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Abstract

The purpose of this study is to determine the relationship between teacher
autonomy and emotional labor. The population for the study, designed in
relational survey model, is composed of teachers who worked at primary,
secondary and high schools in Mugla province and the sample were selected
through the disproportionate cluster sampling technique. The data was
gathered with the Teacher Autonomy Scale and the Emotional Labour Scale.
Descriptive statistics, t-test, ANOVA and multiple regression analysis were
used to analyse the data. According to the results obtained from the study,
the general autonomy behaviors of teachers were determined to be above
the moderate level and among the dimensions of autonomy, teachers
displayed teaching autonomy the most. It was also identified that teacher
autonomy differed significantly by school type and school level, whereas it
did not differ significantly by gender and seniority. On the other hand,
teachers indicated that they display naturally felt emotions the most among
the dimensions of emotional labor. Teachers’ emotional labor behaviors
differed significantly by gender, whereas they did not differ significantly by
school type, school level, and seniority. According to the results of regression
analysis it was determined that there was a significant and close to moderate
level of relationship between all dimensions of emotional labor and teaching,
curriculum, communication and general teacher autonomy. However, a
significant and low level of relationship was found between the dimensions
of emotional labor and professional development autonomy. Last but not
least, expression of naturally- felt emotions was identified as a significant
predictor of all the dimensions of teacher autonomy.
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INTRODUCTION

Transition of societies to the information age has brought along many changes in economic,
political, and social fields and has caused differentiation of expectations belonging to societies’
future generations. The main responsibility of raising individuals who have skills and competencies
to meet these expectations is incumbent on schools and teachers who are their main components.
In renovation studies carried out in the curriculum of the Ministry of National Education of Turkey
in 2016-2017 academic year, not only providing students with basic information which they can
use in daily life, but also several cognitive, social and individual competences and skills such as
questioning life, critical thinking, adopting differences between cultures, problem solving, to be
independent and autonomous are deemed obligatory for individuals (MEB, 2017, p.8). Teachers
act as a guide who facilitate learning, show alternative ways to students, and promote their ability
to make decisions independently taking their own responsibilities in the learning process (Kog,
2006, p.56-57). In this respect, teachers who display autonomous behaviors would organize the
teaching environment by choosing content, materials and methods according to students’
interests and needs. As a result, they can enable students to be more successful in a well planned
teaching environment (Colak, Altinkurt & Yilmaz, 2017, p.193). From this point of view, it is under
the responsibility of teachers to rearrange curriculum and materials as well as in-class course
practices by taking into consideration the interests, needs and learning styles of students.
Individualization of teaching in this way and that it produces the desired outcomes could be
possible in the way that teachers act autonomously both in their teaching and professional
development process.

Littlewood (1997) defined the ones that can act autonomously as individuals who make
decisions to direct their actions and have the capacity to act independently adding that this
capacity depends on two main components which are skills and willingness. In this regard, when
a teacher acts autonomously, it means that he/she teaches voluntarily and takes part in the
education process willingly. Such an attitude of a teacher towards teaching can be accepted as
readiness for performing teaching professionally. Teacher autonomy means that teachers have a
word and take responsibility in planning and practicing activities in teaching and school-related
issues as in many other professions. An autonomous teacher uses authentic teaching materials
according to students’ interests and needs and also acts freely when putting into effect the
contents using his/her own methods and techniques. In this sense, an autonomous teacher is the
one who can readily reflect professionalism into teaching (Oztiirk, 2011a; Pearson & Moomaw,
2005). Thus, in their study, Pearson and Moomaw (2005) concluded that teacher autonomy is
directly related to professionalism. Another concept relating to teacher professionalism is
emotional labor (Altinkurt & Yilmaz, 2014; Altinkurt & Ekinci, 2016; Hosgorlr, 2017). This concept,
which is defined as teachers’ emotional display and effective management of their emotions in all
communications within school, is referred in the related literature as an attribute that is necessary
for professional teachers (Truta, 2014).

When individuals try to fulfill their responsibilities, emotional labor comes out as fulfilling
them in accordance with organizational expectations by changing their emotions in necessary
cases to leave a positive impression on their interaction with the service beneficiaries (Hochschild,
1983, p.7). Morris and Feldman (1996) defined emotional labor as a process for individuals to plan,
control and display their emotions during interpersonal interaction so as to demonstrate emotions
expected by the organization (Morris & Feldman, 1996, p. 987). When teachers practice their
profession in schools, they have to display emotional labor during their interaction with students,
parents, directors, and colleagues (Begernirbas & Yalcin, 2012). Hosgorir and Yorulmaz (2015)
concluded that leading teachers in professional development in particular display more emotional
labor. In this sense, it is believed that a professional teacher who makes an effort to act
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autonomously while working will be subject to more effort regarding emotional labor.

On the other hand, Castro (2003) revealed the importance of the relationship between
autonomy and emotional labor stating that there will be no conflict in emotional display in case
an individual acts freely and autonomously while fulfilling his/her individual or professional tasks
and responsibilities within the organization (Castro, 2003, p. 40). Morris and Feldman (1996) stated
that when individuals feel autonomous within the organization, their professional satisfaction
increases; as a result, there will be no conflict in their emotional display. In this respect, teachers’
ability to act freely and autonomously and displaying their real emotions while exerting emotional
labor in their interaction with school management, parents, students, and colleagues may
contribute to school objectives.

Autonomy

This concept refers to an individual's potential to make decision in his/her expectations,
actions and preferences about life. In other words, it refers to individual's independence regarding
preferences, demands, and all kinds of life practices (Oshana, 2003). According to Piaget (1932),
who regards individuals as psychological entities, autonomy signifies direction of an individual by
himself/herself and absolute freedom in terms of inner conscience when making decisions about
cases without any intervention. According to inam (2016), an autonomous individual is the one
who has gained his/her freedom and independence in the inner world. Power and existence of
freedom depends on the individual himself/herself. An autonomous individual does not act as
he/she wants, but is aware of others’ autonomy. However, an individual who is non-autonomous
lacks basic principles and values that lead his/her life and displays unfamiliar emotions, ideas,
attitudes and behaviors without questioning or intellectualizing them, which makes that individual
a robotic one (Cliceoglu, 1998, pp. 391-392). Correspondingly, Oztiirk (2013) defined a non-
autonomous and stereotyped individual to abide by an idea or power and to have lack of
personality traits such as free thinking, making choices, critical thinking, and learning new things
(Oztiirk, 2013, pp. 63-70). An individual who has the ability to act autonomously is the one who
directs his/her life freely, is curious, eager to search, can think independently of constraint of many
other forces and make choices freely. Thus, autonomy can be approached as a pioneer condition
of any individual or organizational effort to develop. Considering that people do not live alone
but within an organization or a society due to their needs, decisions of autonomous individuals
can affect life of people and hence, their organization. In this regard, schools that are open systems
play a critical role for future generations to be free and autonomous and lead the society. So,
schools make a good contribution to raising free and autonomous individuals who can make their
own decisions and have a high sense of responsibility. Therefore, teachers have a major role in
shaping and structuring education to encourage individuals to be autonomous.

John Dewey interpreted autonomy in educational organizations from a different point of
view. Dewey (2014) suggested that a teacher should consider both individual and group
differences in the classroom and design teaching to allow choosing a field to meet students’
needs, arrange content and enable them to have experiences. Furthermore, he suggested that
individual differences should be considered in course planning and this should be flexible for any
possible change (Dewey, 2014, p. 70). A teacher should determine students’ prior experiences,
readiness levels, and potentials and be an effective leader and guide in terms of re-selection of
subjects without being bound to the curriculum, determination of course activities, providing new
experiences and arranging all these activities (Dewey, 2014, pp. 91-93). Therefore, individualization
of teaching is only possible through autonomous behaviors of teachers.

It seems that some social scientists have linked issues related to the professionalization of
the teaching profession and teacher autonomy to enlightenment and modernity, which has
advanced in parallel with enlightenment. The idea of modernity has come to focus through
scientific and technological improvements during the 17 century when the modern era started.
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Modern state emerging out of the fascinating and transforming impact of modernity needs
knowledge to reassert and keep its power. This is possible through specialization and
professionalism of individuals who have a voice in their own fields and reproduce the current
knowledge with the development of science and technology and transfer this knowledge to the
next generations. Bauman (2003, pp. 62-84) stated that old traditions and understandings should
be changed through modernity and there is a need for specialized directors, teachers and social
scientists to teach and lead individuals’ world of ideas.

McLaren (2007) brought a new perspective into education stating that neoliberal economic
approach has an impact on education and directs it. According to McLaren (2007, p. 41), education
is regarded as a fake liberation tool in fast-industrializing countries and managements that follow
economic policies based on profits. Furthermore, Mclaren pointed out that teachers are
disciplined, deskilled, forced to become dependent on technology in schools and made passive
in their work environment, thus their freedom and autonomy are kept under control. This shows
that economic policies of the country reflect into education and affect teachers who are an
important element of education, control over their functional existence in education, make them
passive and govern their free and autonomous attempts.

Today, we can see that educational organizations focus more on learner-student regarding
autonomy. Constructivist approach has brought a new perspective into educational relationship
between teacher and student. Based on this approach, classroom environments where educational
activities are practiced and the quality of education should be arranged according to students’
learning styles, levels of readiness, socio-economic status, and cultural structures (Moore, 2000).
According to Mariani (1997), teacher should be able to support autonomy of learners as well as
individual development. For this, teacher should create learning environment to allow students to
make decisions of their own free will, learn about the ways to knowledge and evaluate it by critical
thinking based on their objectives (Steh & Pozarnik, 2005). In a supportive way, Camilleri (1997)
stated that a teacher should create a healthy atmosphere for teaching, provide appropriate course
materials and tools appropriate for each student’s interest and skills, and motivate them for
learning.

Furthermore, since autonomy includes examination and evaluation of activities regarding
moral and occupational aspects of the profession as well as making decisions on the issues
concerning individuals, it is an important factor of occupational professionalism (Montgomery &
Prawitz, 2011, p. 29). Occupational professionalism is defined as an individual’s training to fulfill
his/her authorities and responsibilities determined by the organization, execution of these
occupational responsibilities based on the knowledge and skills obtained from that training, and
turning experiences into practice within the framework of his/her criteria and thus conducting
activities freely (Raelin, 1999 p. 25). It is indicated in the Basic Law of National Education with
number 1739 that “The state is a private specialization occupation that undertakes education and
related management tasks”. Teaching, in this sense, is deemed as professionalism occupation by
its mission. On the other hand, within historical process, teachers were perceived as technicians
following through their tasks in certain periods just as they were perceived as professionals
specialized in their profession, aware of the authorities and responsibilities of their occupation
(Webb, 2002, p. 49). A professional teacher should have responsibilities as well as making decision
freely in their field regarding autonomy. According to Colak, Altinkurt and Yilmaz (2017, p. 191),
teachers should have the liberty to make own decisions and have the related responsibilities to
their works as in other fields of work that require specialty so that they can be regarded as
professionals with knowledge, competence and skills in their professional life. In this sense,
autonomy signifies a limited freedom in which a teacher cannot act freely in every aspect Ingersoll
(2007) states that there should be a balance between responsibilities and autonomy of a teacher
and criticizes attributing autonomy to teaching profession under autonomy attributed to other
occupational groups if teaching is handled as a professional occupation. On that sense, authorities
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and liberty of teachers should be expanded.

Teacher autonomy has been investigated in different dimensions in the related literature.
Pearson and Hall (1993, p. 176) examined teacher autonomy in two different dimensions, including
curriculum autonomy and general teaching autonomy. However, Oztiirk (2011b, p. 86) discussed
teacher autonomy under the scope of planning and implementation of teaching, participation in
management process, and professional development autonomy. Friedman (1999, p. 58) dealt
teacher autonomy under four dimensions which are teaching and evaluation autonomy, autonomy
in participating in school decisions, professional development autonomy, and curriculum
autonomy. In this sense, autonomy behaviors of teachers are discussed under four dimensions in
this study. These are; 1) Curriculum autonomy 2) Teaching autonomy 3) Professional development
autonomy and 4) Communication autonomy.

Planning and Implementation of Teaching: One of the main responsibilities of teachers is to
plan and implement activities. Teachers themselves should choose course books and materials to
be used, course content and appropriate teaching methods and organize them according to
students’ readiness levels. Also, they should add or remove lessons in the predetermined
curriculum based on students’ needs, which should be considered within the scope of this
autonomy.

