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Abstract

Problem Statement: Transformational leadership increases organization
members’ commitment and engagement in meeting organizational goals
and it enhances skills and capacities. Many studies reveal that
transformational leadership behaviors, such as idealized influence,
inspirational motivation, individualized consideration, innovative climate,
and intellectual stimulation, are positively related to better performance
and increased job satisfaction. It is considered that since managers of the
future will be transformational leaders, they should be trained as
transformational leaders.

Purpose of the Study: The main purpose of this study is to introduce
usability of the Cross-Cultural Adaptation of Headmasters’
Transformational Leadership Scale. It also purposes to discover
headmasters’ behaviors based on teachers’ perceptions.

Methods: In this study, a descriptive statistical model was employed, and
822 teachers participated in the Malatya (n=442) and Adiyaman (n=380)
provinces. The sample of this study was chosen by a purposive sampling
method. Exploratory Factor Analysis (EFA) was employed to obtain
evidence related to construct validity of the scale, and it administered on
330 primary schools teachers in Mardin. For Confirmatory Factor Analysis
(CFA), it was administered to 390 teachers in Adiyaman, Turkey.

Findings and Results: After EFA and CFA processes, it was proven that this
scale is valid and usable for the Turkish context. As a result of the
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reliability and validity processes, the adapted form of the scale was
composed of 23 items. Item sub-factor correlation was between 0.78 and
0.90, and item total correlation was between 0.61 and 0.80. Cronbach value
was found to be 0.96. Other values found were 0.87 for vision building;
0.88 for individual consideration; 0.92 for intellectual consideration; and
0.91 for the innovative climate sub-dimension. As a result, it was
discovered that 61.22% of the teachers remarked that their headmasters
provided participation for vision building; 72.02% stated that their
individual consideration were valued; and 65.07% claimed that their
individual stimulation was supported. Finally, 80% asserted that they
were encouraged for an innovative climate in their organizations.

Conclusion and Recommendations: Results reveal that teachers” perceptions
about their headmasters’ transformational leadership behaviors are
positive in vision building, individual consideration, intellectual
stimulation, and innovative climate. They perceive their headmasters’
leadership qualities and communicative skills positively. It is
recommended that headmasters who are incompetent should be trained
carefully through in-service programs.

Keywords:  Teachers’  perceptions, transformational leadership,
transformational leaders, headmasters.

Introduction

The competition in the 21st century’s global economy will be more complex and
challenging (Ireland & Hitt, 2005; Chew & Chan, 2008), so leaders are expected to
cope with this changing world of work, diverse communities, and parents (Lewis,
Goodman, & Fandt, 1998). According to Fullan (2001), the more complex society gets,
the more sophisticated leadership becomes; therefore, leaders must be effective,
adaptable, dynamic, team-oriented, strong communicators, problem solvers, and
transformational to thrive in these complex environments (Du Plessis, Conley, &
Hlongwane, 2006; Yukl, 2005).

Theoretical Framework

As an approach that originated in the military, transformational leadership
increases organization members’ commitment and engagement in meeting
organizational goals and developing leadership potentials (Popper, Mayseless, &
Castelnovo, 2000; Heck & Hallinger, 1999; Bass, 1998). It also enhances skills and
capacities (Leithwood & Jantzi, 2006; Marks & Printy, 2003; Northouse, 2001; Den
Hartog, House, Hanges, Ruiz-Quintanilla, & Dorfman, 1999; Gronn, 1995; Evers &
Lakomski, 1996).

Research on transformational leadership in educational settings was initiated in
the late 1980s and early 1990s (Leithwood, 1994). McFarlin and Sweeney (1998) assert
that successful managers in the future will be transformational leaders, and they
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suggest that managers should be trained as such. It has been evaluated that this
approach can help managers become exceptional leaders, and they can group
together rather than perform tasks as individuals (Hallinger, 2003; Hall, Johnson,
Wysocki, & Kepner, 2008).

According to Muenjohn and Anderson (2007) transformational leadership is
flexible and can allow leaders to adapt their behaviors to meet the requirements of
their subordinates. Transformational leaders build visions for schools and establish
school goals (Leithwood & Jantzi, 2000; Castanheira & Costa, 2011; Leithwood, 1992),
provide intellectual stimulation. They also offer individualized support by modeling
the best practices in organizational values (Silins, Mulford & Zarins, 2002),
demonstrate high performance expectations, create a productive school culture and
provide participation in decisions at school, sharpen their subordinates’ skills, and
enhance others’ knowledge (Bennis & Nanus, 1997; Kreitner & Kinicki, 1998).

Transformational leadership has certain components. First, it has idealized
influence which is defined as both the leader’s behavior and the followers’ attributions
about the leader. Here, idealized leaders consider the needs of others before their
own personal needs, avoid the use of power for personal gain, demonstrate high
moral standards, and set challenging goals for others (Walumbwa & Lawler, 2003).
Second is the individualized consideration that represents a leader’s consistent effort to
treat each individual as a special person and be a mentor to develop his or her
followers’ potential. Third is intellectual stimulation, which means a leader’s effort to
stimulate followers to be innovative and creative, as well as reframe problems and
approach them in new ways. Another is inspirational motivation, which refers to the
ways leaders motivate and inspire others around them by displaying enthusiasm,
communicating high expectations, and demonstrating commitment to the shared
goals (Geijsel, Sleegers, Leithwood, & Jantzi, 2003; Nguni, Sleegers, & Denessen,
2006; Yu, Leithwood, & Jantzi, 2002; Geijsel et al., 2003; Leithwood & Jantzi, 2005;
Leithwood, Steinbach, & Jantzi, 2002; Rafferty & Griffin, 2004). The last component is
innovative climate defined as the shared perceptions of organization members
concerning the practices, procedures, and behaviors that promote the generation of
new knowledge and practices (Moolenaar, Daly & Sleegers, 2010; Cho & Dansereau,
2010). Transformational leaders can help subordinates to achieve their objectives by
creating a climate that emphasizes goal clarity and change, while alleviating
ambiguity (Bass & Avolio, 1994-1997; Jung & Avolio, 2000; Yammarino, Spangler &
Bass, 1993; Geijsel et al., 2009; Day et al., 2000; Geijsel et al., 2001; Leithwood et al.,
2008; Nemanich & Keller, 2007; Ross & Gray, 2006).

