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ABSTRACT

The aim of this study is to develop a teacher leadership scale based on middle school students'
perceptions. The study was conducted in the district of Eregli in Zonguldak province in the 2019-
2020 academic year. Two different study groups were formed in order to test the construct
validity and reliability of the teacher leadership scale as well as verifying the resulting structure.
The first study group consisted of 293 students studying at the secondary school level, while the
second group comprised 171 students. A 32-item, four-dimensional pool was created based on
the path-goal theory of leadership. The pilot application, however, was conducted based on a 27-
item form prepared in line with expert opinion. As a result of the pilot application, Explanatory
Factor Analysis (EFA) was used to test the construct validity, while Confirmatory Factor Analysis
(CFA) was used to test the accuracy of the construct. The data were analysed using Mplus Version
8.5 software. The results of the study showed that the four-factor model, including the
participative behaviour, directive behaviour, supportive behaviour, and achievement-oriented
behaviour, was confirmed in accordance with the opinions of middle school students. The final
form of the teacher leadership scale consisted of 20 items. The Teacher Leadership Scale (TLS)
developed within the scope of the study proved valid and reliable as a tool that can be used to
measure teachers' leadership behaviour according to students' perceptions.

Keywords: Teacher leadership, participative, directive, supportive, achievement-oriented.
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INTRODUCTION

Leadership can be considered as the process of influencing that shapes the behaviour of individuals and groups
at the point of reaching goals (Yukl, 2006). In this sense, questions to shed light on which behaviours are
effective, how goals are defined, and how individuals, groups or organizational units will be directed towards a
chosen goal have become the main topics of theoretical and experimental studies (Bass & Bass, 2008). The
roles expected of educational organizations in the 21st century include displaying a team-oriented or
collaborative school leadership (Hallinger & Heck, 2010; Marks & Printy, 2003). This necessity has brought to
the agenda a large-scale leadership practice involving principals, vice principals, teachers, families, students
and other employees. Yet, it seems that empirical studies examining the shared form of leadership for school
effectiveness are limited (Hallinger & Heck, 2010; Marks & Printy, 2003; Pounder, Ogawa & Adams, 1995). This

study focuses on teacher leadership as one of the shared aspects of leadership.

There is important evidence that sharing leadership among teachers positively affects school-related
outcomes. In a longitudinal study conducted on ninety schools, Leithwood and Mascall (2008) revealed that
collective leadership has a strong effect on student achievement through teacher motivation. In brief, it turns
out that the shared aspect of leadership increases teachers' motivation. Beyond that, teacher leadership is
becoming an increasingly important option in school reform and improvement efforts. Many studies have
discussed teacher leadership from different angles with new definitions and new approaches (Aliakbari &
Sadeghi, 2014; Harris, 2005; Lambert, 2003). In one of the studies, Bedell-Avers, Hunter, Angie, Eubanks, and
Mumford (2009) discussed teacher leadership in a variety of dimensions namely, being charismatic, ideological,
and pragmatic, according to the extraordinary leadership approach. Tsai (2017), on the other hand, developed
the Teacher Leadership Styles Scale consisting of 30 items based on the study conducted on 264 university
students in China. The scale based on the extraordinary leadership approach consists of three dimensions:
being charismatic, ideological, and pragmatic. When examined with respect to Turkey, in a study conducted
with 20 principals and 60 teachers working in primary schools in three different cities, Can (2009) revealed that
the leadership behaviours of teachers gathered under the dimensions such as setting goals, encouraging
voluntary work, creating trust and vision, and determining policies. In addition, Beycioglu and Aslan (2010)
developed the Teacher Leadership Scale (TLS) in a study involving 296 teachers and 21 administrators working
in the province of Hatay. The scale consists of three dimensions: theoretical development, professional
development, and collaboration with colleagues. Demir (2014) developed a scale that measures professional
collaboration, principal support and supportive work environment according to teachers' perceptions. When
evaluated, such studies give the impression that the subject will be discussed from different angles in the near
future. In this study, four main perspectives are discussed in an attempt to define teacher leadership, based on
student perceptions and path-goal theory of leadership. In order to understand the differences between the
aforementioned leadership dimensions, it is necessary to consider the cognitive processes in which each

variable is used.
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The education system in Turkey is organized in a central structure, in which basic education policies such as the
curriculum, textbooks and examination system are under the authority of the Ministry of National Education. In
this sense, one of the roles expected from a teacher is to adapt the framework determined by the Ministry to
school conditions. From this point of view, it can be assumed that teacher leadership is an important
component in the development of schools (Durrant & Holden, 2005; Katzenmeyer & Moller, 2009). Also,
studies on what the leadership behaviours of teachers could be are currently common, yet full of controversy.
Although there have been many recent studies on teacher leadership (Beycioglu & Aslan, 2010; Cansoy &
Parlar, 2017; Colak, Altinkurt & Yilmaz, 2014), it is important to ask students' opinions and identify their
tendencies in terms of the success of new practices. The present study made use of a scale adapted for teacher
leadership styles based on the perceptions of middle school students. It is expected that the results will

contribute to theme in this respect and serve as a source for new studies.

Conceptual Framework: Path-Goal Theory of Leadership

The theoretical background of this study is based on the path-goal theory of leadership. Georgopoulos,
Mahoney, and Jones (1957) emphasized that the high-level efficiency of employees is affected not only by
rational but also by irrational factors, which are more related to motivation and expectations, and defined this
as a path-goal hypothesis. Based on this hypothesis, Evans (1970) first introduced the path-goal theory of
leadership and House (1971) further developed it in his study examining the effect of the leader's behaviour on
the satisfaction, motivation, and performance of subordinates. Northouse (2018) derived from the basic
principles of path-goal theory of leadership, suggesting that employees will be motivated when they feel that
their efforts will be appreciated and rewarded. The main purpose of this theory is to increase employees'
performance and satisfaction by focusing on their motivation and job tasks. To achieve this goal, path-goal
theory of leadership was built on four leadership behaviours: participative behaviour, supportive behaviour,
directive behaviour, and achievement-oriented behaviour (House & Mitchell, 1974). It can be assumed that the
studies examining the possible effects of teacher leadership on student achievement (Ryan, 1999; Silns &
Mulford, 2002; Shen, Wu, Revees, Zheng, Ryan, & Anderson, 2020) reveal the efforts to adapt different models
of teacher leadership to education. A number of recent studies discussing the path-goal theory of leadership in
the field of education (Dewan & Dewan, 2010; Olowoselu, Mohamad & Aboudahr, 2019; Ogvist & Malmstrém,
2016) can be cited as examples. In the present study, a scale was developed to determine the perceptions of
middle school students regarding teacher leadership, based on the path-goal theory. The four types of
behaviour in line with the path-goal theory of leadership are explained below and evaluated in the context of

teacher leadership.

Participative Leadership

A participative leader consults his/her followers, takes their opinions and suggestions, and integrates them

with decisions about how the group or organization will move forward (Northouse, 2018). In this regard,
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participation in the decision can be considered to have a pragmatic aspect. For the leader, involving the
followers in the process can create a positive perception towards the leader in the followers. In fact, it may
cause the followers to better adopt the decisions in which they have a say. Mitchell (1973) was of the opinion
that communication channels must be open in all directions in the decision-participation process, which
ensures the correct flow of information. Strong class participation is related to the teacher's ability to create an
effective learning environment in which activities are comprehensible and run smoothly (Brophy, 1986).
According to the study by Ogvist and Malmstrém (2016), students believe that their performance increases
when they participate in the decision-making process, when they feel more autonomous in activities, and when
they become more connected to activities. A series of similar studies also point to a statistically significant
relationship between student participation and academic achievement (Celik, Toraman, & Celik, 2018; Furrer &
Skinner, 2003; Ogvist & Malmstrém, 2016; Turner & Patrick, 2004). According to Corso, Bundick, Ouaglia and
Haywood (2013), one of the most important factors that ensure student participation in the classroom is the
positive relationships they establish with their teachers. Another study shows that participation in classroom
discussions is associated with certain dimensions of emotional regulation, self-esteem, and intellectual
functioning (Williams, 1971). In our study, the dimension of participative leadership consists of factors, namely,
communication, interaction, and trust between teachers and students, as well as participation in decisions and

appreciating students' ideas.

Supportive Leadership

Supportive leadership refers to the friendly and approachable behaviours of the leader towards meeting the
well-being, needs and expectations of the followers (House & Dessler 1974; House & Mitchell, 1974;
Northouse, 2018). Supportive leaders create a favourable working environment for their followers where trust,
respect, cooperation and emotional support come to the fore (Daft, 2005). It can be considered that supportive
leadership suggests more the motivation and support of the leader towards the efforts of the followers.
Followers are often aware of the leader's support in overcoming their concerns related to work. According to
the research by Ogvist and Malmstrém (2016), students regard teachers who take care of them, give them
attention, and support and motivate them both during and after the lesson as supportive teachers. The same
group of students also emphasize that teachers, whom they consider as supportive leaders, appreciate and
encourage them for more when they perform well, and that such teachers are accessible when they ask them
for help. The present study relates the supportive leadership dimension to a teacher's support for students
inside and outside the classroom, respond to the needs and expectations of students, and support the

continuous development of students, etc.

Directive Leadership

Directive leadership characterizes leadership behaviour that instructs followers about their tasks, including

exactly what is expected of them, how to do it, and by when they should complete it (Northouse, 2018). Such
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leaders define the roles of the followers in the group, guide them while performing their tasks, provide certain
performance standards related to the tasks, and demand that they comply with the standards, rules and
regulations (House & Mitchell, 1975). According to the research by Ogvist and Malmstréom (2016), students
defined teachers as directive leaders when they give clear and understandable instructions about the tasks to
be performed and appropriate solutions, in addition to what is expected of them, and when they clearly speak
about the goals. The same group of students also stated that teachers, whom they regard as directive leaders,
should explain the details of the task until they are sure that all students understand how to complete the task,
and that they should provide the necessary assistance for the students who have difficulty in solving a problem.
This study associated the concept of directive leadership with the support of the teacher to the students in

dealing with problems, guiding the students to succeed, and learn from the mistakes made in the past, etc.

