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ABSTRACT

Professional development is considered a significant component of teacher agency,
recognized as a fundamental competency of the profession and a component of
teacher identity. Currently, there is a notable absence of measurement tools in the
extant literature that assess teachers' agency levels in the context of their professional
development. Addressing this lacuna, the present study aims to develop a scale to
evaluate teachers' agency levels in professional development. The study group
comprised 293 teachers for exploratory factor analysis and 242 teachers for
confirmatory factor analysis. The scale was developed in accordance with the
recommended steps for scale development. It consists of 17 items, which are
distributed across three dimensions (continuous professional development,
voluntary initiatives for professional development, self-evaluation). Exploratory
and confirmatory factor analyses were conducted to assess the scale's construct
validity. The internal consistency of the scale was then determined using Cronbach's
Alpha value. The analyses yielded the Scale of Teacher Agency in Professional
Development, a scale that has been proven to be both valid and reliable in
determining the level of teachers' agency in the professional development process.
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Introduction

In the context of 21st-century complexity and the reform-dependent nature of the Turkish education
system, the role of teachers in shaping students' learning experiences and guiding educational
reforms cannot be disregarded. The role of teachers, along with the increasing prevalence of
framework curriculum approaches, has brought teacher qualifications to the forefront of the agenda.
The enhancement of existing qualifications, the raising of teachers' awareness on this issue, and the
ensuring of faster implementation of systemic changes are only possible through the recognition
and improvement of the professional competencies of teachers within the education system. As
education evolves into a global structure, the increasing emphasis on contextual factors further
highlights the significance of teacher qualifications (Tung Toptas & Erdem, 2024). Indeed, Taba
(1962) placed the teacher at the center of curriculum development and regarded them as curriculum
designers. Within the didactic tradition, teacher qualifications are also fundamental, as teacher
autonomy is emphasized in matters such as classroom management, content selection, and
instructional organization (Riizgar & Biimen, 2022). Conversely, elements such as curriculum
structures, transition between education levels, and changes in course content render the Turkish
education system inherently reform-dependent, resulting in frequent modifications in educational
practices. Consequently, it is imperative that teachers' qualifications are aligned with these ongoing
reforms and changes.

In a context where teacher qualifications are emphasized, the professional development of teachers
has become more crucial than ever. The continuous evaluation of both life and education necessitates
that teachers engage in ongoing professional development, not only during pre-service training but
also throughout their careers. However, it has been observed that the desired outcomes have not
been achieved due to several factors. These include insufficient time for teachers to participate in
professional development, the provision of professional development opportunities that do not
align with their needs, the focus on outdated or rapidly consumed topics (Drage, 2010,26), and the
disconnect between professional development activities and classroom practices or school
improvement plans (Cohen & Hill, 2000). Studies conducted in Tiirkiye also report that teachers
perceive professional development activities as ineffective and lacking mechanisms for monitoring
and feedback (Biimen et al., 2012). Furthermore, it has been asserted that professional development
activities frequently fail to adequately address teachers' needs (Elgicek & Yasar, 2016). These
findings underscore the imperative for teachers to assume a more proactive stance in their own
professional development.

Furthermore, the discourse surrounding teacher competencies and qualifications has gained
increasing significance, particularly in the examination of global education policies and the
redefining of expectations for educators (Priestley et al., 2015). In accordance with this heightened
significance, a paradigm shift has occurred from a centralized approach to curriculum content and
teaching methodologies to a more profound and nuanced understanding of the teaching profession
as a necessity of the contemporary era. As education systems in Tiirkiye and across the globe
continue to undergo constant transformation, it has become essential to further investigate the
concept of teacher competencies and its multifaceted implications on educational practices and
policies. It is widely acknowledged that the success of educational reforms is contingent upon their
acceptance by educators and their integration into classroom practices. Indeed, it is widely
acknowledged that the extent to which an officially prescribed curriculum aligns with real classroom
dynamics is contingent on the agency of teachers in educational settings. In this context, teacher
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agency has emerged as a pivotal concept in international literature, necessitating further
investigation (Priestley et al., 2015). The present study prioritizes the multifaceted aspects of teacher
professional competencies in the context of teacher agency and explores the dynamic interaction
between policy imperatives and pedagogical practices.

A review of the literature reveals some studies conducted to determine the level of teachers' agency.
For instance, Anderson's (2010) ethnographic study posited that agentic teachers require support
and empowerment from their environment to thrive. In the case study conducted by Fleming (1998),
it was determined that teachers want to have autonomy in the selection of teaching activities,
teaching materials, and assessment methods. The study also revealed that teachers require
professional development opportunities and seek opportunities for interaction with their colleagues
to exchange ideas, solicit suggestions, and motivate each other. In their study, Bellibas et al. (2019)
defined teacher agency as “Ogretmen failligi” in Turkish and adapted the teacher agency scale
developed by Liu et al. (2016) into Turkish since no tool measuring this concept was available in
Tiirkiye. The study concluded that the 24-item scale form collected in the dimensions of learning
effectiveness, teaching effectiveness, optimism, and constructive engagement was a valid and
reliable measurement tool. It is noteworthy that additional teacher agency scales exist in
international literature that have yet to be adapted into Turkish. These scales focus on classroom
practices (Hull & Uematsu, 2020), planning learning activities (Leijen et al., 2024), and educational
reforms (Mohamed & Ahmad, 2018), yet they do not specifically address teachers' professional
development.

A plethora of studies have been conducted on teacher agency in relation to a wide range of issues,
including teacher identity, teacher beliefs, and formative teacher evaluation. However, the
importance of this concept is most evident in two main areas: educational changes, including
reforms from the center, and teachers' agency in professional development (Erdem, 2020). Although
some studies have developed scales to measure teacher agency, as mentioned above, there is no tool
in the national or international literature to measure the level of teachers' agency in the context of
professional development. However, studies conducted in Tiirkiye have highlighted the need for a
fundamental shift in professional development practices for teachers (Biimen et al., 2012). In a
context where school-based development is emphasized, it is important to reveal local
characteristics and teachers' agency in this process. An agentic teacher is defined as one who
possesses the capacity to take purposeful and constructive action to manage their own professional
development and contribute to their colleagues (Calvert, 2016). Consequently, in a context where
professional development is becoming increasingly vital, it is essential to examine teachers' agency
in professional development. In this study, we sought to develop a scale of teacher agency in
professional development in Tiirkiye, where there is a large population of teachers, based on the
need for quantitative studies. It is anticipated that this measurement tool will furnish policymakers
with invaluable data to inform the design of strategies that will empower teachers to assume a more
active role in their professional development. The overarching objective of this research is to validate
and ensure the reliability of a scale that assesses teacher agency in professional development.
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Conceptual Framework
Teacher Agency

The teaching profession is characterized by a multifaceted structure encompassing a multitude of
elements. Teachers are expected to possess various qualities, among which those that enable them
to assume an active and decisive role in the educational environment stand out. Teacher agency is
one such quality. While the concept of teacher agency is not a prevalent one in the literature in
Tiirkiye, it has been a focal point in the international literature. In the Turkish literature, teacher
agency has been used with various Turkish equivalents, including “faillik” (Bellibas et al., 2019),
“aktorlik” (Atas Akdemir & Akdemir, 2019), or “etkenlik” (Erdem, 2020). Despite these
terminological differences, this study prefers the term "etkenlik" as it best reflects the original
meaning, emphasizing teachers' active and determinative roles in educational processes.

Teacher agency can be defined as the capacity of teachers to transcend the regulations and sanctions
of the context in which they are embedded and to take action in the context of self-determined goals
(Oolbekkink-Marchand et al., 2017). This concept is growing in importance as it describes teachers'
efforts to make choices and take deliberate actions in ways that make a significant difference (Toom
et al, 2015). The concept has emerged as the interactive effect of the environment, school
atmosphere, colleagues, and experiences (Atas Akdemir & Akdemir, 2019). The accumulation of
evidence suggests that teacher agency is not an innate trait or capacity but rather a competency that
is developed over time (Biesta et al., 2015). Teacher agency, defined as behaviors exhibited by
teachers rather than as a talent they possess (Erdem, 2020), is an element that can be developed and
changed over time.