Many studies reveal that idealized influence, inspirational motivation,
individualized consideration, and intellectual stimulation behaviors are positively
related to better performance and increased job satisfaction (Anderson, 2008; Bass,
1997; Bass & Avolio, 1994; Bommer, Rubin & Baldwin, 2004). Therefore, this study
aims to discover teachers’ perceptions on their headmasters’ transformational
leadership behaviors concerning vision building, individualized consideration,
intellectual stimulation, and innovative climate. Moreover, by determining
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headmasters’ transformational leadership behaviors, which are vital in any
educational system, this study also aims to develop some practical recommendations
supported by other studies. It seeks to make the system operate better by increasing
awareness for all stakeholders.

Method

The main purpose of this descriptive study is twofold. One aspect is to introduce
whether the Cross-Cultural Adaptation of Headmasters’ Transformational
Leadership Scale developed by Moolenaar et al., (2010) can be used in the Turkish
culture. The other aim is to discover the teachers’ perceptions on headmasters’
transformational leadership behaviors concerning the variables of gender, status,
school experience, level that they are currently teaching, and professional experience.

Sample

The sample of this study was chosen by the purposive sampling method, which
targets a particular group of people (Bailey, 1994). Exploratory Factor Analysis (EFA)
was employed to obtain evidence related to determining the validity of the scale.
Therefore, it was administered to 330 primary schools teachers in Mardin, Turkey. Of
these, 310 survey forms were returned and analyzed. For Confirmatory Factor
Analysis (CFA), it was administered to 390 teachers in Adiyaman, Turkey. After EFA
and CFA, it was proven that this scale is valid and usable for the Turkish context.
Finally, it was applied to 822 teachers in the provinces of Malatya (n=442) and
Adiyaman (n=380) to discover teachers’ perceptions on their headmasters’
transformational leadership behaviours concerning vision building, individualized
consideration, intellectual stimulation, and innovative climate.

Adaptation Work

In the translation process of the original scale, the back translation technique was
used. It is preferred despite being time consuming and expensive. In this process, a
questionnaire is translated into the target language by one translator and then
translated back into the source language by another independent translator who does
not see the original one. The two-source-language versions are then compared
(Sperber, 2004; Looman & Farrag, 2009).

In the translation process of this scale, a linguist translated it into Turkish, and
then another academic translated it into English again. Two researchers and a
linguist completed the translation process through group work. It was proofread by
15 teachers to find if all participants understood the questions equally. The original
scale is used to measure Headmasters’ Transformational Leadership Behaviors based
on four theoretical dimensions, which are vision building, individualized
consideration, intellectual stimulation, and innovative climate (Daft & Becker, 1978;
Damanpour & Evan, 1984; Nonaka & Takeuchi, 1995).
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Exploratory Factor Analysis (EFA)

EFA was employed to discover the appropriateness of the scale for the Turkish
culture. The factor conformity of EFA results was verified with CFA. For EFA
analysis, the SPSS 15.0 program was used, and for CFA, Lisrel 8.80 was used. EFA is
a complex, multi-step process and a widely utilized statistical technique in social
sciences (Costello & Oshorne, 2005). It is an approach for expressing the language of
mathematical hypothetical constructs by using a variety of directly measurable and
observable indicators. In an EFA process, the empirical data is explored to detect
characteristic features and interesting relationships without imposing any definite
model on the data (Jorreskog & Sorbom, 1993). Here, before using the EFA process,
the sampling size was checked for compatibility with factoring that plays an
important role in the application of almost all statistical methods to estimate the right
parameters (Raykov & Marcoulides, 2000).

For EFA and CFA analysis, two independent sampling groups were taken
consecutively (Group I: 310- Group II: 390). It has been stated that acceptable
sampling size for CFA is 4:1 or 5:1 for each item (Floyd & Widaman, 1995). Gorsuch
(1983) recommended that sample size should be at least 100, and Kline (1979)
supports this recommendation. Guilford (1954) argued that sample size should be at
least 200, and Cattell (1978) claimed the minimum desirable sample size is to be 250.
Comrey and Lee (1992) offered a rough rating scale for adequate sample sizes in
factor analysis: 100=poor, 200=fair, 300=good, 500=very good, and 1,000 or
more=excellent. They urged researchers to obtain samples of 500 or more
observations whenever possible in factor analytic studies (MacCallum & Widaman,
1999). For CFA, minimum sampling size is suggested as 250 people (Hoyle, 1995).
However, for robust maximum likelihood, estimation needs relatively large sample
sizes of at least N>400 (Schermelleh-Engel, Moosbrugger, & Miiller, 2003). In this
study, the sampling size rate for EFA was 13:1 and for CFA was 17:1 for each item.

In order to test the data collecting structure for EFA considering sampling size,
another criterion is Kaiser-Meyer-Olkin Test (KMO) results. The KMO results are
accepted for values greater than 0.50. Furthermore, values between 0.50 and 0.70 are
mediocre, 0.70 and 0.80 are good, 0.80 and 0.90 are great, and over 0.90 are superb
(Hutcheson & Sofroniou, 1999). For these data, the values are about 0.95 for EFA and
0.96 for CFA, which falls into the range of being great.

Bartlett's spherical test (1954) is a notoriously sensitive test of the hypothesis that
the correlations in a correlation matrix are zero. The test is available in SPSS factor,
but because of its sensitivity and dependence on sampling size, it is likely to be
significant with samples of substantial size even if correlations are very low.
Therefore, use of the test is recommended only if there are fewer than, for example,
five cases per variable (Tabachnick & Fidell, 2007). For these data, Bartlett’s tests are
highly significant for EFA (X2(2s3) = 5265.18; p<.01) and CFA (X2(253) =6597.63; p<.01).

