a	 statistically	 significant	
difference	 in	 teachers'	 perceptions	 of	 empowerment	 according	 to	 their	 gender.	 İhtiyaroğlu	 (2017)	
determined	that	while	female	teachers	have	a	higher	perception	of	their	psychological	empowerment,	
male	teachers	have	a	higher	perception	of	structural	empowerment.	While	Altınkurt	et	al.	(2016)	have	
a	 higher	 perception	 of	 psychological	 empowerment	 among	 female	 teachers,	 they	 did	 not	 find	 a	
statistically	significant	difference	regarding	structural	empowerment	according	to	teachers'	gender.	At	
the	 same	 time,	 Yorulmaz	 et	 al.	 (2018)	 found	 that	 while	 teachers'	 perceptions	 of	 structural	
empowerment	 did	 not	 differ	 statistically	 significant,	 male	 teachers	 had	 a	 higher	 perception	 of	
psychological	 empowerment.	 According	 to	 Duman	 (2018),	 while	 male	 teachers	 have	 a	 higher	
perception	 of	 structural	 empowerment,	 there	 is	 no	 statistically	 significant	 difference	 in	 their	
perceptions	of	psychological	empowerment	according	to	their	gender.	Dimitriades	and	Kufidu	(1995)	
did	 not	 find	 a	 statistically	 significant	 difference	 in	 teachers'	 perceptions	 of	 psychological	
empowerment	 according	 to	 their	 gender.	 Uygur	 (2018)	 did	 not	 identify	 statistically	 significant	
differences	in	teachers'	perceptions	of	structural	empowerment.	Different	results	have	been	revealed	
in	 teachers'	 perceptions	 of	 teacher	 empowerment	 when	 the	 literature	 is	 examined	 according	 to	
gender.	

When	examined	according	to	the	age	variable,	teachers	over	41	have	a	higher	perception	of	teacher	
empowerment.	In	this	direction,	it	can	be	said	that	teachers	over	the	age	of	41	can	undertake	their	
development	 and	 improve	 their	 ability	 to	 solve	 their	 problems.	 Differently,	 according	 to	 Odabaş	
(2014),	Ökmen	(2018),	Veisi	et	al.	 (2015),	teachers'	perceptions	of	empowerment	differ	statistically	
significantly	according	to	their	age.	One	of	the	researchers,	İhtiyaroğlu	(2017)	and	Güneş	(2015),	who	
dealt	with	teacher	empowerment	separately	as	structural	and	psychological	empowerment,	found	in	
their	study	that	there	was	no	statistically	significant	difference	in	teachers'	perceptions	of	structural	
and	 psychological	 empowerment	 according	 to	 their	 age.	 While	 Duman	 (2018)	 determined	 that	
teachers	between	the	ages	of	20-29	and	over	50	have	a	higher	perception	of	structural	empowerment,	
they	 did	 not	 find	 a	 statistically	 significant	 difference	 in	 teachers'	 perceptions	 of	 psychological	
empowerment	 by	 age.	 There	 is	 no	 consensus	 in	 teachers'	 perceptions	 regarding	 teacher	
empowerment	in	the	literature	according	to	the	age	variable.	
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No	 statistically	 significant	 differences	 were	 found	 in	 teachers'	 perceptions	 of	 teacher	
empowerment	 according	 to	 their	 branches.	 Accordingly,	 it	 can	 be	 said	 that	 teachers	 have	 similar	
perceptions	 of	 empowerment	 regardless	 of	 their	 branch.	 Similarly,	 Kıral	 (2020)	 did	 not	 find	 a	
statistically	significant	difference	in	teachers'	perceptions	of	psychological	empowerment	according	to	
their	 branches.	 According	 to	 their	 branches,	 Uygur	 (2018)	 did	 not	 identify	 statistically	 significant	
differences	in	teachers'	perceptions	of	structural	empowerment.	