The concept of agency has been demonstrated to impact numerous domains, with its influence being
modulated by a variety of factors. Teachers' experiences with agency are also related to how they
perceive and adopt instructional and educational innovations in their schools. Consequently, it is
evident that teachers who possess high agency are able to make divergent decisions compared to
their colleagues within their respective environments whilst also performing these actions with the
awareness of their actions. A fundamental aspect of teacher agency is its emphasis on teachers'
capacity to make deliberate choices and take purposeful actions that result in substantial educational
outcomes (Toom et al., 2015). Teacher agency is indicative of teachers' propensity and capacity to
act in accordance with professional values, beliefs, goals, and knowledge in diverse contexts and
situations they encounter both inside and outside the classroom (Lasky, 2005; Sloan, 2006). Teachers
utilize metacognitive and reflective processes in teaching and learning, leveraging their volition and
self-control mechanisms (Prawat, 1996). Teachers who utilize these operational processes, in which
metacognitive processes are active, are able to reflect their creative and problem-solving characters
in their professional experiences. It is further acknowledged that individuals who possess high
levels of teacher agency assume innovative and organizational roles within their respective
environments. However, teacher agency is recognized as a pivotal capability not only for facilitating
student learning but also for teachers' continuous professional development, collaborative learning,
and the development and enhancement of schools (Toom et al., 2015). Consequently, professional
development emerges as a pivotal dimension of teacher agency.
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Teacher Agency in Professional Development

Teachers' agency in their professional development is more related to the current context and past
personal experiences than to a fixed action of an individual teacher (Toom et al., 2015). It may or
may not manifest in this context. The concept of professional agency extends beyond the mere
capacity to overcome the challenges inherent in the profession. For instance, agentic teachers
perceive themselves as pedagogical experts who are intentionally responsible for new learning, both
individually and within the communities in which they are involved (Pyhalto et al., 2012). This
notion has been further elaborated as a catalyst for both personal and collective professional growth,
underscoring an inherent drive to enhance one's expertise (Pyhalto et al., 2012). In addition, it
encompasses teachers' aptitude for engaging in innovative and creative endeavors, as well as their
capacity to resist externally imposed rules and regulations that are incongruent with their
professional judgment (Lasky, 2005). Teachers who recognize, adopt, and implement educational
and instructional innovations in their schools have been found to possess a holistic perspective, with
their experiences of agency and focus on the functionality of this change (Pyhalto et al., 2012).

In the context of professional development, teacher agency is defined as the ability and initiative of
teachers to manage their own professional development and contribute to the development of their
colleagues (Allen, 2018). The concept of teacher agency for professional development encompasses
teachers' attitudes and cognitions towards professional development and the management of
learning in multiple professional contexts, such as participation in professional learning
communities (Toom et al., 2015). Teacher agency in professional development also includes teachers'
willingness and ability to develop their own competencies for lifelong learning and continuous
professional development (Erdem, 2020). In this regard, the following characteristics of teacher
agency in professional development are considered essential for educators to demonstrate in
evolving professional contexts (Kayi-Aydar, 2019; Vahasantanen, 2015; Erdem, 2020): the creation of
a nurturing, motivating, and constructive environment for students, themselves, and colleagues;
engagement in innovative learning methodologies; adaptation to the varied requirements within
their professional milieu; interpretation and negotiation of the manifold possibilities inherent in
policies, in collaboration with both colleagues and parents; and the capacity for independent
decision-making, balancing personal inclinations with shared collegial understandings. Through
these efforts, teachers are able to establish a motivating and constructive atmosphere for their
students, themselves and their colleagues in changing professional contexts (Toom et al., 2015).
Consequently, teachers who evince strong professional agency can be designated as "active learners
who are responsible for their actions, make informed decisions, and critically reflect on the outcomes
of their professional practices".

Method

Participants

Convenience sampling was utilized to select participants for this study. The primary advantage of
this method is that it allows researchers to easily access participants. This method is particularly
advantageous when data collection is required at a specific time and with limited resources
(Fraenkel et al., 2012). In this study, this sampling method was selected to reach teachers who were
available and willing to participate. The data collection period for this study spanned the 2023-2024
academic year, encompassing a sample of 311 teachers from Afyonkarahisar, Tiirkiye. Following the
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removal of outliers, the responses of 293 teachers were included in the final analysis. The extant
literature suggests that the minimum sample size for a measurement tool varies depending on the
number of items included. Catell (1978) proposed that the minimum sample size should be three to
six times the total number of items in the measurement tool, while Hair et al. (2010) contended that
it should be a minimum of five times. Given that the preliminary version of the scale comprised 48
items, it was determined that the collected sample size was adequate for the analysis. Following the
exploratory factor analysis (EFA), the scale was administered to a different group of teachers for the
confirmatory factor analysis (CFA) as part of validity testing. In this second phase, data were
collected from 242 teachers.

Process

In the development of the Scale of Teacher Agency in Professional Development, the nine stages
suggested in the literature were followed (DeVellis, 2003; Tavsancil, 2006; Tekindal, 2009). These
stages are as follows respectively: (1) Conducting a literature review to clearly reveal the
characteristic to be measured and its components, (2) Creating an item pool, (3) Determining the
appropriate measurement format, (4) Developing the draft version of the measurement tool, (5)
Having the items evaluated by experts, (6) Conducting the pilot study, (7) Administering the
measurement tool to the selected group of participants, (8) Conducting validity and reliability
analyses, (9) Finalizing the scale.

In the course of the study, a comprehensive literature review was conducted, leading to the
identification of key concepts. An item pool of 55 items was created in relation to the aforementioned
key concepts. The draft scale, conceptualized as a Likert-type scale, was subjected to review by
experts in the domains of curriculum and instruction, as well as teacher education. The feedback
from these experts led to a reduction in the number of items from 55 to 52, with the aim of enhancing
the content validity and linguistic clarity of the scale. Following this, an application for ethical
approval was submitted to the Afyon Kocatepe University Social and Human Sciences Scientific
Research and Publication Ethics Committee, which granted approval on 26 June 2024 (Decision No:
2024/214). In order to assess the comprehensibility of the scale and to identify any possible problems
in advance, a pilot study was conducted with 10 teachers using the 52-item draft scale. Participants
provided feedback on the draft scale, and based on this, the number of items was reduced to 48.
Following the conduction of EFA, CFA, and reliability analyses, the finalized scale (see Appendix
A) was determined to consist of three sub-dimensions and 17 items.

Validity and Reliability Studies of the Measurement Tool

Following expert evaluations and the pilot study, the finalized draft scale was administered online
via Google Forms. In order to ensure the validity of the scale, firstly, an EFA was conducted using
SPSS in order to determine the relationships between items and sub-dimensions. Kaiser-Meyer-
Olkin (KMO) analysis was performed to assess whether the sample size was adequate for EFA, and
Barlett's test was conducted to evaluate the suitability of the correlations between variables.
Subsequent to the validity analyses, a new sample group was surveyed following the
implementation of the EFA, and the CFA was conducted using Lisrel software. The CFA findings
were then compared with the established threshold values documented in the extant literature. The
second-order CFA was performed to test its eligibility for obtaining a total score from the scale. The
reliability of the scale was calculated with Cronbach's Alpha reliability coefficient, and a t-test
analysis based on the comparison of lower and upper group means was also presented.
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Findings
Exploratory Factor Analysis Findings

First, an exploratory factor analysis was conducted for the validity analysis of the scale. EFA is an
analysis that determines whether items belong to a factor and identifies the most appropriate factor
(Field, 2005). According to Can (2023), the Eigenvalue should not be less than 1 when determining
scale factors. In this study, in addition to this method, explained variance and the scree plot were
also considered when identifying factors.

Table 1

KMO and Bartlett Tests Findings

Kaiser-Meyer-Olkin 916
Bartlett Test Chi-square 3498.276

df 136

p .000

According to Table 1, the result of KMO and Barlett's test, that is, the suitability value for factor
analysis, was found to be .916. According to Ozdamar (2004), a KMO value of at least .60 indicates
that the data are suitable for factor analysis. The Barlett's test result presented in Table 1 (x?=349.276;
p <.01) was significant. Considering these values, it was decided that the data were suitable for EFA.
Factor analysis was conducted iteratively, and the analysis was repeated by discarding overlapping
items and items with low factor loadings. With the 17-item factor structure, the exploratory factor
analysis was finalized. Eigenvalues and variance explained by each factor are presented in Table 2.

According to Table 2, the three-factor structure explains 67.767% of the total variance of the scale.
Tezci (2016) states that a rate between 40-60% regarding explained variance is appropriate for social
sciences. The factors' levels of explaining the total variance were determined as 47.716%, 10.606%,
and 7.445%, respectively.
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Table 2

Total Variance Explained by the Teacher Agency in Professional Development Scale

Total Extraction of Squared Rotation Sum of Squared
Initial Eigenvalues Loads Loads

Items Sum Total Variance % Cumulative % Sum Variance% Cumulative % Sum Variance % Cumulative %

1 8.452 49.716 49.716 8.452 49.716 49.716 4.766  28.037 28.037
2 1.803 10.606 60.322 1.803 10.606 60.322 4751 27.948 55.985
3 1.266 7.445 67.767 1.266  7.445 67.767 2.003 11.782 67.767
4 .796 4.681 72.447
5 .691 4.063 76.510
6 .607 3.570 80.080
7 .556 3.269 83.348
8 481 2.829 86.177
9 459 2.699 88.876
10 378 2.224 91.101
11 344 2.025 93.126
12 275 1.618 94.743
13 237 1.395 96.138
14 187 1.097 97.235
15 172 1.009 98.244
16 151 .889 99.133
17 147 .867 100.000

The scree plot (Figure 1) was used as an additional method to determine the number of factors. The
graph indicates that after the third factor, the slope levels off, confirming that the scale has three
dimensions. These sub-dimensions were named as continuous professional development, voluntary
initiatives for professional development, and self-evaluation.