Teaching autonomy: Guiding teaching and making learning easier and more efficient is
another responsibility of a teacher. Teachers should be conscious of how their students learn so
as to make an effective teaching and organize activities to support their individual, social and
intellectual development. Teaching process happens when teachers identify their students’
interests, skills, readiness levels, and learning styles and develop appropriate in-class strategy,
method and technique.

Professional development autonomy: Professional development can be defined as
adaptation process of teachers to changing conditions and innovations in issues regarding both
themselves and their profession due to continuous change in and advancement of the scope and
content of knowledge. In this sense, professional development includes processes giving support
to teachers to create an efficient and effective teaching environment which promotes their
individual and professional academic, intellectual and creative development.

Communication autonomy: This can be defined as teachers’ self-expression in their
communication with directors, teachers and parents who are co-workers of teachers without any
worry (Colak, 2016, p. 32). Teachers who have the freedom of professional communication can
express their ideas comfortably and solve problems when they encounter educational and
administrative issues.

Emotional Labor

Emotion is a concept that comprises quite broad and different meanings. James (1884, p.
189-194) stated that emotions are not only a physical expression of the changes in our inner world
but also an external effect can also change feelings and emotions can be expressed by body
language. Goleman (2010, p. 373) defined emotions as “senses and thoughts, psychological and
biological states activated by sense and a tendency to movement”. Martin (1999, p.112) made a
more comprehensive description of emotion. Emotions are senses experienced, interpreted,
shown and expressed by people; they emerge through social interaction and have different
meanings based on social, cultural, interpersonal and situational conditions. Glomb and Tews
(2004, p. 1) stated that emotions regulate people’s perceptions, lead their behaviors and affect
their relationships with others, and impact on interpersonal relationships and their life of
organizational works. Therefore, it is essential that emotions be considered psychological as well
as social phenomena in organizational environments (Secer, 2005, p. 831).
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Individuals in organizations try to regulate their emotions or emotional representations due
to several reasons. This can be a demand of the organization or may come out as a result of the
employee’s own effort by nature of the work. This effort which is called as emotional labor has a
critical application value in terms of educational organizations (Savas, 2012, p.42). Hochschild who
examined emotional labor in terms of individuals and groups within an organization studied it in
her book named Managed Heart (1979, p. 569). In her book, she defined emotional labor as
suppression, management and reformation of emotions when needed to form body and facial
movements that can be observed outwardly. In this approach, employees are expected to manage
their emotions as well as their physical and mental labor and present it as desired by the recipients
so that the recipients are provided with better services (Hochschild, 1983, p. 7).

Ashforth and Humphrey (1993) embraced Hochschild's (1983) study and contributed to
emotional labor in different aspects. They regarded emotional labor in terms of reflecting the right
behavior towards the service recipient instead of controlling and managing the employee's
emotions. Differently from Hochschild, Ashford and Humprey (1993, p. 90) focused directly on the
action itself rather than focusing on the emotions inducing that action. This is because behavior
and its compliance with the display rules are clearly observable and affect the service recipient
directly (Biyik & Aydogan, 2014, p. 16).

Morris and Feldman described emotional labor as effort spent to plan and control emotions
that should be shown by the organization in the relationship between the employee and the
service recipient (Morris & Feldman, 1996, p. 987). Unlike Ashforth and Humphrey (1993), they
focused on the effort made regardless of its extent. On this basis, it is important how an
organization reflects emotion to the recipient through its employee but not what the employee
feels. Therefore, a major part of behavior patterns towards service recipient are determined by the
directors of the organization (Ozgiin, 2015, pp. 15-16).

Grandey (2000) described emotional labor as emotion regulation of employees in
accordance with the organization objectives. She defined it as a process of regulating emotions
and the related expressions in line with the expectations of the organization (Grandey, 2000, p.
97). According to Grandey (1999), emotion regulation forms as antecedent-focused and response-
oriented emotion regulation by regulating and balancing emotions and showing appropriate
reactions when an individual is exposed to any stimulation.

As mentioned above, emotional labor was first discussed by Arlie Russell Hochschild in the
literature of organizational behavior and then, complementary approaches were developed on
that concept. Hochschild (1983) explained management of emotions in two aspects that are
surface acting and deep acting. However, Ashforth and Humphrey (1993) stated that an
employee’s emotions could be surface acting or deep acting towards service recipient as well as
he/she can directly express his/her natural emotions. Thus, emotional labor in similar studies
started to be examined three-dimensionally together with the expression of natural emotions.
Also in this study, taking the mentioned approaches as a reference, emotional labor has been
discussed in three dimensions that are surface acting, deep acting, and expression of natural
emotions.

Surface acting means that an employee shows feelings that he/she does not actually feel
but pretends as if he/she is feeling. Hochschild (1983, p. 33) stated that based on the situation
needed for a work, even if employees do not actually feel the emotional feelings they are expected
to show, they express those feelings by pretending just like an actor does. Deep acting is that an
employee, in his/her relationship with the service recipient, makes an effort to really feel the
feelings when expressing his/her feelings to service recipient. In this type of behavior, the
employee changes his/her real situation so that the organization could achieve its goals
(Hochschild, 1983, p. 33). In surface acting, change of the expressed feelings only comes into
question, but there is neither increase nor decrease in feelings actually felt. However, in deep
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acting, one tries to change his/her feelings that he/she actually feels (Brotheridge & Grandey,
2002; Hochschild, 1983). Expression of natural emotions is spontaneous emotional displays that
are expressed without any special effort. Although it comes to mind that an employee who
expresses natural emotions does not make much effort, some researchers agree that expressing
this efficiently requires emotional effort (Brotheridge & Grandey, 2002). Thus, expression of natural
emotions is added as the third dimension of emotional labor by some researchers.

Relationship between Teacher Autonomy and Emotional Labor

Teachers should consider differences in students’ interests and skills and learning styles, so
they should provide them with learning environments that will allow them to discover and realize
themselves. Individualizing teaching is only possible when they a word in all phases of teaching.
Furthermore, being more autonomous regarding professional and individual development will
promote the quality of education they directly offer by following innovations. According to Colak
and Altinkurt (2017), autonomous teachers are in interaction with school directors, colleagues and
students and make decisions based on their professional experiences, so they undertake
responsibilities standing behind their decisions. In this sense, teacher autonomy incorporates the
authentic and autonomous behaviors of teachers who are important stakeholders of education
within the scope of memorandums, regulations, laws and pedagogical principles to help the
school reach its educational purposes (Colak and Altinkurt, 2017, p. 35). Attitudes of teachers who
directly feel the responsibility of and act accordingly with educational process can be seen as a
sign of occupational professionalism. Another concept of teacher professionalism is emotional
labor. That teachers internalize their emotional states emerging from their interaction with their
colleagues, directors and students as required by their profession in planning and execution of
teaching and they express emotional display expected by them has taken its place in the literature
as a required specification in professional teachers (Truta, 2014). Hosgortr and Yorulmaz (2015)
concluded in their study that teachers who show leadership especially in professional
development display more emotional labor.

Expression of emotional labor constitutes an important part of teaching activities. Teachers
show hard efforts and express emotional labor with awareness of its effects in teaching process
(Koster, 2011, p. 76). In this respect, teaching is one of the professions where emotional labor is
experienced very strongly with its characteristics of training students, self-sacrifice and self-
devotion (Truta, 2014). According to Begenirbas and Yalcin (2012), teachers use different methods
and techniques based on the content of the subject and express an intense emotional display with
gestures and facial expressions they make while communicating with the school administration or
students. The importance of the effort made by the teacher while practicing his/her profession for
emotional labor comes in sight (Begenirbas and Yalcin, 2012, p. 4). Beytekin, Arslan and Dogan
(2020) states that teachers' ability to manage their emotions in a way their profession requires can
have a positive impact on their performance. According to Morris and Feldman (1996), the way of
interaction of an employee with service recipient and autonomy of the employee are efficient in
emotional display and these can cause emotional disharmony. Emotional disharmony increases in
professions with face-to-face communication and emotional conflict decreases if there is
employee’s autonomy. There is an adaptation and balance between individuals’ emotional
displays and autonomous behaviors that are expected by their organization. However,
disagreement and conflict may arise in emotion balancing process in individuals who have
autonomous behaviors, thus this may end in work stress and burnout (Morris & Feldman, 1996).
Achhnani (2020) also states that this conflict may lead emotional exhaustion and deterioration in
the quality of teaching. Therefore, in case that emotional display is attributed to certain rules and
limitations by the organization, emotional labor will have negative outcomes; however, in case
that an organization allows an autonomous individual to show his/her own feelings to a certain
extent, work stress will be lower and job satisfaction will be affected positively. There are several
studies examining teachers’ autonomy levels in relation to job satisfaction, working conditions,
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stress, motivation, educational reforms, and central examinations (Ayral et al.., 2014; Iwata, 2013;
Pearson & Moomaw, 2005; Sparks 2012; Sakar, 2013; Uzim & Karsli, 2013; Yildiz, Gunay & Ozbilen,
2021). Besides, there are also studies examining emotional labor in relation to turnover, job
commitment, service performance, burnout, alienation, teaching satisfaction and leadership
(Ashforth & Humphrey, 1993; Begenirbas, 2013; Beytekin, Arslan & Dogan, 2020; Buri¢, Kim &
Hodis, 2021; Chau, 2007; Grandey, 1999; Hosgériir & Yorulmaz, 2015; Oztiirk, 2011a; Yin 2015).
Yet, no study has been found on teachers’ autonomous behaviors and emotional labor. Within this
framework, this study aims to investigate the relationship between teachers’ autonomous
behaviors and emotional labor. Accordingly, the following questions seek for answers:

1. What are the autonomous behavior levels of teachers?

2. Do teachers’ autonomous behaviors significantly differ according to gender, school type,

school grade and seniority variables?

What are the emotional labor levels of teachers?

4. Does teachers' emotional labor significantly differ according to gender, school type,
school grade and seniority variables?

5. Is emotional labor of teachers a significant predictor of their autonomous behaviors?

w

METHODOLOGY

This research, was designed in relational survey model. Survey model aims to reveal a past or
present situation as it is (Karasar, 2020, s.109). Thus, in this study which aims to identify the
relationship between teacher autonomy behaviours and emotional labor, this model was preferred
to design the research.

Population and Sample

The population of this study consisted of 8718 teachers working at the public and private
schools in the city center and provinces of Mugla in 2017-2018 academic year. In order to
determine the sample, disproportionate cluster sampling technique was used. The number of
sample representing the population was calculated as at least 368 for 95% confidence level. Data
were collected from a total of 507 teachers. As a result of examining the scales applied, it was
determined that there was a lack of data in 16 scales and 42 scales were filled imprecisely. When
the extreme values were analyzed, it was identified that 24 scales did not receive values from +3
to -3. After these scales were removed, analyzes were performed with 423 scales available.

53% of the teachers participating in the study were female (n=224) and 47% of them were
male (n=199). Besides, 87.7% of teachers worked in public schools (n=371) while 12.3% of them
worked in private schools (n=52). 13.9% of teachers worked in primary schools (n= 59), 20.8% in
secondary schools (n=88), 40.4% in general high schools (n=171), and 24.8% in vocational high
schools (n=105). Besides, 12.3% of the teachers worked as classroom teachers (n=52), 76.8% as
branch teachers (n=325) and 10.9% as vocational teachers (n=46). Lastly, 18.2% of teachers had
professional seniority between 1-5 years (n=56), 9.9% of them between 6-10 years (n=42), 15.1%
between 11- 15 years (n=64), 24.5% between 16-20 years (n=104) and 37.1% of them have 21 or
more years of professional seniority (n=157).

Data Collection

The data of this study were collected by the researcher from schools in Mugla province.
First of all, face-to-face meetings were held with the teachers. During these meetings, the aim of
the study was stated and the scales were distributed. At the end of the meetings, the scales filled
in by the teachers were collected and included in the data set. The data for teacher autonomy of
the research were collected through Teacher Autonomy Scale developed by Colak (2016). The
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scale is a Likert-type five-point scale involving options, which are (1) Strongly disagree, (2)
Disagree, (3) Moderately agree, (4) Agree and (5) Strongly agree. The scale consists of 17 items
and there are no reversely scored items in the scale. Besides, the scale comprises of four
dimensions, namely teaching autonomy, curriculum autonomy, professional development
autonomy and communication autonomy. Total scores can be obtained from the entire scale. The
increase in the scores obtained from each dimension or the entire scale indicates that the general
autonomy behaviors of the teachers increased. Cronbach’s Alpha internal consistency coefficient
was calculated as .82 for teaching autonomy, .82 for curriculum autonomy, .85 for the professional
development autonomy, .78 for communication autonomy and .89 for the entire scale. Moreover,
Cronbach's Alpha internal consistency coefficients were recalculated for this study as follows: .83
for teaching autonomy, .81 for curriculum autonomy, .78 for the professional development
autonomy, .77 for communication autonomy and .88 for the entire scale.

