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Abstract. This study aimed to explore the relationship between teachers' 

organizational power distance and collective efficacy perceptions. Relational 

survey model was utilized with a study group comprising 319 public school’s 

teachers from Akçakoca district of Düzce province during the 2023-2024 

academic year. Data collection utilized the Organizational Power Distance and 

Collective Efficacy Scales. Mean, standard deviation, and correlation analyses 

were employed for data analysis. The results indicated that teachers' perceptions 

of organizational power distance were predominantly categorized as "rarely" in 

terms of acceptance of power, acquiescence of power, and instrumental use of 

power, and as "never" in the justification of power. Regarding collective efficacy, 

teachers' perceptions were at the level of “I agree” on the total scale and “I 

completely agree” in the individual and organizational collectivity. A low-level 

negative relationship was observed between the total collective efficacy scale and 

acquiescence of power, as well as between the individual collectivity and both 

justification of power and acquiescence of power. A low-level positive 

relationship was found between organizational collectivity and acceptance of 

power, and a low-level negative relationship was found between organizational 

collectivity and instrumental use of power. It is suggested that school 

administrators enhance their awareness of power distance through trainings and 

seminars, implement practices that diminish power distance in their attitudes and 

behaviours and foster an environment where teachers can demonstrate their 

individual and collective competencies by maintaining open communication 

channels. 
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1 Introduction 

In today's context, individuals’ roles as employees within organizations are re-

evaluated. Employees are increasingly recognized not merely as cogs in a machine, but 

as pivotal forces that determine, direct, and coordinate the production and service 

processes. These significant developments, characterized as human-centered 

managerial practices, are expected to influence the restructuring of power dynamics 

within organizations and provoke reconsideration and adaptation of power distances. 

Power distance (PD), encompassing manager-employee relationships, hierarchical 
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structures, and equality within organizations, plays a crucial role in shaping employees' 

organizational behaviours. Moreover, the empowerment of employees, groups, and 

communities is closely linked to their collective competence and problem-solving 

abilities, essential for organizational effectiveness [1]. Employees who possess high 

levels of collective efficacy (CE)—defined as shared beliefs among employees 

regarding their capability to accomplish tasks, achieve objectives, and resolve 

challenges—are more likely to attain both individual and collective goals [2]. 

Schools are complex structures where various managerial processes occur, and PD 

plays a crucial role in shaping these processes [3]. Organizational power distance 

(OPD), a concept used to describe and understand the cultural, climatic, and 

behavioural aspects within an organization, is a valuable tool for analyzing educational 

institutions [4]. The literature indicates that OPD within educational institutions 

significantly influences organizational behaviours. For instance, a weak positive 

correlation found between OPD and organizational trust [5]. Weak negative 

relationship reported with organizational citizenship behaviours [6]. A moderate 

negative relationship between OPD and affective and normative commitment observed 

[7].  No significant relationship with organizational synergy indicated [8], while 

significant negative correlation with self-efficacy reported [9]. Furthermore, a moderate 

negative relationship between OPD and organizational opposition discovered [10]. In 

environments where PD decreases, levels of compromising, hypocritical behaviours, 

efforts to stand out, coalition building, and interest-oriented behaviours—collectively 

termed as political behaviours—tend to decrease at a lower level was highlighted [11]. 

In countries like Türkiye, characterized by high PD, these dynamics are also reflected 

within organizations. In such settings, employees may hesitate to form relationships or 

friendships in an insecure environment, and there may be reluctance to engage in 

cooperation or demonstrate collective competence within the organization. 