Figure 1
The Scree Plot

Scree Plot
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Table 3
Rotated Component Matrix

Components

A4
A5

A3
A2
A7
A8
Al
Ab
C2
C4
C3
G5
Cé
C1
c7
B2
Bl

.822
.813
.760
.697
.682
.682

.639
.565

821
.810
.800
.780
.742
.703
612

919
912

Table 3 shows that the scale consists of 17 items and three factors. When analyzing the number of

items assigned to each factor, it is observed that eight items belong to the first factor, two items to

the second factor, and seven items to the third factor. The values of the items for the first factor range
from .565 to .822, for the second factor from .912 to .919, and for the third factor from .612 to .821.
According to these values, these values are sufficient for the factors they belong to (Tabachnick &
Fidell, 2007). Although there are suggestions in the literature that there should be at least three items
in a factor (Tabachnick & Fidell, 2007), it is considered appropriate if the contribution of the factor

to the scale is high. In this scale, since the factor loadings of the items in the second factor were very

high and contributed significantly (close to 11%) to the total explained variance, it was decided to

retain this factor.

Reliability Analysis Findings After EFA
Table 4
Scale Cronbach’s Alpha Coefficient After EFA

Factor Cronbach's Alpha N
Factor 1 904 8
Factor 2 913 2
Factor 3 911 7

Total 925 17

Cronbach’s Alpha coefficient for the entire scale was 0.925, which meets the threshold (a>.70) stated
by Biiytikoztiirk (2020). At the same time, this value is in the very high-reliability range (Kalayci,

2018). The scale factors also provide the relevant reliability values. The results of the item-total

correlation analysis are shown in Table 5.
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Table 5
Item-Total Correlation Analysis
Item r value p value
Al .614 .000
A2 .692 .000
A3 .661 .000
A4 .688 .000
A5 701 .000
Ab .509 .000
A7 .755 .000
A8 733 .000
B1 512 .000
B2 497 .000
C1 .594 .000
C2 .653 .000
C3 .580 .000
C4 728 .000
C5 .762 .000
Cé6 .749 .000
C7 .586 .000

When Table 5 was analyzed, it was determined that the correlations of all items were significant at
p level (p=0.000) (Moore et al., 2013). The total correlation coefficients of the items in the scale ranged
between 0.497 and 0.762. The item total score correlations of the analyzed scale items were above .30
(Biiytikoztiirk, 2020). These values indicate that the scale form has a high level of internal
consistency.

Mean Differences of Lower-Upper Groups

It was examined whether there was a significant difference between the lower and upper 27%
groups of the scale mean of the sample. The results of the independent sample t-test for the lower
27% and upper 27% groups are shown in Table 6. t-test results show that there is a significant
difference between the two group averages [t(293)=1.25540, p<.05].

Table 6
t Test Results of Lower-Upper 27% Group Means
Groups N X SS df t p
Upper %27 79 4.7717 17111 156 1.25540 .000
Lower %27 79 3.5160 41165 104.171 1.25540 .000
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Confirmatory Factor Analysis Findings

To confirm the factor structure identified in EFA, Confirmatory Factor Analysis (CFA) was
conducted with a different dataset as evidence of construct validity. The results of the analyses
conducted with CFA are presented in Tables 7 and 8.

Table 7
Teacher Agency in Professional Development Scale Fit Index 1
X df p
275.04 113 <.001

Table 8

Teacher Agency in Professional Development Scale Fit Index 2

Goodness of Fit Observed Values Good-Level Acceptable Goodness of

Index Goodness of Fit Value Fit Value*
X2 /df 2.57 0<x2/df<2 2<x2/df<3

GFI .87 .95 <GFI £1.00 .90<.GFI<.95
AGFI .83 .90 <AGFI £1.00 0.85<GFI<.90

NFI 94 .95 <NFI <1.00 .90<NFI<0.95
NNFI .96 .97 <NNFI <1.00 .90sNNFI<.97

RMSEA .081 0 <RMSEA <£.05 .05 <RMSEA <.10

CFI .96 .97 <CFI<1.00 95 <CFI<.97
SRMR .061 0<SRMR <.05 .05 <SRMR <.10
PGFI .65 0<PGFI<1 Leaner as it approaches

1
GFI= Goodness of Fit Index
NFI= Scaled Fit Index
CFI= Comparative Fit Index
RMR= Root Residual Mean Squares
PGFI= Consistent Fit Index
AGFI= Adjusted Goodness of Fit Index
NNFI= Non-Scaled Fit Index
RMSEA= Root Mean Square Error of the Estimate
SRMR= Standardized Root Residual Mean Squares.
* Acceptable goodness of fit values: Engel, Moosbrugger, and Miiller (2003, p. 52)

The x2/df ratio given in Tables 7 and 8 (292.79/114=2.57) was found to be 2.57 and between the
accepted values according to the literature (Cokluk et al., 2016). The RMSEA value (.81), NFI (.94),
and NNFI (0.96) values are among the acceptable goodness of fit values, while the SRMR value (.061)
is in the range of good-level goodness of fit values. However, GFI (.87) and AGFI (.83) values were
below the desired values. Since the data set does not provide multivariate normality (RMK=1.358),
low GFI and AGFI values are expected. In this case, it is recommended to consider NNFI and CFI
values instead of these values (Cheung & Rensvold, 2002). The goodness of fit indices observed in
the data set confirmed the construct validity of the study. The diagram of this model with goodness
of fit values is presented in Figure 2.
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Figure 2
The First-Order Confirmatory Factor Analysis Diagram
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Figure 2 demonstrates that the factor loadings of the items are between 0.31 and 0.89, and all values
are 0.30 and above. The error variance values are between 0.22 and 0.90. The factor loadings and
error values of all items in the scale form are within the desired level ranges, and the overall fit
values of the scale showed that the scale is validated on an item basis.

Second-Order Confirmatory Factor Analysis Findings

A second-order CFA was conducted to assess the ability to obtain a total score from the scale. The
fit values in the second-order CFA were found to be at the same level as the first-order CFA fit values
(x2 /df= 2.57, GFI=.87, AGFI= .83, NFI=.94, NNFI=.96, RMSEA= .081, CFI= .96, SRMR= .061, PGFI=
.65). Figure 3 presents the Second-Order Confirmatory Factor Analysis Diagram of Teacher Agency
in Professional Development.
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Figure 3

The Second-Order Confirmatory Factor Analysis Diagram
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As seen in Figure 3, the second-order construct validity of the scale was confirmed. The findings
indicate that the total score for teacher agency in professional development can be derived by
summing the scores from three sub-dimensions: Continuous professional development, voluntary
initiatives for professional development, and self-evaluation.

Reliability Analysis After CFA

The internal consistency of the scale was analyzed using the data set obtained for CFA. The
Cronbach's Alpha value is presented in Table 9.
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Table 9
Scale Cronbach’s Alpha Value After CFA
Factor Cronbach's Alpha N
Factor 1 .824 8
Factor 2 .639 2
Factor 3 776 7
Total .881 17

The scale Cronbach Alpha coefficient for the CFA sample was found to be 0.881. This value fulfills
the condition stated by Biiyiikoztiirk (2020) (o>.70) and is in the very high-reliability range (a=.881)
since it is in the range of 80-1.00 (Kalayci, 2018). Factor reliabilities also meet the reliability ranges.
Since the number of items in the second factor was two, the reliability value was relatively low.

Discussion, Conclusion, Recommendations

The present study sought to develop a measurement tool to ascertain teachers' level of agency in
their professional development. The initial draft of the scale consisted of 48 items and was
administered to 311 teachers. Following a rigorous statistical analysis, 31 items were removed,
resulting in a final version of the scale with 17 items and three sub-dimensions. The triple factor
structure of the scale explains 67.767% of the variance. Following the completion of the CFA, it was
determined that the goodness of fit index values were at a sufficient level. The first sub-dimension
of the scale, continuous professional development, assesses teachers' tendencies to engage in
ongoing professional growth. The second sub-dimension, voluntary initiatives for professional
development, measures teachers' voluntary actions to improve professionally. The third sub-
dimension, self-evaluation, encompasses items that reflect teachers' self-assessment for their
professional development. The results of the second-level CFA indicate that a total score can be used
in the scale. The Cronbach Alpha coefficient for the entire scale was determined as 0.925. These
values indicate that the entire scale and its sub-dimensions possess sufficient reliability values. The
correlation coefficients indicate a positive, significant, and moderate relationship between the items.
Consequently, the scale exhibits high internal consistency (Biiyiikoztiirk et al., 2018). The scale is
designed as a 5-point Likert-type measure, with response options as follows: Strongly Disagree (1),
Disagree (2), Partially Agree (3), Agree (4), Strongly Agree (5).

A review of the extant literature in Tiirkiye indicates that only one scale is related to teacher agency.
The scale in question was developed by Liu et al. (2016) and was adapted to Turkish culture by
Bellibas, Caliskan, and Giimiis (2019). Nevertheless, this scale addresses teacher agency within a
general framework. The scale's factors encompass constructive engagement, optimism, teaching
effectiveness, and learning effectiveness. An analysis of the items within this scale reveals that those
in the learning effectiveness factor are associated with professional development. Conversely, an
examination of the extant literature on teacher agency reveals that this construct exerts a pivotal
influence on teachers' professional development (Allen, 2018; Hokka et al., 2012; Lai et al., 2016).
However, there is a paucity of research addressing teacher agency in the context of professional
development (Toom et al., 2015). In the international literature, in addition to the aforementioned
scale, a perceived teacher agency scale for physics teachers has been developed (Hull & Uematsu,
2020), but this scale focuses on teachers' classroom practices of implementing curricula rather than
teachers' professional development. This scale has not been adapted into Turkish. In 2024, a teacher
agency scale was developed based on the ecological model of teacher agency (Leijen et al., 2024).
However, this scale also addressed teacher agency in the context of planning teaching and learning
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activities, did not focus on professional development, and was not adapted into Turkish. In the
international literature, it was observed that a teacher agency scale study was conducted in the
context of educational reforms (Mohamed & Ahmad, 2018). This scale also did not address the issue
of professional development. It is evident that there is a necessity for scales that address teacher
agency in the context of professional development in national and international literature. The
present scale aims to measure teachers' agency in their professional development at a more sensitive
level. The scale has been developed as a measurement tool to ascertain teachers' agency in their
professional development, with the results obtained from its use being applicable in studies on the
development of teachers by incorporating different variables. The scale can be used in the design of
in-service training programmers, teacher identity studies, and studies examining teachers'
professional development and the factors affecting it. The developed scale can be applied to teachers
working in educational institutions of all ages and branches.