No	 statistically	 significant	 differences	 were	 found	 in	 teachers'	 perceptions	 of	 teacher	
empowerment	according	to	their	educational	status.	Accordingly,	it	can	be	said	that	undergraduate	
and	 graduate	 teachers	 have	 similar	 perceptions	 of	 teacher	 empowerment.	 Al-Yaseen	 and	 Al-
Musaileem	(2013),	Ganiban	et	al.	(2019),	Gardenhour	(2008),	Ökmen	(2018)	did	not	find	a	statistically	
significant	difference	in	teachers'	perceptions	of	empowerment	according	to	their	educational	status.	
Uygur	 (2018),	 on	 the	 other	 hand,	 found	 that	 undergraduate	 teachers	 have	 a	 higher	 perception	 of	
structural	empowerment.	

No	 statistically	 significant	 differences	 were	 found	 in	 teachers'	 perceptions	 of	 teacher	
empowerment	 according	 to	 their	 union	 status.	 Accordingly,	 it	 can	 be	 said	 that	 unionized	 or	 non-
unionized	teachers	have	similar	perceptions	of	teacher	empowerment.	

It	was	revealed	that	teachers	between	the	ages	of	31-40	according	to	the	age	variable	and	teachers	
with	 seniority	 between	 6-15	 years	 according	 to	 the	 seniority	 variable	 have	 a	 lower	 perception	 of	
empowerment	than	the	other	groups.	Perception	of	teacher	empowerment	is	higher	among	teachers	
who	have	worked	in	their	school	for	six	years	or	more.	Teachers	who	have	been	working	in	the	same	
school	for	a	long	time	are	more	familiar	with	the	school	they	are	in,	administrators	and	management	
approach,	 students	 and	 colleagues	 at	 the	 school,	 parents,	 and	 school	 environment	 (Tepe,	 2018).	
Teachers	 who	work	 in	 the	working	 environment	 are	 accustomed	 to	 know	more	 about	 the	 school	
administration,	students,	other	teachers,	and	parents	and	can	communicate	with	them	more	easily.	
For	these	reasons,	it	can	be	said	that	teachers	who	worked	at	their	schools	for	a	long	time	felt	stronger.	
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TÜRKÇE	GENİŞ	ÖZET	

Öğretmenlerin	Güçlendirilmelerine	İlişkin	Algılarının	Çeşitli	Değişkenlere	Göre	İncelenmesi	

Problem	Durumu	

Alanyazında	 güçlendirme	 1980’li	 yılların	 sonlarına	 doğru	 ortaya	 çıkmaya	 başlamıştır	 (Edwards,	
Green	ve	Lyons,	2002).	1980’li	yıllarda	güçlendirme	çalışan	katılımı,	katılımcı	karar	verme,	kendi	kendini	
yönetme	 kavramlarıyla	 birlikte	 kullanılırken;	 1990’lı	 yıllardan	 sonra	 çalışanları	 özgürleştirmek,	 daha	
yenilikçi	 olmaları	 için	 cesaretlendirmek,	 onları	 daha	mutlu	 ve	 verimli	 bireyler	 yapmak	 için	 bir	 araç	
olarak	 ele	 alınmıştır	 (Davidson	 ve	 Martinsons,	 2002).	 Bu	 nedenle	 öğretmen	 güçlendirme	 yeni	 bir	
çalışma	 alanı	 olarak	 değerlendirilebilir.	 21.	 yüzyılda	 gerekli	 becerilerin	 belirlenmeye	 başlamasıyla	
birlikte	öğretmenlerin	bu	çağda	güçlendirilmesi,	güçlendirilmesi	için	gerekli	becerilerin	belirlenmesi	ve	
eksiklerinin	giderilmeye	çalışılması	önem	kazanmaktadır.		

