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Abstract

This study aims to evaluate the perception of teachers, who have the mission of leading to and developing
of students, about their own leadership behaviors and self-development level. In this context, a total of 305
teachers, 235 in state secondary schools and 70 in private secondary schools in Trabzon province, were in-
volved into the study. During the collection of the data, “Teacher Leadership Scale” and “Self-Development
Scale” were used. The results of the study showed that teachers’ perceptions of their own leadership behavi-
ors and level of self-development were evaluated in most of the time intervals, and there was a meaningful
difference in leadership behaviors in favor of private school teachers and in self-development behaviors in
favor of female teachers. When the relationship between teachers’ perceptions about their own leadership
behaviors and self-development level was examined, weak associations in positive direction were found. In
the regression analysis, it was observed that teacher leadership scale score increased as self-development
scale score increased, and the total scores of the self-development scale and school type had a statistically
meaningful effect on the teacher leadership scale. As a result of the research, it is suggested to select teac-
hers for the profession who seek the ways for professional development and have leadership skills, provide
trainings to teachers in these areas, and make changes in the curricula of the faculty of education to encou-
rage teacher development and leadership.
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Oz

Bu arastirma 6grencilerini gelistirme ve onlara liderlik etme misyonu tasiyan 0gretmenlerin, kendilerini
gelistirme diizeylerinin ve kendi liderlik davranislarina iligkin algilarinin degerlendirilmesi amaciyla yapil-
mustir. Bu kapsamda Trabzon ili merkez ortaokullarinda gérev yapan 235 devlet, 70 6zel ortaokul 6gretmeni
olmak iizere toplam 305 dgretmen drnekleme alinmustir. Verilerin toplanmasinda Ogretmen Liderligi Ol-
cegi ve Kendini Gelistirme 6lcegi kullanilmistir. Arastirma sonucunda 6gretmenlerin kendi liderlik davra-
niglarina iligkin algilari ve kendilerini gelistirme diizeyleri cogu zaman araliginda degerlendirilirken, liderlik
davraniglarinda 6zel okul 6gretmenleri lehinde, kendini gelistirme davraniglarinda ise kadin 6gretmenler
lehinde anlaml bir fark bulunmustur. Ogretmenlerin kendi liderlik davraniglarina iligkin algilari ile kendini
gelistirme diizeyleri arasinda iligkiler incelendiginde pozitif yonli, disiik diizeyde korelasyon bulunmustur.
Yapilan regresyon analizi sonucunda kendini gelistirme 6lgek puani arttik¢a 6gretmen liderligi 6lcek pua-
nin da arttig1, kendini gelistirme Olcegi toplam puanlari ve okul tiiriiniin 6gretmen liderligi 6lcegi tizerinde
istatistiksel olarak anlaml etkisi oldugu saptanmustir. Arastirma bulgular1 dogrultusunda, meslege kendini
gelistiren ve liderlik becerilerine sahip 6gretmenlerin secilmesi, 6gretmenlere bu alanlarda egitimler ve-
rilmesi, egitim fakiiltesi miifredatlarinda 6gretmen geligimi ve liderligine yonelik diizenlemeler yapilmasi
Onerilerinde bulunulmustur.
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Introduction

The aim of schools is to raise individuals who have free and multifaceted
thinking, strong communication skills, physical and mental health, who embrace
social culture, have an original vision and are entrepreneurial. Teachers are ex-
pected to raise individuals for these purposes (Agikalin, 1995). From this point
of view, there is a need for leading education managers and leading teachers
for the success of schools instead of traditional education and traditional school
management (Peker, 2004).

A leader is a creative person who guides, enlightens, aims forward, teaches,
and realizes in time the wishes and needs of the people with whom they work. A
leader is influential in defining and changing the goals and behaviors of the gro-
up they lead (Saruhan et al., 2009). Leaders should create an environment where
people of different personal characteristics in an organization can express them-
selves freely and make them feel they do everything willingly (Bolat et al., 2008).

Along with the need for institutional change and development, as a result
of the increasing leadership needs at educational and institutional levels in edu-
cational environments, the idea of a leading teacher is seen as a much-debated
concept (VranjeSevi¢ & Frost, 2016; Jacobs et al., 2016).

In order to improve educational practices, influence others, develop teac-
hers in all positions in schools and strengthen their leadership capacity; contem-
porary theories locate teacher leadership as part of an inclusive structure that
exemplifies the learning stance, truly values the student, and supports them to
learn and produce new roles and new ideas. (Khan & Malik, 2013; Uribe-Florez
et al,, 2014; Lai & Cheung, 2014).

Beycioglu and Aslan (2012) state that at the core of teacher leadership lies
the ideas of turning schools into professionally learning societies, equipping te-
achers to participate more closely in these processes, thereby contributing to the
transformation of schools into democratic environments.

In schools where teacher leadership is effective, it can be said that there will
be increased loyalty to goals, peer learning, acting jointly, strong communicati-
on, continuous learning, wise attitude and behaviors. Katzenmeyer and Moller
(2013) define the leading teacher as: teachers who lead inside and outside the
classroom, continue learning and participate in the leader society, motivate their
colleagues to implement advanced educational practices and take responsibi-
lity to achieve positive results. Can (2007), on the other hand, defines teacher
leadership with the competence of teachers to willingly undertake formal and
informal educational activities and processes in classroom and school, create in-
dependent projects, influence their environment, support the development of
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their colleagues and build trust. According to Harris (2005), there are four main
elements that come to the fore in the definitions of teacher leadership. These are
creating common values among teachers, giving them the opportunity to lead,
making them work as instructional leaders, and accepting a new understanding
of institutional culture in schools where leadership has a meaning beyond indivi-
dualism and is accepted as an interactive phenomenon.

Teacher leadership is based on distributed leadership, which includes lea-
ders, followers, and their relationship process as an institutional approach (Har-
ris, 2013). Nudrat and Akhtar (2014) stated seven characteristics that will define
effective teacher leaders as leader ethics, emotional soundness, interpersonal
communication skills, teaching competence, learning power, cooperation, ent-
repreneurship. On the contrary, Harris and Lambert (2003) classified the skills
teacher leaders should have under the headings of personal actions, collabora-
tion skills, professional skills and knowledge and change agents. Definition of a
leading teacher according to Hanuscin et al. (2012) is: being collaborative, well-
intentioned, reliable and reflective, having a clear vision and a positive attitude,
being highly motivated, self-sacrificing and sensitive to others’ needs, and being
a positive role model.

Beycioglu and Aslan (2010) state that teacher leadership consists of three
sub-dimensions and explains these dimensions as follows:

1. Institutional development: Defined as the most important dimension
that distinguishes teacher leadership from traditional leadership app-
roaches. In this dimension, there are statements regarding the variety
of leadership responsibilities expected from the school principal and
various managerial activities that teachers should take part in.

2. Professional development: This dimension covers the behaviors of lea-
ding teachers to develop themselves professionally as well as displaying
pioneering and exemplary behaviors for their students and colleagues.

3. Collaboration with colleagues: This dimension covers the behaviors of
teacher leaders to lead the formation of collaborative working groups
in line with the professional and institutional needs that arise.

Teacher leadership enables teachers to take on more active roles and reveals
situations that contrast with the current culture of schools and teachers’ norms
(Mangin, 2005). However, Johnson and Donaldson (2007) argue that, even tho-
ugh teachers have leadership skills, they are reluctant to be identified as leaders,
and link this to three reasons. The first reason for this is expressed as the fact that
school culture does not allow teachers to show leadership behavior. Secondly,
teachers think they fall short of the skills to lead other adults. They are also reluc-
tant to develop in this regard. Thirdly, approaches suggesting that teachers are
equal in school cultures reduce the motivation of teachers who want to improve
their leadership skills. If teachers take the role of a leader, they refrain from the
reactions of their colleagues and abstain from staying outside the group.
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According to Assuncao et al. (2008), the daily practices of teachers in scho-
ols are influenced by policies and decisions at the national, regional, and school
level. Therefore, teachers remain passive and out of the decision process. From
the perspective of the constructivist approach in education, teachers are expec-
ted to participate in decision-making processes that affect daily practices in scho-
ol. However, in many countries, standards related to teachers are developed by
government institutions. In this process, teacher participation is extremely limi-
ted, and teachers cannot adopt these standards. An attempt to set standards for
teachers is an attempt to influence teachers externally. However, professional
development is a need to be prioritized (as cited in Saridas & Bakioglu, 2015).

Although teacher leadership is a function that supports teacher develop-
ment, one of the most positive results of teacher leadership is the impact of te-
acher leaders on themselves. This is because teacher leaders continue to pursue
their personal goals, professional aspirations, and moral responsibilities within
the development process (Margolis & Deuel, 2009). Fundamentally, contem-
porary educational leadership is focused on learning and self-development,
and in this understanding, the idea of every teacher being self-disciplined, self-
educating, self-developing and self-leading is emphasized (Celik, 2007).

Teacher leaders who care about their personal and professional develop-
ment know the necessity to give priority to learning in all their responsibilities. In
addition to following the literature related to their profession, these teacher lea-
ders create opportunities for themselves by following the contribution of higher
education to the field and constantly improve their professional connections that
will contribute to themselves both inside and outside the school. Also, teacher
leaders accept the feedback of their colleagues and students as a rich source of
learning and use the suggestions to learn and evaluate themselves. They under-
take difficult tasks and try to learn from their experiences. In summary, while
leader teachers need to continue the learning process, they also must carry their
leadership responsibilities (Katzenmeyer & Moller, 2013).

Sénmez (2007) defines lifelong learning as “the expression of an unders-
tanding that requires individuals to gain knowledge, skills, attitudes and habits
by using all kinds of learning sources for self-development”. The learner-leader
approach has placed the responsibility on the leader to constantly learn and imp-
rove themself (Celik, 2007). Leaders’ self-development is at the starting point
of their continuous improvement and development activities (Elias, 2009). Self-
development refers to reviewing the knowledge and experience, acquiring new
knowledge and skills, and learning to change and learn (Marsap, 1999; Findikel,
1996).

As a result of the literature review, it was determined by many authors that
self-development was evaluated in four dimensions: mental, physical, social-emo-
tional, and spiritual(moral life) (Adair, 2013; Baker, 2005; Covey, 2001; Ciicelog-
lu, 1993; Cescioglu, 2003; Freshman, 1999; Findikgi, 1996; Loehr & Schwartz,
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2004; Megginson & Whitaker, 2004). Covey (2005) explained these dimensions
as follows.

Physical dimension provides physical development and is linked to three
components, including smart nutrition; continuous and balanced exercise; pro-
per rest, relaxation, stress management, and protective thinking. This dimension
is related to the effective maintenance of our physical body.

Mental dimension reflects the intellectual side of the individual. This di-
mension consists of efforts such as reading, thinking, writing, following recent
developments. Thus, the individual has the ability of multi-dimensional percep-
tion and decision making. Three ways to develop mental intelligence; systematic,
disciplined work and education; developing self-awareness; learning by teaching
and doing.

Social/Emotional dimension contributes to effective management and lea-
dership behavior. It involves the awareness of one’s own and others’ feelings, un-
derstanding their causes, and the ability to use this information in their thoughts
and actions. According to Goleman (2006), features of developable emotional
intelligence includes: self-activation, being able to continue on the road despi-
te mishaps, postponing satisfaction by controlling the impulses, regulating the
mood, not letting the troubles prevent thinking, putting yourself in the shoes of
someone else and cherishing hope.

Spiritual dimension, which has a personal meaning related to the essence
of the individual, directs one’s life. Development in the spiritual life dimension
shows how the individual relates to the universe, society, nature, and themselves,
briefly in all aspects of life, and leads them to discover the deepest principles and
values. The person who has developed his spiritual intelligence must have a sense
of contributing to people and ideals in their lives, be honest and listen to the right
voice in them.

If the individual develops balanced in these four dimensions, they obtain
an effective life and have an increased satisfaction of life. The individual who
develops themself in any of the four dimensions unavoidably feels the need to de-
velop themselves in other dimensions (Coleman, 2009; Ciiceloglu, 1993). Among
the characteristics of individuals who are constantly developing themselves, it is
seen that they have the desire to learn, responsibility for their learning, effecti-
ve communication skills, self-development skills, high level thinking skills, rese-
arch skills, etc. (Adams, 2007; Cornford, 2002). To be effective in classrooms and
schools, teachers need to develop their ability, pedagogical knowledge, knowled-
ge in other fields, etc. The development of teachers will improve the content of
their plans, decision-making processes, and their impact on classroom practice
(Goodnough & Hung, 2009).

The constant change in the needs of today’s educational institutions increa-
ses the need for leading teachers who can adapt to these changes. More impor-
tant than the participation of teachers in externally planned training courses, is
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that they are aware of their own development needs and have a desire towards
fulfilling this. Because as the teacher leaders increase their development, they
will increase their leadership skills and will contribute positively to the develop-
ment of other teachers. It is important that teachers who have a responsibility
to develop and raise people, firstly fulfill their self-development responsibilities
and efforts to increase their leadership abilities. For this reason, in the research,
it was attempted to understand the self-development level of teachers, their per-
ceptions about leadership levels, the relationship between leadership levels and
self-development levels.

Problem statement

Considering the increasing importance of teacher leadership in the field of
educational management, the results of this research, which examines the relati-
onship between teachers’ perceptions of self-development and their own leaders-
hip levels, are expected to make a significant contribution to the literature. In this
context, the answers to the following questions were examined in the research.

1. According to the teachers’ opinions, at what level do self-development
take place for teachers?

2. According to the teachers’ opinions, what is the perception of teachers
regarding their leadership skills?

3. Isthere a significant difference between the opinions of teachers about
self-development and leadership levels according to the type of school
they work in, gender, the school they graduated from, the teaching fi-
eld, their seniority in the profession?