Teachers wield considerable influence over all stakeholders in the education process. They are
expected to contribute to the development of their colleagues and students while continuously
improving themselves. This expectation has become imperative, particularly within the
contemporary education system that prioritizes students' multidimensional development. In order
to facilitate this situation, it is one of the desired characteristics for teachers with high levels of
agency in professional development to be individuals who are aware of their own activities and
responsibilities, who can make their own decisions and reflect these decisions in their environments.
The present scale, which focuses on professional development more intensively than existing teacher
agency scales, enables the determination of teachers' professional development agency levels.
Following the determination of these levels, teachers will be empowered to engage in self-evaluation
of their professional development progress and to act in accordance with the insights derived from
this evaluation. It is further hypothesized that teachers whose agency levels are determined for their
professional development and who take steps in this direction can affect their students, colleagues,
administrators, and all stakeholders in their environment. Furthermore, this process enables
teachers to evaluate their professional development and ascertain their level of agency; it will also
augment the positive impact of teachers on their colleagues, students, and other stakeholders in the
long term. In this regard, the establishment of legislation and regulations that fortify teachers' agency
stands as a pivotal step in enhancing the quality of the education system.
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Ogretmenlerin mesleki gelisimleri baglaminda etkenlik diizeylerini Slgen bir
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6z degerlendirme) toplanan 17 maddeden olusmaktadir. Olgegin yap1 gegerligi
i¢in agimlayici ve dogrulayici faktor analizleri gerceklestirilmistir. Olgegin ic
tutarliligi Cronbach’s Alpha degeri ile test edilmistir. Yapilan analizler neticesinde
Ogretmenlerin mesleki gelisim siirecinde etkenlik diizeylerini belirlemeyi
amaglayan gegerli ve giivenilir bir 6lgme aract olan Mesleki Gelisimde Ogretmen
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Giris

21. ylizyilin getirdigi karmasik yasam ve Tiirk egitim sisteminin reform-bagimli yapisi baglaminda,
ogretmenlerin 6grencilerin 6grenme deneyimlerini sekillendirmedeki ve egitim reformlarin
yonlendirmedeki rolii goz ardi edilemez. Ogretmenlerin bu rolii ve cerceve program
yaklasimlariin yayginlasmas: gibi hususlar ise 6gretmen niteliklerini giindeme getirmektedir. Var
olan niteliklerin gelistirilmesi, 6gretmenlerin bu konuda bilin¢lendirilmesi, yasanan degisimlerin
sisteme daha hizl1 bir sekilde tatbik edilmesi egitim sisteminde yer alan o6gretmenlerin mesleki
niteliklerinin fark edilmesi ve iyilestirilmesi ile miimkiindiir. Egitim bir taraftan kiiresel bir yapiya
evrilirken diger taraftan baglamin énem kazanmasi ise 6gretmen niteliklerini daha fazla 6n plana
gikarmistir (Tung Toptas ve Erdem, 2024). Nitekim Taba (1962) 6gretmeni program gelistirme
stirecinde merkezi konuma yerlestirmis ve 6gretmenleri program tasarimcisi olarak gormiistiir.
Didaktik geleneginde de 0gretmen nitelikleri 6nem tasimaktadir ¢linkii smif i¢i durumlar, igerik
secimi, 6gretimin diizenlenmesi gibi hususlarda 6gretmen 6zerkligine vurgu yapilmaktadir (Riizgar
ve Biimen, 2022). Diger taraftan, egitim sisteminde egitim programi, kademeler arasi gecis,
derslerdeki degisiklikler gibi hususlar Tiirk egitim sisteminin reform-bagimli bir yapiya evirmekte
ve egitim pratikleri mutat olarak degisiklige ugramaktadir. Bu nedenle, 6gretmenlerin nitelikleri bu
reform ve degisikliklere hazir olmay1 gerektirmektedir.

Ogretmen niteliklerini 6n plana ¢ikaran bdyle bir baglamda, 6gretmenlerin mesleki gelisimi her
zamankinden daha fazla dikkati cekmektedir. Yasamda ve egitimde gerceklesen siirekli degisimler
ogretmenlerin hizmet Oncesi egitim siireclerinin yani sira hizmet i¢inde de stirekli mesleki gelisime
ihtiya¢ duymalarma neden olmaktadir. Ancak bu zamana kadar yapilan uygulamalarda
ogretmenlerin mesleki gelisime katilmak igin yeterli zamanlarinin olmamasindan, ihtiyaglarmi
karsilamayan mesleki gelisim firsatlarmin sunulmasndan ya da sunulan mesleki gelisim
faaliyetlerinin hizl tiiketilen veya modasi ge¢mis konulardan olusmasindan (Drage, 2010,26) ve
mesleki gelisim faaliyetlerinin 6gretmenlerin simif i¢i uygulamalarindan ve okul gelisim planindan
uzak olmasindan (Cohen ve Hill, 2000) kaynakl1 istenilen sonuglara ulasilamadigi goriilmektedir.
Tiirkiye’de de konuya iliskin ¢alismalar Ogretmenlerin mesleki gelisim faaliyetlerini etkili
bulmadigmi ve mesleki gelisim etkinliklerinin izleme ve geri bildirim sunmadigini raporlamaktadir
(Biimen ve digerleri, 2012). Yine gergeklestirilen mesleki gelisim etkinliklerinin 6gretmenlerin
ihtiyaglarini yeterli diizeyde dikkate almadig: ifade edilmektedir (Elcicek ve Yasar, 2016). Bu
bulgular 6gretmenlerin kendi mesleki gelisimlerinde daha etken bir konuma gelmeleri gerektigini
ortaya koymaktadir.

Diger taraftan, 6gretmen yeterliklerini ve niteliklerini ¢evreleyen sdylem, 6zellikle kiiresel egitim
politikalarmin incelenmesinde ve egitimcilere yonelik beklentilerin yeniden tanimlanmasinda 6nem
kazanmaktadir (Priestley ve digerleri, 2015). Bu 6nem dogrultusunda i¢inde bulundugumuz ¢agin
bir gerekliligi olarak, egitim programi igerigi ve Ogretim metodolojileri tizerindeki merkezi
kontrolden, 6gretmenlik meslegine dair daha derin ve ayrintili bir anlayisa yonelik bir paradigma
degisimine dogru bir gecis yasanmaktadir. Bu degisimle hem Tiirkiye’deki hem de diinya ¢capindaki
egitim sistemleri araliksiz bir doniistime ugradik¢a 6gretmen yeterlikleri kavrammin ve bunun
egitim uygulamalar1 ve politikalar1 iizerindeki ¢ok yonlii etkilerinin daha derinlemesine
aragtirilmasi ise zorunlu hale gelmistir. Ek olarak, egitim programlar1 gibi egitim sisteminin
Ogelerinde gerceklestirilen degisikliklerin istenilen sonucu vermesinin reformlarin egitimciler
tarafindan kabul edilmesi ve derslere entegre edilmesi ile miimkiin olacag: diistintilmektedir.
Aslinda uygulamadaki resmi programin smif gerceklerine ne derece uyum gosterdigi,
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Ogretmenlerin egitim ortamlarindaki durumlaria yani etkenliklerine bagli oldugu bilinen bir
gercektir. Bu baglamda 6gretmen etkenligi iizerinde ¢alisilmasi gereken 6nemli bir kavram olarak
uluslararas1 alanyazinda 6n plana ¢ikmistir (Priestley ve digerleri, 2015). Bu calisma, 6gretmen
mesleki yeterliklerinin ¢ok yonlii boyutlarini 6gretmen etkenligi baglaminda aciklamayi ve politika
zorunluluklar1 ile pedagojik uygulamalar arasindaki dinamik etkilesimi arastirmay:
oncelemektedir.