Bu	 araştırmada	 öğretmen	 güçlendirme;	 öğretmenlerin	 mesleki	 gelişimlerinin	 sağlanması,	
statülerinin	 arttırılması,	 örgütlerine	 güven	 duymalarının	 ve	 örgüt	 üyeleri	 arasında	 iş	 birliğinin	
artırılmasının	sağlanması	olarak	ele	alınmıştır.	Gelişen	ve	değişen	koşullarla	birlikte	öğretmenlerin	de	
fırsat	 yapılarının,	 güçlerinin	 ve	 psikolojilerinin	 değişimler	 doğrultusunda	 yönlendirilmesi	
gerekmektedir.	Bu	nedenle	öğretmen	güçlendirme,	üzerinde	araştırma	yapılması	gereken	ve	değişim	
var	olduğu	sürece	güncelliğini	her	zaman	koruyacağı	düşünülen	bir	konudur.	Öğretmen	güçlendirmeyle	
ilgili	 çalışmaların	artarak	devam	etmesi	eğitim	politikalarının	belirlenmesi	 ve	uygulanması	açısından	
önemlidir.		

Bu	araştırmayı	orijinal	kılan	farklı	nedenler	bulunmaktadır.	Öğretmenlerin	güçlendirilmesiyle	 ilgili	
çalışmalar	incelendiğinde	Short	ve	Rinehart	(1992)	tarafından	geliştirilen	öğretmen	güçlendirme	ölçeği	
ile	karşılaşılmaktadır.	Bu	ölçek	Mete	(2004)	tarafından	“Okul	Katılımcıları	Yetkilendirme	Ölçeği”	adıyla	
kullanılmıştır.	Ayrıca	bu	ölçek	Baloğlu,	 Karadağ	 ve	Gavuz	 (2009)	 tarafından	Türkçeye	uyarlanmış	 ve	
“Okul	Paydaşları	Yetkilendirme	Ölçeği”	olarak	adlandırılmıştır.	Genç	 (2007)	güçlendirmede	geniş	bir	
yetki	devri	olduğunu,	fakat	güçlendirmedeki	anlayışın	yetki	devrinden	farklı	olduğunu	belirtmiştir.	Yetki	
devrinde	yönetici	sorumludur	ve	gerekli	görmesi	durumunda	kendine	ait	yetkiyi	geçici	olarak	astlarına	
devretmektedir.	Güçlendirmede	ise	kişi	yaptığı	işin	sahibi	gibidir	ve	iş	hakkındaki	fırsatları	görüp	kendi	
karar	verebilmektedir.	Bu	nedenle	güçlendirme	ve	yetkilendirmenin	tam	olarak	birbiriyle	örtüştüğünü	
söylemek	zordur.	Bunun	dışında	yapısal	güçlendirme	ölçekleri	ve	psikolojik	güçlendirme	ölçeklerinin	
ayrı	ayrı	kullanıldığı	çalışmalar	ile	de	karşılaşılmaktadır.	Somech	(2005)	her	bir	güçlendirme	biçiminin	
ayrı	ayrı	ele	alınmasının	güçlendirme	olgusunu	tam	olarak	açıklamada	yetersiz	kaldığını	belirtmektedir.	
Bu	 araştırmada,	 araştırmacılar	 tarafından	 geliştirilen	 ve	öğretmenlerin	 güçlendirilmesi	 ile	 ilgili	 daha	
kapsamlı,	kullanışlı,	geçerli	ve	güvenilir	bir	ölçek	kullanılmıştır.	Özkan	Hıdıroğlu	ve	Tanrıöğen	 (2020)	
öğretmen	 güçlendirme	 konusundaki	 araştırmalarda	 ilişkisel	 tarama	 modelinin	 yoğun	 olarak	
kullanıldığını	belirlemişlerdir.	Bu	araştırma	betimsel	 tarama	modelindedir.	Bu	anlamda	araştırmanın	
literatüre	katkı	sunacağı	düşünülmektedir.	