4. According to the opinions of the teachers, is there a significant relati-
onship between the self-development level of teachers and their per-
ceptions about their leadership behaviors?

5. According to the teachers’ opinions, are the sub-dimensions of self-
development in teachers a significant predictor of teacher leadership?

Method

Research Design

In this quantitative research, relational screening model from general scre-
ening models was used. Screening model describes a situation that existed in the
past or exists in the present as it is. In the general screening model, in a universe
with numerous numbers of components, the whole universe or a sample group is
screened to make a general judgment about the universe. In the relational scree-
ning model, it is determined whether the variables between two and more change
jointly. Then it is attempted to determine how this happens (Karasar, 2011).
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Population and Sample

The research population consists of 1480 teachers working in the central
state and private secondary schools in Trabzon province in the 2015-2016 acade-
mic year. Accordingly, among 1480 randomly selected teachers of 10 state and
8 private secondary schools in the city centre of Trabzon, 305 teachers were se-
lected to be the sample group of the study, with 5% of sampling error and 95%
confidence interval, using the formula of n= Nt2pq/[d2(N-1) + t2pq]. Stratified
sampling was used in the research. This sample provides fewer sample groups
compared to simple random sampling and provides a stronger representation
of the universe at a lower cost (Neuman & Robson, 2014). Among the teachers
participating in the study, 77% of them, 235 people in total, were sampled from
state secondary schools, and 23% of them, 70 people in total, were sampled from
private secondary schools. 170 (55.7%) of the participants are female and 135 of
them (44.3%) are male. In terms of the schools the participants graduated from,
242 (79.3%) people are graduates of education faculties, 63 people (20.7%) are
graduates from other schools. In terms of the fields of teachers, 55 (18%) people
are from teaching foreign languages, 51 (16.7%) people from teaching Turkish,
44 (14.4%) people from teaching mathematics, 36 (11.8%) from teaching scien-
ce, 28 (9.2%) from teaching social studies, and 91 (29.8%) people participated in
the research from other fields. With a rate of 24.6% and 75 people in total, the
majority of teachers participating in the questionnaire had the seniority of 11-15
years. Other teachers respectively, 66 people with a rate of 21.6% had the seni-
ority of 6-10 years, 60 people with a rate of 19.7% had the seniority of 16-20 and
21 years and above. The smallest group is 44 people with 1-5 years of seniority
with a rate of 14.4%. Descriptive statistics of continuous variables were shown
as mean = standard deviation, and descriptive statistics of categorical variables
were shown as number of persons (N) and percentage (%).

Data Collection Tools

Within the scope of the research, Teacher Leadership Scale (Beycioglu &
Aslan, 2010) and Self-Development Scale (Kasapoglu, 2009) were used. Teacher
Leadership Scale is a five-point Likert-type 25-item scale consisting of the sub-
dimensions of institutional development (0. = .87), professional development
(o= .87) and collaboration with colleagues (o0 = .92). The total variance expla-
ined by these three dimensions was expressed as 57.23% in the scale (Beycioglu
& Aslan, 2010). Self-Development Scale, which is the other scale used in the re-
search, is a five-point Likert-type 33-item scale consisting of the sub-dimensions
of mental dimensions (a0 = .92), physical dimension (o = .83), social-emotional
dimension (o = .92), spiritual dimension (o = .93). The ranges in scales are 1-1.8
never, 1.8-2.6 rarely, 2.61-3.40 sometimes, 3.41-4.20 often, 4.21-5 always.

As a result of the validity and reliability analysis for this research, the Cron-
bach a coefficient for the Teacher Leadership Scale was calculated as 0.92 and
the Cronbach a coefficient for the Self-Development Scale was calculated as
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0.95. It can be said that a high level of validity and reliability were obtained for
both scales. Cronbach o coefficients of the subscales according to school types
are given in Table 1.

Table 1
Cronbach o. Coefficients of The Subscales According to School Types

Scale Sub Scale Cronbach o

Private State
Secondary Secondary

Teacher Leadership Colleague Collaboration 0.764 0.800
Institutional Development 0.797 0.875
Professional Development 0.816 0.860
Total 0.891 0.916
Self-Development Mental Development 0.874 0.848
Physical Development 0.832 0.789
Emotional Development 0.877 0.828
Spiritual Development 0.946 0.944
Total 0.960 0.949

Data Collection

After the necessary permissions related to the research were obtained from
the Trabzon Provincial Directorate of National Education, the application of
data collection tools to the teachers in the schools, who were included in the
research sample, was carried out by the researcher in person. Before applying
data collection tools, teachers were informed about the research and voluntary
participation was ensured.

Data Analysis

In this study, statistical analysis was determined using SPSS Statistics 20.0
statistical package program. The p values obtained in the test results were evalu-
ated at 95% confidence interval and a = 0.05 significance level.

In the comparison of continuous variables, t-test was used for the means of
two independent groups, One-Way Analysis of Variance (ANOVA) test was used
for three or more groups. In cases where a statistically significant difference was
found as a result of ANOVA Test, Tukey Test was used for paired comparisons.
Furthermore, Pearson Correlation Coefficient was used to investigate the relati-
onship of continuous variables. Regression Analysis was used to investigate the

268



Leadership Behaviours

effect of variables that are statistically significant (as a result of the analyses) on
Teacher Leadership Scale score.

Findings

In this section, the opinions of the school administrators and teachers obta-
ined from the research and the findings of whether there is a difference between
them are presented.

Teachers’ Opinions on Self-Development Levels of Teachers

The opinions of the teachers regarding the implementation level of teachers’
self-development functions were received and the findings are given in Figure 1.
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Figure 1: self-development of teachers

Mean score of self-development scale was calculated as ( x =3.98) and the
frequency of teachers displaying the behaviors included in the scale questions
was found to be “most of the time”. When the subscales were analyzed, it was
observed that the highest score was in the spiritual development subscale ( x
=4.45), and the lowest score was in the physical development subscale ( x =3.78).
The mean scores of the other two subscales, mental development and emotional
development, were calculated as (x =3.86) and ( x =3.82) respectively. Here,
the frequency of teachers displaying the behaviors in the spiritual development
subscale questions was “always” while the frequency for mental, physical and
emotional development subscale questions was found as “most of the time”.
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Teachers’ Opinions on Leadership Levels of Teachers

Teachers’ perceptions about the level of their leadership functions displayed
were evaluated and the findings are given in Figure 2.

439
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' m ' l

Colleague  Institutional Professional TEACHER
Collaboration Development Development LEADERSHIP
SCALE

[ (=] .

Figure 2: leadership levels of teachers

Mean score of teacher leadership scale was calculated as ( x =4.01), and the
frequency of teachers displaying the behaviors included in the scale questions
was found to be “often”. When the subscales were analyzed, the highest score
was in the professional development subscale ( x =4.39), and the colleague colla-
boration score was calculated as ( x =4.09). The lowest subscale score ( x =3.54)
belonged to the institutional development. Here, teachers’ degrees of displaying
the behaviors in colleague collaboration and institutional development subscale
questions can be interpreted as “often” and the degrees of displaying the behavi-
ors in the professional development subscale questions as “always”.

Evaluation of Self-Development and Leadership Levels of Teachers
According to Some Variables

Evaluation results of the teachers’ opinions on the level of self-development
and the level of displaying leadership behaviors according to the type of school
are given in Table 2.
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Table 2

Comparison of Teacher Leadership and Self-Development Scales According to the

Type of School

Type of School
State (N=235) Private (N=70) p value t value

Colleague Collaboration 4.02 = 0.6 4.31 + 0.6 0.001* -3.463
Institutional Development 341 +£0.7 3.95 £ 0.6 0* -5.940
Professional Development 43205 4.61 £0.4 0* -5.158
Teacher Leadership Scale 39205 429 =04 0* -5.613
Mental Development 3.83 £ 0.6 3.97 £0.7 0.093 -3.024
Physical Development 3.76 £ 0.7 3.86 £ 0.8 0.256 -1.783
Emotional Development 3.8 £0.6 3.87 0.8 0.465 -1.891
Spiritual Development 444 +0.7 4.49 + 0.7 0.581 -0.236
Self-Development Scale 3.96 * 0.6 4.05 0.7 0.230 -2.262

* p<0.05

According to the t-test results for the independent groups, the mean sco-
res of colleague collaboration (p<0.05), institutional development (p<0.05) and
professional development (p<0.05) subscales showed a significant difference
with the teacher leadership scale (p<0.05) according to the school type. For all
the scales, the perception scores of the teachers working in private schools re-
garding the degree of displaying behaviors related to their leadership roles were
higher than those in state schools. The self-development scale and subscale mean
scores (p> 0.05) did not differ significantly according to the type of school.

The results of the teachers’ opinions on self-development level and their
perceptions about the level of displaying leadership behavior according to gen-
der are presented in Table 3.

Table 3
Comparison of Teacher Leadership and Self-Development Scales According to
Gender
Female (N=170) Male (N=135) p value t value
Colleague Collaboration 411 = 0,6 4,06 = 0,6 0.539 0.616
Institutional Development 3.55+0,7 3.52 0,7 0.652 0.456
Professional Development 446 £ 04 430 £ 0,5 0.002* 3.384
Teacher Leadership Scale 4.04 £0,5 3.96 £ 0,5 0.157 1.531
Mental Development 3.99 £ 0,6 3.70 £ 0,6 0* 4.510
Physical Development 3.81 0,6 373 £0,7 0.314 0.205
Emotional Development 3.87 £ 0,6 3.76 = 0,7 0.137 0.599
Spiritual Development 4.54 = 0,6 434 = 0,8 0.009* 3.193
Self-Development Scale 4.06 £ 0,5 3.88 £0,6 0.009* 2.488

* p<0.05
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According to the t-test results for the independent groups, the mean scores
of professional development (p <0.05) mental development (p <0.05) and spi-
ritual development (p <0.05) and self-development (p <0.05) scales showed a
statistically significant difference according to gender. Female teachers’ scores
were higher than male teachers’ in all scales. In terms of colleague collaboration
(p> 0.05), institutional development (p> 0.05), teacher leadership (p> 0.05),
physical development (p> 0.05) and emotional development (p> 0.05) subscale
mean scores, there was no significant difference determined according to gender.

The results of the teachers’ opinions about self-development level and their
perceptions about the level of displaying leadership behavior according to gradu-
ation are given in Table 4.

Table 4
Comparison of Teacher Leadership and Self-Development Scales According to
Graduation

Graduation
Faculty of Education Other p t

(N=242) (N=63) value value
Colleague Collaboration 4.09 + 0,6 408 0,6 0901 0.189
Institutional Development 3.55+0,7 350 0,7 0.637 0.744
Professional Development 439 £ 0,5 440 £0,5 0.857 0.072
Teacher Leadership Scale 4.01 0,5 399+0,5 0831 0.450
Mental Development 3.85+0,7 3.88x0,6 0.757 0.699
Physical Development 3.78 £ 0,7 376 £ 0,6 0.819  0.852
Emotional Development 3.81 £ 0,6 3.84 0,7 0.702 -0.501
Spiritual Development 4.46 = 0,7 441 +0,8 0.615 0.098
Self-Development Scale 3.98 £ 0,6 398+0,6 0978 0.377

*p<0.05

According to the t-test results for the independent groups conducted, no
statistically significant difference was found according to graduation in terms of
teacher leadership scale and subscales (p> 0.05), and self-development scale and
subscales’ (p> 0.05) mean scores.

Evaluation results of the teachers’ opinions about self-development level
and their perceptions about the level of displaying leadership behavior according
to the teaching field are given in Table 5.
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Table 5
Comparison of Teacher Leadership and Self-Development Scales According to
Teaching Field

Field

Foreign Turkish Social Science Other p
Language Mathematics (N=51) Sciences (N=36) (N=91) value

(N=55) (N=44) (N=28)

Colleague ) 1) 06 40406  400=06 411+06 420+ 06 412+06 0.694

Collaboration

Institutional

nstitutional =5 4 4 07 339406  343+07 369+08 371+07 3.62+07 009

Development

Professional

439+05 436=05 44204 44105 439x0.6 439x04 0.99%
Development

Teacher

. 396 +05 393x0.5 395+05 407x06 410x05 4.04=05 0495
Leadership

Mental 403 +06 3.63%0.6 38106 37407 397+0.7 3.89+0.6 0.027*
Development
Physical

372 +0.6 3.46=0.7 3.84+0.7 3.64x08 398+0.7 3.89x0.6 0.003*
Development

Emotional ~ 5 00 06 366+06 383206 3.60+09 395+06 387 %06 0125
Development

Spiritual 441£07 444206  447+07 42709 458+0.7 44806 0.608
Development

Self- 403+05 380+05  398+06 38108 411 =06 40305 0.101
Development

* p<0.05

According to the results of ANOVA Tests, mental development (p<0.05)
and physical development (p<0.05) subscale mean scores showed a statistically
significant difference according to fields. No significant differences were found
between the fields in terms of teacher leadership scale and subscales (p>0.05),
emotional and mental development subscale and self-development scale (p>
0.05) mean scores.

According to the results of Tukey Tests for paired comparisons, in terms of
the mental development subscale, only the mean scores of teachers in the foreign
language field were higher than the mathematics field. For this scale, there was
no significant difference between other fields. However, for the physical deve-
lopment subscale, only the mean scores of teachers in the mathematics field were
lower than those in sciences and other fields. No significant difference was found
among other fields for this scale.