Achievement-oriented Leadership

In a study by House and Mitchell (1975), the authors stated that an achievement-oriented leader sets
challenging goals, expects followers to perform at the highest level, constantly seeks improvement in
performance, and has a high degree of confidence that followers will take responsibility, strive, and achieve
challenging goals. Achievement-oriented leadership approach provides understandable and compelling goals
for the followers (Olowoselu et al., 2019). This leadership model can be regarded to include more of task-
oriented leadership behaviour. A leader clearly defines the job descriptions of followers, aims at a high level of
success, expects the followers to take responsibility accordingly, makes the followers believe in success, and
expresses his trust in them. The research conducted by Ogren (2005) revealed the positive relationship
between achievement-oriented leadership behaviours and followers' job satisfaction. Ogvist and Malmstrém
(2016) indicated that teachers who demonstrate achievement-oriented leadership behaviour reinforce their
students’ expectations of achieving their goals and lead them to reach these goals, which increases students’
self-confidence and enables them to think from an achievement-oriented angle. The present study associated
the dimension of achievement-oriented leadership with the expectation of high-level achievement, belief in

success, encouragement, high expectation, trust in one's own abilities, etc.

METHOD

Research Design

The present study is a descriptive survey design since it aims to develop a teacher leadership scale based on the

opinions of middle school students.

Study Group

The study was conducted in the district of Eregli in Zonguldak province in the 2019-2020 academic year. In line

with the purposes of the study, two study groups were formed in order to verify the factor structure, reliability,
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and resulting construct of the teacher leadership scale. The first group was formed to determine the validity
and reliability of the item pool prepared within the scope of the scale. In this respect, a total of 293 students,
155 girls and 138 boys, studying at the middle school level in Zonguldak province were included in the study. Of
all the students, 163 of them (55.6%) were at the 8th grade, 65 (22.2%) of them were at the 7th grade, and 65
(22.2%) of them were at the 6th grade. The second group was formed to verify the factor structure consisting
of the data obtained from the first study group. In this context, unlike the first study group, 171 middle school
students, including 103 girls and 68 boys, were included in the study. Of all the students, 57 of them (33.3%)
were at the 8th grade, 44 (25.7%) of them were at 7th grade, and 70 (40.9%) of them were at 6th grade.

Data Collection

The model suggested by Crocker and Algina (1986) was followed in the process of developing the scale. In that
regard, a pool of 32 items was created in four dimensions as participative, directive, supportive, and

achievement-oriented behaviours, based on the path-goal theory. Table 1 presents the literature used while

creating the item pool of the teacher leadership scale.

Table 1. Literature Used in Creating the Teacher Leadership Scale (TLS) Items

Dimension Bases of Views and Results Sample Items
The leader receives the opinions and suggestions of Item 1. My teacher cares about our ideas
the followers (Northouse, 2018). about the lesson.
1 Strong participation makes the learning environment  Item 5. It is so much fun to be with my

Participative

effective (Brophy, 1986).

Participation in the decision-making process
increases student performance (Ogvist &
Malmstrém, 2016).

teacher.
Item 7. My teacher teaches us the subjects in
a way that will benefit us.

The leader talks about the goals (Ogvist &
Malmstrém, 2016).
The leader defines the roles of the followers and

Item. 17 My teacher talks to us about our
dreams for the future.
Item 19. My teacher tries to figure out our

2. . - . .
Directive helps them in fulfilling their tasks (House & Mitchell,  problems.
1975). Item 20. My teacher advises us to look at the
The leader explains exactly what he expects from the  problems from different perspectives in
followers (Northouse, 2018). order to deal with them.
The leader behaves in an amiable and friendly way to
meet the expectations of the followers (House & s
. Item 12. My teacher hel th
Dessler 1974; House & Mitchell, 1974; Northouse, em. y teacher nelps Us with Issues
2018) outside the classroom as well.
’ . . . Item 15. My teacher takes care of students
3. The leader provides a working environment based . .
. ) not only during the lesson but also outside
Supportive on trust, respect, and cooperation for the followers
the lesson.
(Daft, 2005).
. Item 27. My teacher encourages us to feel
A teacher, as a supportive leader, supports the . ; e
S . confidence in our own abilities
students inside and outside the classroom and
motivates them (Ogvist & Malmstrém, 2016).
The leader sets challenging goals and expects his
followers show performance at the highest level Item 22. | know that my teacher expects a
4 (House & Mitchell, 1975). high level of achievement from us.
L The leader reinforces the expectations of the Item 23. My teacher believes that we will be
Achievement- .
oriented followers about reaching the goals and leads them to  successful.

do so (Ogvist & Malmstrém, 2016).
The leader sets clear and challenging goals
(Olowoselu et al., 2019).

Item 25. My teacher has high expectations
from us.
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Some sample expressions created within the scope of the four dimensions in Table 1 are as follows: ‘My
teacher cares about our ideas about the lesson’, ‘My teacher teaches us the subjects in a way that will benefit
us’, and ‘My teacher guides us on how to be successful in the lesson’ etc. The item pool was transformed into a
single form by the researchers. Then, validity was achieved in terms of language, expression, clarity, and form.
To this end, the options of ‘appropriate’, ‘should be removed’ and ‘should be corrected’ were added next to
each item. A section is reserved under each item where experts could add their suggestions for correction. As a
result of the feedback received from three field experts and two assessment and evaluation experts, the scale
was corrected as indicated. Then, the draft form was administered to 58 students, followed by checking
whether each item was fully understood. Afterwards, the scale, which was reduced to 27 items, was made
ready for a pilot application. The form was administered to 293 middle school students included in the first
study group. The number of students was thought to be suitable for determining the factor structure, since it
exceeded the number of items ten times as stated by Tabachnick and Fidell (2013). In the scale form, a 5-point

Likert type was used as the answer option (0 = Never, 4 = Always).

Data Analysis

Whether or not the data showed normal distribution was examined in order to decide which technique to use.
In this regard, first, the data were transformed into total scale scores and subscale scores. Then, whether the
data was normally distributed or not was identified by using kurtosis and skewness values. In this context, it
can be assumed said that the z-statistics for the scale and subscale scores are between +2.58 and -2.58,

showing a normal distribution (Buyukoztiirk, 2017).

As a result of the pilot application, Cronbach Alpha Reliability Coefficients were used to examine the internal
consistency of the scale for reliability. In addition, Varimax vertical rotation method was selected in order to
determine the factor structure of the 27-item TLS scores, and Explanatory Factor Analysis was applied.
Eigenvalues greater than 1 were used to decide the number of dimensions. Utmost attention was paid to have
a load of 0.40 and above for each item in order to decide the factor structure. In addition, the load values of
items in all dimensions were examined. In the case that the difference between the loads was below 0.10, the
item was evaluated as overlapping. The items in question were excluded from the analysis at that stage.

Pearson Product-Moment Correlation Coefficient was calculated for the correlation value between dimensions.

In the second stage of the study, Confirmatory Factor Analysis (CFA) was performed to verify the structure
formed according to the EFA results. The decision was made on whether the model was verified or not by
examining the fit indices formed as a result of the first- and second-level CFA. In this context, attention was
paid to ensure that the x?/df ratio was smaller than 5, the CFl and TLI values were over 0.90, and the RMSEA

and SRMR values were below 0.080 (Hu & Bentler, 1999). The data were analysed with Mplus Version 8.5.

Ethics committee approval of the study was obtained from Zonguldak Bilent Ecevit University Human

Researches Ethics Committee (Protocol No: 1003).
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FINDINGS

Construct Validity (Factor Analysis)

An Explanatory Factor Analysis was conducted for the data obtained from the pilot application in order to
examine the 27-item construct validity of the scale. In this framework, Kaiser-Meyer-Olkin (KMO) and Bartlett
sphericity values were used to test the suitability of the data set, according to which KMO value was found
0.941, and Bartlett test was x* (df=190, N=293) = 3259.661, indicating statistical significance (p <0.00)

(OGzdamar, 2013). The data set, therefore, proved suitable for factor analysis.

Exploratory Factor Analysis

This subsection examined the factor structure of the Teacher Leadership Scale consisting of 27 items collected
from 293 middle school students during the pilot application. Principal components factor analysis method was
utilized for the data set. As the single factor structure could not be verified as a result of the CFA (x?/df = 5.188;
CFl = 0.829; TLI = 0.809; RMSEA = 0.104; SRMR = 0.063), Varimax orthogonal rotation method was used. In line
with this process, the load values of the items were examined in the first place. In this context, 4 items (Item 2,
Item 6, Item 13, and Item 24) with the load values below 0.40 for all dimensions were excluded from the
analysis. Moreover, since three items (Iltem 9, Item 14, and Item 26) had multiple load values for more than
one dimension and the difference between these values was less than 0.10, those items were evaluated as
overlapping. Upon removing those items from the scale form, the EFA was applied again to the data set

consisting of 20 items. Table 2 contains the EFA results regarding the 20-item data set.