Araştırmada	 öğretmenlerin	 güçlendirilmelerini	 hangi	 düzeyde	 algıladıkları	 ve	 öğretmenlerin	
güçlendirilmelerine	 ilişkin	 algılarında	 hangi	 değişkenlerin	 önemli	 olduğunun	 belirlenmesi	

Uluslararası	Eğitim	Programları	ve	Öğretim	Çalışmaları	Dergisi	
11(1),	2021,	127-146		
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hedeflenmiştir.	Bu	doğrultuda	araştırmanın	amacı	öğretmenlerin	güçlendirilmelerine	 ilişkin	algılarını	
ve	bu	algıların	onların	cinsiyetlerine,	yaşlarına,	branşlarına,	mesleki	kıdemlerine,	bulundukları	okuldaki	
çalışma	 sürelerine,	 öğrenim	 durumlarına,	 sendikalı	 olma	 durumlarına,	 okuldaki	 öğrenci	 sayısının	
büyüklüğüne	 göre	 anlamlı	 olarak	 farklılık	 gösterip	 göstermediğini	 belirlemektir.	 Bu	 amaç	
doğrultusunda	aşağıdaki	alt	problemlere	yanıt	aranmıştır.		

a) Öğretmenlerin	güçlendirilmelerine	ilişkin	algıları	ne	düzeydedir?	

b) Öğretmenlerin	 güçlendirilmelerine	 ilişkin	 algıları	 onların	 cinsiyetlerine,	 yaşlarına,	
branşlarına,	 mesleki	 kıdemlerine,	 bulundukları	 okuldaki	 çalışma	 sürelerine,	 öğrenim	
durumlarına,	 sendikalı	 olma	 durumlarına,	 okuldaki	 öğrenci	 sayısının	 büyüklüğüne	 göre	
anlamlı	olarak	farklılık	göstermekte	midir?		

Yöntem	

Araştırmanın	Modeli	

Araştırma	nicel	araştırmalardan	betimsel	tarama	modelinde	bir	çalışmadır.	Bu	model,	araştırmaya	
konu	 olan	 olay	 ya	 da	 durumu	 var	 olduğu	 şekliyle	 betimlemeyi	 amaçlayan	 araştırma	 yaklaşımıdır	
(Karasar,	 2007).	 Bu	 araştırmada	 var	 olan	 durum	 olduğu	 haliyle	 aktarıldığı	 için	 betimsel	 tarama	
modelindedir.		

Evren-Örneklem	

Araştırmanın	 evreni	 2019-2020	 eğitim	 öğretim	 yılında	 Denizli’nin	 Merkezefendi	 (1159)	 ve	
Pamukkale	(1117)	ilçelerindeki	ortaokullarında	görev	yapan	2276	ortaokul	öğretmenidir.	Denizli	İl	Milli	
Eğitim	Müdürlüğünden	ölçeğin	uygulanabilmesi	için	gerekli	izinler	alınmıştır.	Araştırmanın	evreni	her	
iki	 ilçede	devlet	ortaokullarında	görev	yapan	öğretmenlerdir.	Veriler	gönüllü	öğretmenlerden	online	
olarak	 toplanmıştır.	 Evreni	 temsil	 edecek	 örneklem	 sayısı	 Şahin’in	 (2014)	 önerdiği	 formül	 dikkate	
alınarak	 hesaplanmıştır.	 Örneklem	 hesaplama	 formülüne	 göre	 2276	 kişilik	 bir	 evren	 için	 329	 kişilik	
örnekleme	ulaşılması	yeterli	görülmektedir.	Bu	araştırma	gönüllü	473	öğretmen	ile	gerçekleştirilmiştir.	
Farklı	illerden	(10	form)	ve	farklı	okul	düzeylerinden	(12	form)	doldurulan	formlar	ile	okul	müdürleri	(7	
form)	 formlar	 ve	 ön	 lisans	 mezunları	 tarafından	 doldurulan	 (3	 form)	 formlar	 araştırmaya	 dahil	
edilmeyerek	çalışma	441	öğretmen	üzerinden	ilerletilmiştir.		