Alanyazmn incelendiginde, 6gretmenlerin etkenlik diizeyinin belirlenmesi amaciyla yapilan bazi
calismalara rastlanmaktadir. Ornegin; Anderson (2010) tarafindan gerceklestirilen etnografik
arastirmada, etken Ogretmenlerin basarili olmalarinda gevreleri tarafindan desteklenmeleri ve
giiclendirilmelerinin 6nemli oldugu raporlanmistir. Fleming'in (1998) gerceklestirdigi durum
calismasinda, 6gretmenlerin, 6gretim etkinliklerinin, 6gretim materyallerinin ve degerlendirme
yonteminin se¢imi konusunda 6zerklige sahip olmak istedikleri belirlenmistir. Arastirmanin diger
sonuglar1 ise; O0gretmenlerin mesleki gelisim firsatlarina ihtiya¢ duyduklarini ve fikir alisverisi
yapmak, Oneri almak ve birbirlerini motive etmek i¢in meslektaslariyla daha fazla etkilesimde
bulunmak istediklerini ortaya ¢ikarmistir. Bellibas ve digerleri (2019) ¢alismalarinda 6gretmen
etkenligini 6gretmen failligi olarak tanimlamis ve Tiirkiye'de bu kavrami 6l¢en bir ara¢ bulunmadig:
icin Liu ve digerleri tarafindan 2016 yilinda gelistirilen 0gretmen etkenligi Olgegini Tiirkgeye
uyarlamiglardir. Calisma sonucunda, 6grenme etkililigi, 6gretme etkililigi, iyimserlik ve yapic
katilim boyutlarinda toplanan 24 maddelik 6lgek formunun gecerli ve giivenilir bir 6lgme araci
oldugu ortaya konmustur. Uluslararasi alanyazinda yer alan ve heniiz Tiirk¢eye uyarlanmamis
ogretmen etkenligi 6lgekleri de bulunmaktadir. Bu 6lgekler smuf i¢i uygulama pratiklerine (Hull ve
Uematsu, 2020), 6grenme etkinliklerinin planlanmasina (Leijen ve digerleri, 2024) ve egitim
reformlarina (Mohamed ve Ahmad, 2018) odaklanmislar ancak 6gretmenlerin mesleki gelisimine
yer vermemislerdir.

..........

gibi ¢ok gesitli konularla iligkili olarak galisilmakla birlikte bu kavramin iki temel alanda énemi 6n
plana ¢ikmaktadir: egitimle ilgili merkezden gelen reformlar: igeren egitimsel degisiklikler ve
ogretmenlerin mesleki gelisimde etkenlik durumlar1 (Erdem, 2020). Daha ¢ok nitel arastirma
yukarda agiklanan 6lgek ¢alismalar: bulunmakla birlikte mesleki gelisim baglaminda 6gretmenlerin
etkenlik diizeyini 6lgmeye yOnelik bir arag ulusal ve uluslararas: alanyazinda bulunmamaktadir.
Ancak Tiirkiye’de yapilan ¢alismalar 6gretmenlerin mesleki gelisimi konusunda koklii bir degisime
ihtiya¢ bulunmakta oldugunu vurgulamaktadir (Biimen ve digerleri, 2012). Okul temelli gelisimin
vurgulandig1 bir baglamda, yerel 6zelliklerin ve 6gretmenlerin bu siirece yonelik etkenliklerinin
ortaya konmas: Onemlidir. Etken bir Ogretmen kendi mesleki gelisimini yOnetmek ve
meslektaglarina katkida bulunmak ic¢in amagh ve yapic bir eyleme ge¢me kapasitesine sahiptir
(Calvert, 2016). Bu nedenle, 6gretmenlerin mesleki gelisimlerinin giderek 6nem kazandig1 bir
baglamda, ogretmenlerin mesleki gelisimde etkenlik durumlari incelenmelidir. Bu c¢alismada,
biiyiik bir 6gretmen kitlesinin bulundugu Tiirkiye’de nicel calismalara duyulan ihtiyactan hareketle,
mesleki gelisimde O0gretmen etkenligi Olgegini gelistirmek amaclanmistir. Alandaki bu Olgme
aracina ihtiyacin giderilerek, 6gretmenlerin mesleki gelisim baglaminda daha etken olmalarimni
saglayacak politikalarin gelistiriimesinde bu Ol¢gme aracinin karar vericilere veri saglamasi
beklenmektedir. Sonug olarak bu aragtirma mesleki gelisimde 6gretmen etkenligi 6lgeginin gecerlik
ve glivenirligi test etmeyi amaglamistir.
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Kavramsal Cerceve
Ogretmen Etkenligi

Ogretmenlik meslegi kendi icinde bircok unsuru barindiran karmagik bir yapiya sahiptir.
Ogretmenlerin tagimasi gerektigi diisiiniilen bircok nitelik bulunmaktadir. Bunlar arasinda,
ozellikle 6gretmenlerin egitim ortaminda etken ve belirleyici bir role sahip olmalarini saglayan
nitelikleri &ne ¢ikmaktadir. Ogretmen etkenligi de bu niteliklerden birisidir. Ogretmen etkenligi,
ulusal alanyazinda yaygin olmayan bir kavram olarak karsimiza ¢iksa da uluslararas: alanyazinda
vurgusu ¢okga yapilmis ve onem atfedilmis bir kavram oldugu bilinmektedir. ingilizce karsilig
“teacher agency” olan 6gretmen etkenligi ulusal alanyazinda Bellibas, Caliskan ve Giimiis (2019)
tarafindan faillik, Atas Akdemir ve Akdemir (2019) tarafindan aktorliik, Erdem (2020) tarafindan ise
etkenlik olarak kullanilmistir. Alanyazinda farkli terimlerle karsilanmis bir kavram olmasina
ragmen bu galismada, 6gretmenlerin egitim siireclerinde aktif ve belirleyici roller iistlenmelerini
vurgulayan 6zgiin anlamini en iyi sekilde yansittigr diisiincesine dayanarak 'etkenlik' terimi tercih
edilmistir.

Ogretmen etkenligi &gretmenlerin icindeki bulunduklari baglamin diizenlemelerinin ve
yaptirimlarinin disina ¢itkma ve kendi belirlemis oldugu amaclar kapsaminda eyleme gegme
kapasitesi olarak tamimlanabilir (Oolbekkink-Marchand ve digerleri, 2017). Ogretmen etkenligi,
ogretmenlerin onemli bir fark yaratacak sekilde secimler yapmalar1 ve kasith eylemlerde
bulunmalar1 konusundaki ¢abalarim1 tanimlamak icgin ortaya ¢ikan bir kavramdir (Toom ve
digerleri, 2015). Cevrenin, okul atmosferinin, meslektaslarin ve edinilen tecriibelerin etkilesimli
etkisi olarak ortaya ¢ikmaktadir (Atas Akdemir ve Akdemir, 2019). Ogretmenin icinde bulundugu
tim etkenlerden edindigi birikimlerin sonucu oldugu bilinmektedir. Bu bilgiden hareketle
ogretmen etkenliginin O0gretmenlerde dogustan bulunan bir 6zellik ya da kapasite olmadig:
anlagilmaktadir (Biesta ve digerleri, 2015). Ogretmenin sahip oldugu bir yetenekten ziyade
sergiledigi davramislar olan Ogretmen etkenligi (Erdem, 2020) zaman iginde gelistirilen ve
degisebilen bir unsurdur.

Etkenlik birgok noktayr etkiledigi gibi farkli durumlardan da etkilenmektedir. Ogretmenlerin
etkenlik deneyimleri, okullarinda Ogretimsel ve egitsel vyenilikleri nasil algiladiklar1 ve
benimsedikleriyle de ilgilidir. Dolayisiyla etkenligi yiiksek olan oOgretmenlerin, bulundugu
ortamdaki meslektaslarindan farkli kararlar alabildikleri ve yaptig1 eylemlerin bilincinde olarak bu
eylemleri gerceklestirdikleri goriilmektedir. Ciinkii bircok unsuru barindiran 6gretmen etkenligi
kavramimin o6ne c¢ikan Ozelliklerinden biri de 6gretmenlerin 6énemli bir fark yaratacak sekilde
secimler yapmalar1 ve kasitli eylemlerde bulunmalar1 konusundaki ¢abalarmi tanimlamak igin
ortaya ¢ikan bir kavram olmasidir (Toom ve digerleri, 2015). Bu eylemleri gergeklestirirken
ogretmenlerin hem smif igcinde hem de siif disinda karsilastiklar: farkli baglam ve durumlarda
mesleki degerlere, inanglara, hedeflere ve bilgilere gore hareket etme istegi ve kapasitesi 0gretmen
etkenligini yansitmaktadir (Lasky, 2005; Sloan, 2006). Ogretmenler var olan bu kapasitelerini
harekete gecirirken 6grenme ve 6gretme siireglerinde irade giigleri ve 6z denetim mekanizmalarinin
yardimiyla tist biligsel ve yansitict siiregleri kullanmaktadir (Prawat, 1996). Ust bilissel siireclerin
aktif oldugu bu islemsel siirecleri kullanan 6gretmenler yaratic1 ve problem ¢oziicii karakterlerini
mesleki tecriibelerine yansitabilmektedirler. Ayrica 6gretmen etkenligi yiiksek olan bireylerin
bulundugu ortamlarda yenilik¢i ve diizenleyici bir rol iistlendikleri de bilinmektedir. Bununla
birlikte 6gretmenlerde etkenlik sadece 6grenci 6grenimini kolaylastirmak igin degil ayn1 zamanda
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Ogretmenlerin stirekli mesleki gelisimleri, isbirlik¢i Ogrenmeleri, okullarin gelismesi ve
iyilestirilmesi i¢in (Toom ve digerleri, 2015) de Onemli bir yetenek olarak goriilmektedir. Bu
baglamda, mesleki gelisim 6gretmen etkenliginin 6nemli bir boyutu olarak karsimiza ¢ikmaktadir.