Table 2 shows that the eigenvalue of the Participative Leadership is 9.373, while the explained variance is
46.864%; Directive Leadership has an eigenvalue of 1.411 with the explained variance of 7.053%; Supportive
Leadership has an eigenvalue of 1.152 with the explained variance of 5.758%, while Achievement-oriented
Leadership has an eigenvalue of 1.019 with the explained variance of 5.095%. When the data were evaluated
together, it appeared that the scale had four factors by looking at the eigenvalues greater than 1. It can be
assumed that this four-factor structure of the scale is consistent with those in the literature. The load values of
the scale items on the dimensions were between 0.566 and 0.783 for Participative Leadership, between 0.589
and 0.752 for Directive Leadership, between 0.501 and 0.804 for Supportive Leadership, and between 0.678

and 0.829 for Achievement-oriented Leadership.
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Table 2. Exploratory Factor Analysis (EFA) Results for Teacher Leadership Scale (K = 21)

Factor Load Values Item-total
Items .
1 2 3 4 Correlation
Factor 1: Participative Leadership
4. There is respect and trust between me and my teacher. .783 255  .129 .140 .720
3 There is good communication between my teacher and the 781 267 237 170 742
students in the classroom.
7 ll:/ly teacher teaches us the subjects in a way that will benefit 690 204 256 309 741
5. Itis so much fun to be with my teacher. .641 325 373 153 .613
1. My teacher cares about our ideas about the lesson. .621 262 212 217 728
10 Ithink we are taught in accordance with the objectives of 566 046 402 963 606
the lesson.

Cronbach's Alpha Coefficient:.879, Eigenvalue: 9.373 and Explained Variance: %46.864

Factor 2: Directive Leadership

17
My teacher talks to us about our dreams for the future. 230 .752 .088 .059 .621
20 My teacher a.dV|ses us to look a.t the problems from different 102 691 423 143 708
. perspectives in order to deal with them.
18 My teacher wants us to learn from mistakes in the past. .353 .685 -.027 .169 573
21 My teacher helps us to cope with our problems. .158 .610 .375 .253 .655
19 . .
My teacher tries to figure out our problems. 217 .607 444 .239 .720
1
6 My teacher guides us on how to be successful in the lesson. .327 .589 .392 .096 .670

Cronbach’s Alpha Coefficient: .863, Eigenvalue: 1.411 and Explained Variance: %7.053

Factor 3: Supportive Leadership
12 My teacher helps us with issues outside the classroom as

197 145 .804 .229 718
. well.
11 When .we neec.j extra support with the lesson, my teacher 370 170 .705 211 715
never ignores it.
3 I\/‘Iy.teacher.gwdes me on what | have to do in case of a 301 431 587 116 641
difficult subject.
1s My teacher takes care of students not only during the lesson
but also outside the lesson. .358 .250 .562 .071 .590
27 My teacher encourages us to feel confidence in our own 160 337 501 333 550

abilities.
Cronbach's Alpha Coefficient: .839, Eigenvalue: 1.152 and Explained Variance: %5.758

Factor 4: Achievement-Oriented Leadership

25 My teacher has high expectations from us. 222 199 153 .829 .710
22 | know that my teacher expects a high level of achievement 188 102 128 794 625
. fromus.
2
3 My teacher believes that we will be successful. 261 174 292 .678 .616

Cronbach's Alpha Coefficient: .800, Eigenvalue: 1.019 and Explained Variance: %5.095

Method: Principal Component Analysis.
Rotation Method: Varimax with Kaiser Normalization.
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The mean and standard deviation values of the dimensions of the scale were examined and the results of the

reliability analysis as well as the correlation between dimensions are shown in Table 3.

Table 3. Correlation Coefficients Between Factors for the TLS

Factors M S CR AVE 1 2 3 4
1. Participative Leadership 3,390 ,754 0,904 0,614 1 ,679%* ,729%* ,580**
2. Directive Leadership 2,973 ,937 0,883 0,562 1 ,727*%* ,506**
3. Supportive Leadership 3,121 ,895 0,867 0,572 1 ,561%*

4. Achievement-oriented

. 3,408 ,826 0,855 0,671 1
Leadership

Notes: M= Mean, S = Standard Deviation, CR = Composite Reliability, AVE = Average Variance Extracted
** Correlation is significant when it is 0.01.

Table 3 shows that the mean values for the dimensions are between 2.973 and 3.408. The correlation between
the dimensions is moderate for Achievement-oriented Leadership and the other three dimensions, i.e.,
Directive Leadership (r = 0.506, p <0.01), Supportive Leadership (r = 0.561, p <0.01), and Participative
Leadership (r = 0.508, p <0,01). On the other hand, a high level of relationship is observed between Supportive
Leadership with Participative Leadership (r = 0.729, p <0.01) and Directive Leadership (r = 0.727, p <0.01). Two
methods were used in the current study to measure convergent validity. Accordingly, the Composite Reliability
(CR) values were found above 0.7 and the Average Variance Extracted (AVE) values were above 0.5. In this
context, it can be assumed that the internal consistency and reliability of the scale was ensured (Fornell &

Larcker, 1981).

Confirmatory Factor Analysis

The second stage of the study included the CFA to verify the 4-dimension and 20-item structure based on the
EFA results. In this regard, the 20-item scale form was administered to a study group of 171 middle school

students. Figure 1 shows the standardized path coefficients resulting from the first-level CFA for TLS.

387



I.I OE E C (International Journal of Eurasian Education and Culture) Vol: 6, Issue: 12 2021

/. mi k= 306 (.042)
m2 ke 365 (.047)
833 (025 — |
797 (.030) {3 fe- 133 (023)
931 (.013)
738 (.037) ——»] 4 ke 456 (.054)
19 (.014)

813(028) % s ke .156 (.026)

1.000 (.000)

m6 [ 340 (.045)

m7 le 600 (.061)

632 (.048)
937/(.016) 0) 665 (.045)—* m8 [+ 558 (.059)

6(018) * mole .384(.049)

819 (.032.972/(.013) 894 (.018) miop 197 (:031)

//

milk= 259 (.038)

202 (.032
817 (.034)0) ml2« (.032)

885 (.019) mi3fe 294 (.042)

868 (.021
el lale 217 (034)
219 738 (.032) m
819 (.034) 754(035)\
. A \ml5“ .246 (.036)
ml6le -394 (.050)

ml7k- 432 (.053)
3 6(.022)\.m|8._ 174 (.036)

.809(.031)\
miofe 216 (.039)

m20k— 345 (.051)

1.000 (.000)

Figure 1. Standardized Path Coefficients for the TLS as a Result of the First-Level CFA (N=171)

Note: PL = Participative Leadership; DL = Directive Leadership; SL = Supportive Leadership; AOL = Achievement-oriented Leadership;
standard errors are shown in brackets.
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Figure 2 shows the standardized path coefficients for the TLS resulting from second-level CFA.
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Figure 2. The Standardized Path Coefficients for the TLS as a Result of the Second-Level CFA (N=171)

Note: TLS = Teacher Leadership Scale; PL = Participative Leadership; DL = Directive Leadership; SL = Supportive Leadership; AOL =
Achievement-oriented Leadership; standard errors are shown in brackets.
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Table 4 shows the fit indices formed as a result of the CFA, conducted as the first and second levels for the TLS.

Table 4. The Fit Indices Formed as a Result of the CFA for the TLS

Factor Structures X2 df X2/df RMSEA CFI TLI SRMR

First-level CFA:

4 Dimensions and 20 Items 355.06 161 221 0.08 0.94 0.93 0.04

Second-level CFA:

4 Dimensions and 20 Items 358.17 163 2.20 0.08 0.94 0.93 0.04

Table 4 shows that the x?/df ratio is smaller than 5, the CFl and TLI values are over 0.90, and the RMSEA and

SRMR values are below 0.08, indicating that the model has good fit values.

DISCUSSION AND CONCLUSION

The present study was conducted to develop a teacher leadership scale based on the perceptions of middle
school students. The theoretical assumption of the research was based on the path-goal theory of leadership.
In this respect, our model was handled within a structure consisting of 20 items in four dimensions, including
participative, directive, supportive and achievement-oriented leadership behaviours, which form the sub-
dimensions of the scale. The results revealed that the scale is a valid and reliable tool that can be used to

measure the leadership behaviours of teachers according to the perceptions of middle school students.

The scores obtained from the EFA results of the sub-dimensions of the scale indicated that participative,
directive, supportive, and achievement-oriented leadership behaviours are the dimensions that best explain
teacher leadership. In particular, the results further revealed that the participative leadership behaviour refers
to a leading teacher who cares about students' ideas, the directive leadership behaviour suggests a kind of
leading teacher who guides students to achieve, the supportive leadership behaviour is related to a leading
teacher who helps students in and out of the classroom, and finally, the achievement-oriented leadership

behaviour indicates that a leading teacher expects a high level of achievement from students.

In the literature, the research results of Ogvist and Malmstrém (2016), who conducted research on teacher
leadership based on the path-goal theory of leadership, support the results of the current study in all
dimensions. According to that study, the students indicated that they perform better when they participate in
the decision-making in class, and consider teachers who guide them in coping with problems as directive
leaders, those who support them when they ask for help in and out of class as supportive leaders, and those
who encourage them to think in a success-oriented way as achievement-oriented leaders. Similarly, the results
of a study by Kdse (2019) show that students perceive teachers as leaders when they conduct in-class student
interaction positively, motivate students, show strong teaching leadership, and maintain interaction with
students outside of school. On the other hand, some studies on teacher leadership have discussed the issue in

terms of classroom processes (Can, 2006; Cheng, 1994; Kése 2019; Olowoselu et al., 2019: Ogvist & Malmstron,
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2016), as well as the professional development of teachers, and other dimensions such as their compliance,
discipline, managerial processes, collaboration with colleagues, and school development etc., which are not
directly related to in-class student interaction (Beycioglu & Aslan, 2010; Cansoy & Parlar, 2017; Colak, Altinkurt
& Yilmaz, 2014; Durrant & Holden, 2009; Katzenmeyer & Moller, 2009).