Evaluation results of the teachers’ opinions about self-development level
and their perceptions about the level of displaying leadership behavior according
to seniority are given in Table 6.
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Table 6
Comparison of Teacher Leadership and Self-Development Scales According to
Seniority

Seniority

1-5years 6-10 years 11-15years 16-20years 21 + years p F
(N=44) (N=66) (N=175) (N=60) (N=60) value value

Colleague Collaboration 40005 41007 40906 402x07 419x06 0495 0.848
Institutional Development 35306 3.60x0.8 34807 345+07 3.65+0.7 0485 0.866
Professional Development 44005 44305 43205 439+04 44305 0587 1.056
Teacher Leadership 398+04 404x06 396*05 395+05 4.09+05 0480 0958
Mental Development 388+07 398+0.7 372x06 385*x05 391+06 0.165 1.502
Physical Development 374208 377x0.7 3.67x06 380x06 393+x07 0278 1.148
Emotional Development 37707 394x07 3.66+06 383+0.6 390=x=07 0.093 2.052
Spiritual Development 43408 44506 43807 452x06 456=x0.7 0406 2.612
Self-Development 394+06 404*x06 38606 399+05 4.07+0.6 0207 1390
* p<0,05

According to the ANOVA Test results, no statistically significant difference
was found according to seniority in terms of teacher leadership scale and subsca-
les (p> 0.05), and self-development scale and subscales’ (p> 0.05) mean scores.

Table 7
Correlation Between Self-Development and Leadership Levels According to Teac-
hers’ Opinions

Dimensions 1 2 3 4 5 6 7 8 9
r pr pr pr pr pr pr pr P T P

1. Colleauge 1 - 571%* 0 .518%F 0 .832** 0 .267** 0 .232%* 0 .284** (O .145% .011 .260** O
Collaboration

2. Institutional 1 - .613%F 0 .887** 0 .346%* 0 .304** 0 .318** 0 .185* .001 .323** 0
Development

3. Proffessional 1 - .806%% 0 .348%% 0 .315%F 0 311%* 0 .269*F 0 3507 0
Development

4. Teacher 1 - 377FF 00 333% 0 359** 0 .228%* 0 364%% 0
Leadership

5. Mental 1 - .689% 0 732%* 0 .693** 0 .893*% 0
Development

6. Physical 1 - 769 0 667 0 .859*% 0
Development

7. Emotional 1 - 74070 915%% 0
Development

8. Spiritual 1 - 876** 0
Development

9. Self- 1 -

Development

* p<0.05

When the table above is analyzed according to the calculated Pearson Cor-
relation Coefficients (r) and p values results, statistically significant (p <0.05)
correlations were determined between the scores of both scale and subscale sco-
res.
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In the examination of the relationship between teacher leadership scale and
subscales, it was concluded that colleague collaboration, institutional develop-
ment and professional development subscales have the same directional and me-
dium level (r=0.571, r=0.518, r=0.613) relationship among them. In addition,
teacher leadership total scores have the same directional and strong relationship
(r=0.832, r=0.887, r=0.806) with the subscale scores.

In examining the relationship between self-development and subscales,
mental development subscale with physical development and spiritual develop-
ment subscales; physical development subscale with spiritual development subs-
cale show same directional and medium level relationship among themselves
(r=0.689, r=0.693, r=0.667). The relationship among the subscales of emoti-
onal development with mental development, physical development and spiritu-
al development subscales were same directional and strong (r=0.732, r=0.769,
r=0.740). The self-development total scores were in the same direction with
the subscale scores and have a stronger relationship than the others (r=0.893,
r=0.859, r=0.915, r=0.876).

However, as a result of investigating the relationship between teacher le-
adership and self-development scales and subscales, it was observed that both
total scores of both scales and their subscales have same directional and weak
relationships with each other. As a result, while positive and strong relationships
were determined between the scales and their subscales, positive and weak rela-
tions were found between the two scales. In other words, teacher leadership and
self-development scale and subscale scores have little effect on each other in the
same direction.

Table 8
Regression Analysis Results Table

Dependent Variable: Teacher Leadership

Scale B B (95% CI) p value
Constant 2.279 1.830/2.729 0*
Self-Development Scale 0.272 0.185/0.359 0*
Type of School 0.442 0.310/0.574 0*
Gender -0.055 -0.158/0.048 0.295
Graduation -0.076  -0.202/0.050 0.235
Field 0.019 -0.008 / 0.046 0.172
Seniority 0.065 0.022/0.109 0.103

*p<0.05 (Dependent Variables: Self-Development Scale, Type of School, Gender, Gra-
duation, Field, Seniority

As a result of the regression analysis, a statistically significant effect was
found on the teacher leadership scale in terms of the self-development scale to-
tal scores and of the school type. As the self-development scale score increases,
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the teacher leadership scale score also increases. Also, teacher leadership scores
of teachers working in state schools were lower than those working in private
schools.

Discussion, Conclusion and Suggestions

In the eleventh development plan, the statement “The motivation and pro-
fessional development of teachers and school administrators will be enhanced
and the social status of the teaching profession will be strengthened” is included
while in 19th National Education Council, “enhancing teacher qualification” was
chosen as one of the topic titles. The increasing importance of teacher quality,
which is frequently expressed in legal administrative texts and educational con-
tents, reveals the need for a leading teacher, who can take responsibility for their
own development, is constantly learning, exemplary and guiding. In this context,
the relationship between teachers’ self-development levels and their perceptions
of their own leadership behavior was examined.

As a result of the research, it was found that the teachers developed them-
selves at the “most of the time” level and the highest development was in the
spiritual development with the frequency of “always”. In the research, while the
degree of displaying teacher leadership behaviors was expressed as “often”, it
was found that the highest development was in the sub-dimension of professio-
nal development with the frequency of “always”. While private school teachers’
perception scores about their leadership roles were higher than teachers of state
schools, there was no significant difference in self-development level according
to the type of school. While professional, mental, and spiritual development
subscales and self-development scale showed a result in favor of females in terms
of gender, no significant difference was found according to the graduation vari-
able. While there was a difference in the level of mental and physical develop-
ment according to the field, there was no difference for the seniority variable. In
the research, while teacher leadership and self-development scales reveal posi-
tive and strong relationships among themselves and their subscales, positive and
weak relationships were found between the two scales. In other words, teacher
leadership and self-development scale and subscale scores have little effect on
each other in the same direction. As a result of the regression analysis, a statisti-
cally significant effect was found on the teacher leadership scale in terms of the
self-development scale total scores and the school type.

When the results of the self-development behavior of the teachers were exa-
mined, it was found that teachers display self-development behavior most of the
time. These findings differ from Can’s (2009) research findings, which indicate
that teachers’ desire to learn and improve themselves are high, but their frequ-
ency of behavior is low. In his evaluation, Seferoglu (2004) defined a good teacher
as “a teacher who continually develops themselves professionally and personally,
searches the facilities and uses the opportunities related to self-development”.
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Based on this definition, it can be said that teachers consider themselves as good
teachers and value development. Similar to this research, in his study Ertiirk
(2009) argues that teachers generally want to develop themselves professionally
and that these demands do not change according to gender, but they change ac-
cording to the seniority of teachers.

Spiritual intelligence functions as a director that harmonizes, combines and
transforms other intelligence types and abilities (Savas & Cobanoglu, 2016).
From this point of view, the frequency of teachers displaying the behaviors in
the spiritual development subscale questions as “always” can be interpreted as
a remarkable result. This finding increases the expectation for teachers to be
individuals with a high level of joy, a wise attitude, a desire to contribute to life,
loyalty to the values and principles, an understanding of the meaning of life in
terms of their attitude and behavior. For this reason, it can be suggested to con-
duct multi-faceted and more diverse researches aimed at understanding the spi-
ritual development levels of teachers. In the study, the frequency of teachers
displaying the behaviors included in the mental development, physical develop-
ment and emotional development subscale questions was found as “most of the
time”. Additionally, mental development and spiritual development subscales
and self-development scale scores were higher in favor of females. Similar to the
results of this research, in her study, Ozmen (2013) found that primary school
teachers’ emotional intelligence levels were sufficient, also mentioning that there
was a difference in favor of females in terms of emotional intelligence. Likewise,
Giiveng (2012) stated in their master thesis that the perceptions of elementary
teachers about emotional intelligence levels are “very often” and although there
was no difference in perceptions according to gender, education level and the
number of students, there was a difference between opinions according to senio-
rity. In this study, the mental development subscale score was found to be higher
only for the foreign language field than mathematics field. On the other hand,
in their research on cognitive development in classroom teachers, Canbulat and
Ilgan (2011) stated that teachers’ level of knowledge on cognitive development
does not differ significantly according to their gender and educational status but
it differs significantly according to the period of service in the profession. More-
over, a remarkable finding emerging from this study is that the physical develop-
ment subscale scores of mathematics field teachers were lower than the others.

While various research results in the literature reveal that there is a posi-
tive relationship between teachers’ perceptions and expectations regarding le-
adership roles (Yigit, Dogan & Ugurlu, 2013; Kilin¢ & Recepoglu, 2013), it is
also stated that teachers’ expectations of teacher leadership are higher than their
perceptions of teacher leadership (Beycioglu & Aslan, 2010; Can 2009; Koltik-
¢li, 2011; Yigit, Dogan & Ugurlu, 2013). In the teacher leadership dimension
of the research, teachers expressed their behavior displaying related to the lea-
dership role as “often”. The teachers interpreted the frequency of displaying the
behaviors in the colleague collaboration and institutional development subscale
questions as “often” and the frequency of displaying the behaviors in the profes-
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sional development subscale questions as “always”. Similar to this result, in the
research where teachers reveal their perceptions about leader teachers, Balyer
(2016) concluded that teachers know the teacher leadership and their roles as
leader teachers. Similarly, Arslan and Ozdemir (2015) stated that teachers have
a positive attitude towards the perception of teacher leadership.

In their study, Aslan, Calik and Er (2019) stated that there was no signifi-
cant difference in leadership of teachers according to gender, while Kilin¢ and
Recepoglu (2013), and Beycioglu and Aslan (2012) stated that teachers’ expecta-
tions regarding leadership roles differ significantly according to gender variable
in terms of institutional development and professional development, correspon-
ding to the results of this study. Furthermore, Ontag and Okut (2017) and Yigit,
Dogan and Ugurlu (2013) reveal differences in favor of female teachers in the
findings of their research. Even though not being in the other sub-dimensions in
this study, the fact that female teachers display more professional development
dimension behaviors is similar to these findings. Kiling and Recepoglu (2013)
stated that less experienced teachers’ perception of teacher leadership is higher
in their research. Beycioglu and Aslan (2012) reveal that teachers with higher
seniority have higher perceptions of teacher leadership than teachers with lower
seniority. However, in this study, no statistically significant difference was found
in the perceptions of teachers about their degrees of showing leadership behavi-
ors according to seniority. According to Kiranli (2013), the perceptions regarding
teachers’ leadership behaviors do not differ according to the faculty they gradu-
ate, but according to Beycioglu and Arslan (2012), they differ according to the
fields. However, in this study, no significant difference was found in teacher lea-
dership scales and subscales according to graduation, fields and seniority. In the
research, a significant difference was found in favor of private school teachers
according to the type of school. With this result, it can be interpreted that private
school teachers have the perception of displaying more leadership behaviors.

Contemporary educational leadership is focused on learning and self-
development (Celik, 1999). Similar to the results of the research, Margolis and
Deuel (2009) define teacher leadership as a function that supports teacher deve-
lopment. They also express one of the most positive results of teacher leadership
as teacher leaders’ continuing to pursue their personal goals, professional aspi-
rations and moral imperatives; influencing and transforming themselves. In the
research, positive and weak relationships were found between teacher leadership
and self-development behaviors of teachers. This finding is similar to the state-
ment put forward by Saridas and Bakioglu (2015) that teacher leaders are mostly
people who read and continue their personal development. Similarly, Yaylaci
(2013) stated that the success of education systems is directly proportional to
the achievements of teachers and has linked teachers’ success to have teaching
competencies and to be provided settings where they can use these competencies
and develop themselves.
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In the research, a statistically significant effect of self-development scale
total scores was determined on teacher leadership scale. In other words, as self-
development scale scores increase, teacher leadership scale scores also increase.
Katzenmeyer and Moller (2013) argue that teachers who undertake leadership
behaviors can also focus on maintaining their professional development. At this
point, it may be assumed that the teachers who display leadership behaviors
structure these behaviors on certain expectations. In this context, it is possib-
le to say that this finding of the research coheres with the expectations. This
finding matches with Kalafat’s (2012) statement that self-development com-
petencies indirectly affect other competency dimensions, in other words, self-
development competencies work as an agent competence for other competency
dimensions. Therefore, considering the positive relationship between teachers’
self-development and leadership skills emerging as a result of the research, it
may be recommended to pay attention to choosing teachers for the profession
who have a high development orientation, thus contributing to increasing the
number of leading teachers.

One of the most important factors in the improvement process of school
and education is the professional learning and development of educators (Kose
& Lim, 2011). However, despite this generally accepted understanding, it is a
non-negligible fact that there are serious problems both in terms of approach
and implementation of teachers’ self-development ('Yaylaci, 2013). In their study
titled “Empowered self development and continuous learning”, London and
Smither (1999) state that the change in institutions creates the necessity for the
employees to improve themselves and the need for continuous learning. For this
reason, it is an urgent need to arrange Ministry of National Education funded
in-service training programs for teachers on the subject of “self-development”
in which the physical, mental, spiritual, emotional-social development issues are
covered holistically.