Mesleki Gelisimde Ogretmen Etkenligi

Ogretmenlerin mesleki gelisimlerindeki etkenlikleri, bireysel bir &gretmenin sabit bir eyleminden
daha ¢ok mevcut baglam ve ge¢mis kisisel deneyimlerle ilgili olarak ortaya ¢ikmakta ya da
¢ikmamaktadir (Toom ve digerleri, 2015). Ogretmen mesleki etkenligi, meslegi icra ederken gikan
zorluklarla basa c¢ikmaktan da fazlasidir. Ornegin, Pyhilts ve digerlerine (2012) gére etken
ogretmenler kendilerini hem bireysel anlamda hem de dahil olduklar: topluluklarda, kasith bir
sekilde yeni 6grenmelerden sorumlu olan birer pedagojik uzman olarak algilamaktadir. Hatta
ogretmenin kendi uzmanligini1 uygulama ve gelistirme motivasyonu olarak da ifade edilmektedir.
Ayrica 6gretmenlerin yeni ve yaraticl alanlarda yer almalarini ve mesleki anlamda hakli olduklar:
durumlarla gelisen, distan dayatilan kurallara ve diizenlemelere kars: direnme yetenekleri anlamina
da gelmektedir (Lasky, 2005). Okullarindaki egitimsel ve ogretimsel yenilikleri fark edip,
benimseyip uygulamaya koyan 6gretmenler, sahip olduklar etkenlik deneyimleriyle biitiinciil bir
bakis agisina sahip olmaktadir ve bu degisimin islevselligine odaklanmaktadirlar (Pyhdltd ve
digerleri, 2012).

.....

ve meslektaslariin gelisimine de katki saglama becerisi ve inisiyatifi olarak tanimlanmaktadir
(Allen, 2018). Mesleki gelisim igin 6gretmen etkenligi mesleki 6grenme topluluklarinda bulunma
gibi ¢oklu mesleki baglamlarda 0grenmeyi yonetme ve Ogretmenlerin mesleki gelisime yonelik
tutum ve bilislerini igeren bir kavramdir (Toom ve digerleri, 2015). Ayni zamanda mesleki gelisimde
yeterliklerini gelistirme istegini ve becerisini de igerir (Erdem, 2020). Dolayisiyla degisen mesleki
baglamlarda 6gretmenlerin sergilemeleri beklenen mesleki gelisim etkenligi 6zelliklerinden bazilar
sunlardir (Kayi-Aydar, 2019; Vahasantanen, 2015; Erdem, 2020): Ogrencileri, kendileri ve
meslektaslar1 igin ilgili, ilham verici ve yapici bir ortam olusturmalari; yenilik¢i 0grenmeye
katilmalari; calisma ortamlarindaki gesitli gereksinimlere kendilerini uyarlamalars; politikalarin ima
ettigi coklu olasiliklar1 hem meslektaslariyla hem de velilerle yorumlamalar: ve miizakere etmeleri;
bagimsiz kararlar vermeleri ve kigisel tercihleriyle paylasilan meslektas anlayislar1 arasinda denge
kurmalar1. Ogretmenler, bu cabalar1 sayesinde, degisen mesleki baglamlarda hem 6grencileri hem
kendileri hem de meslektaslar igin motive edici ve yapic1 bir atmosfer olusturabilmektedir (Toom
ve digerleri, 2015). Tiim bunlardan yola ¢gikarak mesleki etkenlik 6zelliklerine sahip 6gretmenler igin
“eylemlerinden sorumlu aktif birer Ogrenen, kararlar alabilen ve eylemlerinin sonucunu
derinlemesine yansitabilen bireylerdir” denilebilir.

Yontem

Katilimcilar

Aragtirmanin katiimcilariin belirlenmesinde uygun 6rnekleme yontemi kullanilmistir. Uygun
Ornekleme yonteminin sagladigl en temel avantaj, katilimcilarin arastirmaci tarafindan kolayca
erisilebilir olmasidir. Ozellikle belirli bir zamanda ve smurl kaynaklarla veri toplanmasi
gerektiginde tercih edilebilecek bir yontemdir (Fraenkel ve digerleri, 2012). Bu arastirmada
calismaya katilim saglayabilecek O0gretmenlere ulasilmak istendiginden bu ornekleme yontemi
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tercih edilmistir. Arastirmada 2023-2024 ogretim yilinda Afyonkarahisar ilinde gorev yapan 311
ogretmenden veri toplanmus, uc degerler atildiktan sonra 293 6gretmenin yanitladig: 6lcek formlar:
analize alinmistir. Alanyazin incelendiginde minimum 6rneklem biiyiikliigiiniin 6l¢me aracinda yer
alan madde sayisina gore degisecegine yonelik goriisler vardir. Catell (1978) minimum 6rneklem
biliytikliigiiniin 6l¢me aracinda yer alan toplam madde sayisinin 3-6 kati civarinda olmasinin yeterli
olacagimi soylerken, Hair ve digerleri (2010) ise en az 5 kat1 olmasi gerektigini savunmaktadir. Taslak
olgek formu 48 maddeden olustugundan, analiz yapmaya uygun say1 saglanmistir. Olgek,
Acimlayicr Faktor Analizi (AFA) sonrasi, gegerlik calismalar1 kapsaminda yapilan Dogrulayic
Faktor Analizi (DFA) i¢in farkli bir 6gretmen grubuna tekrar uygulanmistir. Bu ikinci uygulamada
ise 242 6gretmenden veri toplanmugtir.

Islem

Mesleki Gelisimde Ogretmen Etkenligi Olgegini gelistirme siirecinde alan yazinda 6nerilen dokuz
asama takip edilmistir (DeVellis, 2003; Tavsancil, 2006; Tekindal, 2009). Bu asamalar sirasiyla
soyledir: (1) Olgiilmesi amaglanan 6zelligi ve bilesenlerini acik bir bicimde ortaya koymak amaciyla
yapilan alanyazin incelemesi, (2) madde havuzu olusturma, (3) 6l¢iim i¢in uygun formati belirleme,
(4) 6l¢gme aracmin taslak yapisinin gelistirilmesi, (5) olusturulan maddelerin uzmanlar tarafindan
degerlendirilmesi, (6) 6n uygulamasmin yapilmasi, (7) 6lgme aracinin segilen katilimer grubuna
uygulanmasi, (8) gegerlik ve giivenirlik ¢alismalarinin yapilmasi, (9) 6lgege son halinin verilmesi.

Calisma kapsaminda alanyazin incelemesi tamamlanmis ve anahtar kavramlar belirlenmistir.
Anahtar kavramlarla iligkili sekilde 55 maddelik bir madde havuzu olusturulmustur. Likert tipinde
gelistirilmesine karar verilen 6lgegin taslak formu egitim programlari ve 6gretim alan uzmanlari ile
ogretmen egitimi alan uzmanlarina sunulmustur. Uzmanlardan igerik ve dil anlatim agisindan
goriis alinmistir. Uzman goriisti sonrast madde sayis1 52"ye diigsmiistiir. Daha sonra Afyon Kocatepe
Universitesi Sosyal ve Beseri Bilimleri Bilimsel Arastirma ve Yaym Etigi Kurulundan 26.06.2024
tarihli ve Karar 2024/214 numarali arastirma izni alinmistir. Olgegin anlagilirligimi test etmek ve
varsa olast sorunlari Onceden tespit etmek amaciyla 52 maddelik taslak Olgek 10 Ggretmene
uygulanarak deneme uygulamasi tamamlanmistir. Bu uygulama sonunda katiimcilarin goriisleri
dogrultusunda madde say1s1 48’e diismiistiir. Gegerlik calismalari1 kapsaminda yapilan AFA ve DFA
islemlerinin ve gilivenirlik analizlerinin ardindan nihai hale getirilen 6lgek (EK-A) {ig alt boyut ve 17
maddeden olusmaktadir.

Ol¢me Aracinin Gegerlik ve Giivenirlik Calismalar

Olgek taslagi, uzman goriislerinden ve 6n uygulama siirecinden gegirildikten sonra uygulama
oncesi son halini almis ve Google Forms kullanilarak cevrimici ortamda uygulanmistir. Olgegin
gecerliligini saglamak igin ilk olarak, maddeler arasi iligkileri ve alt boyutlar1 belirlemek amaciyla
SPSS programinda AFA gerceklestirilmistir. Orneklem biiyiikliigiiniin AFA'ya uygunlugunu tespit
etmek igin Kaiser-Meyer-Olkin (KMO) analizi ve degiskenler arasi iliskinin uygunlugunu
degerlendirmek i¢in Barlett’s testi yapilmustir. Gegerlik analizleri kapsaminda, AFA sonras1 yeni bir
orneklemden veri toplanmis ve Lisrel programinda DFA gerceklestirilmistir. DFA bulgular
alanyazinda kabul edilen kesme puanlari ile karsilastirilmistir. C)lgegin toplam puan alinabilirligini
test etmek icin ise ikinci diizey CFA gerceklestirilmistir. Olgegin giivenirligi, Cronbach Alpha
guvenirlik katsayisi ile hesaplanmis ve alt-list grup ortalamalarmin karsilastirilmasina dayanan t
testi analizi de sunulmustur.
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Bulgular
Agimlayic1 Faktor Analizi Bulgular

Olgegin gecerlik analizi igin ilk olarak AFA gergeklestirilmistir. A¢imlayict faktor analizi,
maddelerin bir faktore ait olabilecegini ve uygun faktoriin hangisi oldugunu tespit etmek igin
yapilan bir analizdir (Field, 2005). Can’a (2023) gore olgek faktorlerini belirlemede Eigen degerinin
1’den kiigiik olmamas1 kosulu aranmalidir. Bu ¢alismada faktorlerin belirlenmesinde bu yonteme
ek olarak, agiklanan varyans ve yamag birikinti grafigi de dikkate alinmistir.