LIMITATIONS OF THE STUDY

In this study, data on teacher leadership were collected in line with the opinions of 6th, 7th, and 8th grade
middle school students. The students in the study may have shown social desirability bias in the data collection
process. In other words, considering the fact that the study data were collected through teachers and aimed to
reveal the students’ perceptions towards their teachers, there may be a difference between the students' real
thoughts on this issue and their answers, creating a limitation with this aspect of the study. On the other hand,
in order to prevent such a limitation, the students were informed about the subject, scope and purpose of the
study during the data collection phase of the study and explained that there was no section to reveal their

personal information in the scale forms.

The current study dealt with teacher leadership on the basis of path-goal theory- the grounds for the
theoretical structure of the study- in terms of classroom processes such as student-teacher interaction and
academic outcomes. At that point, dimensions such as the administrative structure of the school, teachers'
interaction with their peers, as well as cooperation and professional development were excluded from the
study. The present study discussed teacher leadership based on student perceptions. In this respect, other
stakeholders of the school, such as teachers, school administrators, families and support staff, were not

included in the structure.

SUGGESTIONS

This study was conducted based on the perceptions of middle school students. In subsequent studies, the
inclusion of students from different education levels may contribute to the literature with respect to different
perspectives. The current study addressed teacher leadership in terms of in-class processes. It is suggested that
the subject should be studied in terms of different variables such as professional development of teachers,

cooperation with colleagues, participation in administrative processes, and parent interaction, etc.
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OGRENCILERIN ALGILARINA GORE OGRETMEN LIiDERLIGi OLCEGININ
GELISTIRILMESI

0z

Bu g¢alismanin amaci, ortaokul 6grencilerinin algilarina dayali olarak 6gretmen liderligi 6lgeginin
gelistiriimesidir. Arastirma, 2019-2020 egitim ve Ogretim yilinda Zonguldak ili Eregli ilgesinde
ylratalmistir. Bu cercevede, 6gretmen liderligi Olgeginin yapi gecerligi, glvenirligi ve ortaya
cikan yapinin dogrulanmasini saglamak Gizere iki ayri ¢calisma grubu olusturulmustur. Arastirmanin
birinci ¢alisma grubunu, ortaokul kademesinde 6grenim goéren 293 6grenci olustururken ikinci
¢alisma grubunda ise 171 6grenci ¢alismaya dahil edilmistir. Arastirma kapsaminda, yol amag
liderlik teorisi temel alinarak doért boyutta 32 maddelik havuz olusturulmustur. Pilot uygulamada
ise uzman gorigstine gore sekillendirilen 27 maddelik form kullanilmigtir. Pilot uygulama
neticesinde yapi gecerligini incelemek tzere Agimlayici Faktér Analizi (AFA) kullaniimistir. Bu
yapinin dogrulugunu test etmek icin ise Dogrulayici Faktor Analizi (DFA) yapilmistir. Veriler Mplus
8.5 yazihmi kullanilarak analiz edilmistir. Arastirmanin bulgulari, ortaokul 6grencilerinin gorisleri
dogrultusunda katilimci, yonlendirici, destekleyici ve basari odakli olmak lizere dort faktorla
yapinin dogrulandigini géstermektedir. Ogretmen liderligi 6lceginin nihai formu 20 maddeden
olusmustur. Arastirma kapsaminda gelistirilen Ogretmen Liderligi Olgeginin (OLO) 6grencilerin
algilarina gore o6gretmenlerin liderlik davraniglarini 6lgmeye yonelik kullanilabilecek gegerli ve
givenilir bir ara¢ oldugunu gostermistir.

Anahtar Kelimeler: Ogretmen liderligi, katilimci, yonlendirici, destekleyici ve basari odakli.
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GiRiS

Liderlik, hedeflere katilma noktasinda bireylerin ve gruplarin davranislarina sekil veren bir etki sireci olarak
degerlendirilebilir (Yukl, 2006). Bu dogrultuda, hangi davranislarin etkili oldugu, amaclarin nasil tanimlandigi ve
bireylerin, gruplarin ya da orgitsel birimlerin bu amaca dogru nasil yonelecegi gibi sorular teorik ve deneysel
incelemelerin ana konulari haline gelmistir (Bass ve Bass, 2008). Ote yandan, 21. yiizyilda egitim érgiitlerinden
beklenen roller arasinda takim odakli ya da ishirligine dayal bir okul liderliginin sergilenmesi olmustur
(Hallinger ve Heck, 2010; Marks ve Printy, 2003). Bu durum, okul mudirinin, midir yardimcilarinin,
O0gretmenlerin, ailelerin, 6grencilerin ve diger ¢alisanlarin icinde yer aldigi genis 6lgekli bir liderlik uygulamasini
gindeme tasimaktadir. Diger taraftan, okul etkililigine yonelik olarak liderligin paylasilan seklini inceleyen
deneysel arastirmalarin sinirli oldugu gorialmektedir (Hallinger ve Heck, 2010; Marks ve Printy, 2003; Pounder,
Ogawa ve Adams, 1995). Bu calisma, liderligin paylasilan yonlerinden biri olarak 6gretmen liderligine

odaklanmaktadir.

Liderligin 6gretmenler arasinda paylasilmasinin okul giktilarini olumlu yénde etkiledigine dénik énemli kanitlar
bulunmaktadir. Bu kapsamda Leithwood ve Mascall (2008), doksan okul lizerinde yiirittigu boylamsal bir
¢alismada kolektif liderligin 6gretmen motivasyonu araciligiyla 6grenci basarisi tizerinde giigli etkisi oldugunu
ortaya koymustur. Ayrica bu c¢alismalar liderligin paylasilan yoniniin 6gretmenlerin motivasyonunu artirdigl
gostermistir. Bunun 6tesinde 6gretmen liderligi, okula doniik reform ve iyilestirme g¢alismalarinda giderek daha
onemli bir segenek haline gelmektedir. Bircok calismada, 6gretmen liderligi farkh agilardan ele alinarak konu
Uzerinde yeni tanimlar ve yeni yaklasimlar sunulmustur (Aliakbari ve Sadeghi, 2014; Harris, 2005; Lambert,
2003). Bunlardan birinde Bedell-Avers, Hunter, Angie, Eubanks ve Mumford (2009), olaganisti liderlik
yaklagimina gore 6gretmen liderligini karizmatik, ideolojik ve pragmatik boyutlarda ele almistir. Diger taraftan,
Tsai (2017), Cin’de 264 Universite 68rencisi lUzerinde ylritmus oldugu ¢alismaya dayali bigcimde 30 maddeden
olusan Ogretmen Liderlik Stilleri Olcegini gelistirmistir. Olaganistii liderlik yaklasimi temel alinan 6lgek,
karizmatik, ideolojik ve pragmatik olmak Uzere lg¢ boyuttan meydana gelmektedir. Konu Tirkiye agisindan
incelendiginde Can (2009), Turkiye'de ug farkli sehirde yer alan ilk6gretim okullarinda goérevli 20 okul miduaru
ve 60 6gretmen ile yurittigl calismasinda 6gretmenlerin liderlik davranislarinin, amac belirleme, gondlli
calismalari tesvik etme, gliven ve vizyon olusturma ve politikalarin belirlemesi gibi boyutlarda toplandigini
ortaya koymustur. Bunun yaninda Beycioglu ve Aslan (2010), Hatay ilinde gorev yapan 296 6gretmenin ve 21
yoneticinin yer aldigi bir calismada Ogretmen Liderligi Olgegini (OLO) gelistirmistir. Olgek, kuramsal gelisme,
mesleki gelisim ve meslektaslarla isbirligi adiyla (¢ boyuttan olusmaktadir. Demir (2014) ise 6gretmen algilarina
gore mesleki is birligi, yonetici destegi ve destekleyici galisma ortamini dlgen bir 6lgek gelistirmistir. Tim bu
calismalar degerlendirildiginde, konunun yakin dénemde farkh agilardan tartisilacagi izlenimini sunmaktadir. Bu
calismada 6gretmen liderligini tanimlamaya yonelik girisimde 6grenci algilarina dayali bicimde yol amag
kuramina dayali olmak lzere dort temel perspektif ele alinmaktadir. S6z konusu liderlik boyutlari arasindaki

farkhhklari anlamak icin her bir degiskenin ise kosuldugu bilissel stireglerin ele alinmasi gerekmektedir.
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Turkiye'de egitim sistemi merkezi yapida 6rgutlenmistir. Buna gore, 6gretim programi, ders kitaplari ve sinav
sistemi gibi temel egitim politikalari Milli Egitim Bakanhigi'nin yetkisi altindadir. Bu ¢ercevede O6gretmenden
beklenen rollerden birisi de Bakanligin belirledigi programlarin okulun sartlarina gére uyarlanmasidir. Konu bu
acidan degerlendirildiginde, okullarin gelisimine doniik cabada 6gretmen liderliginin dnemli bir bilesen oldugu
soylenebilir (Durrant ve Holden, 2005; Katzenmeyer ve Moller, 2009). Ayrica, Ogretmenlerin liderlik
davranislarinin neler olabilecegine doniik ¢alismalar glincel ve tartismali bir konudur. Son donemde, 6gretmen
liderligi izerine birgok ¢alisma bulunmasina ragmen (Beycioglu ve Aslan, 2010; Cansoy ve Parlar, 2017; Colak,
Altinkurt ve Yilmaz, 2014), bu konuda 6grencilerin gorislerine basvurulmasi ve egilimlerinin saptanmasi yeni
uygulamalarin basarisi agisindan 6nem tasimaktadir. Bu calismada ortaokul 6grencilerinin algilarina dayali
bicimde 6gretmen liderlik stillerine yonelik bir dlgek uyarlanmasina gidilmistir. Arastirma bulgularinin konuya

bu agidan katki sunmasi ve yeni ¢alismalara kaynaklk etmesi beklenmektedir.