1.1 Power Distance and Educational Institutions 

PD refers to how individuals perceive the distribution of power in a society or within 

an organization. It is characterized by the concentration of power at the top and the 

extent of authoritarian leadership adopted [12]. In organizations with low PD, 

employees are actively involved in decision-making processes and place less emphasis 

on hierarchical authority. Conversely, in organizations with high PD, decisions 

typically originate from a central authority, and employees generally adhere to 

directives and orders issued by their managers. Therefore, in organisations with low 

PD, employees have a greater share in participating in management processes, whereas 

in organisations with high PD, employees follow orders and directives from their 

managers for decision-making or other organisational activities [13]. This scenario 

underscores the centralization of power within organizations, facilitating employees to 

operate within the boundaries set by managers and comply with directives without 

questioning [14]. Additionally, countries with low PD tend to exhibit individualistic 

behaviours, where individuals value autonomy and independence while countries with 

high PD often display collectivist behaviours [15]. 
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It is argued that societies characterized by high PD emphasize the importance of 

authority and hierarchical structures, regarding power as a fundamental truth [16]. This 

prioritization can lead to conflicts between those with and without power, hindering 

cooperation due to a lack of trust. In contrast, societies with low PD, while recognizing 

societal hierarchies, tend to emphasize the essential humanity of all individuals. The 

perception of PD among individuals within a society manifests itself in various forms 

across different structures. For example, the strict disciplinary rules that children are 

exposed to in the family, which is a reflection of the social order, increase the potential 

to have an authoritarian personality in the future [17]. Accordingly, in families where 

authority and strict disciplinary rules are applied, the first reaction to this is submission, 

acquiescence of power and acceptance of power, while autonomous behaviours 

manifest themselves in individuals raised in more liberal families. Similarly, the power 

bond that develops between unequal people can turn into dependency for the future, 

and individuals with dependency characteristics can be more easily managed and docile 

employees in the face of authority in public life [18]. 

The explanations indicate that individuals' perceptions of power are shaped by the 

cultural norms of the societies they inhabit. Similarly, societal perceptions of power 

significantly influence individual behaviours. Since virtually every organization has its 

own PD dynamics, this phenomenon is also evident in educational institutions such as 

schools. In educational organizations like schools, the perception and management of 

PD play a crucial role in shaping operations and interactions among stakeholders. When 

these dynamics are understood and managed effectively, they can significantly 

contribute to creating an environment that is conducive to learning, collaboration, and 

overall organizational development. A study expresses school life as a step in the 

process of rational coding and states that the perception of PD is developed through 

teachers, schoolmates, etc. throughout school life [13]. In this sense, Hofstede argues 

that school experiences in countries with low or high PD will lead to a change in 

individuals' perspective towards power and power inequality. School experience, which 

contributes to the development of individuals' perception of OPD, differs in terms of 

the characteristics of societies with high and low PD [13].  In the teacher-centred system 

in societies with high PD, the teachers play the role of guides who transfer their personal 

experiences to students, while student achievement is related to the quality of teachers 

[13] [19]. This situation can be accepted as evidence that the respect for power and 

acceptance of authority, which are acquired through family life, are reinforced through 

school experiences. On the other hand, in societies with low PD, the egalitarian 

approach between students and teachers and the values such as democratic 

environment, having a voice, and cooperation are factors that increase the quality of 

learning, where students are at the centre. In this context, it can be argued that schools 

have an important place in the shaping and development of individuals' perceptions of 

PD, and that the existing PD perceptions of teachers and students reinforce or reshape 

their perspectives on class inequality and power since schools are places where the 

values of the society are transferred [20], as well as institutions that provide change in 

the desired direction in the behaviours of individuals and accordingly play a role in the 

re-formation of class production and PD [21]. On the other hand, while education plays 

an intermediary role in the liberation of the young generation by making them 
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compatible with the existing order, it cannot be neutral [22], and the dominant ideology 

is implanted in the minds of children in schools [23]. From this perspective, it is 

reasonable to expect individuals to perceive the influence of their cultural 

characteristics within the organizations they belong to and to demonstrate 

organizational behaviours reflecting the nuances of that culture. 