For factor design of the scale, principal component analysis and factor rotation
maximum varimax was chosen for orthogonal rotation. In applied social science
research, orthogonal rotation is used most often (Brown, 2006). As a result of the
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analysis, it was discovered that 5 components had over 1 real value for 24 items (as in
the original study). Factor load was accepted as 0.50 for all items. The magnitude of
the factor loading must be at least 0.30 (Barnes et al., 2001). As a rule of thumb, only
variables with loadings of 0.32 and above are interpreted. The greater the loading,
the more the variable is a pure measure of the factor. Comrey and Lee (1992) suggest
that loadings in excess of 0.71 (50% overlapping variance) are considered excellent,
0.63 (40% overlapping variance) are very good, 0.55 (30% overlapping variance) are
good, 0.45 (20% overlapping variance) are fair, and 0.32 (10% overlapping variance)
are poor. It is the researcher’'s preference to choose the cutoff size of loading to
interpret. Sometimes there is a gap in loadings across the factors, and if the cutoff is
in the gap, it is easy to specify which variables load and which do not. Other times,
the cutoff is selected because one can interpret factors with that particular cutoff but
not with a lower cutoff (Comrey & Lee, 1992; Tabachnick & Fidell, 2007). According
to item-overlapping and accepted load values, since the difference of load values of
one item is higher than 0.1 (item 12), it was taken out of the scale. Finally, the
findings of factor design, factor load values, joint factor variances, and item analysis
are given in Table 1.
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Table 1

The Factor Design of Headmasters” Transformational Leadership Behaviors Scale and Vertical Rotation-Varimax for Exploratory Factor Analysis
Item Analysis

Correlation Item Discrimination Feature Reliability (a)
O
= — _ L9
Ppo2 EooWyoowr . p B
Factor Design and Item W& & “ ot 0 0 2 s
Loads 5§ £ 5 (n=83) (n=83) - EZ
Es 2 = g
g >
o
(%2}
5 s
= F1 F2 F3 F4 (h2) r** r** X D X SD
Q1 .69 .32 27 .16 .67 .83 71 261 84 4.34 .79 -13.66 .70
Q2 .81 .18 .20 A1 73 .83 .64 281 .80 4.10 .76 -10.30 73
Q3 74 .22 .19 22 .69 .82 .67 294 .82 4.25 .64 -11.52 71 .87
Q4 .70 15 .30 .26 .66 .80 .69 293 71 4.34 .59 -13.89 .69
Q5 .58 .29 .35 .25 .61 .78 .73 294 76 4.39 51 -14.43 .66
Q6 .35 72 .16 .26 74 .86 72 320 .75 459 .56 -13.51 76
Q7 .37 .63 .18 .30 .65 81 71 324 .64 4.60 .52 -15.14 .69 .88
Q8 .23 .79 22 .16 74 .84 .68 342 .72 4.55 .55 -11.44 76
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Table 1-Continued
Q9
Q10
Q11
Q13
Q14
Q15
Q16
Q17
Q18
Q19
Q20
Q21
Q22
Q23
Q24

12
.18
.23
.28
.22
.26
.26
.24
.29
A1
.23
.28
15
.22
.32

5
.69
.37
17
.22
.30
24
.18
.32
.28
.28
.29
.00
.24
.28

.28
.38
.63
71
.83
.67
.69
.65
.57
.38
40
.32
15
.36
.33

.20
.16
.24
.28
.24
.26
31
.39
.30
.68
.69
.64
.85
.66
.61

.70
.67
.64
.69
.85
.68
.70
.66
.60
71
77
.67
77
.67
.66

.82
.80
.79
.82
.90
.83
.83
.81
.79
.84
.88
.83
.80
.82
.82

.67
.70
.75
74
.78
.76
.79
.75
.75
.73
.80
.76
.61
74
.76

3.37
3.14
3.12
2.98
3.02
3.06
3.01
2.82
3.05
3.12
3.07
3.06
2.96
2.96
3.01

.85
.80
N
.73
.68
.65
.65
.61
.70
.67
.60
.65
71
.61
.67

4.61
4.47
4.57
4.39
4.48
454
4.48
4.28
4.58
4.46
4.58
4.58
4.22
4.33
4.57

.60
.53
.57
.56
.55
.59
.53
.61
.57
.57
.50
.52
.68

.50

-10.85
-12.63
-13.76
-13.94
-15.19
-15.37
-15.96
-15.41
-15.53
-13.86
-17.61
-16.60
-11.63
-15.13
-16.93

71
.69
71
.75
.86
.76
.76
74
71
.76
.83
74
.70
74
.73

.92

91
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As a result of the analysis presented in Table 1, theoretically defined items were
collected below their own factors. The Cronbach alpha values are between 0.58 and
0.81 for vision building, 0.63 and 0.79 for individual consideration, 0.57 and 0.83 for
intellectual stimulation and 0.61 and 0.85 for innovative climate. There is a
relationship between sampling size and factor loads. Guadagnoli and Velicer (1988)
challenged such rules and argued that no sound theoretical or empirical basis exists
for across-the-board participant-to-variable ratio recommendations. Most notably,
with factor loadings of 0.80, solutions were highly stable across replicated samples
regardless of the number of indicators, even with as few as 50 participants. When
factor loadings were in the 0.60 range, stable solutions were obtained with sample
sizes greater than 150, or with still smaller samples when each component contained
at least four variables loading at 0.60. In general, larger samples of 300-400 were
needed when the factor loadings were only 0.40 (Floyd & Widaman, 1995).

As a result of the reliability and validity process, the adapted form of the scale
was composed of 23 items (vision building: 5, individual consideration: 5, intellectual
consideration: 7, and creating innovative climate: 6). The lowest score that mean negative
behaviors can be is 23, and the highest is 115. In order to verify the usability of the
scale in Turkey, item total correlation, discriminant analysis, and item internal
consistency were analyzed. As presented in Table 1, item sub-factor correlation is
between 0.78 and 0.90, and item total correlation is between 0.61 and 0.80. The
Cronbach value was found to 0.96. The correlation was found to be 0.87 for vision
building; 0.88 for individual consideration; 0.92 for intellectual consideration; and
0.91 for innovative climate sub-dimension. Generally, reliability coefficients around
0.90 are considered “excellent,” values around 0.80 “very good,” and values around
0.70 “adequate” (Kline, 2011, p.70). Findings on correlation of sub-dimensions of the
scale are shown in Table 2.