Kavramsal Cergeve: Yol-Amag Liderlik Teorisi

Bu arastirmanin teorik alt yapisi yol-amacg liderlik teorisine dayanmaktadir. Georgopoulos, Mahoney ve Jones
(1957) arastirmalarinda, ¢alisanlarin ylksek dizeyde verimliligini rasyonel ve daha ¢ok motivasyon ve
beklentilerle ilgili olan irrasyonel faktorlerin etkiledigini vurgulamis ve bunu yol amag¢ hipotezi olarak
tanimlamistir. Bu hipotezden vyola ¢ikan Evans (1970) ve ardindan liderin davranislarinin, astlarin
memnuniyetine, motivasyonuna ve performansina olan etkisini inceleyen ¢alismasiyla House (1971), yol-amag
liderlik teorisinden bahsetmistir. Northouse (2018), yol amag liderlik teorisinin temel prensiplerini, galisanlarin,
¢abalarinin odillendirilecegini ve degerli bulunacagini hissettiklerinde motive olacaklarini éne siren beklenti
teorisinden tilretmistir. Bu teorinin amaci, ¢alisanlarin motivasyonlarina ve is goérevlerine odaklanarak
performanslarini ve memnuniyetlerini artirmaktir. Bu amaci gergeklestirmek icin yol amag liderlik teorisi
katilimci, destekleyici, yonlendirici ve basari odakh olmak {izere dort liderlik davranisinin Gstiine kurgulanmistir
(House ve Mitchell, 1974). Ogretmen liderligi ile 6grenci basarisi arasindaki iliski bir cok arastirmada ortaya
konulmustur (Ryan, 1999; Silins ve Mulford, 2002; Shen vd., 2020). Bu arastirmalar, 6gretmen liderligine yonelik
farkli modellerin uyarlama gabalarina 6rnek olarak gosterilebilir. Son dénemde egitim alaninda yol amag liderlik
teorisini temel alan bazi ¢alismalar (Dewan ve Dewan, 2010; Olowoselu, Mohamad ve Aboudahr, 2019; Ogvist
ve Malmstrom, 2016) bu modellere 6rnek olarak goésterilebilir. Bu ¢alismada yol amag kurami temel alinarak
ortaokul o6grencilerinin 6gretmen liderligine iliskin algilarini saptamak amaciyla bir 6lgek gelistiriimeye
cahsilmistir. Yol-amag liderlik kuraminin dort davranisi asagida agiklanarak 6gretmen liderligi baglaminda

degerlendirilmistir.

Katilima Liderlik

Katilimci bir lider izleyenlerine danisir, onlarin goriis ve onerilerini alir ve bunlari grubun ya da 6rgitiin nasil
ilerleyecegine iliskin kararlarla bitinlestirir (Northouse, 2018). Karara katilimin pragmatik bir yoni oldugu

soylenebilir. Lider agisindan izleyenleri slirece dahil etmek izleyenlerde lidere karsi olumlu algi yaratabilir. Ayni
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zamanda bu durum izleyenlerin de lizerinde s6z sahibi olduklari kararlari daha iyi benimsemesine neden
olabilir. Mitchell (1973), karar katilim siirecinde iletisim kanallarinin tim yoénlerde agik oldugunu bunun da
dogru bilgi akisini sagladigi gorisiindedir. Sinif ortaminda katilmin gii¢li olmasi 6gretmenin etkinliklerin
anlasilir ve sorunsuz bir sekilde yiradagu etkili bir 6grenme ortami olusturma yetenegi ile ilgilidir (Brophy,
1986). Ogvist ve Malmstrém’iin (2016) arastirmasina gére dgrenciler karar alma siirecine katildiklari zaman
performanslarinin arttigina, etkinliklerde kendilerini daha oOzerk hissettiklerine ve etkinliklere daha fazla
baglandiklarina inanmaktadirlar. Benzer bir dizi arastirma da 6grencilerin katimi ile akademik basari arasinda
anlamla bir iliskiye isaret etmektedir (Celik, Toraman ve Celik, 2018; Furrer ve Skinner, 2003; Ogvist ve
Malmstrém, 2016; Turner ve Patrick, 2004 ). Corso, Bundick, Ouaglia ve Haywood’a (2013) gore sinifta
ogrencilerin katihmini saglayan en 6nemli faktérlerden biri, 6gretmenleriyle kurduklari olumlu iliskilerdir. Bir
baska arastirma ise sinif tartismalarina katilimin duygusal uyum, benlik saygisi ve entelektiiel islevselligin belirli
boyutlari ile iliskili oldugunu géstermektedir (Williams, 1971). Bizim ¢alismamizda ise katilimci liderlik boyutunu
o6gretmen ve Ogrenciler arasindaki iletisim, etkilesim, gliven, karara katihm ve 6grencilerin fikirlerine deger

verme konulari olugturmaktadir.
Destekleyici Liderlik

Destekleyici liderlik liderin, izleyenlerinin refahini, ihtiyaglarini ve beklentilerini karsilamaya doénik sergiledigi
arkadasca ve cana yakin davranislarla ilgilidir (House ve Dessler 1974; House ve Mitchell, 1974; Northouse,
2018). Destekleyici liderler izleyenleri igin gliven, saygi, isbirligi ve duygusal destegin 6n plana giktigi elverisli bir
¢alisma ortami yaratirlar (Daft, 2005). Destekleyici liderligin daha ¢ok liderin izleyenlerin gabalarina dénik
motivasyonu ve destegi ile ilgili oldugu séylenebilir. izleyenler ise déniik kaygilarinin giderilmesinde liderin
desteginin farkindadir. Ogvist ve Malmstrém’un (2016) arastirmalarina gére dgrenciler kendileriyle ilgilenen,
kendilerini 6nemseyen ve hem ders sirasinda hem de sonrasinda onlara destek olan ve motive eden
ogretmenleri destekleyici 6gretmen olarak gormektedir. Yine ayni 6grenciler, destekleyici lider olarak
gordikleri o6gretmenlerin iyi performans sergilediklerinde kendilerini takdir edip daha fazlasi igin
cesaretlendirdiklerini, takildiklari konularda ise kendilerinden yardim istediklerinde ulasilabilir olduklarini
vurgulamaktadir. Mevcut ¢alisma, destekleyici liderlik boyutunu 6gretmenin sinif icinde ve disinda 6grenciye
olan destegi, 6grencilerin ihtiya¢ ve beklentilerine cevap verebilme, 6grencilerin siirekli gelisimini destekleme

vb. konularla iliskilendirmistir.
Yonlendirici Liderlik

Yonlendirici liderlik, izleyenlerine, onlardan tam olarak ne beklendigini, bunu nasil yapacaklarini ve ne zamana
kadar tamamlamalari gerektigi dahil olmak Uzere, gorevleri hakkinda talimatlar veren liderlik davranisini
karakterize eder (Northouse, 2018). Yonlendirici liderler, izleyenlerin gruptaki rollerini tanimlar, gérevlerini
yerine getirirken onlara rehberlik ederler, gérevlere iliskin belirli performans standartlari saglayarak izleyenlerin

bu standartlara, kural ve diizenlemelere uymalarini isterler (House ve Mitchell, 1975). Ogvist ve Malmstrém’un
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(2016) arastirmalarina gore 6grenciler, gerceklestirilecek gorevler, bunlarin uygun ¢6ziimi ve bunlarla ilgili
kendilerinden beklenenler konusunda acgik ve anlasilabilir yonergeler veren, amaclarla ilgili konusan
ogretmenleri yonlendirici lider olarak tanimlamaktadirlar. Yine ayni 6grenciler, yonlendirici lider olarak
gordiikleri 6gretmenlerin, gorevin nasil tamamlanacagini tim 6grencilerin anladigindan emin olana kadar
gorevin detaylarini agiklarlar, problemin ¢éziimiinde zorlanan 6grencilere bununla basa g¢ikmalari konusunda
gerekli yardimi yapar. Bu arastirma, yonlendirici liderlik boyutunu, ©6gretmenin sorunlarla basa ¢ikma
noktasinda 6grencilere gosterdigi destek, basariya iliskin 6grencilere yol gésterme, gegmiste yapilan hatalardan

ders g¢ikarma konusunda 6grenciyi yonlendirme vb. konularla iliskilendirmistir.

Basari Odakh Liderlik

House ve Mitchell’e (1975) gore, basari odakl bir lider, zorlu hedefler belirler, izleyenlerinin en Ust dizeyde
performans gostermesini bekler, sirekli olarak performansta iyilestirme ister ve izleyenlerin sorumluluk
alacagina, ¢aba gosterecegine ve zorlu hedeflere ulasacagina dair yliksek derecede giivene sahiptir. Basari
odakli liderlik yaklasimi, izleyenler icin anlasilir ve zorlayici hedefler saglar (Olowoselu vd., 2019). Basari odakli
liderlik modelinin daha ¢ok gorev odakli liderlik davranigini igerdigi soylenebilir. Lider izleyenlerin goérev
tanimlarini agik bir sekilde yapar, yiksek diizeyde basariyi hedefler, bunun igin izleyenlerin sorumluluk
Ustlenmesini bekler, izleyenleri basariya inandirir ve onlara giivendigini belli eder. Ogren (2005) tarafindan
yapilan arastirma, basari odakl liderlik davranislari ile izleyenlerin is tatmini arasindaki olumlu yonde iliskiyi
ortaya koymaktadir. Ogvist ve Malmstrédm’un (2016) arastirmalarina gore basari odakli liderlik davranisi
gosteren 6gretmenler, 6grencilerinin hedeflere ulasma konusundaki beklentilerini pekistirerek bu hedeflere
ulasmalarini saglarlar ve bu da 6grencilerin kendilerine olan glivenini arttirarak basari odakli disinmelerini
olanakli kilar. Bu arastirma basari odakh liderlik boyutunu, yiiksek dizeyde basari beklentisi, basariya inanma,

cesaretlendirme, yliksek beklenti, kendi yeteneklerine glivenme vb. konularla iliskilendirmistir.