The character traits of the leaders play an integral role in their determina-
tion and action in developing themselves (Orvis & Ratwani, 2010; Boyce et al.
2010). From this point of view, although increasing the quality of teachers is a
very important concept, it may not be possible to say that there is a rapid move-
ment towards strengthening schools and more teachers (Aytag, 2013). When the
opinions of teachers about the practices of developing teacher leadership skills
are examined, it is seen that intra-school leadership development practices are
not sufficient (Arslan & Ozdemir, 2015). Can (2006) expressed the obstacles to
teacher leadership as, obstacles related to school culture, insufficient professi-
onal training and management support, time limitation, formal course load of
the teacher, inadequate support of other teachers, insufficiency of training and
development environment, under evaluating additional efforts and insufficiency
of democratic trust participation environment. As a result, it is understood that
teacher leaders do not have the complete freedom to develop themselves and use
many features described. When it comes to their leadership, it is observed that
teacher leaders are not given realm of freedom in this regard; the profession that
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seems to be independent is not so free (Balyer, 2016). Moving from this point,
it may be recommended to eliminate the situations that will prevent teachers
from showing leadership behaviors in educational environments and to plan and
activate in-school leadership development practices. In order to ensure all the-
se, especially administrators should display attitudes and behaviors that support
teacher leadership and development in schools. Furthermore, Can (2009) emp-
hasizes the need for teacher training programs to train leading teachers who love
their profession, who have advanced communication skills, who have a high level
of interest and curiosity, who try to train themselves in every aspect, who can be a
good model for their environment; also emphasizing the need for leader teachers
to prove that they are experts in their work and reassure the people around them.

Considering the importance of increasing qualified teachers in terms of the
quality of education; in order to include applications to develop and strengthen
teacher candidates and teachers, and to train teachers with leadership behaviors;
it may be suggested for the curriculum of education faculties to be enriched and
renewed in the field of teacher leadership. In this study, the situation related to
teachers’ self-development and teacher leadership has been revealed within the
limitation of “teacher” perspective and quantitative methods. For this reason,
further studies are needed to address the subject in every aspect, giving ideas by
incorporating different perspectives, including versatile and different methods.

As teacher leadership is developed, “just a teacher” mind perception will
change, thus, this mind habit will be a thing of the past (Helterbran, 2010; Levin
& Schrum, 2016). In terms of the level of social position that teachers acquire
in the social structure, it is important that teachers take their own development
responsibilities and complete the transition process from personal leadership to
teacher leadership. Since strong teachers are the guarantee of a strong social
structure, they should be the ones who adopt the principles of continuous de-
velopment and increase their leadership skills. Therefore, it is important to take
the necessary measures to train and increase the number of teachers with these
features.
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Giris
Okullarin amaci, 0zgiir ve ¢ok yonlii diislinebilen, iletisim becerileri giicli,
ruhen ve bedenen saglikl, girisimci, uz goriise sahip, sosyal kiiltiirii 6ziimsemis
bireyler yetistirmektir. Ogretmenlerin bu amaclar dogrultusunda insan yetistir-
meleri beklenir (Agikalin, 1995). Bu agidan bakildiginda, okullarin basarisi igin
klasik ogretim ve klasik okul yoneticiligi yerine lider egitim yoneticisi ve lider
ogretmenlere ihtiyag vardir (Peker, 2004).

Lider anlam olarak yol gosteren, aydinlatan, ileriyi hedefleyen, 6greten,
birlikte calistigi insanlarin istek ve ihtiyaclarin1i zamaninda fark eden yaratici
kimsedir. Lider, onderlik ettigi grubun amag ve davranislarinin belirlenmesinde
ve degistirilmesinde etkili olan kisidir (Saruhan vd., 2009). Liderler, orgiitler-
de farkl kisisel 0zelliklere sahip isgorenlerin, kendilerini daha 0zgiir bir sekilde
ifade ettikleri ve yaptiklar1 her seyi kendi istekleriyle yaptiklarini diistinmelerini
saglayacak bir ortam olusturmalidir (Bolat vd., 2008).

Orgiitsel degisim ve gelisim ihtiyaci ile birlikte, egitim ortamlarinda egi-
timsel ve Orgiitsel seviyelerde artan liderlik gereksinimlerinin sonucu olarak li-
der 6gretmen diisiincesi daha fazla tartisilan bir kavram olarak goriilmektedir
(VranjeSevi¢ ve Frost, 2016; Jacobs vd., 2016).

Cagdag kuramlar egitim uygulamalar1 gelistirmek icin, bagkalarini etkile-
mek, okullarda her pozisyonda dgretmenler gelistirmek ve onlarin liderlik ka-
pasitelerini giiclendirmek adina 6gretmen liderligini, 6§renme durusunu 6rnek-
lendiren, 6grenciye gercekten deger veren, yeni roller, yeni fikirler 6grenmeleri
ve iretebilmeleri i¢in onlara destek olan kapsayici bir yapmin parcast olarak
konumlandirir (Khan ve Malik 2013; Uribe-Florez et al. 2014; Lai ve Cheung,
2014.) Beycioglu ve Aslan (2012) 6gretmen liderliginin 6ziinde okullart mesleki
acidan 6grenen toplumlara doniistiirmek, 6gretmenlerin bu siireclere daha yakin
katilimini saglamak icin onlar1 donanimh hale getirmek ve bdylelikle okullarin
demokratik ortamlara doniismesine katki saglamak diisiincelerinin yattigin be-
lirtmektedir.

Ogretmen liderliginin etkili oldugu okullarda amaglara goniilden baglilik,
birbirinden 6grenme, ortak hareket etme, giicli bir iletisim, stirekli 6grenme,
bilgece tutum ve davraniglarin daha fazla olacagr sdylenebilir. Katzenmeyer ve
Moller (2013) lider 6gretmeni; siif iginde ve diginda liderlik eden, 6grenme-
ye siirekli devam eden ve lider toplumuna katilan, gelismis 0gretimsel uygula-
malarin gerceklestirilmesi icin meslektaslarini motive eden ve olumlu sonuglar
elde etmek tizere sorumluluk iistlenen 6gretmenler olarak tanimlamaktadir. Can
(2007) ise, 6gretmen liderligini, 6gretmenlerin sinifta ve okulda formal ve infor-
mal egitimsel etkinlik ve siireclerde istekli olarak gorevler tistlenmesi, bagimsiz
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projeler olusturmasi, cevrelerini etkilemesi, meslektaglarinin gelisimine destek
olmasi ve giiven olusturmasi yeterlikleri ile tanimlamaktadir. Harris (2005)’e
gore genel olarak 6gretmen liderligi tanimlarinda 6ne ¢ikan dort temel unsur
goriilmektedir. Bunlar, 6gretmenler arasinda ortak degerlerin olusturulmasi, 6g-
retmenlere Onderlik etme imkani verilmesi, 6gretmenlerin 6gretimsel lider ola-
rak gorev yapmalari ve okullarda liderligin bireysellikten 6te etkilesimsel bir olgu
oldugunun kabul edildigi yeni bir orgiit kiiltiirii anlayisinin kabul edilmesidir.

Ogretmen liderligi orgiitsel bir yaklasim olarak liderler, takipcileri ve on-
larmn iligkileri stirecini iceren dagitilmig liderlik temeline dayanir (Harris, 2013).
Nudrat ve Akhtar, (2014) etkili 6gretmen liderleri tanimlayacak yedi 6zelligi li-
der etigi, duygusal saglamlik, kisilerarasi iletisim becerileri, 6gretme yeterliligi,
O0grenme giict, is birligi, girisimcilik olarak ifade etmistir. Buna karsilik Harris ve
Lambert (2003) bu gorevlerini yerine getirmek tizere lider 6gretmenlerin sahip
olmasi gereken becerileri; kisisel eylemler, is birligi becerileri, profesyonel beceri
ve bilgi ile degisim ajanlig1 basliklar altinda simiflamiglardir. Hanuscin ve arka-
daslarimin (2012) lider 6gretmen tanimlart ise, igbirlikci, iyi niyetli, giivenilir ve
yansitict olmak, net bir vizyon ve olumlu bir tutuma sahip olmak, i¢sel motivasyo-
nu yiiksek olmak, 6zverili ve bagkalarinin ihtiyaglarina duyarli olmak ve olumlu
bir rol model olmak seklindedir.

Beycioglu ve Aslan (2010) 6gretmen liderliginin {i¢ alt boyuttan olustugunu
ifade etmekte ve bu boyutlar1 sdyle aciklamaktadir:

1. Kurumsal gelisme: Ogretmen liderligini, geleneksel liderlik yaklagim-
larindan ayiran en 6nemli boyut olarak tanimlanmistir. Bu boyutta,
okul yoneticisinden beklenilen liderlik sorumluluklarinin gesitlenmesi
ile 6gretmenlerin rol almasi gereken cesitli yonetsel etkinliklere iligkin
ifadeler yer almaktadir.

2. Mesleki gelisim: Bu boyut, lider 6gretmenlerin, mesleki olarak kendi-
lerini gelistirmelerini ve yani sira, 0grencilerine ve meslektasglaria da
oncii ve O6rnek davraniglar sergilemelerine yonelik davraniglar: kapsa-
maktadir.

3. Meslektaslarla is birligi: Bu boyut, kosullar sonucu ortaya ¢ikan mesle-
ki ve kurumsal ihtiyaglar dogrultusunda, 6gretmen liderlerin is birligi
odakli ortak calisma gruplari olusumuna liderlik etmelerine yonelik
davraniglarini kapsamaktadir.

Ogretmen liderligi, 6gretmenlerin daha aktif roller iistlenmesini saglayarak
okullarin mevcut kiiltiri ve 6gretmenlerin normlarina karsit durumlar ortaya
¢ikarmaktadir (Mangin, 2005). Ancak Johnson ve Donaldson (2007), 6gretmen-
lerin liderlik becerilerine sahip olsalar da lider olarak tanimlanma konusunda
isteksiz olduklarini ileri siirmekte ve bunu ii¢ nedene baglamaktadir. Bunun
birinci sebebi, okul kiltiiriintin 6gretmenlere liderlik davranisi gosterme firsati
vermemesi olarak ifade edilirken, ikinci olarak, 6gretmenlerin diger yetiskinle-
re liderlik edecek becerilere sahip olmadiklarini diisiinmeleri gosterilmektedir.
Bu konuda gelismeye de isteksizdirler. Uciincii olarak okul kiiltiirlerinde ogret-
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menlerin esit olduklarini ileri siiren yaklagimlar liderlik becerilerini gelistirmek
isteyen 6gretmenlerin motivasyonunu azaltir. Ogretmenler liderlik rollerine gir-
meleri halinde meslektaglarinin tepkilerinden ¢ekinerek grup diginda kalmaktan
kacinirlar.

Assuncao vd., (2008)’e gore, 6gretmenlerin okullardaki giindelik uygula-
malari, ulusal, bolgesel ve okul diizeyinde olusturulan politikalar ve kararlar ta-
rafindan etkilenir. Bu nedenle 6gretmenler, karar siirecinin disinda edilgen bir
kisi konumunda kalir. Egitimde yapilandirmaci yaklagim agisindan bakildiginda
ogretmenlerin, okuldaki giindelik uygulamalar1 etkileyen karar siireclerine ka-
tilmasi beklenir. Ancak bircok iilkede 6gretmenlerle ilgili standartlar, devlet ku-
rumlar tarafindan gelistirilmektedir. Bu siirecte 6gretmen katilimi son derece
siurlt kalmakta ve 6gretmenlerin soz konusu standartlart sahiplenmesi miimkiin
olmamaktadir. Ogretmenlerle ilgili standartlar belirleme girisimi, 6gretmenleri
distan etkilemeye doniik bir girisimdir. Oysa profesyonel gelisim, 6ncelikle hisse-
dilmesi gereken bir ihtiyactir (Akt. Saridas ve Bakioglu, 2015).

Ogretmen liderligi ogretmen gelisimini destekleyen bir islev olsa da, 6g-
retmen liderliginin en olumlu sonuclarindan biri 6gretmen liderlerin kendileri
iizerindeki etkisidir. Cinkii 6gretmen liderler gelisim stirecleri dahilinde kisisel
hedeflerini, mesleki 6zlemlerini ve ahlaki sorumluluklarinmi gelistirerek stirdur-
meye devam ederler (Margolis ve Deuel, 2009). Esasen ¢agdas egitim liderligi
o0grenme ve kendini gelistirme iizerine odaklanmis, bu anlayista her 6gretmenin
0z disiplinle, kendini siirekli yetistiren, gelistiren, kendi kendinin lideri olmasi
fikri vurgulanmstir (Celik, 2007).

Kisisel ve mesleki gelisimini 0nemseyen 6gretmen liderler, biitiin sorumlu-
luklar1 icinde Oncelikli olarak 6grenmeye 6nem vermeleri gerektigini bilirler. Bu
ogretmen liderler meslekleri ile ilgili alanyazini takip etmenin yani sira, yiikse-
kogretimin alana kattiklarini da takip ederek kendine olanaklar yaratir ve okul
icinde ve disinda kendine katki saglayacak mesleki baglantilarin1 devamli olarak
gelistirir. Ayrica 6gretmen liderler, meslektaglarinin ve Ogrencilerinin geribil-
dirimini zengin bir 6grenme kaynagi olarak kabul ederek, onerileri kendilerini
degerlendirmek ve 6grenmek i¢in kullanirlar. Zor isleri kendilerine gorev edine-
rek tecriibelerinden dgrenmeye calisirlar. Ozetle lider 6gretmenlerin bir yandan
O0grenme siirecine devam etmeleri gerekirken, bir yandan liderlik etme sorumlu-
luklarini tagimalar gerekir (Katzenmeyer ve Moller, 2013).