On the other hand, in order to determine teachers' emotional labor behavior, the scale
developed by Diefendorff et al. (2005) and adapted into Turkish by Basim and Begenirbas (2012)
was used. The scale is a Likert-type five-point scale consisting of (1) Never, (2) Very rare, (3)
Sometimes, (4) Often, (5) Always options to identify the level of participation in the items. The
scale consists of 13 Likert-type items. There are no reversely scored items in the scale. Additionally,
the scale comprises of three dimensions called as surface acting, deep acting and expression of
naturally-felt emotions. Cronbach’s Alpha internal consistency coefficient was calculated as .92 for
surface acting, .85 for deep acting and .83 for expression of naturally-felt emotions. The
recalculated Cronbach's Alpha internal consistency coefficients for this study were .88 for surface
acting, .86 for deep acting and .87 for expression of natural felt emotions dimensions. These so-
called internal consistency coefficients demonstrate that the reliability of the scale is rather high.

Data Analysis

In the analysis of the research data, descriptive statistics, t-test, one-way variance analysis
and multiple regression analysis were used. The level of significance was determined as .05 for all
the statistical analyses. Besides, in order to test the normality of the distribution, skewness and
kurtosis coefficients were examined. The skewness coefficients were found to be between -.90
and .18 in all variables whereas the kurtosis coefficients were between -.52 and .80. Since these
values were in the acceptable level between +1 and -1, the distribution was considered to be
normal. In order to determine whether there were multiple connections between the variables
examined in the study, variance increase factor (VIF) and non-standardized regression coefficients
(B) were used. If the VIF value is more than 10 (Hair, Anderson, Tatham, & Black, 1998) or the value
of B is more than 2, it is indicated that there is a multiple connection problem (Cokluk, 2010). In
this study, the highest VIF value was calculated as 2.3 while the highest B value was .20.

Percentage and frequencies were applied in the analysis of personal information. Arithmetic
mean and standard deviation were used in order to analyze teachers' opinions about autonomous
behaviors and emotional labor behaviors. T-test was applied to determine whether teachers'
autonomy behaviors and emotional labor differ significantly according to gender, school type, and
variables whereas one-way analysis of variance (ANOVA) was used to identify whether it differs
according to school level and seniority. Tukey and LSD tests which are among the multiple
comparison tests were used to determine the source of the significant difference obtained
according to the results of one-way analysis of variance. In addition, multiple regression analysis
was used in order to identify whether or not the emotional labor of teachers significantly predicted
autonomy behavior.
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FINDINGS

In this section, the findings regarding the opinions of teachers about their autonomy behavior
and emotional labor and whether these opinions differ significantly according to gender, school
type, school level and seniority variables are presented. Then, the results of the regression analysis
on whether or not teachers' emotional labor is a significant predictor of autonomy behaviors are
given.

According to the findings obtained from the research, the general autonomy behaviors of
teachers were above the moderate level (X=3.95, S=.53). Besides, teachers were of the opinion
that they felt most autonomous in the teaching process (X=4.13, S=.57) among the autonomy
dimensions. This dimension was followed by communication autonomy (X=4.11, S=.71) and
curriculum autonomy (Xx=3.85, S=.73), respectively. The level in which teachers demonstrated
autonomy behavior at the lowest level was professional development autonomy (X=3.56,
S =.93).

It was identified that the autonomy behaviors of teachers did not differ significantly
according to gender variable. However, autonomy behaviors of teachers showed significant
differences in according to school type variable in the dimensions of teaching autonomy
[tu21)=2.95; p<.05], curriculum autonomy [tu21)=3.54; p<.05] and general autonomy [tu21)=2.19;
p<.05]. According to this; teachers working in private schools (X=4.35, S=.52) stated that they had
more autonomy in the teaching process when compared to teachers in public schools (X=4.10,
S=.57). Similarly, teachers working in private schools (X=4.19, S=.60) remarked that they had more
autonomy about curriculum than teachers in public schools (X=3.81, S=.64). In addition, teachers
working in private schools (X=4.10, S=.45) opined that they had more general autonomy when
compared to teachers in public schools (Xx=3.92, S=.53). However, no significant difference was
found in the autonomy behaviors of teachers according to school type in the dimensions of
professional development autonomy [tu21)=.37; p>.05] and communication autonomy [tu21)=1.03;
p>.05].

Teachers' opinions on teaching autonomy showed a significant difference according to
school level [Fz-419)=4.39; p< .05]. In the dimension of teaching autonomy, significant differences
were found not only between Anatolian high school teachers and primary school teachers but
also between Anatolian high school teachers and secondary school teachers. It was observed that
primary school teachers (X=4.27, S=.53) and secondary school teachers (X=4.25, S=.59) showed
more teaching autonomy behaviors when compared to Anatolian high school teachers (X=4.03,
S=.55). Moreover, teachers opinions regarding curriculum autonomy were identified to differ
significantly according to school level [F-419)=3.06; p< .05]. A significant difference was found in
terms of curriculum autonomy dimension between primary school teachers and secondary school
teachers. Accordingly, it was indicated that primary school teachers (x=4.01, S=.74) and secondary
school teachers (X=3.99, S=.64) demonstrated more curriculum autonomy behaviors than
Anatolian high school teachers (X=3.75, S=.72). Likewise, it was determined that general
autonomy behaviors of teachers differed significantly according to school level [Fe-
419=3.37; p< .05]. Hereby, it was observed that primary school teachers (x=4.05, S=0.54) and
secondary school teachers (X=4.05, S=0.48) had more autonomy behaviors when compared to
Anatolian high school teachers (x=3.87, S=0.52). On the other hand, no significant difference was
obtained in the opinions of teachers related to the dimensions of professional development
autonomy [F3-419)=.38; p>.05] and communication autonomy [F3-419)-. 57; p>.05] according to
school level.

It was also identified that the autonomy behaviors of teachers did not differ significantly in
teaching autonomy [Fu-4191.49; p>.05], curriculum autonomy [Fu-419=2.23; p>.05], professional
development autonomy [Fu419)-21; p> .05] and communication [F4-419)-69; p>.05] dimensions
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and also in general autonomy [F-419)-1.18; p>.05] according to seniority variable.

According to the findings regarding the emotional labor behaviors of teachers, it was
determined that teachers exhibited naturally-felt emotions (X=4.25, S=.64) at the highest level
among the emotional labor dimensions. This dimension is followed by deep acting (X=3.64, S=.92)
and surface acting (X=2.57, S=.95) behavior, respectively.

The emotional labor demonstrations of teachers showed a significant difference in the
dimension of surface acting behaviors according to gender variable [tu21)=.3.24; p<.05]. Male
teachers (X=2.73, S=.91) were found to demonstrate more surface acting behaviors than female
teachers (X=2.43, S=.96). Similarly, teachers’ opinions related to emotional labor differed
significantly in deep acting dimension according gender variable [tu21)=2.30; p<.05]. It was
observed that male teachers (Xx=3.75, S=.83) demonstrated more deep acting behaviors than
female ones (X=3.54, S=.98). There was also a significant difference in teachers’ opinions on
emotional labor according to gender in expression of natural felt emotions [tu21)=.)=2.89; p<.05].
Female teachers (X=4.33, S=.63) were determined to display more natural felt emotions when
compared to male teachers (X=4.15, S=.65).

When the emotional labor behaviors of teachers were investigated according to school type
variable, no significant difference was observed in the dimensions of surface acting behaviors
[tu21)=1.88; p>.05], deep acting behaviors [tu:1)=1.30; p>.05] and naturally-felt emotions
[tu21)=.94; p>.05]. Likewise, according to school level, teachers’ opinions regarding emotional labor
behaviors did not differ significantly in the dimensions of surface acting [F3-419)=2.03; p>.05], deep
acting [F3-419)=2.02; p>.05] and natural felt emotions [F3-419)=.49; p>.05]. In addition to these,
when the emotional labor behaviors of teachers were examined according to seniority variable,
there was no significant difference in the dimensions of surface acting behaviors [Fu-419)=.84;
p> .05], deep acting behaviors [Fu-19)=)=1.64; p> .05] and expression of naturally-felt emotions
[F-410)=1.86; p> .05].

The last purpose of this research was to determine whether emotional labor behaviors of
teachers predicted autonomy behaviors at a significant level or not. The findings related to the
statistics conducted for this purpose are included under this heading. The results of the regression
analysis, performed in order to determine the level of teachers' emotional labor behaviors
predicting teaching autonomy, are given in Table 1.

Table 1. Regression Analysis Results for the Prediction of Teaching Autonomy Behaviors

Variables B Standard Error B t P Binary r Partial r

Constant 3.14 24 12.89 .00

Surface Acting .01 .03 .02 .53 .59 -.05 .02

Deep Acting .01 .03 .02 43 .66 .03 .02

Natural Emotions 21 .04 .23 4.56 .00 22 21
R=.23 R2=.05 F3-422)=7.8 P=.00

The binary and partial correlations between emotional labor behaviors of teachers and their
teaching autonomy are given in Table 1. A low level of relationship (r=.22) was observed between
teaching autonomy and expression of naturally-felt emotions of teachers. Based on a review of
other variables, a positive and low level of relationship was determined between teaching
autonomy and expression of naturally-felt emotions (r=.21). A significant and close to moderate
level of relationship was found between all dimensions of emotional labor and teaching autonomy
(R=.23, p<.05). Besides, the dimensions of emotional labor explain 5% of the total variance in
teaching autonomy. When the t-test results related to the significance of the regression
coefficients were examined, it was seen that only the expression of naturally-felt emotions was a
significant predictor of teaching autonomy.

In Table 2, the results of the regression analysis conducted in order to determine the level
of teachers' emotional labor behaviors predicting the curriculum autonomy are presented.
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Table 2. Regression Analysis Results for the Prediction of Curriculum Autonomy Behaviors

Variables B Standard Error B t p Binary r Partial r

Constant 2.61 .31 835 .00

Surface Acting .03 .04 .03 71 A7 -03 .03

Deep Acting .02 .04 .03 67 49 .05 .03

Natural Emotions .25 .05 22 4.26 .00 .20 .20
R=.21 R2=.04 F(3-222-6.8 P=.00

The binary and partial correlations between emotional labor behaviors of teachers and their
curriculum autonomy are demonstrated in Table 2. A positive and low level of relationship (r=.20)
was identified between curriculum autonomy and expression of naturally-felt emotions of
teachers. Based on a review of other variables, a positive and low level of relationship (r=.20) was
observed between curriculum autonomy and natural emotions of teachers. In addition, there was
a significant and close to moderate level of relationship between curriculum autonomy and all
dimension of emotional labor (R=.21, p<.05). Hereby, the dimensions of emotional labor explain
4% of the total variance in curriculum autonomy. When the t-test results regarding the significance
of regression coefficients were examined, it was identified that only the expression of naturally-
felt emotions of teachers was a significant predictor of curriculum autonomy.

The results of the regression analysis, performed in order to determine the level of teachers'
emotional labor behaviors predicting professional development autonomy, are demonstrated in
Table 3.

Table 3. Regression Analysis Results for the Prediction of Professional Development Autonomy
Behaviors

Variables B Standard Error B t p Binary r  Partial r

Constant 2.07 .39 5.21 .00

Surface Acting .08 .05 .08 1.62 .10 .06 .07

Deep Acting .09 .05 .09 1.83 .06 a2 .08

Natural Emotions 21 .07 15 2.87 .00 1 13
R=.18 R?=.03 F(3-422=5.02 P=.00

In Table 3, the binary and partial correlations between emotional labor behaviors of
teachers and their professional development autonomy are examined. A positive and low level of
relationship was obtained not only between professional development autonomy and deep acting
behaviors (r=.12) but also between professional development autonomy and expression of
naturally-felt emotions (r=.11). Based on a review of other variables, there was a positive and low
level of relationship (r=.13) between professional development autonomy and natural emotions.
Moreover, it was identified that there was a significant and low level of relationship between all
dimensions of emotional labor and professional development autonomy (R=.18; p<.05). It was
also determined that the dimensions of emotional labor explain 3% of the total variance in
professional development autonomy. When the t-test results for the significance of regression
coefficients were examined, it was observed that only the expression of naturally-felt emotions
was a significant predictor of professional development autonomy.