YONTEM

Arastirmanin Modeli

Bu arastirmada, ortaokul 6grencilerinin gorigslerine dayali 6gretmen liderligi Olgeginin gelistirilmesi

amaglandigindan calisma tarama modelinde betimsel bir arastirmadir.

Calisma grubu

Arastirma, 2019-2020 egitim ve 6gretim yilinda Zonguldak ili Eregli ilgesinde yurutilmistiir. Bu ¢ergevede,
ogretmen liderligi 6lceginin faktor yapisi, glivenirligi ve ortaya ¢ikan yapinin dogrulanmasini saglamak tzere iki
calisma grubu olusturulmustur. Arastirmanin birinci ¢alisma grubu, 6lcek kapsaminda hazirlanan madde
havuzun gegerligini ve glivenirligini belirlemek lizere olusturulmustur. Bu dogrultuda, Zonguldak ilinde ortaokul

kademesinde 6grenim goren 155 kiz ve 138 erkek toplam 293 6grenci ¢alismaya dahil edilmistir. Bu 6grencilerin
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163’0 (%55,6) 8. Sinif; 65%i (%22,2) 7. sinif ve 65’i (%22,2) 6. Sinif diizeyindedir. Arastirmanin ikinci ¢alisma
grubu ise birinci galisma grubunun verilerinden olusan faktoér yapisini dogrulamak Uzere olusturulmustur. Bu
kapsamda birinci ¢alisma grubundan farkli olarak 103 kiz ve 68 erkek olmak lzere 171 ortaokul 6grencisi
¢alismaya dabhil edilmistir. Bu 6grencilerin 57’si (%33,3) 8. Sinif; 44’0 (%25,7) 7. sinif ve 70'i (%40,9) 6. Sinif

diizeyindedir.

Veriler ve Toplanmasi

Olgegin gelistirilmesi siirecinde Crocker ve Algina’nin (1986) énerdigi yol izlenmistir. Bu dogrultuda, yol-amag
teorisine dayali olarak katilimci, yénlendirici, destekleyici ve basari odakli olmak tzere dort boyutta toplam 32

maddelik bir havuz olusturulmustur. Tablo 1'de 6gretmen liderligi 6lgeginin madde havuzunu olustururken

yararlanilan alanyazin yer almaktadir.

Tablo 1. Ogretmen Liderligi Olgegi (OLO) Maddelerinin Olusturulmasinda Yararlanilan Alanyazin

Boyut Dayandig1 Temel Gors ve Bulgular Ornek madde

Lider, izleyenlerin goriis ve Onerilerini alir Madde 1. Ogretmenim dersle ilgili
(Northouse, 2018). fikirlerimize 6nem verir.

1. Katihmin glglii olmasi 6grenme ortamini etkili kilar Madde 5. Ogretmenim ile bir arada olmak

Katilimcl (Brophy, 1986). cok eglencelidir.
Karar alma stirecine katilim 6grenci performansini Madde 7. Ogretmenim, ders konularini bize
arttirir (Ogvist ve Malmstrém, 2016). faydasi olacak bigcimde isler.
;l(;ilesr,).amaglarla ilgili konusur (Ogvist ve Malmstrom, Madde. 17 Ogretmenim bizimle gelecek ile

. . . . . N ilgili hayallerimiz Gzerine konusur.
5. legr', izleyenlerin rollerini tanimlar, gorevle.rlnl yerine Madde 19. Oretmenim sorunlarimizi
. . getirirken onlara yardimci olur (House ve Mitchell,

Yonlendirici bulmaya calisir.

1975). 2 . .
. ) o Madde 20. Ogretmenim, sorunlari gesitli

Lider, izleyenlerden tam olarak ne bekledigini agiklar bakis acilariyla ele almamizi syler
(Northouse, 2018). )
Lider izleyenlerin beklentilerine karsi cani yakin ve
arkadasca davranis sergiler ilgilidir (House ve Dessler Madde 12. Ogretmenim ders disinda da bize
1974; House ve Mitchell, 1974; Northouse, 2018). yardimci olur.

3. Lider, izleyenler icin gliven, saygi ve isbirligi Madde 15. Ogretmenim sadece derste degil

Destekleyici temelinde bir calisma ortami saglar (Daft, 2005). ders disinda da 6grencilerle gorusr.
Destekleyici lider olan 6gretmen sinif igcinde ve Madde 27. Kendi yeteneklerimize gliven
disinda dgrencilere destek, onlari motive eder (Ogvist ~ duymamizi saglar.
ve Malmstrém, 2016).
Lider, zorlu hedefler belirler, izleyenlerinin en Ust
dizeyde performans gostermesini bekler House ve Madde 22. Ogretmenimin bizden yiiksek
Mitchell’ e gére (1975). diizeyde basari bekledigini biliyorum.

4, Lider, izleyenlerin hedeflere ulasma konusundaki Madde 23. Ogretmenim basarili olacagimiza

Basari Odakh beklentilerini pekistirerek bu hedeflere ulagsmalarini  inanir.

saglarlar(Ogvist ve Malmstrém, 2016).
Lider, anlasilir ve zorlayici hedefler
(Olowoselu vd., 2019).

belirler

Madde 25. Ogretmenimin bizden beklentisi
yuksektir.

Tablo 1’de yer alan dért boyut kapsaminda olusturulan &rnek ifadeler “Ogretmenim dersle ilgili fikirlerimize
dnem verir.”, “Ogretmenim, ders konularini bize fayda saglayacak bicimde isler.” ve “Ogretmenimiz derste nasil
basarili olacagimiz hakkinda bize yol gosterir.” seklindedir. Hazirlanan madde havuzu arastirmacilar tarafindan

tek bir forma donistirilmastir. Ardindan dil, anlatim, agiklik ve bigcim agisindan gegerlik galismalari yapilmistir.
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n o«

Bu kapsamda hazirlanan formda her bir maddenin yanina, “uygun”, “cikartilmali” ve “diizeltiimeli” segenekleri
eklenmistir. Yine her bir maddenin altina uzmanlarin diizeltme 6nerilerini ekleyecekleri bir bélim ayrilmistir. Ug
alan uzmani ile iki 6lgme-degerlendirme uzmanindan alinan donitler neticesinde olgegin dizeltme islemleri
gerceklestirilmistir. Ardindan, taslak form 58 0&grenciye uygulanmis ve her bir maddenin anlasilip
anlasiilmadigina bakilmistir. Bu islemlerin ardindan 27 maddeye indirilen 6lgek pilot uygulamaya hazir hale
getirilmistir. Bu form, arastirmanin birinci ¢alisma grubunda yer alan 293 ortaokul 6grencisine uygulanmistir. Bu
sayinin, Tabachnick ve Fidell (2013) tarafindan belirtilen ve madde sayisinin on katindan fazla olmasi sebebiyle
faktér yapisini belirlemek Gizere uygun oldugu diisiiniimiistiir. Olgek formunda yanitlama segenegi olarak 5’li

Likert tipi kullanilmistir (O=Hi¢cbir zaman, 4=Her zaman).
Verilerin Analizi

Hangi teknigin kullanilacagina karar vermek lizere verilerin normal dagihm gosterip gostermedigi incelenmistir.
Buna gore, ilk dnce veriler 6lgek toplam puanina ve alt 6lgek puanlarina déntstirilmustiir. Ardindan, verilerin
normal dagilip dagilmadigi ise basiklik ve garpiklik degerleri kullanilarak saptanmistir. Bu kapsamda olusturulan
Olgek puanlari ile alt 6lgek puanlarina iliskin z-istatistiginin +2.58 ile -2.58 arasinda oldugu ve normal dagilim

gosterdigi soylenebilir (Buyukoztiirk, 2017).

Pilot uygulama neticesinde Olgegin giivenirligine yonelik i¢ tutarligini incelemek Uzere Cronbach Alpha
Givenirlik Katsayilarindan yararlaniimistir. Ayrica, 27 maddelik OLO puanlarinin faktér yapisini belirlemek tizere
Varimax dik dondiirme yontemi segilerek Agimlayici Faktér Analizi uygulanmistir. Boyut sayisina karar vermek
Uzere 1’den buylk olan 6zdegerler (Eigenvalue) kullaniimistir. Faktor yapisina karar vermek lzere her bir
maddeye iliskin yiikiin 0,40 ve Uzeri olmasina dikkat edilmistir. Bunun yaninda bir maddenin tiim boyutlara
verdigi yUk degerleri incelenmis ve yikler arasindaki fark 0,10°un altinda ise o madde binisik olarak
degerlendirilmistir. S6z konusu maddeler bu asamada analizden ¢ikarilmistir. Boyutlar arasindaki korelasyon

degeri icin Pearson Carpim Moment Korelasyon Katsayisi hesaplanmistir.

Calismanin ikinci asamasinda ise AFA sonuglarina gore olusan yapiyl dogrulamak (izere Dogrulayici Faktor
Analizi (DFA) yapilmistir. Birinci ve ikinci dizey DFA sonucunda olusan uyum indeksleri incelenerek modelin
dogrulanip dogrulanmadigina karar verilmistir. Bu kapsamda, x?/sd oraninin 5’ten kiiciik, CFl ile TLI degerlerinin
0,90’nin Ustlinde ve RMSEA ile SRMR degerlerinin 0,080’in altinda olmasina dikkat edilmistir (Hu ve Bentler,

1999). Veriler, Mplus 8.5 yazimi ile ¢6zimlenmistir.