Sonmez (2007) yasam boyu dgrenmeyi, “bireyin kendini gelistirmesine yo-
nelik her tiir grenme ortamindan yararlanarak bilgi, beceri, tutum ve aligkanlik-
lar kazanmasini éngéren bir anlayisin ifadesi” olarak tanimlamaktadir. Ogrenen
lider yaklagimi lidere, siirekli olarak 6grenmek ve kendisini yetistirmek sorum-
lulugunu yiiklemistir (Celik, 2007). Liderlerin siirekli iyilestirme ve gelistirme
faaliyetlerinin baslangic noktasinda, kendini gelistirmesi yer almaktadir (Elias,
2009). Kendini gelistirme, sahip olunan bilgi ve deneyimin gozden gegirilmesi,
yeni bilgi ve beceriler edinilmesi, degismeyi ve 0grenmeyi 6grenimi ifade etmek-
tedir (Marsap, 1999; Findiket, 1996).
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Yapilan literatiir taramasi sonucunda bir¢ok yazar tarafindan kendini gelis-
tirmenin zihinsel, fiziksel (bedensel), sosyal-duygusal ve ruhsal (manevi yasam)
olmak tizere dort boyutta degerlendirildigi belirlenmistir (Adair, 2013; Baker,
2005; Covey, 2001; Ciiceloglu, 1993; Cesitcioglu, 2003; Freshman, 1999; Findikei,
1996; Loehr ve Schwartz, 2004; Megginson ve Whitaker, 2004). Covey (2005) bu
boyutlar su sekilde aciklamistir.

Fiziksel gelisimi saglayan fiziksel boyut, akilli beslenme; siirekli ve dengeli
egzersiz; geregi gibi dinlenme, gevseme, stres yonetimi ve koruyucu diisiinceyi
iceren li¢ bilesene baghdir. Bu boyut, fiziksel bedenimizin etkili bir bicimde ba-
kimuyla ilgilidir.

Zihinsel boyut, bireyin diisiinsel yanini yansitir. Bu boyut, okumak, diistin-
mek, yazmak, yeni gelismeleri takip etmek gibi cabalardan olusur. Boylece birey
cok boyutlu algilama ve karar verme yetenegine sahip olur. Zihinsel zekay1 ge-
listirmenin ¢ yolu; sistematik, disiplinli calisma ve egitim; bireysel farkindaligin
gelistirilmesi; 6greterek ve yaparak 6grenmedir.

Sosyal/Duygusal Boyut, etkili yonetim ve liderlik davraniglarina katkida bu-
lunur. Kisinin kendisinin ve digerlerinin duygularinin farkina varmasini, bunlarin
nedenlerini anlayip, bu bilgiyi diislince ve eylemlerinde kullanma becerisini ige-
rir. Goleman (2006)’ a gore gelistirilebilen duygusal zekanin 6zellikleri arasinda;
kendini harekete gecirebilme, aksiliklere ragmen yoluna devam edebilme, diirtii-
leri kontrol ederek tatmini erteleyebilme, ruh halini diizenleyebilme, sikintilarin
diisinmeyi engellemesine izin vermeme, kendini bagkasinin yerine koyabilme ve
umut besleme yer almaktadir.

Bireyin oziiyle ilgili, son derece kisiye 6zel bir anlam tastyan ruhsal boyut ise
kisinin yagsamini yonlendirir. Manevi yasam boyutunda gelisme, bireyin evrenle,
toplumla, dogayla ve kendisiyle, kisaca yasamin her yoniiyle nasil iligki i¢inde ol-
dugunu gosterir ve en derin ilke ve degerleri kesfetmesine yol acar. Ruhsal zeka-
sin1 gelistirebilmis kisinin, diirtist olmasi, hayatinda insanlara ve tlkiilere katkida
bulunma duygusunu iceren anlam olmasi ve icindeki dogru sesi dinleyen bir kisi
olmas gerekir.

Birey bu dort boyutta dengeli gelisirse, etkili bir yasama kavusur, yasamdan
aldig1 doyum artar. Dort boyuttan herhangi birinde kendini gelistiren birey, ister
istemez diger boyutlarda da kendini gelistirme gereksinmesi duyar (Coleman,
2009; Ciiceloglu, 1993). Yagsam boyu 6grenen kendini siirekli gelistiren bireylerin
Ozellikleri arasinda 6grenme arzusuna sahip olma, kendi 6grenmesinin sorumlu-
lugunu tstlenme, etkili iletisim becerisine sahip olma, kendini gelistirebilme, tist
diizey diistinme becerileri ve arastirma becerilerine sahip olma vb. 6zelliklerin
yer aldig1 goriilmektedir (Adams, 2007; Cornford, 2002). Ogretmenlerin derslik-
lerde ve okullarda etkili olabilmesi i¢in bilgisini, yetenegini, farkli alanlardaki bil-
gisini, genel pedagoji bilgisini vs. gelistirmesi gerekir. Ogretmenlerin gelismesi,
onlarin planlarinin igerigini, karar verme siireclerini, sinif uygulamalarinda etki
alanlarim gelistirecektir (Goodnough ve Hung, 2009).
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Giiniimiiz egitim Orgiitlerinin ihtiyaglarinda ortaya ¢ikan siirekli degisim, bu
degisimlere uyum saglayabilecek lider 6gretmenlere duyulan gereksinimleri art-
tirmaktadir. Ogretmenlerin digaridan planlanan egitimlere katilmalarindan daha
onemlisi, dnce kendi gelisme ihtiyaglarinin farkinda olmalar1 ve bunu tamamla-
ma yoniinde istek duymalaridir. Ciinkil 6gretmen liderler gelisimlerini arttirdik-
¢a liderlik becerilerini arttiracaklar ve diger 6gretmenlerin gelisimlerine olumlu
yonde katki saglayacaklardir. Insanlar gelistirme ve yetistirme sorumlulugu olan
ogretmenlerin oncelikle kendini gelistirme sorumluluklarim yerine getirmeleri
ve liderlik yeteneklerini arttirma c¢abalar1 6nemlidir. Bu nedenle aragtirmada,
ogretmenlerin kendini gelistirme diizeyi, liderlik diizeylerine iligskin algilar, li-
derlik diizeyleri ile kendini gelistirme diizeyleri arasindaki iligkiler anlagiimaya
caligilmistir.

Problem Ciimlesi

Egitim yonetimi alaninda, 6gretmen liderliginin artan Onemi disiintildiigiin-
de, 6gretmenlerin kendini gelistirme ve kendi liderlik diizeylerine iligkin algila-
1 arasindaki iligkiyi inceleyen bu arastirma sonuglarinin, literatiire anlaml bir
katkida bulunmasi beklenmektedir. Bu baglamda, arastirmada su sorulara cevap
aranmistir.

1. Ogretmen goriislerine gore 6gretmenlerde kendini gelistirme hangi dii-
zeyde gerceklesmektedir?

2. Ogretmen goriislerine gore ogretmenlerde kendi liderlik becerilerine
iliskin algi ne diizeydedir?

3. Ogretmenlerin kendini gelistirme ve liderlik diizeylerine iligkin goriis-
leri arasinda ¢alistig1 okul tiird, cinsiyet, mezun oldugu okul, 6gretmen-
lik brangi, meslekteki kidemine gore anlamli bir farklilik var midir?

4. Ogretmen goriiglerine gore 6gretmenlerde kendini gelistirme diizeyi ile
kendi liderlik davraniglarina iligskin algilar1 arasinda anlamli bir iligki var
midir?

5. Ogretmenlerin goriislerine gore 6gretmenlerde kendini gelistirme dii-
zeyi alt boyutlar1 6gretmen liderliginin anlamli bir yordayicist midir?

Yontem

Arastirmanin Modeli

Bu arastirmada nicel arastirma yontemlerinden olan genel tarama model-
lerinden iligkisel tarama modeli kullanilmigtir. Tarama modeli, gecmiste ya da
giiniimiizde var olan bir durumu var oldugu sekliyle betimleyen bir modeldir.
Genel tarama modelinde, ¢ok sayida elemanli bir evrende, evren hakkinda genel
bir yargiya varmak icin evrenin tiimiinden ya da ondan alinan bir grup 0rnek ya
da 6rneklem iizerinde tarama yapilir. Iliskisel tarama modelinde, iki ve daha faz-
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la sayidaki degisken arasinda degiskenlerin birlikte degisip degismedigi; degisme
varsa bunun nasil oldugu saptanmaya calisilir (Karasar, 2011).

Evren ve Orneklem

Arastirma evrenini, 2015-2016 egitim-0gretim yilinda Trabzon ili merkez
devlet ve Ozel ortaokullarda gorev yapan 1480 6gretmen olusturmaktadir. Bu
dogrultuda Trabzon ili merkezinde random yoluyla secilen 10 devlet, 8 6zel orta-
okulda gorev yapan ve 1480 6gretmen igerisinden n= Nt2pq / [d2(N-1) + t2pq]
formiili ile %5 6rneklem hatasi ve %95 giivenle secilen 305 6gretmen arastirma-
nin Orneklemini olusturmustur. Arastirmada tabakal 6rnekleme kullanilmistir.
Bu 6rneklem basit tesadiifi 6rneklemeye oranla daha az sayida 6rneklem grubu
ve daha az bir maliyetle, evreni daha giiclii temsil etme olanag1 saglamaktadir
(Neuman ve Robson, 2014). Arastirmaya katilan dgretmenlerin %77’si, toplam-
da 235 kisi devlet ortaokullardan, %23 i 70 kisi 0zel ortaokullardan 6rnekleme
alinmistir. Katilimeilarin 170 (%55,7)’si kadin, 135’1 (%44,3) ise erkektir. Kati-
limcilarin mezun oldugu okullar agisindan bakildiginda 242 (%79,3) kisi egitim
fakiiltesi, 63 kisi (%20,7) diger okullardan mezundur. Ogretmenlerin branslar
acisindan bakildiginda 55 (%18) kisi yabanci dil, 51 (%16,7) kisi Tiirkge, 44 kisi
(%14,4) kisi matematik, 36 (%11,8) kisi fen bilimleri, 28 (%9,2) kisi sosyal bil-
giler, 91 (%29,8) kisi diger branglardan arastirmaya katimistir. Ankete katilan
ogretmenlerin en bilyiik kismi1 %24,6’lik oran ile 75 kisi 11-15 y1l kidemine sahip
olurken, diger 6gretmenler sirasiyla %?21,6 oran ile 66 kisi 6-10 y1l kideme sahip,
%19,7lik oranlarla 60 kisi 16-20 yil ve 21 yil ve Ustli kidemli gruplardadir. En
kiigiik grup ise %14,4’ lik oran 44 kisi ile 1-5 y1l kidemi olan gruptur. Calismada
stirekli degiskenlerin tanimlayici istatistikleri ortalama =+ standart sapma seklin-
de, kategorik degiskenlerin tanimlayicr istatistikleri kisi sayist (N) ve yiizde (%)
seklinde gosterilmistir.

Veri Toplama Araclari

Aragtirma kapsaminda Ogretmen Liderligi Olgegi (Beycioglu ve Aslan,
2010), ve Kendini Gelistirme Olcegi (Kasapoglu, 2009) kullaniimistir. Ogretmen
Liderligi Olgegi, kurumsal gelisim (0.=.87), mesleki gelisim (0.=.87) ve meslek-
taslarla is birligi(a=.92) alt boyutlarindan olusan, begli likert tipi 25 maddelik bir
olcektir. Olgekte bu ii¢ boyutun agikladigi toplam varyans %57,23 olarak ifade
edilmigtir (Beycioglu ve Aslan, 2010). Aragtirmada kullanilan diger 6l¢ek olan,
Kendini Gelistirme Olgegi ise zihinsel boyut (0.=.92), fiziksel boyut (0.=.83),
sosyal-duygusal boyut (00=.92), ruhsal boyut (a.=.93) alt boyutlarindan olusan
besli likert tipi 33 maddelik bir 6lcektir. Olceklerde araliklar 1-1.8 higbir zaman,
1.8-2.6 nadiren, 2.61-3.40 bazen, 3.41- 4.20 sik sik, 4.21-5 her zaman seklindedir.

Bu aragtirma icin yapilan gegerlik ve giivenirlik analizleri sonucunda, Og-
retmen Liderligi Olcegi icin Cronbach a katsayisi 0.92 olarak, kendini gelistirme
Olcegi icin Cronbach o katsayisi 0.95 olarak hesaplanmistir. Her iki 6l¢ek i¢in de
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yiiksek diizeyde gegerlik ve giivenirlik elde edildigi sOylenebilir. Alt 6lgeklerin
okul tiirlerine gore Cronbach a katsayilari tablo 1 de verilmistir.

Tablo 1
Alt Olceklerin Okul Tiirlerine Gore Cronbach o. Katsayilar

Olcek Alt Olcek Cronbach o
Ozel Ortaokul ~ Devlet Ortaokul

Ogretmen Liderligi Meslektas Is birligi 0.764 0.800
Kurumsal Gelisim 0.797 0.875
Mesleki Geligim 0.816 0.860
Toplam 0.891 0.916
Kendini Gelistirme Zihinsel Gelisim 0.874 0.848
Bedensel Gelisim 0.832 0.789
Duygusal Gelisim 0.877 0.828
Ruhsal Geligim 0.946 0.944
Toplam 0.960 0.949

Verilerin Toplanmasi

Arastirma ile ilgili gerekli izinlerin Trabzon Il Milli Egitim Miidiirliigiinden
alinmasindan sonra arastirma 0rneklemine alinan okullardaki 6gretmenlere, veri
toplama araclarinin uygulanmasi aragtirmaci tarafindan bizzat gerceklestirilmis-
tir. Veri toplama araglar1 uygulanmadan Once arastirma hakkinda 6gretmenlere
aciklamalar yapilmis ve goniilli olanlarin katilimi saglanmustir.