Tablo 1
KMO ve Bartlett Testi Sonuclar
Kaiser-Meyer-Olkin 916
Bartlett Kiiresellik Testi Ki-kare 3498.276
sd 136
p .000

Tablo 1’e gore KMO ve Barlett testi sonucu, bir baska ifade ile, faktor analizi yapabilme uygunluk
degeri .916 bulunmustur. Ozdamar’a (2004) gore bu degerin en az .60 degerinde olmasi verilerin
faktor analizine uygun oldugunun gostergesidir. Tablo 1’de sunulan Barlett Testi sonucunun
(x?=349.276; p < .01)anlaml1 oldugu goriilmektedir. Bu degerlere bakildiginda verilerin AFA igin
uygun olduguna karar verilmistir. Faktor analizi iteratif bir siirecle takip edilmis, binisen maddeler
ve faktOr yiikii diisiik maddeler sirayla atilarak analiz tekrarlanmistir. 17 madde ile olusan faktor
yapist ile agimlayici faktor analizi sonlandirilmistir. Faktor analizi sonucunda elde edilen faktorlere
yonelik 6zdeger ve varyans oranlar1 Tablo 2'de sunulmustur.

Tablo 2
Mesleki Gelisimde Ogretmen Etkenligi Olceginin Acikladigr Toplam Varyansin Tablosu
Karesi Alinan Yiiklerin Karesi Alinan Yiiklerin
Baslangig Ozdegerleri Toplam Cikarimi Dondiirme Toplami

Maddeler Toplam Varyans % Kiimiilatif % Toplam Varyans% Kiimiilatif % Toplam Varyans% Kiimiilatif %

1 8.452 49.716 49.716 8.452 49.716 49.716 4766 28.037 28.037
2 1.803 10.606 60.322 1.803 10.606 60.322 4751 27.948 55.985
3 1.266 7.445 67.767 1.266  7.445 67.767 2.003 11.782 67.767
4 796 4.681 72.447
5 .691 4.063 76.510
6 .607 3.570 80.080
7 .556 3.269 83.348
8 481 2.829 86.177
9 459 2.699 88.876
10 378 2224 91.101
11 344 2.025 93.126
12 275 1.618 94.743
13 237 1.395 96.138
14 187 1.097 97.235
15 172 1.009 98.244
16 151 .889 99.133
17 .147 .867 100.000
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Tablo 2’ye gore tig faktor dlgegin toplam varyansinin %67.767’lik kismini agiklayabilmektedir. Tezci
(2016) bu acgiklama oraninin %40-60 arasi bir deger almasinin sosyal bilimler icin uygun oldugunu
belirtmektedir. Faktorlerin toplam varyansi agiklama diizeyleri sirasiyla %47.716, %10.606 ve %7.445

olarak belirlenmistir.
Sekil 1
Yamag Birikinti Grafigi

Scree Plot
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Component Number

Faktor sayisi belirlemede kullanilan bir diger yontem olan yamag birikinti grafigine (Sekil 1) gore
tglincli aralik itibariyle egimin sabitlendigi goriilmektedir. Yamag birikinti grafigi olgegin {ig
boyutlu oldugunu kamitlamaktadir. Bu alt boyutlar; siirekli mesleki gelisim, mesleki gelisime yonelik
goniillii girisimler ve 6z degerlendirme olarak isimlendirilmistir.
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Tablo 3
Dondiiriilmiis Bilesenler Matriksi

Bilesenler

A4
A5

A3
A2

A7
A8

Al
Ab

C2
C4
C3
C5
Cé
C1

c7
B2
Bl

.822
.813

.760
.697

.682
.682

.639
.565

821
.810
.800
.780
.742
.703
612

919
912

Tablo 3'te goriildiigii tizere Olgek, 17 madde ve {i¢ faktorden olusmaktadir. Faktorlere ait madde

sayllarma bakildiginda sekiz maddenin birinci faktore, iki maddenin ikinci faktoére ve yedi

maddenin tigiincii faktore ait oldugu goriilmektedir. Birinci faktor maddelerinin degerleri .565 ve

.822; ikinci faktor maddelerinin degerleri .912 ve 919 ve {igiincii faktor maddelerinin degerleri .821

ve .612 araliklarindadir. Bu degerlere gore maddelerin faktor degerleri ait olduklar: faktorler igin
yeterli diizeydedir (Tabachnick ve Fidell, 2007). Diger taraftan, bir faktorde en az ii¢ madde olmasina
yonelik alanyazinda oneriler bulunmakla birlikte (Tabachnick ve Fidell, 2007), faktoriin olgege

katkisinin yiiksek olmasi durumunda bu durum uygun goriilmektedir. Bu 6lgekte ikinci faktorde

yer alan maddelerin faktor yiiklerinin ¢ok yiiksek olmasi ve agiklanan varyans oranma ciddi

diizeyde (%11’e yakin) katki sunmasi nedeni ile faktoriin korunmasmn uygun olduguna karar

verilmisgtir.

AFA Sonrasi Giivenirlik Analizi Bulgular

Tablo 4
AFA Sonrasi Olgek Cronbach’s Alpha Katsayist
Faktor Cronbach's Alpha N
Faktor 1 904 8
Faktor 2 913 2
Faktor 3 911 7
Toplam 925 17

17 maddelik dlgegin Cronbach Alpha katsay1 degeri 0.925’tir. Bu oran Biiytikoztiirk’tin (2020) ifade
ettigi (a>.70) kosulunu saglamaktadir. Aym1 zamanda bu deger ¢ok yiiksek diizeyde giivenilir
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araliginda yer almaktadir (Kalayci, 2018). Olgek faktorleri de ilgili giivenirlik degerlerini
saglamaktadir. Madde toplam korelasyon analizi sonuglar1 Tablo 5'te gosterilmistir.

Tablo 5
Madde Toplam Korelasyon Analizi
Madde No r degeri p degeri
Al 614 .000
A2 692 .000
A3 661 .000
A4 688 .000
A5 701 .000
A6 509 .000
A7 755 .000
A8 733 .000
Bl 512 .000
B2 497 .000
C1 594 .000
C2 .653 .000
C3 .580 .000
C4 728 .000
C5 762 .000
Cé6 .749 .000
C7 .586 .000

Tablo 5 incelendiginde, tiim maddelerin korelasyonlarmin p diizeyinde anlamli oldugu (p=0.000)
belirlenmistir (Moore ve digerleri, 2013). Olgekte yer alan maddelerin toplam korelasyon
katsayilarinin 0.497 ile 0.762 arasinda degistigi goriilmiistiir. Analizi yapilan 6l¢ek maddelerinin
madde toplam puan korelasyonlari .30 iizerinde yer almistir (Biiyiikoztiirk, 2020). Bu degerler 6lgek
formunun yiiksek diizeyde i¢ tutarliliga sahip oldugunu gostermektedir.

Alt-Ust Gruplarin Ortalama Farklart

Orneklemin dlgek ortalamasimin alt-iist %27’lik gruplari arasinda anlamli bir fark olup olmadig:
incelenmistir. Alt %27 ve iist %27’lik gruplara yonelik yapilan bagimsiz 6rneklem t testi sonuglar:
Tablo 6'da gosterilmistir. t testi sonuglar iki grup ortalamalar1 arasinda anlamli bir farklilik
oldugunu gostermektedir [t(293)=1.25540, p<.05].

Tablo 6

Alt-Ust %27°lik Grup Ortalamalarinin t Testi Sonuclar:
Gruplar N X SS sd t )
Ust %27 79 4.7717 17111 156 1.25540 .000
Alt %27 79 3.5160 41165 104.171 1.25540 .000

Dogrulayic1 Faktor Analizi Bulgularn

Acgimlayici faktor analizi ile kesfedilen Olgek yapisinin bagka bir veri seti tizerinden dogrulanmasi
amaciyla yap1 gegerligi kanit1 olarak dogrulayici faktor analizi yapilmistir Dogrulayici faktor analizi
ile gerceklestirilen analizlerin sonuglar1 Tablo 7 ve 8’de sunulmustur.
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Tablo 7
Mesleki Gelisimde Ogretmen Etkenligi Olcegi Uyum Indeksi 1
X2 sd p
275.04 113 <.001

Tablo 8
Mesleki Gelisimde Ogretmen Etkenligi Olcegi Uyum Indeksi 2
Uyum lyiligi Gozlenen Degerler Iyi Uyum lyiligi Degeri Kabul Edilebilir Uyum
Endeksleri lyiligi Degeri*
x2 /sd 2.57 0<x2/sd<2 2<x2/sd<3
GFI 87 .95 <GFI <1.00 90GFI<.95
AGFI .83 .90 <AGFI<1.00 0.85<GFI<.90
NFI 94 .95 <NFI <1.00 .90<NFI<0.95
NNFI .96 .97 <NNFI <1.00 .90<NNFI<.97
RMSEA .081 0 <RMSEA <.05 .05 <RMSEA <.10
CFI .96 97 <CFI<1.00 95 <CFI<.97
SRMR .061 0<SRMR <.05 .05 <SRMR <.10
PGFI .65 0<PGFI<1 1’e yaklastikca daha yalin

GFI= Uyum lyiligi Indeksi

NFI= Ol¢eklendirilmis Uyum indeksi

CFI= Karsilagtirmali Uyum Indeksi

RMR= Kok Artik Kareler Ortalamasi

PGFI= Tutarh Uyum Indeksi

AGFI= Diizeltilmis Uyum [yiligi Indeksi

NNFI= Olgeklendirilmemis Uyum Iindeksi
RMSEA= Tahminin Kok Hata Kareler Ortalamasi
SRMR= Standartlagtirilmig Kok Artik Kareler Ort.