Arastirmanin etik kurul onayi, Zonguldak Biilent Ecevit Universitesi insan Arastirmalari Etik Kurulu’ndan

alinmistir (Protokol No:1003).
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BULGULAR

Yapi Gegerligi (Faktor Analizi)

Olgegin 27 maddelik yapi gegerligini incelemek iizere pilot uygulamadan elde edilen verilere ydnelik Agimlayici
Faktor Analizi yapilmistir. Bu gergevede, veri setinin uygunlugunu test etmek igin Kaiser-Meyer-Olkin (KMO) ve
Bartlett kiiresellik degerleri kullanilmistir. Buna gére KMO degerinin ,941 ve Bartlett testinin, x? (sd=190,
N=293) = 3259, 661; p<.00, anlamli oldugu gériilmiistiir (Ozdamar, 2013). Bu gergevede, veri setinin faktor

analizi agisindan uygun oldugu anlasiimistir.

Ag¢imlayici Faktor Analizi

Bu alt bélimde, pilot uygulama ile birlikte 293 ortaokul 6grencisinden toplanan 27 maddelik Ogretmen Liderligi
Olgeginin faktdr yapisi incelenmistir. Bu kapsamda veri setine yonelik temel bilesenler faktér analizi yontemi
uygulanmistir. Tek faktorlii yapi DFA sonucunda dogrulanmadigindan (x?/sd = 5,188; CFI=0,829; TLI = 0,809;
RMSEA = 0,104; SRMR = 0,063) Varimax dik dondiirme yontemi kullaniimistir. Bu islem dogrultusunda ilk olarak
maddelerin yiik degerleri incelenmistir. Bu kapsamda tiim boyutlara 0,40’in altinda yiik degeri veren 4 madde
(Madde 2, Madde 6, Madde 13 ve Madde 24) analiz disi birakilmistir. Bunun yaninda 3 madde (Madde 9,
Madde 14 ve Madde 26) birden fazla boyuta ylk degeri verdiginden ve bu degerler arasindaki fark 0,10’un
altinda oldugundan bu maddeler binisik olarak degerlendirilmistir. Bu maddelerin 6lgek formundan
cikarilmasiyla 20 maddeden olusan veri setine yeniden AFA yapilmistir. Tablo 2’te 20 maddelik veri setine iliskin

AFA sonuglari yer almaktadir.

Tablo 2’ye gore, Katimci Liderlik boyutunun 6zdegerinin 9,373 ve acikladigl varyansin %46,864 oldugu
gorilmektedir. Yonlendirici Liderlik boyutunun 6zdegeri 1,411 ve agikladigl varyans %7,053’tlr. Destekleyici
Liderlik boyutunun 6zdegeri 1,152 ve acikladigl varyans %5,758 olarak bulunmustur. Basari Odakl Liderlik
boyutunda ise 6zdegerin 1,019 ve acikladigl varyansin %5,095 oldugu saptanmistir. Bu veriler birlikte
degerlendirildiginde 1’den biiyiik olan 6zdegerlere bakilarak dlgegin dort faktorli oldugu anlasiimistir. Olgegin
bu dort faktorlii yapisinin alanyazin ile tutarlilik gésterdigi séylenebilir. Olcek maddelerinin boyutlara verdigi
yik degerleri, Katihmci Liderlik boyutunda 0,566 ile 0,783; Yonlendirici Liderlik boyutunda 0,589 ile 0,752;
Destekleyici Liderlik boyutunda 0,501 ile 0,804 ve Basari Odaklh Liderlik boyutunda 0,678 ile 0,829 arasinda

gerceklesmistir.

Tablo 2. Ogretmen Liderligi Olgegi icin Agimlayici Faktdr Analizi (AFA) Sonuglari (K=21)

Madde Faktor Yiik Degerleri Madde Toplam
1 2 3 ) Korelasyonu
Faktér 1: Katiimci Liderlik
4. Ogretmenim ile aramizda saygi ve giiven ortami vardir. ,783 ,255 ,129 ,140 ,720
3. Ogretmenim ile siniftaki 6grenciler arasinda iyi bir iletisim vardir. ,741 ,267 ,237 ,170 ,742
7. Ogretmenim, ders konularini bize faydasi olacak bicimde isler. ,690 ,204 ,256 ,309 ,741
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5. Ogretmenim ile bir arada olmak ¢ok eglencelidir. ,641 325 ,373 ,153 ,613
1. Ogretmenim dersle ilgili fikirlerimize nem verir. ,621 262 ,212 ,217 ,728
10. D.t.erfln”amaglarma uygun olacak sekilde ders isledigimizi 566 046 402 263 606
distniyorum.
Cronbach's Alpha Katsayisi: ,879, Ozdeder: 9,373 ve Aciklanan Varyans: %46,864
Faktor 2: Yonlendirici Liderlik
17.  Ogretmenim bizimle gelecek ile ilgili hayallerimiz izerine konusur. ,230 ,752 ,088 ,059 ,621
20. Ogretmenim, sorunlari gesitli bakis agilariyla ele almamizi séyler. ,102 ,691 ,423 ,143 ,708
18, Ogretmenlm., gegmiste yapilan olumsuz érneklerden ders 353 685 027 169 573
ctkarmamizi ister.
21 Ogvretmenlm sorunlarimizla basa ¢ikmamiz igin gerekli yardimlari 158 610 375 253 655
saglar.
19.  Ogretmenim sorunlarimizi bulmaya calisir. ,217 ,607 ,444 ,239 ,720
16. O“gretr.nemmlz derste nasil basarili olacagimiz hakkinda bize yol 327 589 392 1096 670
gosterir.
Cronbach's Alpha Katsayisi: 863, Ozdeder: 1,411 ve Agiklanan Varyans: %7,053
Faktor 3: Destekleyici Liderlik
12.  Ogretmenim ders diginda da bize yardimci olur. ,197 ,145 ,804 ,229 ,718
11. Dersle ilgili ekstra destege ihtiyacimiz oldugunda 6gretmenim buna 370 170 705 211 715
duyarsiz kalmaz.
3 Zorlandigim konularulgm Yapmam gerekenlerin neler oldugu 301 431 587 116 641
hakkinda bana yol gosterir.
1. O"gr"et.r'nenlm sadece derste degil ders disinda da 6grencilerle 358 250 562 071 590
gorusur.
27. Kendi yeteneklerimize giiven duymamizi saglar. ,160 ,337 ,501 ,333 ,550
Cronbach's Alpha Katsayisi: ,839, Ozdeder: 1,152 ve Agiklanan Varyans: %5,758
Faktér 4: Basari Odakli Liderlik
25.  Ogretmenimin bizden beklentisi yiiksektir. ,222 ,199 ,153 ,829 ,710
22.  Ogretmenimin bizden yiiksek diizeyde basari bekledigini biliyorum. ,188 102 ,128 ,794 ,625
23.  Ogretmenim basarili olacagimiza inanr. ,261 174 ,292 ,678 ,616

Cronbach's Alpha Katsayisi: ,800, Ozdeder: 1,019 ve Aciklanan Varyans: %5,095

Yontem: Principal Component Analysis.

Dondiirme Yontemi: Varimax with Kaiser Normalization.

Olgegin boyutlarinin ortalama ve standart sapma degerleri incelenmis ve giivenirlik analizi sonuglari Tablo 3’te

gosterilmistir. Bunun yaninda ayni tabloda boyutlar arasindaki korelasyona yer verilmistir.

Tablo 3. OLO icin Fakt&rler Arasi Korelasyon Katsayilari

Faktorler M S CR AVE 1 2 3 4
1. Katimci Liderlik 3,390 ,754 0,904 0,614 1 ,679%* ,729%* ,580%*
2. Yonlendirici Liderlik 2,973 ,937 0,883 0,562 1 ,727%* ,506**
3. Destekleyici Liderlik 3,121 ,895 0,867 0,572 1 ,561**
4. Basari Odakh Liderlik 3,408 ,826 0,855 0,671 1

Aciklamalar: M=0Ortalama, S = Standart Sapma, CR = Bilesik Guvenilirlik (Composite Reliability), AVE = Ortalama Varyans (Average Variance
Extracted)

** Korelasyon 0.01 diizeyinde manidardir.

Tablo 3’e bakildiginda boyutlara iliskin ortalamalarin 2,973 ile 3,408 arasinda oldugu anlasiimaktadir. Boyutlar

arasindaki korelasyon ise Basari Odakli Liderlik ile diger U¢ boyut olan Yonlendirici Liderlik (r = 0,506, p < 0,01),
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Destekleyici Liderlik (r = 0,561, p < 0,01) ve Katilimci Liderlik (r = 0,508, p < 0,01) arasinda orta diizeyde
gerceklesmistir. Diger taraftan, Destekleyici Liderlik ile Katilimci Liderlik (r = 0,729, p < 0,01) ve Yonlendirici
Liderlik (r = 0,727, p < 0,01) arasinda ylksek diizeyde bir iliski gbzlemlenmistir. Arastirma kapsaminda yakinsak
gecerliligi 6lgmek amaciyla iki yonteme basvurulmustur. Buna goére Bilesik Glvenilirlik (CR) degerlerinin 0,7’nin
Uzerinde oldugu saptanmistir. Ayrica Ortalama Varyans (AVE) degerlerinin ise 0,5'in lzerinde yer aldig
gorilmistir. Bu kapsamda 6lgegin i¢ tutarhliginin ve glivenirliginin saglandig sdylenebilir (Fornell ve Larcker,

1981).

Dogrulayici Faktor Analizi

Calismanin ikinci asamasinda AFA sonuglarina dayali bicimde olusan 4 boyut ve 20 maddelik yapinin
dogrulanmasi icin DFA yapilmistir. Bu kapsamda 20 maddelik 6lgek formu 171 ortaokul 6grencisinden olusan bir
galisma grubuna uygulanmistir. Sekil 1’de OLO icin birinci diizey DFA sonucunda olusan standartlastiriimis yol

katsayilari yer almaktadir.