Verilerin Analizi

Bu calismada istatistiksel analizler SPSS Statistics 20.0 istatistiksel paket
programi kullanilarak yapilmistir. Test sonuglarinda elde edilen p degerleri %95
giiven diizeyinde ve a.=0.05 anlamlilik diizeyinde degerlendirilmistir.

Siirekli degiskenlerin karsilagtirlmasinda 2 grupta bagimsiz gruplar icin t
Testi, li¢c ve daha fazla grupta Tek Yonlii Varyans Analizi (ANOVA) Testi kul-
lanilmigtir. ANOVA Testi sonucunda istatistiksel olarak anlamli fark saptandig:
durumlarda ikili kargilagtirmalar icin Tukey Testi kullanilmistir. Ayrica siirekli
degiskenlerin iligkisinin arastirilmasinda Pearson Korelasyon Katsayisi kullanil-
mistir. Yapilan analizler sonucunda anlamli ¢ikan degiskenlerin 6gretmen lider-
ligi 6lgek puani tizerindeki etkisinin arastirilmasinda ise Regresyon Analizinden
yararlanilmistir.
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Bulgular ve Yorum

Bu bolimde arastirmadan elde edilen yOnetici ve Ogretmen goriisleriyle
bunlar arasinda fark olup olmadigina iliskin bulgu ve yorumlara yer verilmistir.

Ogretmen goriislerine gore 63retmenlerde kendini gelistirme diizeyi

Arastirmada, 6gretmenlerin kendilerini gelistirme islevlerini gerceklestirme
diizeyine iligkin 0gretmenlerin goriisleri alinmig ve bulgular sekil 1 ‘de verilmistir.

5
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0

Zihinsel Bedmsd  Duygusal  RubsalGelim  KENDIN
Gelisim Gelisim Geligim GELISTIRME
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Sekil 2: 6gretmenlerde liderlik diizeyi

Kendini gelistirme 6lcegi ortalama puani (x =3.98) olarak hesaplanmig ve
ogretmenlerin Olcek sorularinda yer alan davraniglar1 gerceklestirme sikliklar
“cogu zaman” olarak bulunmustur. Alt 6lgeklere bakildiginda en yiiksek puanin
ruhsal geligsim alt 6lgeginde ( x =4.45), en diigiik puanin ise bedensel gelisim alt
olceginde (x =3.78) oldugu gortlmistiir. Diger iki alt dlgek olan zihinsel geligim
ve duygusal gelisim ortalama puanlari sirasiyla (x =3.86) ve (x =3.82) olarak
hesaplanmistir. Burada 6gretmenlerin ruhsal gelisim alt dlcek sorularinda yer
alan davraniglar gergeklestirme sikliklar1 “her zaman”; zihinsel, bedensel ve duy-
gusal gelisim alt 6lgek sorularinda yer alan davraniglari gerceklestirme sikliklari
ise “cogu zaman” olarak bulunmustur.

Ogretmen Goriislerine Gore Ogretmenlerde Liderlik Diizeyi

Arastirmada, 6gretmenlerin kendi liderlik islevlerini gerceklestirme diizeyi-
ne iligskin algilar1 degerlendirilmis ve bulgular sekil 2 *de verilmistir.
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Sekil 2: 6gretmenlerde liderlik diizeyi

Ogretmen Liderligi olcegi ortalama puam (x =4.01) olarak hesaplanmis
olup, 0gretmenlerin Olcek sorularinda yer alan davranislar1 gerceklestirme de-
recesi “sik sik” olarak bulunmustur. Alt dlceklere bakildiginda en yiiksek puan
mesleki geligim alt 6lceginde (x =4.39) olup, meslektas is birligi ortalama pua-
ni ( x =4.09) olarak hesaplanmustir, en diisiik alt 6lgek puani ise (x =3.54) ile
kurumsal gelisime aittir. Burada 6gretmenlerin meslektas is birligi ve kurumsal
gelisim alt 6lcek sorularinda yer alan davranislar gergeklestirme dereceleri “sik
sik”, mesleki gelisim alt 6lcek sorularinda yer alan davranislari gerceklestirme
dereceleri ise “her zaman” olarak yorumlanabilir.

Ogretmenlerde Kendini Gelistirme ve Liderlik Diizeylerinin Baz1
Degiskenlere Gore Degerlendirilmesi
Arastirmada, 6gretmenlerin kendini gelistirme ve liderlik rolii ile ilgili dav-
raniglar1 gerceklestirme diizeyine iliskin gortslerinin okul tiiriine gore degerlen-
dirilmesi sonuclari tablo 2’ de verilmistir.
Tablo 2 ) )
Okul Tiiriine Gére Ogretmen Liderligi ve Kendini Geligtirme Olceginin
Karsilastirllmast

Okul Tiirii
Devlet (N=235)  Ozel (N=70) p degeri t degeri
Meslektas Isbirligi 4.02 = 0.6 431 = 0.6 0.001* -3.463
Kurumsal Gelisim 341 £0.7 3.95 0.6 0* -5.940
Mesleki Gelisim 432 0.5 4.61 04 0* -5.158
Ogretmen Liderligi Olgegi 3.92+0.5 429 + 0.4 0* -5.613
Zihinsel Gelisim 3.83 £ 0.6 397 £0.7 0.093 -3.024
Bedensel Gelisim 3.76 £ 0.7 3.80 £ 0.8 0.256 -1.783
Duygusal Gelisim 3.8+0.6 3.87 £ 0.8 0.465 -1.891
Ruhsal Geligim 4.44 = 0.7 4.49 = 0.7 0.581 -0.236
Kendini Gelistirme Olcegi 3.96 = 0.6 4.05 0.7 0.230 -2.262

* p<0.05
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Yapilan Bagimsiz Gruplar i¢in t Testi sonuglarina gore: meslektas is birligi
(p<0.05), kurumsal gelisim (p<0.05) ve mesleki gelisim (p<0.05) alt dlcekleri ile
ogretmen liderligi Olcegi (p<0.05) ortalama puanlar1 okul tiiriine gore istatistik-
sel olarak anlamli farklilik gostermistir. Tiim bu Olcekler icin 6zel okulda gorev
yapan 0gretmenlerin kendi liderlik rolleri ile ilgili davraniglari sergileme derecesi
ile ilgili alg1 puanlar1 devlet okulunda gorev yapanlara gore daha yiiksektir. Ken-
dini gelistirme dlcegi ve alt dlcekleri ortalama puanlari ise (p>0.05) okul tiiriine
gore anlamli farklilik gostermemistir.

Arastirmada, 6gretmenlerin kendini gelistirme diizeyine iliskin goriisleri ve
liderlik islevlerini ger¢eklestirme diizeyine iligkin algilarinin cinsiyete gore deger-
lendirilmesi sonuglar1 tablo 3’ de verilmistir.

Tablo 3
Cinsiyete Gore Ogretmen Liderligi ve Kendini Gelistirme Olceginin Karsilagtinlmast

Kadin Erkek p t
(N=170) (N=135) degeri degeri

Meslektas Is birligi 411 £ 0,6 4,06 = 0,6 0.539 0.616
Kurumsal Geligim 3.55 0,7 3.52 0,7 0.652 0.456
Mesleki Geligim 4.46 * 0,4 430 = 0,5 0.002* 3.384
Ogretmen Liderligi Olcegi 4.04 £ 0,5 3.96 £ 0,5 0.157 1.531
Zihinsel Gelisim 3.99 + 0,6 3.70 = 0,6 0* 4.510
Bedensel Gelisim 3.81 £ 0,6 373 £ 0,7 0.314 0.205
Duygusal Gelisim 3.87 0,6 3.76 = 0,7 0.137 0.599
Rubhsal Gelisim 454 * 0,6 434 £ 0,8 0.009* 3.193
Kendini Gelistirme Olcegi 4.06 = 0,5 3.88 = 0,6 0.009* 2.488

* p<0.05

Yapilan Bagimsiz Gruplar Igin t testi sonuglarina gore: mesleki gelisim
(p<0.05) zihinsel gelisim (p<0.05) ve ruhsal gelisim (p<0.05) alt 6lcekleri ile
kendini gelistirme dlcegi (p<0.05) ortalama puanlar cinsiyete gore istatistiksel
olarak anlaml farklilik gostermistir. Tiim bu oOlgekler igin kadin 6gretmenlerin
puanlar1 erkeklere gore daha yiiksektir. Meslektas is birligi (p>0.05), kurumsal
gelisim (p>0.05) ve 6gretmen liderligi (p>0.05) ile bedensel gelisim (p>0.05) ve
duygusal gelisim (p>0.05) alt dlcekleri ortalama puanlar1 bakimindan ise cinsi-
yete gore anlaml farklilik saptanmamagtir.

Arastirmada, 6gretmenlerin kendini gelistirme diizeyine iliskin goriisleri ve
liderlik islevlerini gerceklestirme diizeyine iligkin algilarinin mezuniyete gore de-
gerlendirilmesi sonuclari tablo 4’ de verilmistir.



Tablo 4
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Mezuniyete Gore Ogretmen Liderligi ve Kendini Gelistirme Olgeginin Kargilastinlmast

Mezuniyet
Egitim Fakiiltesi Diger P t
(N=242) (N=63) degeri degeri
Meslektas Is birligi 4.09 = 0,6 4.08 = 0,6 0.901 0.189
Kurumsal Gelisim 3.55+£0,7 3.50 £ 0,7 0.637 0.744
Mesleki Gelisim 439 = 0,5 440 £ 0,5 0.857 0.072
Ogretmen Liderligi Olgegi 4.01 =05 3.99 + 0,5 0.831 0.450
Zihinsel Geligim 38507 3.88 = 0,6 0.757 0.699
Bedensel Gelisim 3.78 £ 0,7 3.76 £ 0,6 0.819 0.852
Duygusal Gelisim 3.81 £0,6 3.84 £0,7 0.702 -0.501
Ruhsal Geligim 4.46 = 0,7 441 %08 0.615 0.098
Kendini Gelistirme Olgegi 3.98 = 0,6 3.98 + 0,6 0.978 0.377

* p<0.05

Yapilan bagimsiz gruplar igin t testi sonuglarina gore: 6gretmen liderligi 61-
¢ek ve alt dlcekleri (p>0.05) ile kendini gelistirme 6l¢ek ve alt dlgekleri (p>0.05)
ortalama puanlar1 bakimmdan mezuniyete gore istatistiksel olarak anlaml fark-
lilik saptanmamustir.

Aragtirmada, 6gretmenlerin kendini gelistirme diizeyine iliskin goriisleri ve
liderlik iglevlerini gerceklestirme diizeyine iligkin algillarinin bransa gore deger-
lendirilmesi sonuglari tablo 5’ de verilmistir.

Tablo 5

Bransa Gore Ogretmen Liderligi ve Kendini Gelistirme Olceginin Karsilastinlmast

Brang
Yabanci Matematik  Tiirkce Sosyal Fen Diger p
Dil (N=44) (N=51) Bilimler Bilimleri (N=91) degeri

(N=55) (N=28) (N=36)
Meslektas Is birligi  4.07 £ 0.6 4.04 0.6 4.00+0.6 411+0.6 420%0.6 412+0.6 0.694
Kurumsal Gelisim  3.42 £ 0.7 339+0.6 343+0.7 3.69+0.8 3.71 £0.7 3.62+0.7 0.094
Mesleki Gelisim 439 £05 43605 442x04 44105 439x0.6 439x04 0.99%
Ogretmen Liderligi  3.96 £ 0.5 3.93+0.5 3.95+0.5 407+0.6 41005 4.04+0.5 0495
Zihinsel Geligim 403 +06 3.63x06 381+06 3.74x0.7 3.97x0.7 3.89 0.6 0.027*
Bedensel Gelisim  3.72 £ 0.6 3.46=0.7 3.84+0.7 3.64 £0.8 398+0.7 3.89 0.6 0.003*
Duygusal Gelisim ~ 3.88 £ 0.6 3.66 0.6 3.83+0.6 3.60+0.9 395+0.6 387+0.6 0.125
Ruhsal Gelisim 441 +£0.7 444 0.6 447x07 42709 458+0.7 448 +0.6 0.608
Kendini Gelistirme 4.03 0.5 3.80*+0.5 398+0.6 3.81+08 411+0.6 4.03x05 0.101

* p<0.05
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Yapilan ANOVA Testleri sonuglarina gore, zihinsel gelisim (p<0.05) ve be-
densel gelisim (p<0.05) alt 6lgek ortalama puanlari brang gruplarina gore is-
tatistiksel olarak anlamli farklhilik gostermistir. Ogretmen liderligi 6lgek ve alt
olgekleri (p>0.05) ile duygusal gelisim alt 6lgegi, ruhsal gelisim alt 6lgegi ve ken-
dini gelistirme 6lgegi (p>0.05) ortalama puanlar1 bakimindan branslar arasinda
anlamli farklar bulunmamustir.

Ikili kargilagtirmalar icin yapilan Tukey Testleri sonuclaria gore, zihinsel
gelisim alt 6lcek puani sadece yabanci dil brangindaki 6gretmenlerde matematik
brangindakilere gore daha yiiksektir. Bu olgek icin diger branglar arasinda an-
lamli farklilik yoktur. Ancak bedensel gelisim alt 0lcegi icinse sadece matematik
brangindaki 6gretmenlerin ortalama puanlari fen bilimleri ve diger branglarda-
kilere gore daha diisiiktiir. Bu 6lcek icin diger branslar arasinda anlamli farklilik
bulunmamustir.