In Table 4, the results of the regression analysis conducted in order to determine the level
of teachers' emotional labor behaviors predicting the communication autonomy are presented.

Table 4. Regression Analysis Results for the Prediction of Communication Autonomy Behaviors

Variables B Standard Error B t P Binary r  Partial r

Constant 2.61 .29 8.80 .00

Surface Acting -.01 .04 -.02 -39 .69 -.08 -.02

Deep Acting .09 .03 12 2.52 .01 12 12

Natural Emotions .28 .05 .25 4.98 .00 .26 23
R=.29 R2=.08 F3-422-12.94 P=.00
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The binary and partial correlations between emotional labor behaviors of teachers and their
communication autonomy are demonstrated in Table 4. It was determined that there was a
positive and low level of relationship between communication autonomy and deep acting
behaviors (r=.12) and also between communication autonomy and naturally-felt emotions (r=.26).
Based on a review of other variables, a positive and low level of relationship was observed not
only between communication autonomy and deep acting behaviors (r=.12), but also between
communication autonomy and natural emotions of teachers (r=.23). In addition, there was a
significant and close to moderate level of relationship between communication autonomy and all
dimension of emotional labor (R=.29, p<.05). Hereby, the dimensions of emotional labor explain
8% of the total variance in communication autonomy. When the t-test results related to the
significance of regression coefficients were examined, it was identified that deep acting behaviors
and the expression of naturally-felt emotions of teachers were significant predictors of
communication autonomy.

The results of the regression analysis, performed in order to determine the level of teachers'
emotional labor behaviors predicting the general autonomy behaviors, are demonstrated in Table
5.

Table 5. Regression Analysis Results for the Prediction of General Autonomy Behaviors

Variables B Standard Error B t p Binary r  Partial r

Constant 2.70 22 12.25 .00

Surface Acting .02 .03 .05 .92 .35 -.03 .04

Deep Acting .04 .02 .08 1.63 .10 .10 .07

Natural Emotions 23 .04 .28 5.64 .00 27 .26
R=.29 R2=.08 F3-422-12.94 P=.00

In Table 5, the binary and partial correlations between emotional labor behaviors and
general autonomy behaviors of teachers are examined. According to the results, a positive and
low level of relationship was obtained not only between general autonomy behaviors and deep
acting behaviors of teachers (r=.10) but also between general autonomy behaviors and expression
of naturally-felt emotions (r=.27). Based on a review of other variables, a positive and low level of
relationship (r=.26) was observed between general autonomy behaviors and natural emotions of
teachers. Besides, it was determined that there was a significant and close to moderate level of
relationship between all dimensions of emotional labor and general autonomy behaviors (R=.29,
p<.05). It was also determined that the dimensions of emotional labor explain 8% of the total
variance in general autonomy behaviors. When the t-test results for the significance of regression
coefficients were examined, it was indicated that only the expression of naturally-felt emotions
was a significant predictor of general autonomy behaviors.

DISCUSSION, RESULTS AND SUGGESTIONS

The results of this study regarding autonomy behaviors of teachers indicated that teachers
displayed autonomy behaviors above the moderate level. Teachers stated that they behave in an
autonomous way most during teaching among the other autonomy dimensions. This was
followed by professional communication autonomy, curriculum autonomy and professional
development autonomy, respectively. The results regarding comparison of teacher autonomy
levels based on different dimensions correspond to the results of the study conducted by Colak
and Altinkurt (2017). The results demonstrate that teachers who participated in the study had a
relatively major role in teaching process although decisions made by the authority of the
education system in Turkey and the content are integrated into the curriculum in a way not to
allow teachers to take much initiative. Thus, it is believed that they behave in accordance with
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professionalism exerting more effort in this sense, being aware of their responsibilities.

Teachers are required to know and evaluate the environments they work in, due to their
profession. Students’ educational needs, interests and tendencies, ability to understand any issue
as well as their skills and abilities may differ a lot from each other. Besides, each class may have
different atmosphere and rules of conduct. Those who know best the dynamics affecting teaching
in the classroom and should make the best and meaningful decisions with students are teachers.
The necessary regulations should be made to allow teachers to be more autonomous in areas like
selecting course materials and books, planning and practicing in-class activities considering
variables that differ during teaching process. The structure of the curricula, the problems related
to supervision practices, some problems and deficiencies related to professional inadequacy,
prevent teachers from participating effectively in the design and implementation processes of the
teaching process (Canbolat, 2020). Curriculum is prepared centrally by the Ministry of National
Education in Turkey. Though determination of methods and techniques suitable for the course
content depends on teachers' control and initiative, it is the Ministry of National Education that
appoints learning outcomes, objectives, duration and contents (MEB, 2017). Curriculum does not
grant teachers freedom for such matters. While the central management provides an image of
integrity and order in teaching, it is not functional with its capacity for generating problems and
solutions. Central provision of course books to be taught every year and prohibitions and
restrictions to the use of different sources, books and materials for course contents prevent
teachers from taking initiatives particularly in the curriculum and teaching process. Hence,
curriculum should be prepared flexibly in order to enable teachers to make necessary regulations
in accordance with the school rules, students’ interests, needs and learning styles and teachers
should be allowed to make their own choice among various and rich alternatives instead of using
a single book which will be used in classes.

According to the study results, teachers showed the least autonomy behavior in
professional development autonomy. The research showed that, teachers’' sense of autonomy
regarding their professional development helps them to develop a deeper sense of self-efficiency
and also helps them to have positive attitude towards Professional development (Judah &
Richardson, 2006; Schibeci & Hickey, 2004). It is obvious that teachers should be trained to have
high communicative skills, professional and intellectual knowledge at a level to have the
competence to become autonomous. In addition, considering that knowledge has a dynamic and
unstable structure, teachers should maintain and improve their occupational professionalism and
they should be aware of their responsibilities of renovating their professional competencies in
accordance with their age. Besides providing educational support that they need for this, they
should also be encouraged to take part in all kinds of scientific activities (congresses, symposiums,
etc.). Furthermore, they should be directed to postgraduate education so that they can follow up
scientific developments in their fields and expand their academic perspectives. In the permission
directive of the Ministry of National Education, it is stated that the necessary precautions should
be taken for graduate education, provided that teachers do not disrupt their duties (MEB, 2013).
Although there is a legal regulation that paves the way for postgraduate education of teachers, it
should be regulated so as not to allow any differences in practice. In this context, school directors
should support and encourage teachers who are enrolled in postgraduate education and assist
teachers by making necessary arrangements in their schedule.

When teacher autonomy behavior was compared in terms of various variables, autonomous
behaviors significantly differed according to school type and grade variables, but they did not
differ significantly according to gender and professional seniority variables. The results of other
studies comparing teachers’ autonomous behaviors according to gender are in accord with the
results of this study. In their studies conducted with teachers, Colak (2016) and Sakar (2013)
concluded that there was no significant difference between autonomous behaviors of teachers
and their gender.
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There were significant differences in autonomy behaviors of teachers regarding teaching
process and curriculum and in terms of general autonomy according to school type. Teachers in
private schools showed more autonomous behaviors in teaching process and curriculum and in
terms of general autonomy than teachers in public schools. Nevertheless, there was no significant
difference between teachers’ professional development and communication autonomy behaviors
according to school type. Based on the statistics of the Ministry of National Education, the number
of students per teacher was 16.6 in public primary schools, 9.1 in private primary schools, 16.9 in
public secondary schools, 9.7 in private secondary schools, 19.6 in public high schools, and 9.2 in
private high schools in Turkey as of 2016-2017 academic year (MEB Strateji Gelistirme Baskanhgy,
2017). As can be seen, the number of students per teacher in private schools is much lower than
public schools. One of the reasons that teachers in private schools have more teaching autonomy
may be that they have less students in number for whom they are responsible. It can be indicated
that teachers in private schools design different methods and techniques based on students’
interests and needs and they can have more voice in teaching process and preparing curriculum.
According to Chubb and Moe (1988), private schools set standards to reach their goals and feel
more independent determining their teaching methods. According to Ensari (2002), private
schools are more independent and autonomous compared to public schools, they can determine
their personnel, create their own curriculum and improve it (Ensari, 2002, p. 27). Aslan, Satici and
Kuru (2006, p. 21) conducted a study on the efficiency of public and private schools and they
revealed that autonomy levels of private schools regarding preparing schedules, teaching process,
teaching materials and flexibility are higher than those of public schools. Similarly, Worth and
Brande (2020) revealed in their study that the level of autonomy among the private sector
teachers are relatively high. Teachers in private schools have more authority to use their
specialization in planning, organizing education process and preparing programs. Thus, teachers
in private schools have more opportunity to use initiative both in education process and
rearrangement of curriculum based on students’ needs.

Although autonomous behaviors of teachers in public schools seem to be relatively lower
than those of private schools regarding teaching process, curriculum and general autonomy, the
focal point should be that teachers working in public schools can show high levels of autonomy
behavior in these dimensions. The working environment, in which teachers working at private
schools are supported, functions the opposite way around in public schools especially in the
teaching process. As a matter of fact, Unsal and Cetin (2019) concluded in their study that private
school teachers can be more flexible and autonomous in choosing alternative textbooks suitable
for the curriculum. In addition to the centralized execution of curricula lately, access of teachers
to alternative materials regarding course books and source selection has been blocked. Although
prohibition of using different materials from the course books selected and sent by the center to
public schools and imposing the use of standard curricula restrains teachers from showing
autonomous behaviors, teachers in public schools can still show autonomous behaviors. This
indicates that teachers in public schools are in struggle for practicing their profession devotedly.

Autonomous behaviors of teachers significantly were determined to differ significant in
teaching process, curriculum and general autonomy dimensions according to school grade
variable. Thus, primary school teachers and secondary school teachers show more autonomous
behaviors in teaching process, curriculum and general autonomy when compared to Anatolian
high school teachers. This result is consistent with the results of Yazici (2016). That primary school
teachers show more autonomous behaviors in teaching process, curriculum and general
autonomy than others may stem from the relatively intense relationship that teachers established
with their classes for uninterrupted four years without examination anxiety. Buyruk and Akbas
(2021) also concluded similar results in their study. They stated that spending a long time with the
students and being responsible for teaching many courses may cause primary school teachers to
have more control over their labor processes. Indeed, Spilt, Koomen and Thijs (2011) revealed in
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their study that well built teacher student relationships has an important impact on teachers’
wellbeing. Therefore, this relatively atronger bond established by classroom teachers might have
caused them to have more motivation in showing autonomous behaviors regarding educational
issues particularly by adopting the process more easily. In a study conducted by Kiling, Bozkurt
and ilhan (2018) it was revealed that teachers also interpret teacher autonomy as high motivation
for teaching.

Teachers were found to express natural emotions most among emotional labor dimensions.
This was followed by deep acting and surface acting, respectively. While teachers express natural
emotions at high levels, they show deep acting at moderate levels and surface acting at low levels.
These findings give the impression that teachers, in general, tend to express their emotions frankly
in their communication with the students, teachers and directors while performing the processes
in schools. The results of study support the study results of Yilmaz, Altinkurt, Glner and Sen (2015),
Hosgorlr and Yorulmaz (2015), Moran (2018), Go¢ (2017), Basim and Begenirbas (2012) and
Begenirbas (2013). However, Kiral (2016) found that teachers showed surface acting, natural
emotions and deep acting, respectively, while Mavi (2015) found that teachers showed deep
acting most and this was followed by natural emotions and surface acting, in turn.

Teachers' expression of natural emotions at highest levels indicates that they express their
real feelings without much effort while working. Their expression of natural emotions may indicate
that they are in good agreement with the objectives of the organization. Diefendorf and
Gosserand (2003) stated that if individuals adopt and apply the rules of emotional display set forth
by the organization, this will let this emotional display to be natural, thus the potential loss to
which individuals’ emotional labor may be exposed can be eliminated. Although teachers’ mean
scores on surface acting are relatively lower, they are not actually low. Fake emotional display may
lead teachers to emotional conflict. Taylor (2020) states that both surface and deep acting are
commonly used by many teachers to offset the negative effects of emotional labor. Hochschild
(1983) discussed that expressing emotions that are not felt will result in conflict and distress. She
added that fake emotional behavior will lead to not only emotional but also physical wear on the
individual after a while. Buri¢, Kim and Hodis (2021) also concluded in their study that faking
emotions has a negative impact on teachers’ wellbeing.