Table 2
Correlation of Sub-dimensions of Headmasters’ Transformational Leadership Behaviors
Vision Individualized Intellectual  Innovative

Sub Scales Building  Consideration Stimulation Climate Total
Vision Building 1 .66 .70 .64 .85
Individualized
Consideration ! 10 65 84
Intellectual Stimulation 1 78 92
Innovative Climate 1 88
Eigenvalues 12.13 153 1.23 1.05 15.94
% of Variance Explained 52.75 6.67 5.35 4.55 69.31

*% p<01

In Table 2, the correlation of sub-dimensions of the scale is shown to be between
0.64 and 0.78, and factor total correlation is between 0.84 and 0.92. In applied
research, for factor determination, total correlation among factors being between or
equal to 0.85 or less is desired (Brown, 2006). As a result of this analysis, for the 23
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items that remained in the certain criteria, the structure was composed of four
determined dimensions with the value over 1 representing 69.31% of total variances.
In social science, the variance rates changing in the range of 4% and 60 % are
accepted as sufficient (Scherer et al., 1988); an explained variance of 60% and
sometimes less is acceptable (Vieira, 2011). Real factor values and variant quantity
that explain them respectively are 12.13 and 52.75% for the first factor, 1.53 and 6.67%
for the second, 1.23 and 5.33% for the third and 1.05 and 4.55% for the fourth.
Confirmatory Factor Analysis (CFA)

CFA is not concerned with discovering a factor structure, but it is evaluated as
confirming the existence of a specific factor structure. It is considered to be a general
modeling approach designed to test hypotheses about a factor structure whose
number and interpretation are given in advance. In CFA, on the other hand, one
builds a model assumed to describe, explain, or account for the empirical data in
terms of relatively few parameters (Jorreskog & Sorbom, 1993) and to analyze a
priori measurement models (Kline, 2011).

The 23-item adapted scale was tested with CFA. The overall model fit the
statistics in Lisrel that are within the generally accepted thresholds and suggest an
acceptable goodness-of-fit. In fact, although the chi-square test is significant
(¥2=604.00, N=390, p=0.00), the ratio chi-square/degrees of freedom is below 3
(¥2=506.93, df=224, y2/df =2.3). Normally a ratio in the range of 2:1 or 3:1 is indicative
of an acceptable fit. In addition, the goodness of fit index (GFI=.90), the adjusted
goodness-of-fit index (AGFI=.85), the normed fit index (NFI=.98), the non-normed fit
index (NNFI1=.98), the comparative fit index (CFI=.98), and the root mean square
error of approximation (RMSEA=0.06) as well as the standardized root mean square
residual (SRMR=.04) indicate good fit (Cote et al., 2001; Vieira, 2011; Hooper et al.,
2008; Brown, 2006; Schreiber, Stage, King, Nora, & Barlow, 2006; Schermelleh-Engel
et al., 2003; MacCallum et al., 1996; Hu & Bentler, 1999; Baumgartner & Homburg,
1996). When the CFA results of the scale are evaluated, it can be accepted as a good
model.

Data Analysis

In order to analyze the data percentage, frequency, crosstabs, t-test, and One-Way
ANOVA tests were administered. In the analysis of quantitative data, SPSS was used.
Each questionnaire was coded. Of the questionnaires administered, 822 were
returned. A parametric Independent Samples Test and One-Way ANOVA Tests were
used to determine the significance. Level of significance was accepted as p<.05.

Results
This research was carried out to discover teachers’ perceptions on their
headmasters’ transformational leadership behaviours in terms of vision building,
individualized consideration, intellectual stimulation, and innovative climate. First,
demographic variances of the primary school teachers’ were introduced. And then,
headmasters’ transformational leadership behaviors concerning aforementioned sub
dimensions were also given here.
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Table 3
Percentage and Frequency Distributions of Teachers” Demographic Variances
Characteristics Frequency (f)  Percentage (%)

Gender

Women 402 48.9

Men 420 51.1

Level of Teaching

Lower Elementary 343 41.7

Upper Elementary 479 58.2
Status

Teacher 612 74.5

Expert Teacher 127 155

Novice Teacher 68 8.3

Contracted Teacher 15 1.8
Professional Experience

1-5 years 400 48.7

6-10 years 144 17.5

11-15 years 135 16.4

16-20 years 66 8.0

21 years and over 77 9.4
School Experience

1-3 years 483 58.8

4-6 years 160 19.5

7-9 years 106 12.9

10 years and over 73 8.9

The participants’ demographic variables are shown in Table 3. Of them, 402
(48.9%) are male; 420 (51.1%) are female; 327 (39.8%) work at primary school first
level, and 463 (56.35%) work at primary school second level. With respect to career
status, 15 (1.8%) are contracted, 127 (15.5%) expert, 68 (8.3%) novice, and 612 (74.5%)
teachers. Of them, 400 (48.7%) have 1-5 years professional experience, 144 (17.5%) of
them have 6-10 years, 135 (16.4%) of them have 11-15 years, 66 (8.0%) of them have
16-20 years, and 77 (9.4%) of them have 21 years or more. When school experience is
concerned, 483 (58.8%) of them have 1-3 years, 160 (19.5%) of them have 4-6 years,
106 (12.9%) them have 7-9 years, and 73 (8.9%) them 10 years or more.