Arastirmada, 6gretmenlerin kendini gelistirme diizeyine iligkin goriisleri ve
liderlik islevlerini gerceklestirme diizeyine iliskin algilarinin kideme gore deger-
lendirilmesi sonuglari tablo 6’ da verilmistir.

Tablo 6
Kideme Gore Ogretmen Liderligi ve Kendini Gelistirme Olceginin Karsilastinlmast

Kidem

1-5y1 6-10 y1l 11-15y11  16-20 yil 21 +yl p F
(N=44) (N=66) (N=175) (N=60) (N=60) degeri degeri

Meslektas Is birligi  4.00 £ 0.5 410+0.7 4.09+0.6 402+0.7 419+0.6 0495 0.848
Kurumsal Gelisim 353 = 0.6 3.60 £ 0.8 348 +0.7 345+0.7 3.65+0.7 0485 0.866
Mesleki Gelisim 44005 443x05 432x05 439+x04 443x05 0587  1.056
Ogretmen Liderligi 398 £ 0.4 4.04£0.6 396+05 3.95+05 409+05 048  0.958

Zihinsel Gelisim 388 0.7 39807 37206 38505 39106 0165 1.502
Bedensel Gelisim 374+ 0.8 3.77x0.7 3.67x0.6 380+06 393+0.7 0278 1.148
Duygusal Geligim 377+x0.7 394 +0.7 3.66*+0.6 3.8 0.6 390=x0.7 0.093 2.052
Ruhsal Geligim 43408 445+0.6 438x0.7 452+0.6 456=*=0.7 0406 2612
Kendini Gelistirme 3.94 = 0.6 4.04 0.6 3.86 0.6 3.99+0.5 4.07x0.6 0207 1390

* p<0,05

Yapilan ANOVA Testleri sonuclarina gore: 6gretmen liderligi 6lcek ve alt
6lgekleri (p>0.05) ile kendini gelistirme 6lgek ve alt 6lgekleri (p>0.05) ortalama
puanlar1 bakimindan kideme gore istatistiksel olarak anlamli farklilik saptanma-
mustir.
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Tablo 7

Ogretmen Goriiglerine Gore Kendini Geligtirme ile Liderlik Diizeyleri Arasindaki
Iligkiler

Boyutlar 1 2 3 4 5 6 7 8 9
rpr pr pr pr pr pr pr P r

1. Meslektas 1 - .571** 0 .518** 0 .832** 0 .267** 0 .232** (O .284** 0 .145* .011 .260**
is birligi

2. Kurumsal 1 - 613%*F 0 .887** 0 .346** 0 .304** 0 .318** 0 .185* .001 .323**
gelisim

3. Mesleki 1 - .806%* 0 .348** 0 .315** 0 .311** 0 .269** 0 350%*
gelisim

4. Ogretmen 1 - 377 0 .333** 0 .359** 0 .228%* 0 364%*
liderligi

5. Zihinsel 1 - .689%* 0 .732*%* 0 .693** 0 .893%*
geligim

6. Bedensel 1 - 769%% 0 .667** 0 .859%**
gelisim

7. Duygusal 1 - .740%* 0 915%*
gelisim

8. Ruhsal 1 - .876%*
gelisim

9. Kendini 1
gelistirme

* p<0.05

Yukaridaki tablo incelendiginde, hesaplanan Pearson Korelasyon Katsayi-
lar1 (r) ve p degerleri sonuclarina gore her iki 6lcek puanlari ve alt dlgeklerinin
puanlari arasinda istatistiksel olarak anlamli (p<0.05) iligkiler saptanmuistir.

Ogretmen liderligi olcegi ile alt dlcekleri arasindaki iliskiler incelendiginde,
meslektas is birligi, kurumsal gelisim ve mesleki gelisim alt 6lceklerinin kendi
aralarinda ayni yonlii ve orta diizeyli (r=0.571, r=0.518, r=0.613) iliskiye sahip
oldugu sonucuna ulasiimistir. Ayrica 6gretmen liderligi toplam puanlari da alt 61-
¢ek puanlari ile ayni yonlii ve giiglii (r=0.832, r=0.887, r=0.8006) iliskiye sahiptir.

Kendini gelistirme Olgegi ve alt dlcekleri arasindaki iligkiler incelendigin-
de: zihinsel gelisim alt 6lcegi bedensel gelisim ve ruhsal gelisim alt dlcekleri ile,
bedensel gelisim alt dlcegi de ruhsal gelisim alt 6lgegi ile kendi aralarinda ayni
yonlii ve orta diizeyli (r=0.689, r=0.693, r=0.667) iliskiler ortaya koymaktadir.
Duygusal gelisim alt 6lgegi ile zihinsel gelisim, bedensel gelisim ve ruhsal gelisim
alt olcekleri kendi aralarinda ayni yonli ve giiclii (r=0.732, r=0.769, r=0.740)
iliskiler gostermektedir. Kendini gelistirme toplam puanlari ise alt 6lcek puan-
lar1 ile ayn1 yonlil ve digerlerine gore daha giiclii (r=0.893, r=0.859, r=0.915,
r=0.876) iligkiye sahiptir.

Ancak 6gretmen liderligi ve kendini gelistirme Olgekleri ile alt dlgeklerinin
birbirleriyle iligkisinin arastirilmasi sonucunda, hem her iki 6l¢egin toplam puan-
larmin hem de bu dlceklerin alt dlcek puanlarinin birbirleriyle ayn1 yonlii ve zayif
iligkilere sahip oldugu goriilmiistiir. Sonug olarak Olceklerin kendi iclerinde alt
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Olcekleri ile aralarinda pozitif ve giiclii iliskiler saptanmuis iken, iki 6lgek arasinda
pozitif ve zayif iliskiler saptanmistir. Yani 6gretmen liderligi ile kendini gelistir-
me Olcek ve alt 6lgek puanlar: birbirlerini ayn1 ydonde az etkilemektedir.

Tablo 8
Regresyon Analizi Sonug¢ Tablosu

Bagimh Degisken: Ogretmen Liderligi Olcegi B B (G.A. %95) p degeri
Sabit 2279 1.830/2.729 0*
Kendini Gelistirme Olcegi 0.272  0.185/0.359 0*

Okul Tiri 0442 0310/0574  0*
Cinsiyet -0.055 -0.158/0.048  0.295
Mezuniyet -0.076  -0.202/0.050  0.235
Brang 0.019  -0.008/0.046  0.172
Kidem 0.065 0.022/0.109 0.103

*p<0.05 (Bagimsiz Degiskenler: Kendini Gelistirme Olgegi, Okul Tiirii, Cinsiyet, Mezu-
niyet, Brang, Kidem

Yapilan regresyon analizi sonucunda kendini gelistirme 6lcegi toplam puan-
lar1 ve okul tiiriiniin 6gretmen liderligi 6lgegi tizerinde istatistiksel olarak anlaml
etkisi saptanmigtir. Kendini gelistirme dlgek puani arttik¢a 6gretmen liderligi 6l-
¢ek puani da artmakta olup, devlet okullarinda calisgan 6gretmenlerin 6gretmen
liderligi puanlar1 6zel okullarda calisanlara gore daha diigtiktiir.

Tartisma, Sonuc ve Oneriler

On birinci kalkinma planinda “Ogretmenlerin ve okul yoneticilerinin moti-
vasyonlar1 ve mesleki gelisimleri artirilacak ve 6gretmenlik mesleginin toplumsal
statiisii giiclendirilecektir” ifadesi yer alirken, 19. Milli Egitim Surasinda “6g-
retmen niteliginin arttirilmasi” konusu basliklardan biri olarak secilmistir. Yasal
yonetsel metinlerde ve egitim iceriklerinde sik¢a ifade edilen 6gretmen niteligi
konusunun gittikce artan onemi, kendi gelisim sorumlulugunu alabilen, 6gren-
meye siirekli devam eden, 6rnek olan, yol gosteren lider 6gretmen ihtiyacini or-
taya koymaktadir. Bu baglamda arastirmada, 6gretmenlerin kendilerini gelistir-
me diizeyleri ile kendi liderlik davraniglarina iliskin algilar1 arasindaki iliskiler
incelenmistir.

Aragtirma sonucunda 0gretmenlerin “cogu zaman” diizeyinde kendilerini
gelistirdikleri, en fazla gelisimin “her zaman” diizeyiyle ruhsal gelisimde oldu-
gu bulunmustur. Arastirmada 0gretmen liderligi davraniglarinin gerceklestirme
derecesi “sik sik” olarak ifade edilirken, en fazla gelisimin “her zaman” diizeyi
ile mesleki gelisim alt boyutunda oldugu bulunmustur. Ozel okulda gérev ya-
pan Ogretmenlerin kendi liderlik rolleri ile ilgili algi puanlar1 devlet okulunda
gorev yapanlara gore daha yiikksekken, kendini gelistirme diizeyi ile ilgili okul
tliriine gore anlamh farklilik bulunmamistir. Mesleki, zihinsel, ruhsal gelisim alt
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Olcekleri ile kendini gelistirme Olcegi cinsiyet acisindan kadinlar lehine bir sonug
ortaya koyarken, mezuniyet degiskenine gore anlamh farklilik saptanmamaistir.
Branglara gore zihinsel ve bedensel gelisim diizeyinde fark ortaya ¢ikarken, ki-
dem degiskeninde hicbir alanda fark ortaya ¢cikmamugtir. Arastirmada 6gretmen
liderligi ve kendini gelistirme 6l¢egi kendi iclerinde ve alt dlcekleri ile pozitif ve
giiclii iligkiler ortaya koyarken, iki 6lgek arasinda pozitif ve zayif iligkiler saptan-
mistir. Yani 6gretmen liderligi ile kendini gelistirme Olcek ve alt 6lgek puanlari
birbirlerini ayn1 yonde az etkilemektedir. Yapilan regresyon analizi sonucunda
ise kendini gelistirme 6lgegi toplam puanlari ve okul tiiriiniin 6gretmen liderligi
Olcegi tizerinde istatistiksel olarak anlamli etkisi saptanmustir.

Arastirmada 6gretmenlerde kendini gelistirme davranisinin sonuglari ince-
lendiginde 6gretmenlerin kendini gelistirme davranisini cogu zaman yaptiklari
yoniinde bulgulara ulagilmigtir. Bu aragtirma bulgularinin Can’m (2009) 6gret-
menlerin 6grenme ve kendilerini gelistirme isteklerinin yiiksek, fakat bu yonde
davranig gosterme sikliklarmin diisitk oldugunu ortaya koyan arastirma bulgu-
lariyla farklilik gosterdigi soylenebilir. Seferoglu (2004) iyi bir 6gretmenle ilgili
degerlendirmesinde “kendisini mesleki ve kisisel acilardan stirekli olarak gelis-
tiren, kendisini gelistirmeyle ilgili firsatlar1 ve olanaklar1 aragtiran ve degerlen-
diren 6gretmen” seklinde bir tanimlama yapmistir. Bu tanimdan yola ¢ikilarak
arastirmada Ogretmenlerin kendilerini, gelisime Onem veren, iyi 6gretmenler
olarak gordiiklerini sOyleyebiliriz. Yine bu aragtirmaya benzer sekilde Ertiirk
(2009) arastirmasinda genel olarak 6gretmenlerin kendilerini mesleki agidan ge-
listirmek istediklerini ileri stirmekte, bu isteklerinin cinsiyete gore degismezken,
ogretmenlerin kidemlerine gore degistigini ifade etmektedir.

Rubhsal zeka diger zeka tiirleri ve yeteneklerini uyum icinde calistiran, birles-
tiren ve davranisa doniistiiren bir ydnetmen gibi iglev goriir (Savas ve Cobanoglu,
2016). Bu acidan bakildiginda aragtirmada 6gretmenlerin ruhsal geligim alt 6lgek
sorularinda yer alan davranislar1 gerceklestirme sikliklarinin “her zaman” olarak
bulunmasi géze carpan bir sonuc olarak yorumlanabilir. Bu bulgu 6gretmenlerin
tavir ve davraniglarinda yasama sevinci yiiksek, hayata katkida bulunma arzusu
tastyan, deger ve ilkelere gontilden bagli, hayatin anlamini kavramus, bilgece tu-
tuma sahip bireyler olma beklentisini arttirir. Bu nedenle 6gretmenlerin ruhsal
gelisim diizeylerini anlamaya doniik ¢ok yonli ve daha farkli boyutta arastirma-
lar yapilmasi onerilebilir. Arastirmada 6gretmenlerin zihinsel gelisim, bedensel
gelisim ve duygusal gelisim alt 6lcek sorularinda yer alan davraniglari gercekles-
tirme sikliklar1 “cogu zaman” olarak bulunmustur. Ayrica arastirmada zihinsel
gelisim ve ruhsal gelisim alt 6lgekleri ile kendini gelistirme Olcegi puanlart kadin-
lar lehinde daha fazladir. Bu arastirma sonuglaria benzer sekilde Ozmen (2013)
ilkogretim okulu 6gretmenlerinin duygusal zeka diizeylerinin yeterli oldugunu
ortaya koydugu calismasinda ayrica duygusal zeka konusunda kadinlar lehinde
bir farklilik olduguna deginmistir. Yine ayn1 sekilde Giiveng (2012) yiiksek lisans
tezinde simif 6gretmenlerinin duygusal zeka diizeylerine iliskin algilariin “cok
sik” diizeyde oldugunu ancak cinsiyet, 6grenim durumu ve dgrenci sayisina gore
algilarda fark olmasa da kideme gore gorusler arasinda fark oldugunu belirtmis-
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tir. Bu aragtirmada zihinsel gelisim alt dlcek puani sadece yabanci dil brangindaki
o0gretmenlerde matematik brangindakilere gore daha yiiksek bulunmustur. Can-
bulat ve Ilgan (2011) farkli olarak sinif 6gretmenlerinde biligsel gelisim ile ilgili
yaptiklari arastirmada sinif 6gretmenlerinin biligsel gelisim alanindaki bilgi dii-
zeylerinin; cinsiyetlerine, 6grenim durumlarina gore anlamh farkliik gosterme-
digini belirtirken, meslekteki hizmet siirelerine gore anlaml farklilik gosterdigini
ortaya koymustur. Bu arastirmada ayrica bedensel geligsim alt dlcek puanlarinin
matematik brangindaki 6gretmenler icin digerlerinden disiik olmasr ilgi ¢ekici
bir bulgu olarak degerlendirilebilir.