People at the management level in educational organizations use their hierarchical 

authorities, in other words, they use power instrumentally through the authorities they 

have, in the execution of educational activities. The fact that the use of power differs 

from administrator to administrator may cause teachers to perceive it differently and 

accordingly, hence, the behaviours they exhibit may also change. As a matter of fact, 

studies examining the relationships between PD and organisational commitment [7]. 

teacher temperaments [24], organisational opposition [10], organisational trust [5], and 

organisational cynicism [25] support this idea. Moreover, power sources of school 

principal were studied [26]. Employees in educational organizations, distinct from other 

types due to their focus on people as inputs and outputs and the prevalence of informal 

relationships, influence society through the individuals they educate. They bring 

cultural values from their society into this environment, shaping their organizational 

behaviours accordingly. Given that the PD dimension of societal culture affects 

managerial and organizational behaviours within educational institutions, 

understanding these effects can provide guidance for managerial practices and 

organizational development. 

lective Efficacy and Collective Efficacy in Educational Institutions 

To comprehend CE, which encompasses self-efficacy, it is helpful to first define the 

concept of self-efficacy. Self-efficacy refers to an individual's belief in their capability 

to successfully perform behaviours [27] or achieve specific tasks [28]. This belief 

significantly influences how individuals assess their own abilities, which in turn affects 

the outcomes of their behaviours [29]. In this direction, CE, which refers to a group 

belief rather than an individual belief, is a group's ability to coordinate and direct the 

stages of the actions to be performed in order to improve its capacity [30] or a group's 

common belief in achieving the desired result in accomplishing a task [31]. In this 

framework, self-efficacy is evaluated on the axis of individual collectivity and CE is 

evaluated on the axis of holistic thinking and co-operation [32]. CE includes the 

existence of cooperation, coordination and synergy within the organisation and 

corresponds to the sum of perceived individual collectivity perceptions at the group 

level [33]. It can be argued that the stronger the CE belief within an organization or 

group, the greater the determination, effort, and persistence toward achieving goals. CE 

involves individuals pooling their knowledge, skills, experiences, and resources to 

work collaboratively, thereby enhancing their ability to tackle challenges and improve 

their circumstances [30]. The performance of the group is not merely the sum of 

individual efforts but rather the product of coordinated teamwork and interactions 

among group members, leading to the emergence of group-level competence. 

While Bandura's (1995) definition of CE emphasized "the shared belief in 

organizing and executing plans to achieve predetermined outcomes," Tschannen-

1.2 Col
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Moran and Barr (2004) specifically applied this concept to schools, defining it as "a 

school characteristic that influences student education, distinct from individual teacher 

efficacy." [30] [34].   Moreover, Goddard, Hoy, and Woolfolk Hoy (2000) highlighted 

that teachers' CE can significantly impact student achievement [35]. In this context, the 

presence of CE in schools promotes effective collaboration, harmony, cooperation, and 

solidarity in carrying out educational activities.  

Teachers perform their roles within schools, which are educational institutions 

characterized by extensive interaction and a prominent social aspect [30]. It is integral 

to recognize that teachers cannot operate in isolation from the broader societal context 

in which they live. The primary objective of schools is to enhance student achievement 

by improving the quality of education and training. Therefore, expecting teachers to 

solely increase student achievement through individual efforts within educational 

organizations is not realistic [36]. According to social cognitive theory, teachers' strong 

belief in their CE levels encourages them to intensify their individual efforts to enhance 

student achievement [37]. School culture plays a crucial role in this regard. In 

environments where CE is fostered within the school culture, teachers are more likely 

to increase their efforts, particularly in challenging circumstances, and persistently 

strive to achieve targeted successes [38]. Strong CE will increase teachers' commitment 

to school, increase students' achievement, and increase cooperation with parents [39].  

The related literature also shows the relationship between collective teacher efficacy 

and school effectiveness [40], job satisfaction [41], organisational commitment [42], 

and school culture [43]. Furthermore, research indicates that schools characterized by 

high CE achieve greater success and performance compared to those with low CE [44]. 

In this context, it can be argued that CE plays a crucial role in enabling teachers across 

all levels of educational organizations to collaborate effectively, support each other, 

and strengthen their belief in achieving goals. This collective belief not only fosters 

cooperation but also empowers teachers to address challenges more efficiently and 

effectively.  