After analyzing teachers’ perceptions about their headmasters’ communicative
skills, motivation efforts, and leadership qualities, some results were obtained.
According to the results, while 25.1% of them perceive their headmasters’
communication skill as low, 34.1% perceive it as adequate, and 40.9% perceive it as
very good. Of the teachers, 14.9% are motivated very little by their headmasters
while 34.7% of them are motivated some, and 50.4% are motivated adequately. While
21.8% of the teachers perceive their headmasters’ leadership qualities as low, 15.2%
value them as good, and 63.0% think they are adequate. Percentage, mean, and
standard deviation of teacher perceptions are shown in Table 4.
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Table 4

Percentage, Mean and Standard Deviation of Teacher Perceptions Related to Headmasters’ Transfor mational Leadership Behaviors (N=822)

o
c
© °
o The principal of my school, E § @ é* S Me_an SD
8 IR S38 (X)
o4 o 2.2 s OO
g onaAQn (SR04
Q
= % %
Vision Building
Q1 refers explicitly to our school’'s goals during decision-making 39.20 60.80 261 0.90
processes
explains the relationship between the schools” vision and initiatives
2 L . ) . 1.4 2.61 .84
Q of the school district, collaborative projects, or the government 38.60 61.40 6 08
03 dlscu_sses the consequences of the school’s vision for everyday 40.20 59.80 260 0.89
practice
uses all possible moments to share the school’s vision with the
Q4 team, the students, parents, and others 36.90 63.10 267 089
incorporates the school’s vision and goals for the future to talk
. . . 1. 2.62 .
Q5 about the current issues and problems facing the school 39.00 61.00 6 088
Mean 38.78 61.22 2.62 0.88
Individualized Consideration
Q6 takes opinions of individual teachers seriously 28.50 71.50 2.90 0.87
Q7 listens carefully to team members’ ideas and suggestions 28.90 71.10 2.87 0.86
Q8 !s attentlye _to pr_oblems that teachers encounter when 26.80 73.20 288 0.86
|mp|ementlng innovations
Q9 shows appreciation when a teacher takes initiatives to improve the 24.90 7510 905 0.87

education
114
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Q10 helps teachers talk about their feelings 30.80 69.20 2.83 0.87
Mean 27.98 72.02 2.89 0.87
Intellectual Stimulation
Q11 encourages teachers to experiment with new didactic strategies 29.10 70.90 2.85 0.85
013 ie:tc;:Srtasges teachers to try new strategies that match their personal 34.50 65.50 271 0.81
Q14 helps teachers to reflect on new experiences 34.90 65.10 271 0.87
Q15 motivates teachers to look for and discuss new information and 32.40 6760 274 0.87
ideas that are relevant to the school’s development ' ' ' '
Q16 :Elrr]rglcj):ates teachers to constantly think about how to improve the 40.40 59 60 263 0.89
Q17 offers enough possibilities for teachers” professional development 41.80 58.20 2.55 0.89
Q18 Zslupcsat:zer\]chers talk about and explain their personal views on 31.40 68.60 276 0.86
Mean 34.93 65.07 2.71 0.86
Innovative Climate
Q19 teachers are generally willing to try new ideas 35.30 64.70 271 0.87
Q20 teachers are continuously learning and developing new ideas 33.20 66.80 2.77 0.88
Q21 teachers have a positive “can-do” attitude 31.60 68.40 2.79 0.85
Q22 teachers are willing to take risks to make this school better 41.30 58.70 2.58 0.87
Q23 teachers are constantly trying to improve their teaching 36.60 63.40 2.67 0.86
Q24 teachers are encouraged to go as far as they can 33.20 66.80 2.76 0.88
Mean 35.20 64.80 271 0.87
Total Mean 34.33 65.67 2.73 0.87
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In Table 4, the structure is given as negative (Certainly Disagree) to positive
(Certainly agree) under each sub-scale. Although 61.22% of the teachers think
their headmasters build vision by making teachers involved, counseling parents,
and making efforts for shared vision by all partners, 38.78% of them disagree.
Leithwood et al., (1999) and Rafferty and Griffin (2004) discovered similar results
stating that this leadership has direct and indirect effects on teachers’ commitment
to change, vision building, high performance expectations, developing consensus
about group goals, and intellectual stimulation (Geijsel et al., 2009; Leithwood et
al., 2004).

Of the teachers, while 72.02% believe that their headmasters value their
individualized considerations, take their ideas seriously, listen to them, and
appreciate their efforts to increase quality, 27.98% of them disagree. However, Vinger
and Cilliers (2006) claimed that the most frequently exhibited behavior was idealized
influence, (60.1%), then inspirational motivation (58.5%), followed by intellectual
stimulation (54.9%), and lastly individualized consideration (46.0%).

As for intellectual stimulation, although 65.07% of them believe that their
headmasters encourage new teaching methods, contribute personal and professional
developments, let them try new strategies, and support their new experiences related
to motivation, 34.93% of them disagree. Similar evidence was discovered by
Leithwood et al., (1999), Rafferty and Griffin (2004), Bass and Avolio (1997), Jung and
Auvolio (2000), Yammarino et al., (1993), Geijsel et al., (2009), and Karip (1998).

Considering the creation of an innovative climate, although 64.80% of them
perceive their headmasters’ behaviors as positive in teaching, developing new ideas,
and risk taking to improve school, 35.20% of them disagree. This is also consistent
with the results obtained by Moolenaar et al., (2010), Day et al., (2000), Geijsel et al.,
(2001), and Leithwood et al., (2008). These findings are also supported by a study that
Kursunoglu and Tanridven (2007). They found that school principals have significant
effects on change initiations at school.

T-test results reveal that there are significant differences between teachers’
gender and administrators’ vision building (tgo= -2.73, p<.05), individual
consideration (f20)= -2.72, p<.05), supporting intellectual considerations (tg20)= -3.50,
p<.05), and innovative climate behaviours (fg20= -3.26, p<.05). No significant
difference was discovered between the levels that teachers teach and headmasters’
behaviours (p<.05).

When teachers’ experience is concerned with vision building, male teachers think
more positively ( X =18.21) than their female colleagues ( X =17.42). In individual
consideration, male teachers ( X =19.58) have higher scores than females ( X =18.81).
As for intellectual considerations, male teachers ( X = 26.22) have more positive
perceptions in terms of headmasters’ support than female ones ( X =25.06), and in
innovative climate, males have more positive perceptions ( X =22.72) than females

(X =21.50). As far as headmasters’ individual consideration behaviors are
concerned, the mean average of the teachers who have between 7-9 years experience
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at the same school (X =19.98) is higher than those with 4-6 years experience

( X =18.79). In addition, teachers who have experience between 1-3 years (x=18.87)
have higher means compared to those with 10 or more years of experience

( X =18.60).