Therefore, school directors should create a school climate to allow teachers to naturally
express their real emotions and thoughts in all processes concerning teaching at school and to
be included in decisions made. Teachers feeling free and autonomous in expressing their real
thoughts as well as using their specialization can dsiplay their natural emotions and make their
emotions comply with the expectations of the school. Also, teachers who identify themselves with
their profession will of course have higher motivation regarding having the characteristics that
are necessary for their profession. Individuals who selected teaching as a lifestyle practice their
profession willingly can express natural emotions far from imitation in every emotional display at
school. Thus, teacher selection process should be designed in a way to measure the extent to
which individuals identify teaching profession with their own identity.

While teachers’ emotional labor behaviors differed significantly according to gender, they
did not significantly differ according to school type, seniority and school grade. Emotional labor
of teachers significantly differed in surface acting and expression of naturally-felt emotions
according to gender. Male teachers showed more surface acting behaviors compared to female
teachers. In addition, female teachers expressed more natural emotions than male teachers. The
results show that female teachers practice their profession with more natural and sincere emotions
than male teachers. This result is consistent with the results of Yin's (2015) and Akglin and Yilmaz's
(2021) studies. A similar study by Begenirbas (2013) determined that that males show more
emotional labor than females in general sense; however, on dimension basis, males tend to more
surface acting while females tend to express more natural emotions. Similarly, Savas (2012)
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conducted a study with teachers and directors and found that emotional labor mean scores of
male teachers were higher than those of female teachers.

According to the results about whether emotional labor behaviors of teachers predicted
autonomous behaviors or not, a significant and close to moderate level of relationship was found
between all dimensions of emotional labor and teaching autonomy. The dimensions of emotional
labor were identified to explain 5% of the total variance in teaching autonomy. Expression of
naturally-felt emotions was a significant predictor of teaching autonomy. Besides, a significant
and close to moderate level of correlation was found between all dimensions of emotional labor
and curriculum autonomy. The dimensions of emotional labor explained 4% of the total variance
in curriculum autonomy. Expression of naturally-felt emotions was a significant predictor of
curriculum autonomy. A significant and low level of correlation was observed between all
dimensions of emotional labor and professional development autonomy. The dimensions of
emotional labor explained 3% of the total variance in professional development autonomy.
Expression of naturally-felt emotions was also a significant predictor of professional development
autonomy. A nearly moderate level and significant correlation was found between all dimensions
of emotional labor and communication autonomy. The dimensions of emotional labor were
determined to explain 8% of the total variance in communication autonomy. Expression of
naturally-felt emotions and deep acting were identified to be significant predictors of
communication autonomy. A significant and close to moderate level of relationship was found
between all dimensions of emotional labor and general autonomy. The dimensions of emotional
labor explained 8% of the total variance in general autonomy. Expression of natural emotions was
also determined to be a significant predictor in the general autonomy behaviors of teachers.

It was determined in this study that except for surface acting and communication
autonomy, none of the dimensions of teacher autonomy had a significant correlation with deep
acting. In particular, that surface acting was insignificant in all dimensions of teacher autonomy
can be regarded as an indicator that autonomous teachers do not express fake emotions during
communication; on the contrary, they reflect real emotions. Another finding which supports this
result is that expression of naturally-felt emotions is a significant predictor of all dimensions of
teachers’ autonomous behaviors. All findings of the relationship between autonomy and
emotional labor demonstrate that emotional labor which autonomous teachers display in all
issues regarding their teaching process, curricula, professional development and communication
is that they express their natural emotions in the most correct way. Autonomous behaviors of
teachers are generally their own preferences despite all limitations and this is a sign of their
professionalism, too. In this sense, considering the willingness of teachers on practicing their
profession in the most appropriate way, it is expected that emotional labor of autonomous
teachers manifests mostly as natural emotions.

Evaluation of the study findings related to the relationship between autonomy and
emotional labor in terms of emotional labor approach of Morris and Feldman (1996) will let the
study results be interpreted in a new light. Morris and Feldman (1996) discussed autonomy of
employees in the organization as a premise of their emotional labor. In places where employees
are free and autonomous as regards expressing themselves, these individuals will express their
emotions clearly rather than pretending in case there is any conflict between their real emotions
and emotional display which is expected by their organization. This means that autonomous
employees do not need for surface acting or deep acting. Altinkurt & Yilmaz (2014) drew attention
to the importance of teachers’ expression of their thoughts in all communications with directors,
students, parents and colleagues and having a word in decisions to be made regarding education.
If school directors create a school environment in which teachers can demonstrate their
professionalism, this will ensure teachers' attachment to their organizations with a sense of
belonging and practice their profession willingly and sincerely as a result (Altinkurt & Yilmaz 2014,
p. 290).

E-Intennational Jounnal of Educational Rescanch
ISSN: 1309-6265 Vol: 12, No: 5, pp. 89-117

104



E-Vluslananasr EJitism Anastvumalarne Dengisl
ISSN: 1309-6265, Cilt: 12, No: 1, ss. 89-117

Within the context of the above mentioned approaches, the results obtained from
regression analysis bring two different aspects to the relationship between teacher autonomy and
emotional labor. The first one is that teachers do not need to pretend (surface or deep acting) in
such an organization but express their natural emotions by looking at autonomy from the
perspective of individuals' ability to express their thoughts freely. The second one approaches
autonomy from an organizational viewpoint in which the use of teachers’ specialty is supported.
People working in such an environment become aware of being an important part of the
organization and adopt the organization and all of its processes (Liu, Chen, Zhao & Li, 2021). As
a consequence, it will be possible for teachers' natural emotions to comply with the school's
expectations regarding emotional display and hence emotions expressed by teachers in line with
the organizational expectations, will be their natural emotions. Therefore, school directors should
create a school climate to enable teachers to express their real emotions and thoughts naturally
in all processes concerning teaching at school and to be included in decisions made. Teachers
feeling free and autonomous in expressing their real thoughts as well as using their specialization
can express their natural emotions and make their emotions comply with the expectations of the
school.

Recommendations

Based on the research process, scope and results of this study, some suggestions are
provided below for further studies on the relationship between teachers’ autonomous behaviors
and emotional labor.

e Further studies can be conducted on the relationship between teachers’ emotional labor
behaviors and variables such as organizational citizenship, cynicism, alienation and
school climate.

e This study was conducted by quantitative method. Qualitatively designed researches on
the subject can be compared with the results of this study.

e The study results demonstrated that despite being below the moderate level, teachers
showed surface acting behaviors. Further studies can be conducted to find out the
reason for this.

e Teachers in private schools were identified to act more autonomous behaviors than
those in public schools in the teaching process, curricula dimensions and in terms of
general autonomy. In-depth research can be carried out to find out the reason for this
by including all private schools in Mugla province of Turkey.

e Although teachers in public schools displayed less autonomous behaviors than those in
private schools and they felt the current legal limitations more intensely, they still
showed autonomous behaviors at a certain level. Further qualitative studies can be
conducted to determine the main reasons that repulse teachers in public schools to
show autonomous behaviors.
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Ozet

Bu arastirmada, 6gretmenlerin ézerklik davranislart ile duygusal emekleri
arastndaki iliskinin belirlenmesi amaglanmistir. Arastirmanin evrenini,
2017-2018 egitim égretim yilinda Mugla il merkezi ve ilcelerindeki kamu ve
6zel ilkokul, ortaokul ve liselerinde gérev yapan 6gretmenler

olusturmaktadir. Tarama modelindeki arastirmanin érneklemini oransiz E-Uluslararasu Egitim
kiime orneklemesi yéntemi ile secilmis 423 oOgretmen olusturmustur. Arastirmalan
Arastirmada veri toplama aract olarak Colak (2016) tarafindan gelistirilen Dergisi

Ogretmen Ozerkligi Olcegi ve Diefendorff ve arkadaslart (2005) tarafindan
gelistirilen, Basim ve Begenirbas (2012) tarafindan Tiirk¢eye uyarlanan
Duygusal Emek Olcegi kullandmustir. Verilerin ¢éziimlenmesinde betimsel Cilt: 12, No: 5, ss. 89-117
istatistikler, t testi ANOVA ve coklu regresyon analizi kullanidmustir.
Arastirmadan elde edilen sonuglara gére, 6gretmenlerin genel Gzerklik
davraniglart orta diizeyin (izerindedir. Ogretmenler, 6zerklik boyutlar
arasinda en cok 6gretme stirecinde 6zerklik davranislart sergilemektedirler.
Bu boyutu strast ile mesleki iletisim ézerkligi, dgretim programt ézerkligi ve Arastrma Makalesi
mesleki gelisim o6zerkligi boyutlart izlemektedir. Ogretmenlerin 6zerklik
davranslar, okul tiirti, okul kademesi degiskenlerine gdre anlamlt diizeyde
farklilasmakta; cinsiyet ve kidem degiskenlerine gére anlamli diizeyde
farklilasmamaktadir. Ogretmenler, duygusal emek boyutlart arasinda en cok
dogdal duygular sergilemektedirler. Bu boyutu sirast ile derinden ve yiizeysel
rol yapma davranislart izlemektedir. Ogretmenlerin duygusal emek
davranuslan, cinsiyet degiskenine gdre anlamli diizeyde farklilasmakta, okul
tird, okul kademesi ve kidem degiskenlerine gére anlamli diizeyde
farklilasmamaktadir. Duygusal emegin tiim boyutlart ile dgretme siireci
ozerkligi, dgretim programu ézerkligi, mesleki iletisim 6zerkligi ve genel
ozerklik arasinda orta diizeye yakin, mesleki gelisim 6zerkligi ile arasinda
disiik diizeyde ve anlamlt iliskiler bulunmustur. Dogal davranis, 6gretmen
6zerkliginin tiim boyutlarinin anlaml bir yordayicisdir. Génderim: 2021-03-16

. . . L . . Kabul: 2021-11-16
Anahtar Kelimeler: Duygusal emek, Ozerklik, Ogretmen 6zerkligi,

Ogretmen.

Onerilen Atf

Yurtseven, C. ve Hosgériir, T. (20XX). Ogretmenlerin ézerklik davranislari ile duygusal emekleri arasindaki
iliski, E-Uluslararast Egitim Arastirmalart Dergisi, 12(5), 89-117. DOI: https://doi.org/10.19160/e-
ijer.897847

1 Makale, “ Ogretmenlerin Ozerklik Davranislari ile Duygusal Emekleri Arasindaki iliski” isimli yiiksek lisans tezinden dretilmistir.
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Genisletilmis Ozet

Problem: Toplumlarin bilgi cagina gegisi, ekonomik, politik ve toplumsal alanda pek ¢ok degisimi
beraberinde getirdigi gibi, toplumlarin gelecegin liyelerinden beklentilerinde de farklilasmalara
neden olmustur. Bu beklentileri karsilayabilecek beceri ve yeterliklere sahip bireyleri yetistirmenin
temel sorumlulugu ise okullarda ve onlarin asu bileseni olan 6gretmenlerdedir. 2016-2017 dgretim
yilinda Milli Egitim Bakanligi'nin 6gretim programlarinda gerceklestirdigi yenileme ¢alismalarinda,
ogrencilere glindelik hayatlarinda kullanabilecekleri temel bilgilerin kazandurilmast disinda;
yasadigt hayati sorgulayabilme, olgulara elestirel bakabilme, kiiltiirler arast farkliliklar: kabul
edebilme, problem ¢6zebilme, 6zglir ve dzerk davranabilme gibi cesitli bilissel, sosyal ve bireysel
yeterlilik ve becerilerin kazandirilmast zorunlu gériilmektedir (MEB, 2017, s.8). Bu yetilerin
dgrencilere kazandirilma stirecinde égretmen, dgrenmeyi kolaylastiran, grencilere alternatif yollar
gOsteren ve bireyin égrenme siirecinde kendi sorumlulugunu alarak bagimsiz karar verebilme
becerisini gelistiren bir rehber olarak rol almistir (Kog, 2006, s.56-57). Bu agidan ézerk davranis
sergileyen dgretmenler 6gretim ortamuni, égrenci ilgi ve ihtiyaclarina yénelik icerik, materyaller ve
ybntemler segerek dlizenleyebilirler. Bunun sonucunda da, 6grencilerin saglikli planlanmis dgretim
ortaminda daha basarlt olmasint saglayabilirler (Colak, Altinkurt &Yilmaz, 2017, s.193). Bu bakis
agistyla 6gretmenin, égretim programt ve materyalleri ile sinif ici ders uygulamalarini, 6grencinin
ilgi, gereksinim ve é&grenme stillerini dikkate alarak yeniden diizenleme sorumlulugu &ne
ctkmaktadir. Ogretimin bu sekliyle bireysellestirebilmesi ve istenilen ciktilart iiretmesi, 6gretmenlerin
hem égretim siireclerinde, hem de mesleki gelisimleri ile ilgili stireclerde ézerk davranmast ile
miimkiin olabilecektir.