1.3 The Relationship between Organizational Power Distance and Collective 

Efficacy in Educational Institutions 

Throughout its historical development, Türkiye has maintained a centralized 

organizational and management style [45]. The national education system is 

characterized by a bureaucratic structure with strict hierarchical features [46], overseen 

by an education bureaucracy that centralizes authority nationwide [47]. As a reflection 

of this situation, activities and decision-making processes are highly centralised. In 

addition, the existing cultural characteristics of the society play an important role in the 

formation of the structure of education and schools. One of the most important 

indicators of this situation is the prominence of a hierarchical social structure [48]. 

According to Hofstede (2001), subordinates in Turkish society tend to fulfill orders 

from their superiors without questioning, demonstrating unconditional obedience and 

perceiving managers as highly powerful [13] Additionally, Turkish society exhibits 

characteristics closely aligned with collectivism, placing it among countries where 

communal values and collective attributes hold significant sway [13]. Accordingly, it 
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is observed that Turkish culture emphasizes the concept of "we" over "me," reflecting 

collectivist behavioral traits that are prevalent in organizations where social 

relationships hold significance [49]. In the matrix developed to analyze PD and 

collectivist characteristics within the Turkish social structure, Hood (1998) defines 

educational institutions as hierarchical paths. Two axes are identified in this 

hierarchical framework: social cohesion and social organization. The axis of social 

cohesion pertains to the institutions, norms, and networks that unify societies. Systems 

characterized by high social cohesion demonstrate a greater inclination and readiness 

to cooperate. The social regulation axis refers to the institutions that dictate how control 

and accountability are structured within a system [50]. In systems characterized by high 

social regulation, there is typically a prevalent hierarchical culture accompanied by 

bureaucratic control [51]. The Turkish National Education System aligns with this 

hierarchical path in the matrix, where a dominant emphasis on centralization, 

formalization, and bureaucratic structure is evident. 

It is established that PD perceptions are learned and reinforced through experiences 

within family and school environments [13]. Teachers' perceptions of OPD can indeed 

influence and perpetuate students' perceptions of OPD. Consequently, an increase in 

OPD within schools, particularly among teachers, can have negative effects not only 

on students' perceptions but also on the overall school climate, particularly in terms of 

participation. Elements such as hierarchy and formality, which contribute to heightened 

PD, may lead to tension in teacher-administrator relations and hinder teachers' 

willingness to express their opinions freely. This situation will have direct or indirect 

impacts on various aspects such as quality of work life, democratic climate, effective 

functioning of educational processes, and conflict management. Particularly, it will 

adversely affect collaborative work, which is crucial for CE and significantly influences 

school success. In schools characterized by high PD, this restrictive environment, 

reflected in the organizational culture, may diminish teachers' inclination to build 

relationships with their colleagues, create hesitancy to collaborate, and weaken 

professional connections.  

In line with the reasons outlined, it is crucial to assess teachers' perceptions to 

uncover the implications of OPD within schools. Understanding teachers' perceptions 

of OPD is the key to illuminating the dynamics of intra-school relationships, 

cooperation, and collective competence. Moreover, it is believed that the findings will 

provide insights for fostering a more democratic school climate. Within this framework, 

the primary objective of the study was to assess the levels of perceived power distance 

and CE among teachers in public schools, and to investigate whether there was a 

relationship between these two constructs. To achieve this goal, the study sought 

answers to the following research questions: 

1. What are the levels of perceived OPD and CE among public school teachers? 

2. Is there a significant relationship between teachers' perceptions of OPD and levels 

of CE? 
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2 Method 

The research was conducted using the relational survey model. This model 

systematically explores the meanings derived from individuals' experiences and focuses 

on defining events, individuals, or objects within their own contexts and as they are 

perceived by participants [52].  