When supporting teachers’ intellectual consideration is considered, the mean
average of the teachers who work at the same school between 4-6 years ( X =27.27) is
higher compared to those between 7-9 years ( X =26.72). Moreover, average mean of
those between 1-3 years (X =24.98) is higher than those for 10 years or more
( X =24.94). As for creating an innovative climate, the average mean of the teachers
who work at the same school between 4-6 years ( X =23.40) is higher than those
between 7-9 years ( X =23.03); and those between 1-3 years ( X =21.81) is higher
than those for 10 years or more ( X =21.04).

One-way ANOVA was administered in order to determine the difference
between teachers” school experience and headmasters” behaviours concerning vision
building (Fzs18=6.92, p<.01), individual consideration, (F@e18=7.40, p<.01),
intellectual stimulation (Fzs18=9.10, p<.01), and innovative climate (F.618=6.45,
p<.01). In all variance analysis, “Test of Homogeneity of Variances” prerequisite was
provided (p>.05). According to the intergroup Scheffe multi-comparison test,

teachers at the same school between 6-15 years ( X =18.77) perceive build vision
positively in compared to those between 1-3 year ( X =17.50) (p<.05). Teachers who

are at the same school between 6-15 years (X =20.22) appreciate support in
individual consideration more compared to those between 1-3 years ( X =18.79)

(p<.05). Those who are at the same school between 6-15 years ( X =27.50) remark
that their headmasters support their individual stimulation more compared to those

at the school between 1-3 years ( X =24.90).

As far as vision building is concerned, those who work between 6-10 years
( X =23.40) state that headmasters motivate them to build an innovative climate
more than do those between 1-3 years ( X =21.81). Significant difference has been
found between teachers’ status and headmasters” vision building (F.617)=4.40, p<.05)
and individual consideration (F-817)=2.86, p<.05). Beginning teachers state that their
administrators build vision well ( X =20.62) compared to expert teachers ( X =17.12)
and teachers ( X =17.82) (p<.05). They also state that their headmasters support their
individual consideration ( X =21.62) compared to expert teachers ( X =18.92) and

teachers (X =19.16) (p<.05). No significant differences were discovered about the
perceptions between the teachers in the Malatya and Adiyaman provinces.

Discussion and Conclusion

According to the results of this study, teachers’ perceive their headmasters’
transformational leadership behaviors positively in vision building, individual
consideration, intellectual stimulation, and innovative climate in general. This may
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stem from headmasters’ experience and the in-service training education they have
had. They are willing to develop themselves by taking some in-service training. Shao
and Webber (2006), Leithwood et al., (1999), Rafferty and Griffin (2004), Moolenaar et
al., (2010), Marks and Printy (2003), Walumbwa and Lawler (2003), Nemanich and
Keller (2007) discovered parallel results, claiming headmasters” direct and indirect
effects on teachers’ commitment to change in vision building, high performance
expectations, developing consensus about group goals and intellectual stimulation,
communication, supportive leadership, and personal recognition. They also reveal
that headmasters have effects on schools” innovative climate by influencing members
to move beyond self-interest, motivating and increasing followers” motivation, and
increasing organizational commitment (Leithwood & Jantzi, 2006; Leithwood et al.,
2004; Bono, 2000). Regarding teachers” gender, significant differences were found in
vision building, individual consideration, supporting intellectual considerations, and
innovative climate. Here, female teachers’ perceptions are more positive. This may
stem from female teachers’ perceptions about their principals. As most principals are
male in Turkey, they may be accepting those as authority figures. Celep (2004) found
that as teachers’ levels of education increased, they developed higher levels of
standards and acceptance. However, Celik and Eryilmaz (2006), Toremen and Yasan
(2010), and Gronn (1995) discovered that female teachers evaluated their
headmasters’ transformational leadership behaviors more negatively. In another
study, Akbaba-Altun (2003) discovered that although principals found
transformational leadership behaviours important, they did not apply these
behaviours in their daily practices as much as they attached importance.
Transformational leaders know how to learn in order to be role-models for their
subordinates, manage the change, and find creative solutions to problems (Celik,
1998). Karip (1998) states that transformational leaders perceive subordinates’ needs
and use them to motivate followers. Moreover, Demir (2008) claims that
transformational behaviors of school principals were significantly related to
collective teacher efficacy.

There are also significant differences between teachers’ status and headmasters’
vision building, in addition to individual consideration behaviours. Beginning
teachers perceive building vision and supporting individual consideration more
positively than other groups, which can be seen as that they learn everything from
their headmasters and are affected heavily by their experience in the very beginning
of their careers. When intellectual considerations are concerned, male teachers have
more positive perceptions than females in support and innovative climates.
Regarding teachers’ professional experience, male teachers think more positively
than female colleagues, and in individual consideration, male teachers have higher
scores than females in understanding. Evaluation of the experienced teachers is
better.

There are also meaningful differences between teachers’ school experience and
vision building, individual consideration, intellectual stimulation, and innovative
climate. Teachers who have 6-15 years school experience state that their headmasters
help them to build vision well compared to those who have 1-3 years experience.
Those who have 6-15 years of school experience claim that their headmasters support
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their individual consideration more compared to those with between 1-3 years. The
teachers who have 6-15 years’ experience remark that their headmasters support
individual stimulation more compared to the ones with between 1-3 years. When
vision building is concerned, those who have 6-10 years school experience believe
that their headmasters motivate them to build innovative climate more compared to
those who have 1-3 years experience. It can be seen that headmasters’ efforts can be
undersood better by more experienced teachers. The novice teachers are in need of
learning the very essentials of the profession to survive. They may not care about
vision at this stage. Having no significant differences about the perceptions between
the teachers in Malataya and Adiyaman provinces shows that the headmasters in the
system may resemble each other. The findings based on the participants’ responses
have been corroborated by the literature on transformational leaders. The
recommendations reached through the results obtained in this study are as follows:

e Headmasters who are incompetent should be trained on the job with in-
service trainings designed with university-ministry cooperation.

e Headmasters should be chosen with an exam and appointed to their posts
based on their qualifications without any political manipulations.

e Headmasters should be asked a post graduate degree or certificate from
educational administration field.
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Okul Yéneticilerinin Déniigitmcii Liderlik Davraniglar: Olceginin Uyarlanmasi
ve Ogretmen Algilarinin Belirlenmesi Calismas1

Auf:

Balyer, A., & Ozcan, K. (2012). Cultural adaptation of headmasters’ transformational
leadership scale and a study on teachers’ perceptions. Egitim Arastirmalari-
Eurasian Journal of Educational Research. 49, 103-128.