Ozerk davranabilen bireyleri, eylemlerine yén verecek olan durumlara karar veren, bagimsiz
davranma kapasitesine sahip kisiler olarak tanimlayan Littlewood (1997), bu kapasitenin iki temel
bilesene bagli oldugunu ifade eder: yetenek ve isteklilik. Bu ybnliiyle degerlendirildiginde, isinde
6zerk davranabilen bir 6gretmen, egitim isine fazlastyla goniillii ve istekli olarak katilyor demektir.
Ogretmenin meslegine karst sahip oldugu bu tutum, onun &gretmenligi profesyonelce
gerceklestirmeye karst sahip oldugu bir hazirolus durumu olarak kabul edilebilir. Ogretmen
ozerkligi, 6gretmenlerin bircok profesyonel meslekte oldugu gibi okulu ilgilendiren konularda ve
ogretim ile ilgili etkinlikleri planlama ve uygulama asamalarinda s6z sahibi olmalart ve sorumluluk
almalart anlamina  gelmektedir. Ozerk &6gretmen; 6grencilerinin  ilgi ve — gereksinimleri
dogrultusunda, kendisinin belirledigi ve olusturdugu 6gretim materyallerini kullanarak, yine
kendisinin belirledigi yéntem ve teknikleri kullanarak icerigi uygulamaya koyma konusunda 6zgtir
hareket eder. Bu baglamda 6zerk égretmen, profesyonelligini rahatlikla 6gretimine yansitabilen
égretmendir (Oztiirk, 207a1; Pearson ve Moomaw, 2005). Nitekim Pearson ve Moomaw (2005)
calismalarinda égretmen 6zerkliginin, profesyonellikle dogrudan iliskili oldugu sonucuna
ulasmuslardwr. Ogretmen profesyonelligi ile iliskili bir diger kavram da duygusal emektir (Altinkurt
ve Yilmaz, 2014, Altinkurt ve Ekinci, 2016; Hosgériir, 2017). Ogretmenlerin, okul ici tim
iletisimlerinde duygularint etkili bir gsekilde yéneterek, kendilerinden beklenen duygusal
gosterimlerde bulunmalart olarak nitelenen bu kavram bugiin profesyonel 6gretmenlerde aranan
bir ézellik olarak alanyazindaki yerini almstir (Truta, 2014).

Duygusal emek, calisanlarin isleri ile ilgili sorumluluklarint yerine getirirlerken, hizmeti
alanlar ile olan etkilesimlerinde olumlu etki birakmak icin duygularint gerektiginde degistirerek,
Orglitiin beklentisi dogrultusunda sergilemeleri seklinde ortaya ¢ikmaktadur (Hochschild, 1983, s.7).
Morris ve Feldman (1996) duygusal emegi, kisiler arast etkilesimler sirasinda -érgiit tarafindan
beklenen duygularin sergilenebilmesi amaciyla- bireylerin duygularint planlama, kontrol etme ve
gosterme slireci olarak ifade etmektedirler (Morris ve Feldman, 1996, s. 987). Okullarda da
ogretmenler mesleklerini yerine getirirlerken dgrenci, veli, yonetici ve meslektaslart ile etkilesimleri
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esnasinda duygusal emek sergilemek durumunda kalmaktadirlar (Begernirbas ve Yalcin, 2012).
Hosgértir ve Yorulmaz (2015) ¢alismalarinda, ézellikle profesyonel gelisim anlaminda liderlik
sergileyen Ggretmenlerin, daha fazla duygusal emek sergiledikleri sonucuna ulasmislardur. Bu
baglamda, isiyle ilgili 6zerk davranma ¢abast icinde olan profesyonel bir 6gretmenin, duygusal emek
anlaminda da daha fazla ¢aba icerisinde olacag dlistiniilmektedir. Castro ise (2013) bireyin ¢alistigt
orglitte gerek mesleki anlamda gérev ve sorumluluklarint yerine getirirken, gerekse bireysel davranis
ve tutum acisindan ézglir ve 6zerk davranmast durumunda, duygusal gosterimlerinde bir celiski
olmayacagint belirterek ézerklik ile duygusal emek arasindaki iliskinin 6nemini ortaya koymustur
(Castro, 2003, s.40). Morris ve Feldman‘a gére ise (1996) bireylerin orglitte kendilerini 6zerk
hissetmeleri durumunda mesleki is doyumlarinin artacagini, bunun sonucunda da duygusal
gosterimlerinde bir ¢atisma olmayacadgint belirtmislerdir. Bu acgidan dgretmenlerin okullarda ézgiir
ve Ozerk davranwor olabilmeleri onlarin okul ydnetimi, veli 6grenci ve meslektaslart ile
etkilesimlerinde duygusal emek sarfederken, gercek duygularint sergilemelerinin okulun amaclarina
olumlu katkt yapacagi éngériilebilir.

Morris ve Feldman‘a gére (1996) calisan ile hizmeti alanlann etkilesim bicimi ve ¢alisanin
Ozerkligi duygusal gosterimlerde etkili olmakta ve bunlar duruma gére duygusal uyumsuzluga
neden olabilmektedir. Yiiz yiize iletisimin oldugu mesleklerde duygusal uyumsuzluk artmakta,
calisanlarin ézerkliginin bulundugu durumlarda duygusal catisma azalmaktadir. Bireylerin 6rglitiin
kendisinden bekledigi duygusal gosterimler ile kendilerine has 6zerk davranislar arasinda bir
uyarlama, dengeleme séz konusudur. Ancak &zerk davranist yliksek olan bireylerde duygu
dengelemesi stireclerinde bir catisma ve uyumsuzluk ortaya ¢tkabilmekte bu durumda da is stresine
ve tlikenmislik ile sonuglanabilmektedir (Morris & Feldman, 1996). Bu kapsamda érglit tarafindan
duygusal gdsterimin belli bir kurallara ve sinirlamalara dayandurildigt durumlarda duygusal emegin
olumsuz sonucglarinin olacagy buna karsin o6zerk bireyin belli oranda kendi davranislarint
sergilemesine izin verildigi durumlarda is stresinin daha az yasanacagt ve is tatmininin bundan
olumlu etkilenecegi sdylenebilir. Tiirkiyede égretmenlerin ézerk davranislart ile duygusal emek
davranislarint inceleyen bir ¢alismaya ulasilamamstu: Bu cercevede bu arastrmanin amaci,
ogretmenlerin ézerklik davranislart ile duygusal emekleri arasindaki iliskiyi incelemektir. Bu genel
amacg dogrultusunda su sorulara yanit aranmustur:

1. Ogretmenlerin 6zerklik davranislart ne diizeydedir?

2. Ogretmenlerin &zerklik davranislar, cinsiyet, okul tiirii, okul kademesi ve kidem
degiskenlerine gére anlamli farklilik géstermekte midir?

3. Ogretmenlerin duygusal emek diizeyleri nasdur?

4. Ogretmenlerin duygusal emekleri cinsiyet, okul tiiri, okul kademesi ve kidem
degiskenlerine gére anlamli farklilik géstermekte midir?

5. Ogretmenlerin duygusal emekleri, 6zerklik davranislarinin anlamlu bir yordayicist mudir?

Yontem: Ogretmenlerin ézerklik davranlart ile duygusal emekleri arasindaki iliskinin belirlenmeye
calisildigt bu arastirma tarama modelinde desenlenmistir. Arastirmanin evrenini 2017-2018 6gretim
yilinda Mugla il merkezi ve ilcelerinde bulunan kamu ve ézel ilkokul, ortaokul ve liselerde gérev
yapan 8718 égretmen kapsamaktadir. Orneklemin belirlenmesinde oransiz kiime érneklemesi
teknigi kullanimustur. Evreni temsil edecek 6rneklem sayist % 95 giiven diizeyi icin en az 368 olarak
hesaplanmstir. Toplam 507 o6gretmenden veri toplanmustir. Uygulanan élceklerin incelenmesi
sonucunda 16 6lcegin verilerinde eksiklik oldugu ve 42 6lcegin 6zensiz dolduruldugu belirlenmistir.
Uc degerler incelendiginde 24 dlcegin +,- 3 degerler disinda degerler aldigt belirlenmistir. Bu dlcekler
ctkarldiktan sonra kullaniabilir durumda olan 423 kisiden elde edilen verilerle analizler
gerceklestirilmistir. Arastirmada veri toplama aract olarak, Colak (2016) tarafindan gelistirilen
Ogretmen Ozerkligi Olgegi ile Diefendorff ve arkadaslart (2005) tarafindan gelistirilen ve Basim ve
Begenirbas (2012) tarafindan Tiirkceye uyarlanan Duygusal Emek 6lcegi kullandmustur.

Bulgular/Sonug: Ogretmenlerin 6zerklik ve duygusal emek davranslart arasindaki iliskinin
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belirlenmesi amaciyla gerceklestirilen bu arastirmanin ézerklik davransslart ile igili sonuclary,
égretmenlerin orta diizeyin (izerinde ézerklik sergilediklerini géstermektedir. Ogretmenlerin ézerklik
boyutlart arasinda en cok Ggretme siirecinde Gzerk olduklart gorilmustir. Bu boyutu stwrast ile
mesleki iletisim o6zerkligi, dgretim programt Gzerkligi ve mesleki gelisim bzerkligi izlemektedir.
Arastirmanin 6gretmen dzerkliginin diizeyi ve farkli boyutlara gére karsilasturiimasina yonelik
sonuglart Colak ve Altinkurt'un (2017) arastirmasinda elde ettigi sonuglar ile értiismektedir. Bu
durum, Tiirk egitim sisteminde merkezden alinan kararlar ve icerigi égretmene fazla inisiyatif
birakmayacak sekilde olusturulan egitim programlarina ragmen arastirmaya katilan 6gretmenlerin
Ogretim siirecinde nispeten énemli bir rol lstlendiklerini gbstermektedir. Bu kapsamda yetki ve
sorumluklarinin - bilincinde daha fazla emek sergileyerek profesyonellik meslegine uygun
davrandiklart duistiniilebilir.

Ogretmenlerin meslekleri geredi calistiklart ortamlart cok iyi tanimalart ve degerlendirmeleri
gerekmektedir. Ogrencilerin égretimsel ihtiyaclary, ilgi ve egilimleri, bir konuyu anlama yetilerinin
yaninda, beceri ve yetenekleri birbirinden ¢ok farkli olabilmektedir. Bunun yaninda her sinifin
birbirinden farkli iklimi ve davrants kosullart vardur. Sinifta 6gretime etki eden dinamikleri en iyi bilen
ve dgrencilerle ilgili en iyi ve anlamlt kararlart vermesi beklenen kisiler ise 6gretmenlerdir. Bu
bakimdan G6gretmenlerin dgretim siirecinde farkliik gdsteren degiskenleri dikkate alarak ders
materyali ve kitap secimi, sinif ici etkinlik planlama ve yiiriitme gibi alanlarda daha ézerk
olmalarinin saglanmast icin gerekli diizenlemelerin yapimast gerekmektedir. EGitim programlart
Tiirkiye'de Milli Egitim Bakanligt tarafindan tek elden merkezi olarak hazirlanmaktadur. Sinifta ders
icerigine uygun yéntem ve tekniklerin belirlenmesi 6gretmenlerin kontroliinde ve insiyatifinde olsa
da, kazamim, amag, siire ve icerikleri MEB tarafindan belirlenmektedir (MEB, 2017). Odretim
programlart 6gretmenlere bu konularda bir serbestlik alant birakmamaktadir. Merkezi yénetim
okullarda &gretimde bir bitiinliik ve diizen gériintiisii saglarken, sorun ve ¢6ziim lretme
kapasitesiyle islevsel degildir. Her yil okutulucak olan ders kitaplarinin tek elden ¢ikmasi, ders
icerigine gére farkli kaynak, kitap ve materyallerinin kullanidmasina getirilen yasaklamalar ve
kisttlamalar égretmenlerin 6zellikle 6gretim programt ve 6gretim siirecinde inisiyatif kullanmalarint
engellemektedir. Bu anlamda egitim programlari, 6gretmenlerin okulun kosullart ve dgrencilerin ilgi,
gereksinim ve dgrenme sitillerine uygun olarak gerekli diizenlemeleri yapabilmelerini saglayacak
esneklikte hazirlanmali ve dgretmenlere derslerde kullanilacak tek bir kitap sunma yerine cesitli ve
zengin alternatifler arasindan kendi secimlerini yapabilme hakkt tanitnmalidur.