The study population was composed of 475 teachers employed in public schools 

(including primary, secondary, and high schools) during the 2023-2024 academic year 

in Akçakoca district, Düzce province. All teachers were reached, and responses were 

voluntarily provided by 319 individuals. Of the participating teachers, 173 were female 

and 146 were male, 251 held undergraduate degrees, while 68 held postgraduate 

degrees, 51 teachers had 1-10 years of service, 156 had 11-20 years, and 112 had over 

20 years of experience. Distribution across school levels was as follows: 116 teachers 

worked in primary schools, 108 in secondary schools, and 95 in high schools. 

The study employed a Personal Information Form, the Organizational Power 

Distance Scale, and the Collective Efficacy Scale as data collection instruments. Data 

collection took place between March 1, 2023, and May 1, 2023, following required 

permissions, through digital means using Google Forms, from teachers in the Akçakoca 

district via reaching school administrators. The Organisational Power Distance Scale 

was developed by Yorulmaz, Çolak, Altınkurt, and Yılmaz (2018), comprising 20 items 

across 4 sub-dimensions: acceptance of power, instrumental use of power, justification 

of power, and acquiescence of power [4].  Responses were recorded on a five-point 

Likert-type scale ranging from "never" to "always." The reliability of the scale, assessed 

using Cronbach's Alpha coefficient, was found to be .90 in the whole scale and ranged 

from .74 to .90 across its sub-dimensions. Total score cannot be obtained from the 

overall scale. In this study, Cronbach's Alpha value was recalculated as .88 in total, .73 

in acceptance of power, .77 in instrumental use of power, .28 in justification of power 

and .83 in acquiescence to power sub-dimensions. Collective Efficacy Scale, developed 

by Zincirli and Demir (2021) [53], consists of 15 items and two sub-dimensions, 

individual collectivity and organisational collectivity. The scale is a five-point Likert-

type scale and is evaluated in the range of strongly disagree to strongly agree. 

Cronbach's alpha coefficient of the scale was .86 in total. It was recalculated in this 

study and it was found to be .91 in total, .94 in individual collectivity sub-dimension 

and .81 in organizational collectivity dimension.  

The evaluation ranges of the scale scores are as follows: Strongly 

Disagree/Never:1.00-1.80; Disagree/Rarely: 1.81-2.60; Undecided/Sometimes: 2.61-

3.40; Agree/Frequently: 3.41-4.20; Strongly Agree/ Always: 4.21-5.00. 

The research data were analysed in SPSS 22 package programme. Data distribution 

was examined with the normality test Kolmogorov-Smirnov test to determine the 

analyses to be performed, and it was determined that the data did not show normal 

distribution (p<0.05) in the overall and sub-dimensions of the scales, therefore non-

parametric analyses were performed. Arithmetic mean and standard deviation were 

used to determine teachers’ perception levels and Spearman Rho Correlation analysis 

was used to calculate the relationship between the perception levels. 
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3 Findings 

3.1 Teachers' Perceptions of OPD and CE 

Table 1. Descriptive Statistics for Teachers' Perceptions of OPD and CE 

Scale Sub-dimensions N  X̅ Ss 

Acceptance of Power 319  2,54 ,736 

Organizational Instrumental Use of Power 319  1,82 ,724 

Power Justification of Power 319  1,54 ,515 
Distance Scale Acquiescence of Power 

 
319 

 
2,36 ,854 

Individual Collectivity 319  4,25 ,475 
Collective 

Organizational Collectivity 319  4,47 ,510 
Efficacy Scale 

Total Scale 319  3,91 ,599 

According to Table 1, teachers' perception level was "rarely" in acceptance of power 

(X̅=2,54), instrumental use of power (X̅=1,82) and acquiescence of power (X̅=2,36), 

while the perception level was "never" in justification of power (X̅=1,54). 

Regarding the Collective Efficacy Scale, teachers’ perception levels were at the 

level of "I agree" in the total scale (X̅=3,91) and "I completely agree" in individual 

collectivity (X̅=4,25) and organizational collectivity (X̅=4,47). 