Alanyazindaki cesitli arastirma sonuglar1 6gretmenlerin liderlik rollerine
iligkin alg1 ve beklentileri arasinda pozitif yonde anlamli iligkilerin oldugunu orta-
ya koymakla birlikte (Yigit, Dogan ve Ugurlu, 2013; Kilin¢ ve Recepoglu, 2013),
Ogretmenlerin, 0gretmen liderligi beklentilerinin 6gretmen liderligi algilarindan
daha yiiksek diizeyde oldugu ifade edilmektedir (Beycioglu ve Aslan, 2010; Can
2009; Koliikeii, 2011; Yigit, Dogan ve Ugurlu, 2013). Arastirmanin égretmen li-
derligi boyutunda, 6gretmenler liderlik rolii ile ilgili davraniglar1 gerceklestirme
durumlarim “sik sik” seklinde ifade etmistir. Ogretmenler meslektas is birligi
ve kurumsal gelisim alt 6lgek sorularinda yer alan davranislar1 gerceklestirme
durumlarini “sik sik”, mesleki gelisim alt 6lgek sorularinda yer alan davraniglar
gerceklestirme sikliklarini ise “her zaman” olarak yorumlamistir. Bu aragtirma
sonucuna benzer sekilde Balyer (2016) 6gretmenlerin, 6gretmen liderle ilgili al-
gilarini ortaya koydugu arastirmasinda 6gretmenlerin, 6gretmen liderligi ve 6g-
retmen lider rollerini bildikleri sonucuna ulagsmistir. Yine benzer sekilde Arslan
ve Ozdemir (2015) 6gretmenlerin 6gretmen liderligi olgusuna karst olumlu bir
tutuma sahip oldugunu ifade etmistir.

Aslan, Calik, Er (2019) yaptiklar ¢aligmalarda 6gretmen liderliginde cin-
siyete gore anlamli farkliliklar olmadigini ifade ederken, Kiling ve Recepoglu
(2013) ve Beycioglu ve Aslan (2012) arastirma bulgulari ile de ortiisecek sekilde
ogretmenlerin cinsiyet degiskenine gore liderlik rollerine iliskin beklentilerinin
kurumsal gelisme ve mesleki gelisim boyutlarinda anlaml bir bicimde farklilas-
tigin1 ifade etmektedir. Ayrica Ontag ve Okut (2017) ile Yigit, Dogan, Ugurlu
(2013) arastirma bulgularinda kadin 6gretmenler lehine fark ortaya koyarken, bu
arastirmada diger alt boyutlarda olmasa da, mesleki gelisim boyutu davranislari-
n1 kadin 6gretmenlerin daha fazla gostermesi bu bulgularla benzerlik tasimakta-
dir. Kiling ve Recepoglu (2013) arastirmasinda daha az deneyimli 6gretmenlerin
ogretmen liderligi algilarinin daha yiiksek oldugunu ifade ederken, Beycioglu ve
Aslan (2012) aragtirmalarinda kidemi daha fazla olan 6gretmenlerin 6gretmen
liderligine iliskin algilarinin kidemi daha az olan 6gretmenlere gore, daha yiik-
sek oldugunu ortaya koymaktadir. Ancak bu arastirmada 6gretmenlerin kendi
liderlik davraniglarini gosterme dereceleri ile ilgili algilarinda kideme gore is-
tatistiksel olarak anlamh bir farka rastlanmamustir. Ogretmenlerde liderlik dav-
raniglarma iligkin algilar Kiranlr'ya (2013) gére mezun oldugu fakiilteye gore
degismezken, Beycioglu ve Arslan’a gore (2012) branglara gore degismektedir.
Ancak bu arastirmada 6gretmen liderligi 6lcek ve alt dlgeklerinde mezuniyete,
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branslara ve kideme gore anlaml bir farka rastlanmamigtir. Arastirmada okul
tiriine gore 6zel okul 6gretmenleri lehinde anlamli farklilik bulunmustur. Bu du-
rum Ozel okullarda gorev yapan 6gretmenlerin liderlik davraniglarini daha fazla
sergiledikleri algisina sahip olduklari seklinde yorumlanabilir.

Cagdas egitim liderligi 6grenme ve kendini gelistirme {izerine odaklanmistir
(Celik, 1999). Arastirma sonuglarina benzer sekilde dgretmen liderligini 6gret-
men gelisimini destekleyen bir islev olarak tanimlayan Margolis ve Deuel (2009),
O0gretmen liderliginin en olumlu sonuclarindan birini, 6gretmen liderlerin kisisel
hedeflerini, mesleki 6zlemlerini ve ahlaki zorunluluklar gelistirerek stirdiirmeye
devam etmeleri, kendilerini etkilemeleri, doniistiirmeleri olarak ifade etmekte-
dir. Arastirmada 6gretmen liderligi ile 6gretmenlerde kendini gelistirme davra-
niglar1 arasinda pozitif ve zayif iligkiler saptanmistir. Bu bulgu Saridas ve Ba-
kioglunun (2015) ileri siirdiigii 6gretmen liderlerin genellikle daha ¢ok okuyan
ve kisisel gelisimlerini siirdtiren kisiler oldugu ifadesi ile benzerlik tasimaktadir.
Yaylaci (2013) aragtirmasinda benzer sekilde egitim sistemlerinin basarisinin
Ogretmenlerin basarilari ile dogru orantili oldugunu ifade etmis, 6gretmenlerin
basarili olabilmelerini, 6gretmenlik yeterliklerine sahip olmalarina ve bu yeter-
likleri kullanabilecekleri, kendilerini gelistirebilecekleri ortamlarin saglanmasi-
na baglamistir.

Arastirmada, kendini gelistirme 6lgegi toplam puanlarinin, 6gretmen lider-
ligi 6lgegi tizerinde istatistiksel olarak anlamli etkisi saptanmistir. Yani kendini
gelistirme Olcek puani arttikca 6gretmen liderligi 6lcek puanlarr da artmakta-
dir. Katzenmeyer ve Moller (2013) liderlik davraniglar1 iistlenen 6gretmenlerin
kendi mesleki gelisimleri siirdiirmeye de odaklanabildiklerini ileri siirmektedir.
Bu noktada, liderlik davranislari sergileyen 6gretmenlerin bu davraniglarini bel-
li birtakim beklentilerin iizerine yapilandirdiklari diisiintlebilir. Bu baglamda,
arastirmanin bu bulgusunun beklentilerle uyum iginde oldugunu sdylemek miim-
kiindiir. Bu bulgu Kalafatin (2012) kendini gelistirmeye iliskin yeterliklerin diger
yeterlik boyutlarini dolayl etkiledigi, baska bir deyisle kendini gelistirmeye ilis-
kin yeterliklerin diger yeterlik boyutlar1 igin araci bir yeterlik konumunda oldugu
ifadesi ile de benzerlik gostermektedir. Bu nedenle arastirma sonucunda ortaya
cikan Ogretmenlerin kendini gelistirmeleri ile liderlik becerileri arasindaki po-
zitif iligki diistiniildiigiinde meslege 6gretmen segiminde gelisme yonelimi fazla
olan kisilerin secilmesine 6zen gosterilmesi, boylece lider 6gretmen sayisinin art-
tirllmasina katki saglanmasi onerilebilir.

Okulun ve ¢gretimin iyilestirilmesi siireclerinde en dnemli unsurlardan biri
egitimcilerin mesleki 6grenme ve gelisimidir (Kose ve Lim, 2011). Ancak genel
kabul géren bu anlayisin varligina karsin, 6gretmenlerin kendilerini gelistirmele-
ri konusunda gerek yaklagim gerekse uygulama acisindan ciddi sorunlarin oldugu
g0z ard1 edilemeyecek bir olgu niteligindedir (Yaylaci, 2013). London ve Smither
(1999), “Kendini gelistirme ve siirekli 6grenme” adli calismalarinda 6rgiitlerdeki
degisimin, calisanlarin kendilerini gelistirme zorunlulugunu ve siirekli 6grenme
ihtiyacini yarattigini belirtmektedir. Bu nedenle 6gretmenlere yonelik, iceriginde
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fiziksel, zihinsel, ruhsal, duygusal-sosyal gelisim konularinin biitiinsellik icinde
islendigi “kendini gelistirme” konulu Milli Egitim Bakanlig1 destekli hizmet ici
egitim programlarinin diizenlenmesi ivedi bir gereksinim olarak diisiiniilebilir.

Liderlerin karakter 6zellikleri kendilerini gelistirmeleri ile ilgili kararlilikla-
rinda ve eylemlerinde biitiinleyici bir rol oynamaktadir (Orvis ve Ratwani, 2010;
Boyce vd. 2010). Bu agidan bakildiginda 6gretmen niteliginin arttirilmast cok
onemsenen bir kavram olsa da okullarin ve daha fazla sayida 6gretmenin giic-
lendirilmesine yonelik hizli bir hareketin soz konusu oldugu sdylenemeyebilir
(Aytac, 2013). Ogretmen liderligi becerilerini gelistirme uygulamalarmna yonelik
ogretmen goriisleri incelendiginde okul igi liderlik gelisim uygulamalarinin ye-
terli diizeyde olmadig1 goriilmektedir (Arslan ve Ozdemir, 2015). Can (2006) 6g-
retmen liderliginin oniindeki engelleri, okul kiiltiiriiyle ilgili engeller, mesleksel
yetisme siirecindeki yetersizlik, yonetim desteginin yetersizligi, zaman sinirliligi,
ogretmenin formal ders yiiki, diger 0gretmenlerin yetersiz destegi, yetisme ve
gelisme ortaminin yetersizligi, ilave cabalarin degerlendirilmemesi, demokratik
giiven katilim ortaminin yetersizligi olarak ifade etmistir. Buradan cikan sonugla
Ogretmen liderlerin betimlenen bircok 6zelligi kullanmalari ve kendilerini gelis-
tirmeleri konusunda, tam bir Ozgiirliige sahip olmadiklar1 anlagiimaktadir. Li-
derlikleri s6z konusu oldugunda 6gretmen liderlere bu konuda 6zgiirliik alani
saglanmadigi, bagimsiz gibi goriinen meslegin aslinda o kadar da 6zgiir olmadigi
goriilmektedir (Balyer, 2016). Bu noktadan hareketle egitim ortamlarinda 6gret-
menlerin liderlik davranislar1 gostermelerine engel olacak durumlarin ortadan
kaldirmasi, okul i¢i liderlik gelisim uygulamalarinin planlanmasi ve aktif kilinma-
s1, tiim bunlarin saglanabilmesi i¢in 6zellikle yoneticilerin okullarda 6gretmen li-
derligini ve gelisimini destekleyici tutum ve davraniglar gdstermeleri Onerilebilir.
Bunlarimn yani sira Can (2009), 6gretmen yetistiren programlarin, meslegini se-
ven, iletisim becerileri gelismis, ilgi ve merak seviyesi yliksek, her konuda kendini
yetistirmeye calisan, cevresine iyi model olabilecek lider 6gretmenler yetistirmesi
geregine vurgu yaparak, lider 0gretmelerin islerinde uzman olduklarini kanitla-
yarak cevrelerine giiven vermeleri gereginden soz eder.

Egitimin kalitesi acisindan 6gretmen niteligini arttirmanin 6nem tasidigi
dustniildigiinde, egitim fakiltelerinde 6gretmen adaylarini ve 6gretmenleri ge-
listirip gliclendirecek uygulamalara yer verilmesi, liderlik davranislarina sahip
Ogretmenlerin yetistirilmesi amact dogrultusunda egitim fakiilteleri miifredatla-
rinin 6gretmen liderligi alaninda zenginlestirilerek yenilenmesi 6nerilebilir. Bu
arastirmada 6gretmenlerde kendini gelistirme ve 6gretmen liderligine iliskin du-
rum “Ogretmen” perspektifi ve nicel yontem sinirliliginda ortaya konmustur. Bu
nedenle konuyla ilgili, konuyu her yontiyle ele alan, farkli perspektifleri de icine
katarak fikir verebilen, cok yonlii ve farkli yontemler iceren daha fazla ¢calismaya
ihtiya¢ duyuldugu sdylenebilir.

Ogretmen liderligi gelistirildikce ulusun zihninde “sadece bir dgretmen”
kavrami zihin aligkanlhig olarak kalacaktir (Helterbran, 2010; Levin ve Schrum,
2016). Toplumsal yapida 6gretmenlerin edinecegi statii diizeyinde, 6gretmenle-
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rin kendi gelisim sorumluluklarini almalari, kigisel liderlikten 6gretmen liderli-
gine gecis siirecini tamamlamalar1 6nemli rol oynar. Giiclii bir toplum yapisinin
teminati olan giiclii 6gretmenlerin, stirekli gelisim ilkelerini benimsemis, liderlik
becerilerin arttiran kisiler olmasi gerektiginden, bu 6zellikteki 6gretmenlerin ye-
tistirilmesi ve sayilarinin arttirilmasi igin gerekli dnlemlerin alinmas1 dnemlidir.
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