Arastirma sonuclarina gére, dgretmenlerin en az ézerklik davranist sergiledikleri boyut
mesleki gelisim ézerkligi olmustur. Ogretmenlerin onlara ézerk olabilme konusunda yetkinlik
saglayacak diizeyde yiiksek iletisimsel becerilere, mesleki ve entelektiiel birikime sahip
yetistirilmeleri gerektigi acikti. Bununla birlikte, bilginin devingen ve degisken yapist g6z 6niine
alindiginda, dgretmenlerin mesleki profesyonelliklerini stirdiirmelerini ve gelistirmelerini saglama
ve mesleki yeterliklerini ¢agina uygun olarak yenileme sorumlulugunun bilincinde olmalart da
gerekmektedir. Bunlarin saglanmast i¢in gereksinim duyduklart egitim desteklerinin temin edilmesi
yaninda, her tirlii bilimsel etkinliklere (kongre, sempozyum vb.) katdimlarinin tesvik edilmesi
gerekmektedir. Ayrica, alanlarindaki bilimsel gelismeleri takip edebilmeleri ve akademik bakig
actlarint genisletebilmeleri acisindan lisanstistii egitime yénlendirilmeleri gerekmektedir. Milli Egitim
Bakanliginin izin yoénergesinde 6gretmenlerin gorevlerini aksatmayacak sekilde yliksek lisans
égrenimleri icin gerekli kolaylik saglanur denilmektedir (MEB, 2013). Ogretmenlerin lisansdistii egitim
yapmalarinin éniinl acan yasal mevzuat bulunmakla birlikte, bu mevzuatin uygulamada
farkliliklarin olusmasina imkdn vermeyecek sekilde yeniden diizenlenmesi gerekmektedir. Bu
kapsamda okul mudiirlerinin de lisanstistii egitim yapan égretmenleri desteklemesi, tesvik etmesi
ve dgretmenlerin ders programlarinda gerekli diizenlemenin yapiumasina yardimct olmalart
gerekmektedir.

Ogretmenlerin ézerklik davranislart cesitli degiskenler acisindan karsilastirldiginda, ézerklik
davranislarinin okul tiirt agisindan, ézel okullarda gérev yapan édgretmenlerin kamu okullarinda
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gérev yapan ddgretmenlere gére daha &zerk oldugu; okul kademesine gére ise ilkokul
ogretmenlerinin ortaokul ve lise &gretmenlerine gére daha Ozerk davranislar sergiledikleri
belirlenmistir. Cinsiyet ve mesleki kidem degiskenlerine gére ise anlamli diizeyde farklilasmadig
gorilmustir. Alanyazinda &dgretmenlerin  dzerklik davranislarinin  cinsiyet degiskenine gére
karsilastirdmasina  yénelik arastirma sonuclart  bu arastumanin  sonuclart  ile paralellik
goOstermektedir. Colak (2016) ve Sakar'n (2013) O6gretmenlerle yaptiklart ¢alismalarda
ogretmenlerin ézerklik davranlart ile cinsiyetleri arasinda anlamlt bir fark bulunmadigt ortaya
konmustur.

Ogretmenlerin é¢gretme siireci ve 6gretim programt boyutlarina yénelik ve genel ézerklik
agisindan 6zerklik davranislarinda, ¢alistiklart okul tiiriine gére anlamlt farkliliklar bulunmustur.
Ozel okullarda gérev yapan égretmenler, devlet okulunda gérev yapan égretmenlere gére égretme
stiregleri ve dgretim programt boyutlarinda ve genel 6zerklik agisindan daha fazla ézerk davranislar
sergilemektedirler. Bununla birlikte dgretmenlerin mesleki gelisim ve mesleki iletisim dzerkligi
davranislart calistiklart okul tiiriine gére anlamlt bir farkliik gdstermemektedir. Milli Egitim
istatistiklerine gore Tiirkiyede 2016-2017 dgretim yuu itibariyle 6gretmen basina diisen 6grenci
sayst devlet ilkokullarinda 16.6, ézel ilkokullarda 9.1, devlet ortaokullarinda 16.9, 6zel ortaokullarda
9.7; devlet liselerinde 19.6, ézel liselerde 9.2dir (MEB Strateji Gelistirme Baskanligi, 2017). Gérildiigi
lizere ézel okullarda égretmen basina diisen 6grenci sayist devlet okullarindan cok daha azdur. Ozel
okullarda gérev yapan dgretmenlerin daha fazla égretme siireci 6zerkligi davranislart sergilemesinin
bir sebebi de sorumlu olduklart 6grenci sayilarinin daha az olmast olabilir. Bu durum ézel okullardaki
dgretmenlerin, 6grencilerin ilgi ve gereksinimlerine gdre farkli yéntem ve teknikler planlayarak
dgretim slirecinde ve dgretim programint hazirlamada daha fazla belirleyici olabildikleri seklinde
yorumlanabilir. Chubb ve Moe'ya gére (1988) 6zel okullar, kendi hedeflerine ulasmada standartlar
koymakta ve égretim metotlarint belirlermede daha 6zgiir davranmaktadtrlar. Ensari'ye gére (2002)
6zel okullar devlet okullarina gére daha 6zglir ve dzerk olup, 6gretim kadrosunu kendileri belirleyip,
kendi égretim programlarint olusturmakta ve gelistirmektedirler (Ensari, 2002, s.27). Aslan, Satict ve
Kuru’nun (2006, 5.21) devlet ve ézel okullarin etkililigi lizerine yaptiklart calismada, ézel okullarin
ders programlart hazirlama, 6gretim stireci, 6gretim materyali ve esneklik 6zerklik diizeylerinin daha
yliksek diizeyde olduklarint ortaya koymuslardir. Bu kapsamda ézel okullardaki 6gretmenlere egitim
stireglerini planlama, diizenleme ve program hazirlama ile ilgili olarak uzmanliklarint kullanma
konusunda daha fazla yetki verildigi séylenebilir. Boylece hem egitim siirecinde hem de egitim
programinin dgrencilerin ihtiyaclarina gére yeniden diizenlenmesinde ézel okul dgretmenlerinin
daha fazla inisiyatif kullanabildikleri séylenebilir.

Devlet okullarindaki dgretmenlerin ézel okullarda gérev yapan égretmenlere gére 6gretme
stireci, dgretim programt ve genel ézerklik agisindan 6zerklik davranislart gérece diisiik gériinmesine
ragmen, durumu yorumlamak icin odaklanidmast gereken nokta devlet okullarinda gérev yapan
égretmenlerin bu boyutlarda yiiksek diizeyde 6zerklik davranislart sergileyebiliyor olmalaridur. Ozel
okullardaki ozellikle 6gretme stireci boyutunda dOgretmenlerin desteklendikleri ¢alisma ortamy,
devlet okullarinda tersine islemektedir. Nitekim Unsal ve Cetin (2019), calismalarinda 6zel okul
dgretmenlerinin, dgretim programwina uygun alternatif ders kitabt seciminde daha esnek ve ézerk
davranabildikleri sonucuna ulasmuslardi. Son dénemlerde Ggretim programlarinin tek elden
yiritilmesinin yaninda, ders kitabt ve kaynak sec¢imi konusunda &gretmenlerin alternatif
materyallere ulasmalarinin 6nii kesilmistir. Her yul devlet okullarina merkezden secilerek gonderilen
ders kitaplarindan farkli kaynaklarin kullanimasinin  yasak olmast ve standart égretim
programlarinin kullanidmasinin dayatiimast gibi durumlar 6gretmenleri 6zerk davranislar sergileme
konusunda baskt altinda tutuyor olsa da, devlet okullarindaki 6gretmenler hala ézerk davranslar
sergileyebilmektedirler. Bu durum, devlet okullarindaki é6gretmenlerin mesleklerini ézveri ile yerine
getirme cabast icinde olduklarint gostermektedir.

Ogretmenlerin 6zerklik davranislart okul kademesine degiskenine gére égretme siireci,
6gretim programt ve genel ézerklik boyutlarinda anlamli diizeyde farklilasmaktadir. Buna gére
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ilkokul égretmenleri ve ortaokul 6gretmenleri, anadolu lisesi 6gretmenlerine gére 6gretme stireci,
dgretim programt ve genel ézerklik boyutlarinda daha fazla 6zerk davranislar sergilemektedirler.
Ogretim siireci, 6gretim programt ve genel 6zerklik diizeyleri agisindan ilkokul gretmenlerinin diger
kademelere gére daha fazla ézerk davranislar sergiliyor olmalari, dgretmenlerin sinav kaygist
olmadan kesintisiz 4 yil boyunca sintflart ile kurduklart gérece daha yogun bagdan kaynaklanwor
olabilir. Sinif égretmenlerinin kurduklar bu bag; siireci daha kolay sahiplenerek, ézellikle dgretim
ile ilgili konularda 6zerk davranslar sergileme konusunda daha yogun motive olmalarina neden
olmus olabilir.

Arastirmanin duygusal emek davranislarina iliskin sonuclart incelendiginde 6gretmenlerin
duygusal emek boyutlart arasinda en cok dogal duygular sergiledikleri gériilmistiir. Bu boyutu strast
ile derinden rol yapma ve yiizeysel rol yapma izlemektedir. Ogretmenler yiiksek diizeyde dogal
duygular sergilerlerken, orta diizeyde derinden rol yapma, diisiik dlizeyde de yiizeysel rol yapma
davranist sergilemektedirler. Bu sonuglar genel anlamda égretmenlerin okullardaki stirecleri
gerceklestirirlerken dgrenci, dgretmen ve yoneticiler ile kurduklart iletisimlerde duygularint ictenlikle
sergileme egiliminde olduklar: seklinde yorumlanabilir. Arastirmada elde edilen sonuclar Yilmaz,
Altinkurt, Giiner ve Sen (2015), Hosgdrtir ve Yorulmaz (2015), Moran (2018), G6¢ (2017), Basim ve
Begenirbas (2012) ve Begenirbas'in (2013) verilerini destekler niteliktedir. Buna karsin Kuwral'in (2016)
yaptigt ¢alismada, dgretmenlerin en ¢ok yiizeysel rol yapma, ardindan sirastyla dogal duygular ve
derinden rol yapma davranislary Mavi'nin (2015) ¢alismasinda ise en cok derinden rol yapma, bunu
takiben dogal duygular ve yiizeysel rol yapma davranislart sergiledikleri belirlenmistir.

Ogretmenlerin en yiiksek diizeyde dogal duygular sergilemeleri, onlarin calisirlarken
gercekten hissettikleri duygular, ¢ok bir ¢aba sarf etmeden hissederek sergilediklerini
gostermektedir. Ogretmenlerin dogal duygular sergilemeleri, onlarin 6rgiitiin amaclart ile bir uyum
iceresinde olduklarinin géstergesi olabilir. Diefendorf ve Gosserand (2003), bireyin ¢alistigt érgiit
tarafindan koyulan duygusal gésterim kurallarint benimsemesi ve uygulamasinin zamanla bu
duygusal gésterimlerin dogallasmasina sebep olacagini, bdylece calisanin duygusal emegin olumsuz
etkilerinden gérebilecegi olast zararin ortadan kalkabilecegini belirtmektedir. Bununla birlikte
dgretmenlerin ylizeysel rol yapma davranis ortalamalart gérece diisiik olsa da, az degildir.
Sahtelestirilmis duygu gosteriminde bulunmantn égretmeni duygusal catismaya sliriikleme olastligt
bulunmaktadtr. Hochschild (1983) hissedilmeyen duygularin sergilenmesinin zamanla bir celiskiye,
stkintiya yol acacagint ifade etmistir. Bu sahte duygusal davranisin bir siire sonra birey (izerinde
yalnizca duygusal degil, aynt zamanda fiziksel yipranmaya da yol acabilecegini belirtmistir.