3.2 The Relationship between Teachers' Perceptions of OPD and CE 

Table 2. The Relationship between Teachers' Perceptions of OPD and CE 

Scale 

 Acceptance 

of Power 

Instrumental 

Use of Power 

Justification 

of Power 

Acquiescence

of Power 

 

Individual 

Collectivity 

r ,039 -,062 -,132 * -,128 * 

Organizational 

Collectivity 

r ,124* -,114 * ,070 -,093 

Collective 

Efficacy Scale 

r ,096 -,099 -,046 -,123 * 

Table 2 shows low-level positive and negative relationships between teachers' 

perceptions of OPD and CE. When these relationships were analyzed in detail, the 

following findings emerged. A low level negative significant relationship was found 

between the total of Collective Efficacy Scale and acquiescence of power (r=-,123, 

p<0,05). A low level negative significant relationship was found between individual 

collectivity and justification of power and acquiescence of power (r=-,132, p<0,05 and 
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r=-,128, p<0,05, respectively). A low level positive significant relationship was found 

between organizational collectivity and acceptance of power (r=,124, p<0,05) and a 

low level negative significant relationship was found between organizational 

collectivity and instrumental use of power (r=,114, p<0,05). In line with the findings, 

it can be argued that as teachers' CE perceptions increase, their perceptions of 

acquiescence of power will decrease at low level and as their individual collective 

efficacy perceptions increase, their perceptions of justification of power and 

acquiescence of power will decrease at low level. In addition, it can be stated that as 

teachers' organizational CE perceptions increase, their acceptance of power perceptions 

will increase at a low level and their perceptions of instrumental use of power will 

decrease at a low level. 

4 Conclusions and Recommendations 

According to the study, ranking from the highest to lowest, teachers' perceptions of PD 

indicated "rarely" in acceptance of power, acquiescence of power, and instrumental use 

of power, and "never" in justification of power. These findings align with those of 

Yorulmaz (2021) [54]. Acceptance of power implies that lower-level employees 

prioritize and respect the views of their superiors due to hierarchical structure [55]. 

Hofstede (2001) explains this situation as the assimilation of legitimized power and 

accepting it as a rule without even criticizing it [13]. Although the justification of power 

dimension has a low mean at the "never" level, the higher mean level of acceptance of 

power can be considered as teachers' attempts to justify the unequal distribution of 

power on a legitimate basis. This situation is a cultural reflex of societies with high PD 

[13]. Because in cultures with high OPD, practices that cause inequality in 

organizations are seen as a normal result of the privileges given to managers and 

legitimise this power. The low level of perception towards instrumental use of power 

in the study can be considered a favorable outcome because it involves disregarding 

ethical principles to achieve desired goals [4]. Those who use power instrumentally 

tend to align closely with managers and prioritize personal gain. They may resort to 

pretentious actions to advance their own interests, believing they can manipulate 

situations as needed. Underlying this idea is the desire to avoid professional challenges 

and achieve expectations effortlessly [4]. Instrumental use of power can be seen not 

only as a moral issue but also as a significant indicator of a bureaucratic environment 

with a deteriorated organizational climate. Indeed, instrumental use of power as a 

critical symptom of a dysfunctional society was identified [4]. 

Teachers' CE perceptions were rated as "agree" on the total scale and "strongly 

agree" in individual collectivity and organizational collectivity. These findings suggest 

that teachers generally have high CE perceptions, sharing common beliefs about 

collaboration and achieving goals within the organizational context. The elevated level 

of teachers' CE, reflecting their overall confidence in accomplishing educational goals, 

is considered a positive outcome for achieving organizational objectives. This result 

aligns with the findings of Demir (2019) and Koca and Çelik (2023); however, it 
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diverges from the study by Yılmaz and Turanlı (2017) [41] [56] [36].  Collective teacher 

efficacy, a crucial variable directly influencing students' learning outcomes, indicates 

that high perceptions or beliefs in CE endorse success as a normative value and 

emphasize striving for educational effectiveness [57] [58]. CE, as a competence area, 

includes school climate, student achievement, and the attainment of learning objectives. 