	

	

Veri	Toplama	Araçları	

Araştırmada	 Özkan	 Hıdıroğlu	 ve	 Tanrıöğen	 (2020)	 tarafından	 geliştirilen	 “Öğretmen	 Güçlendirme	
Ölçeği”	 ve	 “Kişisel	 Bilgi	 Formu”	 veri	 toplama	 araçları	 olarak	 kullanılmıştır.	 Öğretmen	 Güçlendirme	
Ölçeği	4	boyut	(mesleki	gelişim,	statü,	güven,	işbirliği)	ve	37	maddeden	oluşmaktadır.	Ölçeğin	Cronbach	
Alpha	 güvenirlik	 katsayısı	 0,97’dir.	Ölçekte	 yakınsak	 ve	 ıraksak	 geçerlilik	 sağlanmaktadır	 (CR=0,999;	
AVE=0,948).	Ölçekteki	maddeler	normal	dağılım	göstermektedir.		

Veri	Analizi	

Verilerin	analizinde	betimsel	ve	vardamsal	istatistik	teknikleri	(Independent	Sample	T	test,	One	Way	
ANOVA)	uygulanmıştır.	
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Sonuçlar	

Öğretmenlerin,	 öğretmen	 güçlendirmeye,	 statüye,	 güvene	 ve	 iş	 birliğine	 ilişkin	 algılarının	 yüksek;	
mesleki	 gelişime	 ilişkin	 algılarının	 çok	 yüksek	 düzeyde	 olduğu	 belirlenmiştir.	 En	 yüksek	 ortalamaya	
sahip	 ilk	 beş	 madde	 mesleki	 gelişim	 boyutundadır.	 Bu	 doğrultuda	 öğretmenler	 okullarını,	 mesleki	
anlamda	gelişmelerini	destekleyici	olarak	algılamaktadırlar.	Öğretmenlerin	en	düşük	olarak	algıladıkları	
maddeler;	 öğretmenlik	 mesleğinin	 sosyal	 statüsü,	 çevrelerindeki	 kişilerin	 öğretmenlere	 yönelik	
tutumları	 ve	 mesleğin	 öğretmene	 itibar	 sağlaması	 içeriklerindedir.	 Bu	 doğrultuda	 öğretmenler	
statülerini,	 öğretmen	 güçlendirmenin	 diğer	 boyutlarına	 göre	 daha	 düşük	 olarak	 algılamaktadırlar.	
Öğretmenlerin	güçlendirilmelerine	ilişkin	algılarında	cinsiyetlerine,	branşlarına,	öğrenim	durumlarına	
ve	sendikalı	olma	durumlarına	göre	istatistiksel	olarak	anlamlı	bir	farklılık	yoktur.	Yaş	değişkenine	göre	
31-40	 yaş	 aralığındaki	 öğretmenlerle	 ve	 kıdem	 değişkenine	 göre	 6-15	 yıl	 arası	 kıdeme	 sahip	
öğretmenlerin	 diğer	 gruplara	 göre,	 güçlendirilmelerine	 ilişkin	 daha	 düşük	 bir	 algıya	 sahip	 oldukları	
ortaya	koyulmuştur.	Bulundukları	okulda	6	yıl	ve	üzerinde	bir	süredir	çalışan	öğretmenlerin	ve	1000’in	
üzerinde	öğrenci	mevcuduna	 sahip	okullarda	 çalışan	öğretmenlerin	diğer	 gruplardaki	 öğretmenlere	
göre	 güçlendirilmelerine	 ilişkin	 daha	 yüksek	 bir	 algıya	 sahip	 oldukları	 belirlenmiştir.	 İlgili	 sonuçlar	
doğrultusunda,	 öğretmenlerin	 statülerine	 ilişkin	 algılarını	 iyileştirmeye	 yönelik	 yasal	 düzenlemeler	
yapılabilir.	Mesleklerinin	ortalarında	bulunan	öğretmenlerin	güçlendirilme	düzeylerini	diğer	gruplara	
göre	daha	düşük	olarak	algılama	nedenleri	araştırılabilir.	Öğretmenlerin	bulundukları	okulda	uzun	yıllar	
çalışmalarına	yönelik	 teşvik	edici	önlemler	alınabilir.	Kalabalık	okullarda	çalışan	öğretmenlerin	daha	
güçlendirilmiş	olarak	algılamalarının	nedenleri	ortaya	koyulabilir.		

	
	

	