(Ozet)
Problem Durumu

1980lerin sonlart ve 1990larin ilk yillarinda adindan s6z edilen Doniisiimcii liderlik,
askeri kokenlidir bir yonetim yaklasimidir (Heck & Hallinger, 1999; Bass, 1998). En
genel anlamiyla Dontistimcii liderlik, orgiit ¢alisanlarimn orgiitlerine adanmisliklar:
ve hedeflerin gerceklestirilmesi siirecine bagliliklar1 olarak tamimlanmaktadir
(Popper ve digerleri, 2000). Bu yaklagim beceri ve kapasite gelisimini zenginlestirme
tizerine odaklanir ve kendi davranglarini astlarmin gereksinmeleri dogrultusunda
degistirirler (Leithwood ve Jantzi, 2006; Marks ve Printy, 2003; Northouse, 2001; Den
Hartog ve digerleri, 1999; Gronn, 1995; Evers ve Lakomski, 1996; Muenjohn ve
Anderson, 2007). Bu yaklasimda liderler, okul vizyonunu olusturur ve hedefleri
belirlerler (Leithwood ve Jantzi, 2000; Castanheira ve Costa, 2011; Leithwood, 1992),
calisanlarin bireysel motivasyonlarim artirirlar, yiiksek performans beklentileri ve
basariya dayali bir okul iklimi olustururlar. Ayni zamanda liderler Dontistimcii
¢alisanlarin karara katiliminm artirirlar, astlarinin beceri ve bilgilerini gelistirirler ve
onlara bireysel destek saglarlar (Silins ve digerleri, 2002; Bennis ve Nanus, 1997). Hall
ve digerlerine (2008) gore Dontisiimceii liderlik yaklasimi, yoneticilere sira dist
liderler olma olanag: saglar. Bu nedenle McFarlin ve Sweeney (1998), gelecegin
basarili yoneticilerinin Doniisiimcii  liderler olarak yetistirilmeleri gerektigini
vurgulamaktadirlar.

Doniisiimcii liderligin bazi 6zellikleri vardir. Birincisi, liderin kendi davrarslar: ve
astlarimin ona atfettigi davraniglar olarak tammlanan ideallestirilmis etki, ikincisi,
liderin ko¢ ya da mentor olarak her bir bireye 6zel birisiymis ilgi géstermeye yonelik
siirekli ¢abast anlamina genel bireysel ilgi, diciinciisti, liderin yaratict ve yenilik¢i
olmalar1 yoniinde astlarim1 giidiilemesi anlamma gelen entellektiiel uyarimdr.
Dordiincii ozellik, liderin astlarinmi ortak amaglar dogrultusunda giidiilemesi olarak
bilinen esinlenmis etkidir (Geijsel ve digerleri, 2003; Nguni ve digerleri, 2006; Yu ve
digerleri, 2002; Geijsel ve digerleri, 2003; Leithwood ve Jantzi, 2005; Leithwood ve
digerleri, 2002; Rafferty ve Griffin, 2004). Sonuncusu da uygulama, siire¢ ve
davramglar ile ilgili olarak c¢alisanlarin orgiitsel algilarimin olumlu yonde
degistirilmesi anlamina gelen yenilikei iklim olusturmadir (Moolenaar ve digerleri,
2010; Cho ve Dansereau, 2010). Bircok calisma bu ozelliklerin ¢alisanlarin
performansi ve is doyumu iizerinde etkilerinin bulundugunu ortaya koymaktadir
(Anderson, 2008; Bass, 1997; Bass ve Avolio, 1994, Bommer ve digerleri, 2004).
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Yukarida deginilen biitiin 6zelliklerin ¢alisanlarin ve dolayisiyla da okulun degisimi
ve doniistimii iizerindeki etkileri bu ¢alismanin tilkemiz egitim sistemi bakimindan
onemini kagimlmaz kilmistir.

Arastirmanin Amact

Bu arastirmanin iki amac bulunmaktadir. Birinci amact Moolenaar ve digerleri
(2010) tarafindan geligtirilen Okul Yoneticilerinin Doniistimcii Liderlik Davramislart
Olgeginin Tiirkgeye uyarlanmasidir. Ikinci amag¢ ise bu Olgege dayali olarak
ogretmenlerin ilkogretim okul yoneticilerinin doniisiimcii liderlik davramnslarma dair
algilarini ortaya ¢ikarmaktir. Bu arastirma ile egitim sistemimiz igerisinde dnemli bir
yere sahip olan okul miidiirlerinin Doniisiimcii liderlik ozelliklerini ne diizeyde
oldugu belirlenmesi ve bu okul yoneticilerinin Doniistimcii liderlik davraniglarinin
kazandirilmas: i¢in yapilan diger calismalarla da desteklenen bir takim somut
Oneriler gelistirilmektedir.

Arastirmanmin Yontemi

Arastirmada tarama modeli kullanilmistir. Olgegin gerceklik ve giivenirlik
caligmalarmin  yapilmast amaciyla acimlayict  (exploratory) ve dogrulayic
(confirmatory) faktor analizleri yapilmistir. Agimlayici faktor analizi, Mardin il
merkezi ve ilgelerinde 310 ve dogrulayic faktor analiz ise Adiyaman il merkezi ve
ilcelerinde gorev yapan 390 ilkogretim Ogretmeninin arastirmaya katilimiyla
gerceklestirilmistir. Bunun sonucunda iilkemizde uygulanabilirligi, gecerlik ve
giivenilirligi kanitlanan ol¢me araci, Ogretmen algilarma gore ilkogretim okul
yoneticilerinin Doniistimcii liderlik ozelliklerini belirlemek amaciyla, gecerlilik ve
uyarlama calismalarinin disinda kalan Adiyaman (n=343) ve Malatya il merkezinde
gorev yapan (n=479) katilimailar olmak tizere toplam 822 ilksgretim dgretmenine
uygulanmustir.