Teachers' high perceptions of CE indicate harmony, a crucial element for enhancing 

educational quality [36]. It also reflects their confidence in their ability to effectively 

carry out educational processes and achieve educational goals. Individuals' CE beliefs 

can manifest themselves both individually and collectively [30]. This concept pertains 

to individuals' belief in their ability to fulfill their own responsibilities and their 

confidence in others' capabilities [59]. Moreover, CE involves individuals collaborating 

to leverage their knowledge, skills, and resources to solve problems and enhance their 

quality of life [30]. 

The literature indicates that teachers possess not only individual-oriented 

perceptions of efficacy but also beliefs related to their collective capacities [29]. This 

is because teachers operate within an interactive social system rather than in isolation 

[30]. Teachers' shared beliefs not only influence the school climate but are also 

influenced by it [35]. Understanding CE provides valuable insights for focusing on and 

enhancing the social and organizational dynamics within schools. 

The study revealed low-level positive and negative relationships between teachers' 

OPD and CE perceptions. Specifically, there was a statistically significant low-level 

negative relationship between the total Collective Efficacy Scale and acquiescence of 

power. Acquiescence of power involves internalizing authority and refraining from 

challenging it. Therefore, it can be inferred that as teachers' CE perceptions increase, 

levels of acquiescence to power decrease, albeit modestly. In essence, if CE is 

understood as the perceived effectiveness of a group or their shared capabilities in 

specific situations, then an increase in teachers' perception of acquiescence of power 

may negatively impact their demonstration of CE. Additionally, a statistically 

significant low-level negative relationship was found between individual collectivity 

and justification of power and acquiescence of power. This suggests that as levels of 

acceptance and acquiescence to power increase, teachers' belief in their individual 

abilities or their commitment to fulfilling their responsibilities may weaken to some 

extent. In societies characterized by high PD, such as Türkiye, employee-administrator 

relations often revolve around unquestioning compliance with power and authority. In 

schools, administrators typically make decisions without involving teachers, who, in 

turn, tend to accept these directives without question. Conversely, in societies with low 

PD, teachers are more inclined to express their opinions openly and autonomously [60] 

[61].  

The study identified a statistically significant low-level negative relationship 

between the individual collectivity and instrumental use of power. This suggests that 

perceptions of instrumental use of power may diminish teachers' perceptions of 

individual efficacy to some degree. In essence, teachers might tolerate instrumental use 

of power, such as achieving career goals or avoiding institutional issues, while they 

may slightly decrease their perceptions of individual efficacy. Therefore, instrumental 

use of power can bring structural problems and push individual competences to the 
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background. The more intense the level of OPD in instrumental use of power, 

individuals may postpone individual competencies such as critical thinking, individual 

decision-making, and presenting their own point of view in order to achieve their own 

wishes rather than exhibiting autonomous behaviours. 

The low level of positive correlation between the organizational collectivity and 

acceptance of power is noteworthy. This suggests that acceptance of power has become 

a norm within the organizational context. While it might be expected that CE 

perceptions would decrease if unequal power distribution is normalized within society, 

the positive relationship found in the study could indicate a belief that fulfilling task 

requirements in such normalized situations is necessary. Considering that school 

culture is a subset of social culture, the increase in acceptance of power perception may 

be influenced by factors including social norms, self-actualization, and school 

management practices. 

The following suggestions were developed in line with the obtained results: 

Teachers' perceptions of OPD can be considered as reflections of the society they live 

in. In this direction, school administrators can be provided with trainings and seminars 

on PD to increase their awareness and to make practices that reduce PD in their attitudes 

and behaviours (such as creating an open and healthy school climate where teachers 

can easily express their opinions and participate in decisions, enabling them to reflect 

their experience and expertise in professional processes). School administrators' 

initiatives to build a healthy school climate where communication channels are open 

will pave the way for teachers to exhibit both individual and collective competences. 

Research results are limited to the study population. The validity and reliability will be 

increased by revealing the structural causes of OPD with quantitative and qualitative 

studies in regions with different socio-economic structures. 
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