Okul yéneticileri, okulda 6gretimi ilgilendiren tiim siireclerde 6gretmenlerin gercek duygu ve
distincelerini dogal bir sekilde ifade edebimelerini ve alinan kararlara katilmalarint destekleyecek
bir okul iklimi olusturmalidirlar. Okulda kendilerini hem gercek diisiincelerini ifade etme hem de
uzmanliklarint konusturabilme konularinda 6zgtir ve 6zerk hisseden dgretmenler, dogal duygularint
sergileyebilecekleri gibi, bu duygularinin okulun kendilerinden beklentileri ile uyumlu hale gelmesi
de saglanmus olabilecektir. Ayrica, meslekleri ile kendilerini 6zdeglestirmis olan égretmenler elbette
ki mesleklerinin gerektirdigi o6zellikleri tastma konusunda daha yiiksek motivasyon sahibi
olacaklardir. Ogretmenligi bir yasam bicimi olarak secen bireyler mesleklerini severek icra
ettiklerinden, okuldaki her tiirlii duygusal gosterimlerinde; taklitten uzak, dogal duygular
sergileyebileceklerdir. Bu nedenle 6gretmen secme siiregleri, bireylerin 6gretmenlik meslegini kendi
kimlikleri ile ne diizeyde 6zdeslestirdiklerini de élcmeye olanak tanwacak sekilde tasarlanmalidr.

Ogretmenlerin duygusal emek davranislart cinsiyet degiskenine gére anlamli diizeyde
farklilagirken; okul tiiri, kidem ve okul kademesi degiskenlerine gére anlamli diizeyde
farklilasmamaktadur. Ogretmenlerin duygusal emekleri cinsiyet degiskenine gére yiizeysel rol yapma
ve dogal duygular boyutlarinda anlamli diizeyde farklilik géstermektedir. Erkek 6gretmenler kadin
dgretmenlere gére daha fazla yiizeysel rol yapma davranslart sergilemektedirler. Buna ek olarak
kadin 6gretmenler erkek dgretmenlere gére daha fazla dogal duygular sergilemektedirler. Elde
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edilen sonuclar, kadin égretmenlerin erkek dgretmenlere gére daha dogal ve icten duygularla
mesleklerini icra ettiklerini géstermektedir. Bu arastirmaya benzer nitelikte Begenirbas (2013) genel
olarak erkeklerin kadinlardan daha fazla duygusal emek sergilediklerini; boyutlar bazinda ise
erkeklerin daha fazla yiizeysel rol yapma davranst sergilerlerken, kadinlarin daha fazla dogal
duygular sergilediklerini ifade etmistir. Benzer sekilde Savas (2012), dgretmen ve miidiirlerle yaptigt
calismasinda erkek dgretmenlerin  genel duygusal emek puan ortalamalarinin  kadin
ogretmenlerden anlamli olarak daha yiiksek diizeyde oldugunu belirlemistir.

Arastirmanin 6gretmenlerin duygusal emek davranislarinin ézerklik davranislarint yordayip
yordamadigina iliskin sonuglarina gére, duygusal emegin tiim boyutlart ile 6gretme siireci 6zerkligi
arasinda orta dlizeye yakin ve anlaml bir iliski bulunmustur. Duygusal emegin boyutlar, 6gretme
stireci Ozerkligindeki toplam varyansin % 5'ini aciklamaktadwr. Dogal duygular dgretme siireci
Ozerkliginin anlamlt yordayicisidir. Duygusal emegin tiim boyutlart ile égretim programu dzerkligi
arasinda orta diizeye yakwn ve anlamli bir iliski bulunmustur. Duygusal emegin boyutlar, 6gretim
programt ézerkligindeki toplam varyansin % 4'ini aciklamaktadir. Dogal duygular 6gretim
programt 6zerkliginin anlamlt yordayicisidir. Duygusal emegin tiim boyutlart ile mesleki gelisim
Ozerkligi arasinda dislik diizeyde ve anlamlt bir iliski bulunmustur. Duygusal emedgin boyutlari,
mesleki gelisim 6zerkligindeki toplam varyansin % 3'linii actklamaktadur. Dogal duygular, mesleki
gelisim Ozerkliginin anlamlt yordayicisidir. Duygusal emegin tiim boyutlart ile mesleki iletisim
6zerkligi arasinda orta diizeye yakin ve anlamlt bir iliski bulunmustur. Duygusal emegin boyutlari,
mesleki iletisim dzerkligindeki toplam varyansin % 8'ini agtklamaktadur. Dogal duygular ve derinden
rol yapmanin mesleki iletisim 6zerkliginin anlamlt yorday:cilart oldugu belirlenmistir. Duygusal
emegin tiim boyutlart ile genel ézerklik arasinda orta dlizeye yakin ve anlamlu bir iliski bulunmustur.
Duygusal emedin boyutlari, genel ézerkligin toplam varyansinin % 8'ini actklamaktadur. Dogal
duygularin genel 6zerkligin anlamlt yordayicist oldugu belirlenmistir.

Arastirmada égretmen 6zerkliginin tiim boyutlart ile yiizeysel rol yapma davranist ve mesleki
iletisim ézerkligi boyutu haric- derinden rol yapma davranist arasinda anlamlt iliski bulunmadigi
belirlenmistir. Ozellikle yiizeysel rol yapma davranisinin 6gretmen 6zerkliginin tiim boyutlarinda
anlamsiz ¢tkmast, 6zerk davranislar icinde olan égretmenlerin okuldaki etkilesimlerinde sahte
duygular sergilemediklerinin, aksine sergiledikleri duygularin gercek hisleri oldugunun bir
gostergesidir. Arastirmanin bu bulgusunu destekler nitelikte olan bir diger bulgusu da, duygusal
emek boyutlarindan olan dogal duygularin, égretmenlerin ézerklik davnislarinin tiim boyutlarinin
anlamli bir yordayicist oldugudur. Ozerklik ve duygusal emek iliskisine yénelik tiim bulgular, gretim
stirecleri, 6gretim programlart, mesleki gelisimleri ve mesleki iletisimleri ile ilgili konularda 6zerk
davranan 6gretmenlerin sarfetttikleri duygusal emegin, dogal duygularint en dogru sekilde ifade
etmek biciminde oldugunu géstermektedir. Ogretmenlerin ézerklik davranislari, mevcut tim
stnurliliklara ragmen cogunlukla kendi secimleridir ve bu durum aynt zamanda profesyonelliklerinin
de bir géstergesidir. Bu anlamda 6zerk 6gretmenlerin sarfettikleri duygusal emegin —mesleklerini en
dogru sekilde icra etme konusundaki isteklilikleri g6z 6ntinde bulunduruldugunda- daha cok dogal
duygular seklinde olmast da beklenilen bir sonuctur.

Arastirmanin 6zerklik-duygusal emek iliskisine ydnelik bulgularinin Morris ve Feldman'in
(1996) duygusal emek yaklasimi agisindan degerlendirilmesi arastirmanin bulgularinin farkle bir
gozle yorumlanmasint saglayabilecektir. Morris ve Feldman (1996), calisanlarin orglitteki 6zerkligini
duygusal emeklerinin bir 6ncilii olarak ele almuslardir. Calisanlarin kendilerini ifade etmek
konusunda ézerk olduklart orglitlerde; bireylerin durumlar karsisindaki gercek hisleri ile 6rgditlerin
kendilerinden bekledigi duygusal gosterimlerin ¢atismast durumunda, bireyler rol yapmak yerine
kendi duygularint acik¢a dile getirebileceklerdir. Bu durum 6zerklik sahibi calisanlarin yiizeysel ya
da derinden rol yapmalarina gerek duymadiklart anlamina gelmektedir. Altinkurtve Yiimzda (2014)
calismasinda 6gretmenlerin egitim yoneticileri, 6grenciler, veliler ve meslektaglart ile kurduklart her
tirlii etkilesimlerinde dustincelerini 6zglirce dile getirebilmelerinin ve 6gretim ile ilgili alinacak
kararlarda s6z sahibi olabilmelerinin 6nemine vurgu yapmustir. Okul yéneticilerinin, 6gretmenlerin
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profesyonelliklerini sergileyebilmelerine olanak tantyan bir okul iklimi olusturmalari, 6gretmenlerin
orglitlerine aidiyet duygusu ile baglanmalarina ve dolayistyla mesleklerini severek ve ictenlikle icra
etmelerine katkt saglayabilecektir (Altinkurt & Yilmaz, 2014, s.290).

Bu arastirmanin regresyon analizinden elde edilen sonuglary, yukarida anian yaklasimlar
baglaminda degerlendirildiginde égretmen Gzerkligi ve duygusal emek iliskisine iki farkli actim
getirmektedir. Bunlardan ilki, 6zerklige bireylerin diistincelerini 6zglirce dile getirebilmeleri
cercevesinden bakarak, dgretmenlerin boyle bir 6rglitsel ortamda rol yapmaya (yiizeysel ya da
derinden) gerek duymayip dogal duygularint sergiledikleri yoniindedir. Ikincisi ise &zerklige
ogretmenlerin uzmanliklarint kullanmalarinin desteklendigi bir érglitsel iklim cercevesinden bakar.
Boyle bir iklimde ¢alisanlar, 6rgiitiin énemli bir parcast olduklarinin farkina vararak, o6rglitii ve
icindeki tiim siirecleri sahiplenebileceklerdir (Liu, Chen, Zhao & Li, 2021). Bunun bir sonucu olarak
ogretmenlerin gercek hislerinin, okulun duygusal gésterimler konusundaki beklentilerine uyumlu
hale gelmesi s6z konusu olabilecek ve égretmenlerin sergiledikleri duygular -6rgiitsel beklentilerle
uyumlu- dogal duygulart olacakti. Bu nedenle okul ydneticileri, okulda égretimi ilgilendiren tim
stireclerde G6gretmenlerin gercek duygu ve diisiincelerini dogal bir sekilde ifade edebimelerini ve
alinan kararlara katdmalarwint destekleyecek bir okul iklimi olusturmalidirlar. Okulda kendilerini hem
gergek dlistincelerini ifade etme hem de uzmanliklarint konusturabilme konularinda 6zglir ve ézerk
hisseden égretmenler, dodgal duygularint sergileyebilecekleri gibi, bu duygularinin okulun
kendilerinden beklentileri ile uyumlu hale gelmesi de saglanmus olabilecektir.

Oneriler

Ogretmenlerin ézerklik davranislart ile duygusal emekleri arasindaki iliskinin aragtirildigi bu
calismada, arastirma stirecine, kapsamina ve elde edilen sonuglara dayali olarak ileri arastirmalara
yonelik gelistirilen dneriler asagida sunulmustur.

« Ogretmenlerin  duygusal emek davranslarinin,  6rgiitsel  vatandaglik, ~ sinizm,

yabancilasma, okul iklimi gibi degiskenlerle iliskisine yénelik ileri arastirmalar yapuabilir.

e Bu arastirma nicel ydntem kullandarak yapdmsti. Konu ile ilgili nitel desenlenmis
arastirmalar ile bu arastirmanin bulgulart karsiasturiabilir.

« Arastirma sonucglarinda 6gretmenlerin ortalamanin altinda da olsa yiizeysel davrants
sergiledikleri belirlenmistir. Bunun nedenini ortaya koyacak ileri arastirmalar yapuabilir.

 Arastirma sonuclarina gére 6zel okullarda gérev yapan 6gretmenlerin, 6gretme siireci ve
dgretim programt boyutlarinda ve genel 6zerklik agisindan devlet okullarinda gérev yapan
dgretmenlere gére daha o6zerk davrandiklart belirlenmistir. Bunun nedenlerini ortaya
koyabilmek acisindan Mugla ilinde bulunan tiim ézel okullart kapsayacak sekilde derinden
arastirmalar yapulabilir.

« Arastirma sonuglarina gére devlet okullarinda gérev yapan dgretmenlerin ézel okullara
gorece olarak daha az ézerklik davranislart sergileseler dahi, mevcut yasal sinurliliklart
tizerlerinde daha yogun hissetmelerine ragmen belirli diizeyde oézerklik davranislan
sergileyebildikleri goriilmdsttir. Devlet okullarindaki égretmenleri 6zerk davranmaya iten
temel nedenleri belirleyebilmek icin ileri nitel arastirmalar desenlenebilir.
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