Uyarlama calismasi sonucunda olgek besli Likert tipinde 23 maddeden olustugu
anlagilmaktadir. Buna gore dlcek, vizyon olusturma, bireysel ilgi, entelektiiel uyarim ve
yenilik iklimi olusturma olmak iizere dort alt boyuttan olusmaktadir. Olgekte puan
yiiksekligi okul yoneticilerinin doniisiimcii liderlik ozelliklerinin iyi oldugunu
gostermektedir. Olgegin kapsam gecerliligi icin Ingilizce “den Tiirkge’ ye gevirisi ve
geri gevirisi yapilnus ve bu konuda uzman goriisiine basvurulmustur. Olcegin yapt
gecerliligini ve faktor yapisimi incelemek amaciyla agimlayict faktor analizi
yapilmustir. Faktorlestirme teknigi olarak temel bilesenler analizi ve varimax dik
déndiirme teknigi secilmistir. Olgegin Tiirkiye kosullarinda uygulanabilirligini
dogrulayabilmek icin madde faktsr ve madde toplam korelasyonlary, ayirt edicilik ve
madde i¢ tutarlilik (Cronbach Alfa) gibi madde analizleri yapilmistir. 4 faktorli yap:
dogrulayici faktor analizi ile de test edilmistir. Agumlayical faktor analizinde SPSS 15.0
ve dogrulayic faktor analizde ise icin Lisrel 8.80 programu kullanilmistur.

Arasttrmanmn Bulgulart

Arastirmaya katilan ogretmenlerin demografik o©zellikleri degerlendirildiginde
katilimcailarin % 47.6'simin kadin, %524t erkek oldugu ve % 41.5inin ilkogretim
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birinci ve %58.5inin de ikinci kademede gorev yapmakta oldugu goriilmektedir.
Olgegin uyarlanmast siirecinde yapilan arastirmaya iliskin iki aragtirma bulgusu elde
edilmistir. Birinci bulguda, olgegin uyarlanmasina iliskin agimlayict faktor
analizinde, KMO= 0.95 ve Bartlett testinin X2(2s3=5265,175; p<.01 olmas: dagilimin
¢ok degiskenli normal dagilimdan geldigini gostermektedir. Faktor yiik degerlerinin
kabul diizeylerine gore bir maddenin (12. madde) yiik degerleri farkimn 0.1 den
biiyiik olmasi nedeniyle maddenin olgekten ¢ikarilmasina karar verilmistir. Buna
gore, 23 madde ve 4 alt olcekten olusan olgek, toplam varyansin % 69.31'ini
aciklamaktadir. Olgegin tamamina iligkin Cronbach Alfa giivenirlik kat sayist
0.96'dir. Dogrulayia faktor analizinde ise, x2 =506.93, df = 224, y2/df= 2.3, GFl =
0.90, AGFI=0.85,NFI=0.98, NNFI=0.98, CFI=0.98 ve RMSEA= 0.066 oldugundan ve
olgeginin iyi bir model oldugu sonucuna ulasilmistir. [kinci bulgu ise katilimci
dgretmenlerin % 61.2'si miidirlerin okul vizyonunun paydaslarca benimsenmesine,
% 72.0'1 6gretmenlerin bireysel ilgi, % 64,81 okulda yenilik ikliminin olusturulmast,
% 6511 ogretmenlerin bireysel ilgi anlaminda desteklenmesine onem verdigini
belirtmislerdir. Ogretmenlerin cinsiyet degiskenleri ile tlcegin alt boyutlar1 arasinda
anlamli farklilik bulunmustur (p<.05). Buna gore, erkek ogretmenler kadin
ogretmenlere gore, okul yoneticilerinin Dontisiimcii liderlik 6zelliklerinin daha iyi
oldugunu belirtmislerdir. [koégretim okullarinda gorev yapan farkli statiilerdeki
ogretmenlerin algilaria gore, okul yoneticilerinin dontistimcii liderlik davramslar:
alt dlcekleri arasinda anlamli bir farklilik yoktur (p>.05).

Arastirmamn Sonuclart ve Oneriler

Okul Yoéneticilerinin Déniistimcti  Liderlik Davramslart Olgeginin uyarlanmast
¢alismast sonucunda dl¢egin gegerli ve giivenilir nitelikte oldugu anlasilmistir. Hem
acimlayict hem de dogrulayici analizlerle test edilen olcekten sadece bir madde
atilmistir. Olgegin iyilik uyum indeksleri yeterli dlgiidedir. Bu calismada elde edilen
sonuglara gore dgretmenler, miidiirlerinin vizyon gelistirme, bireysel ilgi, entellektiiel
uyarim ve yenilikci iklim olusturma davramslar: konusunda genelde olumlu bir algiya
sahiptirler. Yine arastirmada elde edilen bir sonuca gore dgretmenler, miidiirlerinin
liderlik dzelliklerinin ve iletisim becerilerinin iyi oldugunu ve kendilerini yeterli bir
sekilde giidiilediklerini belirtmiglerdir. Bu sonuclar degisik arastirmalar tarafindan
da desteklenmektedir. Arastirma sonuclarina gore, okul yoneticilerinin dontistimcii
liderlik roliinii ger¢eklestirme diizeyinin yiikseltilmesi amaciyla, tiniversite-bakanlik
igbirligi, yoneticilikte egitim ydnetimi alaninda lisanstisti egitim kosulu aranmasi,
yonetici atamalarinda politik etkilerden uzak yeterlilik dlgiitlerinin esas alinmas: ve
ogretmenlerin kuramsal adanmishiginin saglanmasma uygun bir okul kiiltiiriiniin
olusturulmasi dnerilerine yer verilmistir.

Anahtar Sozciikler: Ogretmen algilari, dontistimcii liderlik, dontisimcii liderler,
midiirler