306 (.042)
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833 (.025
797 (.030) m3 ke 133 (023)
931 (.013)
1.000 (.000) .738{.037) 456 (.054)
19 (.014)
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mlé .394 (.050)
1.000 (.000)
432 (.053)
909 (.020)
886 (.022) . 174 (036)
809 (031) e
216 (.039)
345 (.051)

Sekil 1. OLO igin Birinci Diizey DFA Sonucunda Olusan Standartlastiriimis Yol Katsayilari (N=171)
Not: KL = Katihmc Liderlik; YL = Yonlendirici Liderlik; DL = Destekleyici Liderlik; BOL = Basari Odakli Liderlik; standart hatalar parantez

icerisinde gosterilmistir.
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Sekil 2’de OLO igin ikinci diizey DFA sonucunda olusan standartlastirilmis yol katsayilari yer almaktadir.

ml k= 310 (.042)
118 (.026) m2 k- 366 (.047)
831 (.026
796 (.030) m3 ke 134(024)
931 (.013)
738 (.037) 455 (.054)
20 (.014)
813 (.028) ms k= 153 (.026)
058 (.022) mé6 [¢ 339 (:045)
939 (.014) m7 e 601 (.061)
632 (.048)
666(.044)"@" .556 (.059)
785 (.031)
971 (.011) 897 (.017) .384 (.049)
860 (.022)
1.000 (.000) 606 550 894 (.018) m 1196 (.031)
261 (.038
997 (.010) (.038)
201 (.031)
293 (.042)
839 (.030)
217 (.034)
296 (.051)
249 (.036)
389 (.050)
433 (.053)
.08 (.020)
886 (.022) . N—
809 (.031) mig[e 175 (036)
J—

345 (.051)

Sekil 2. OLO igin ikinci Diizey DFA Sonucunda Olusan Standartlastiriimis Yol Katsayilari (N=171)

Not: OLO = Ogretmen Liderligi Olgegi; KL = Katilimci Liderlik; YL = Yénlendirici Liderlik; DL = Destekleyici Liderlik; BOL = Basari Odakl Liderlik;

standart hatalar parantez icerisinde gosterilmistir.

Tablo 4’te OLO icin birinci ve ikinci diizey olarak ele alinan DFA sonucunda olusan uyum indeksleri yer

almaktadir.

Tablo 4. OLO icin DFA Sonucu Olusan Uyum Degerleri

Faktor Yapilari X2 Sd X2/sd RMSEA CFI TLI SRMR
Birinci Duzey DFA:
4 Boyut ve 20 Madde
ikinci Dlizey DFA:

4 Boyut ve 20 Madde

355,06 161 2,21 0,08 0.94 0.93 0.04

358,17 163 2,20 0,08 0.94 0.93 0.04
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Tablo 4 incelendiginde, x?/sd oraninin 5’ten kiiciik, CFl ile TLI degerlerinin 0,90’nin {istiinde ve RMSEA ile SRMR
degerlerinin 0,080’in altinda oldugu saptanmistir. Bu kapsamda modelin iyi uyum degerlerine sahip oldugu

gorilmektedir.

TARTISMA VE SONUC

Bu calisma, ortaokul 6grencilerinin algilarina dayali 6gretmen liderligi 6lgeginin gelistirilmesi amaciyla
ylratalmisttr. Arastirmanin teorik varsayimi, yol-amag liderlik kuramina dayanmaktadir. Bu dogrultuda
modelimiz bu teorinin temel varsayimlarindan hareketle dlgegin alt boyutlarini olusturan katilimci, yénlendirici,
destekleyici ve basari odakl liderlik olmak Uzere toplam dort boyutta 20 maddeden olusan bir yapida ele
alinmistir. Arastirmadan elde edilen bulgular 6lcegin ortaokul 6grencilerinin algilarina gore 6gretmenlerin

liderlik davranislarini 6lgmeye yonelik kullanilabilecek gecerli ve givenilir bir arag oldugunu géstermistir.

Olgegin alt boyutlarinin AFA sonuglarindan elde edilen puanlara gére sirasiyla katiimci, ydnlendirici,
destekleyici ve basari odakh liderlik alt boyutlari 6gretmen liderligini en iyi agiklayan boyutlardir. Bu noktadan
hareketle, katimci liderlik boyutu lider 6gretmenin 6grencilerin fikirlerine 6nem verdigini, yonlendirici liderlik
boyutu lider 6gretmenin basarili olma konusunda 6grencilere yol gosterdigini, destekleyici liderlik boyutu lider
o6gretmenin ders iginde ve ders disinda 6grencilere yardimci oldugunu ve son olarak basari odakli liderlik boyutu
lider 6gretmenin Ogrenciler icin yiksek diizeyde basari bekledigi sonucunu ortaya koymaktadir. Alanyazin
incelendiginde, yol-amag liderlik teorisini temel alarak 6gretmen liderligi konusunda arastirma yapan Ogvist ve
Malmstrom’un (2016) arastirma bulgularinin tiim boyutlarda mevcut ¢alismanin sonuglarini destekler nitelikte
oldugu goriilmektedir. Buna gore 6grenciler, sinifta alinan kararlara katildiklari zaman daha iyi performans
gosterdiklerini, problemlerle basa ¢ikma konusunda kendilerine yol gosteren 6gretmenleri yonlendirici lider
olarak gordiklerini, sinif ici ve disi konularda yardim istedikleri zaman kendilerini destekleyen 6gretmenleri
destekleyici lider olarak gordiiklerini ve yine basari odakl diisiinmeleri noktasinda kendilerine telkinde bulunan
o6gretmenleri ise basari odakli lider olarak gordiklerini belirtmistir. Benzer bicimde Kdse’nin (2019) arastirma
sonuglari da 6grencilerin, sinif ici 6grenci etkilesimini olumlu yonde yiriten, 6grencileri motive eden, glicli bir
ogretim liderligi gosteren ve okul disinda da o6grencilerle etkilesimi sirdiren 6gretmenleri lider olarak
algiladiklarini géstermektedir. Ote yandan, égretmen liderligi konusunda yapilan bazi arastirmalarin 6gretmen
liderligini sinif ici slirecler agisindan ele aldigini (Can, 2006; Cheng, 1994; Kdése 2019; Olowoselu vd.,
2019: Ogvist ve Malmstrén, 2016), bunun yaninda konuyu égretmenin mesleki gelisimi, okula uyum, disiplin,
yonetsel siiregler, meslektaslarla isbirligi, okul gelisimi vb. dogrudan sinif i¢i 6grenci etkilesiminin disindaki
boyutlarda ele alan ¢alismalarin oldugu goériilmektedir (Beycioglu ve Aslan, 2010; Cansoy ve Parlar, 2017; Colak,

Altinkurt ve Yilmaz, 2014; Durrant ve Holden, 2009; Katzenmeyer ve Moller, 2009).

CALISMANIN SINIRLILIKLARI

Bu calismada, 6gretmen liderligine iliskin veriler, ortaokul 6, 7 ve 8. sinif 6grencilerinin gorisleri dogrultusunda

toplanmistir. Ogrenciler veri toplama siirecinde sosyal istenirlik yanhligi géstermis olabilirler. Bir baska ifadeyle
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¢alisma verileri 6gretmenler aracihgiyla toplandigi ve 06gretmenlerine yonelik algilarini ortaya koymayi
amagladigindan 6grencilerin bu konudaki gergek dislinceleri ile verdigi cevaplar arasinda farklilik olabilecegi
gercegi dikkate alindiginda arastirmanin bu boyutuyla bir sinirlilik yarattigi soylenebilir. Diger taraftan bu
durumun yarattigl sinirlili§i énlemek igin galismanin veri toplama asamasinda 6grencilere ¢aligmanin konusu,
kapsami ve amaciyla ilgili bilgi verilmis ve 6lgek formlarinda kisisel bilgileriyle ilgili herhangi bir béltiim olmadigi
kendileriyle paylasilmistir. Mevcut arastirma, ogretmen liderligini temel aldigi teorik yapi olan yol-amag
kuraminin 6grenci-6gretmen etkilesimi ve akademik giktilar gibi daha ¢ok sinif igi stiregler agisindan ele almistir.
Bu noktada, okulun ydnetsel yapisi, 6gretmenin akranlariyla olan etkilesimi, isbirligi ve mesleki gelisimi gibi
boyutlar ¢alismanin sinirlari disinda tutulmustur. Bu arastirmada, 6gretmen liderligini 6grenci alglarina dayal
olarak islemistir. Bu agidan, okulun diger paydaslari olan 6gretmenler, okul yoneticileri, aileler ve destek

personeli yapinin igine dahil edilmemistir.

ONERILER

Bu calisma, ortaokul 6grencilerinin algilarina dayah olarak yuratilmastir. Sonraki ¢alismalarda, farkli egitim
kademelerinden 6grencilerin arastirma kapsamina dahil edilmesi konuya farkli bakis agilari katabilir. Mevcut
arastirma 6gretmen liderligine sinif igi siiregler boyutunda deginmistir. Konunun 6gretmenlerin mesleki
gelisimi, calisma arkadaslariyla isbirligi, yonetsel stireclere katilimi, veli etkilesimi vb. farkh degiskenler agisindan

calisilmasi 6nerilmektedir.

ETiK METNi

“Bu makalede dergi yazim kurallarina, yayin ilkelerine, arastirma ve yayin etigi kurallarina, dergi etik kurallarina

uyulmustur. Makale ile ilgili dogabilecek her tirli ihlallerde sorumluluk yazar(lar)a aittir.”

Arastirmanin etik kurul onayi, Zonguldak Biilent Ecevit Universitesi insan Arastirmalar Etik Kurulu’ndan

alinmistir (Protokol No:1003).

Yazar(lar)in Katki Orani Beyani: Bu ¢alismada 1. ve 2. yazar %35, 3. yazar ise %30 oraninda katki sunmustur.
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