* Kabul edilebilir uyum iyiligi degerleri: Engel, Moosbrugger ve Miiller (2003, s. 52)

Tablo 7 ve 8'de verilen x?/sd oraninin (292.79/114=2.57) 2.57 oldugu ve alanyazina gore kabul edilen
degerler (Cokluk ve digerleri, 2016) arasinda oldugu goriilmiistiir. RMSEA degeri (.81), NFI (.94) ve
NNFI (0.96) degerleri kabul edilen uyum iyiligi degerleri arasindayken SRMR degerinin (.061) iyi
uyum iyiligi degeri araligindadir. Fakat GFI degeri (.87) ve AGFI (.83) degerlerinin istenen
degerlerin altinda kaldig1 goriilmiistiir. Veri seti ¢ok degiskenli normalligi saglamadigindan
(RMK=1.358) GFI ve AGFI degerlerinin diisiik ¢ikmasi beklenen bir durumdur. Bu durumda bu
degerler yerine NNFI ve CFI degerlerinin dikkate alinmasi onerilmektedir (Cheung ve Rensvold,
2002). Veri setinde gozlenen uyum iyiligi indeksleri ¢alismanin yap1 gecerligini dogrulamstir.
Uyum degerleri verilen bu modele iliskin diagram $Sekil 2’de sunulmustur.
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Sekil 2
Birinci Diizey Dogrulayict Faktor Analizi Diyagram
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Chi-Square=292.75, df=114, P-value=0.00000, RMSEA=0.081

Sekil 2 incelendiginde, maddelerin faktor ytiklerinin 0.31 ile 0.89 arasinda oldugu, ve tiim degerlerin
0.30 ve tizerinde oldugu goriilmektedir. Hata varyans:i degerleri ise 0.22 ile 0.90 arasinda oldugu
goriilmektedir. Olcek formundaki tiim maddelerin faktor yiik degerleri ve hata degerleri istenen
diizey araliklarinda yer almistir ve oOlgegin genel uyum degerleri oOlcegin madde bazinda
dogrulandigini gostermistir.

ikinci Diizey Dogrulayic1 Faktor Analizi Bulgulart

Olgekten toplam puan alinabilme durumunu incelemek adma ikinci diizey dogrulayici faktor
analizi yapilmistir. Ikinci diizey DFA’da uyum degerleri birinci diizey DFA uyum degerleri ile ayni
diizeyde tespit edilmistir (x2 /sd=2.57, GFI=.87, AGFI= .83, NFI=.94, NNFI=.96, RMSEA= .081, CFI=
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96, SRMR= .061, PGFI= .65). Sekil 3'te Mesleki Gelisimde Ogretmen Etkenligi kinci Diizey

Dogrulayici Faktor Analizi Diyagrami sunulmustur.

Sekil 3.
Ikinci Diizey Dogrulayici Faktr Analizi Diyagrami
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Sekil 3'te goriildiigii tizere, 6lgegin ikinci diizey yap1 gegerligi dogrulanmistir. Elde edilen bulgulara

gore, Olcek siirekli mesleki gelisim, mesleki gelisime yonelik goniillii girisimler ve 6z degerlendirme

alt faktor puanlar toplanarak mesleki gelisimde Ogretmen etkenligi toplam puanmin elde

edilebilecegi anlasilmistir.

DFA Sonras1 Giivenirlik Analizi

DFA icin elde edilen veri seti ile de 6lgegin i¢ tutarliligr analiz edilmistir. Cronbach’s Alpha degeri

Tablo 9'da sunulmustur.
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Tablo 9
DFA Sonras: Olcek Cronbach’s Alpha Katsayist
Faktor Cronbach's Alpha N
Faktor 1 .824 8
Faktor 2 .639 2
Faktor 3 776 7
Toplam .881 17

DFA orneklemindeki 6lgek Cronbach Alpha katsay1 degeri 0.881'dir. Bu oran da Biiyiikoztiirk’tin
(2020) ifade ettigi (c>.70) kosulu saglamakta ve 80-1.00 araliginda oldugu igin ¢ok yiiksek diizeyde
giivenilir aralifinda (a=.881) yer almaktadir (Kalayci, 2018). Faktor giivenirlikleri de giivenirlik
araliklarini saglamaktadar. Tkinci faktordeki madde sayist iki oldugu icin giivenirlik degeri nispeten
dustk gikmustir.

Tartisma, Sonug, Oneriler

Bu calisma 6gretmenlerin mesleki gelisimlerinde etkenlik diizeylerini belirlemeyi amaglayan bir
Ol¢me araci gelistirmeyi hedeflemistir. O]gegin taslak formu 48 maddeden olusmus ve 311
O0gretmene uygulanmustir. Yapilan analizlerin ardindan 31 madde formdan gikarilmistir. Olgegin
uygulamaya hazir nihai halinde 17 madde ve 3 alt boyut bulunmaktadir (Ek-A). Olgegin tiglii faktdr
yapislt varyansin %67.767’sini agiklamaktadir. Yapilan dogrulayic: faktor analizi sonucunda da
uyum iyiligi indeksi degerlerinin yeterli seviyede olduguna karar verilmistir. Olgegin ilk alt boyutu
olan siirekli mesleki gelisim, Ogretmenlerin siire¢ igerisinde kendilerini mesleki anlamda
gelistirmelerine yonelik egilimlerini 6lgmektedir. Tkinci alt boyut mesleki gelisime yonelik goniillii
girisimler, 6gretmenlerin mesleki anlamda kendilerini gelistirmek iizere gontillii olarak hareket etme
egilimlerini 6lcen maddeler icermektedir. Ugiincii alt boyut olan 6z degerlendirme ise 6gretmenlerin
mesleki gelisimleri adina kendilerini degerlendirme durumlarini agiga c¢ikaran maddeleri
icermektedir. Yapilan ikinci diizey dogrulayici faktor analizi sonuglaria gore 6lgekte toplam puan
kullarilabilir. Olgegin geneli i¢in Cronbach Alpha katsayisi 0.925 olarak belirlenmistir. Elde edilen
bu degerlere gére dlgegin tamami ve alt boyutlar yeterli giivenirlik degerlerine sahiptir. Olgegin
korelasyon katsayilar1 incelendiginde maddeler arasinda pozitif yonde, anlamli ve orta diizeyde
iliski oldugu tespit edilmistir. Buna gore bu olgekteki i¢ tutarlihigin yiiksek oldugu soylenebilir
(Biiytikoztiirk ve digerleri, 2018). Olgek 51i Likert tipinde tasarlanmistir. Bunlar: Hi¢ katilmiyorum
(1), Katilmiyorum (2), Kismen Katiliyorum (3), Katiliyorum (4), Kesinlikle Katiliyorum (5)
seklindedir.

Ulusal alanyazinda, 6gretmen etkenligine iligkin tek bir Olcek yer aldi1 goriilmektedir. Liu ve
digerleri (2016) tarafindan gelistirilen bu 6lgek 6gretmenlerde uygulanmak iizere Bellibas, Caliskan
ve Giimiis (2019) tarafindan Tiirk kiiltiiriine “Ogretmen Failligi Olgegi” ad1 ile uyarlanmistir. Ancak
bu olcek 6gretmen etkenligini genel cercevede ele almaktadir. Olgegin faktorleri yapici katilim,
iyimserlik, 0gretme etkililigi ve 6grenme etkililigidir. Bu 6l¢egin maddeleri incelendiginde 6grenme
etkililigi faktorii kapsamindaki maddelerin mesleki gelisim ile iligkili oldugu ifade edilebilir. Diger
taraftan, 0gretmen etkenligi alanyazini incelendiginde 6gretmen etkenliginin 6gretmenlerin mesleki
gelisimlerinde belirleyici bir role sahip oldugu anlasilmaktadir (Allen, 2018; Hokka ve digerleri,
2012; Lai ve digerleri, 2016) ancak mesleki gelisimde Ogretmen etkenligi konusunda daha fazla
aragtirmaya ihtiya¢ bulunmaktadir (Toom ve digerleri, 2015). Uluslararas1 alanyazinda, bahsi gegen
bu 6lgege ek olarak fizik 6gretmenlerine yonelik bir algilanan 6gretmen etkenligi dlgegi gelistirildigi
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gortilmiistiir (Hull ve Uematsu, 2020) ancak bu 6l¢ek de 6gretmenlerin mesleki gelisimine degil
O0gretmenlerin 0gretim programlarini smif i¢i uygulama pratiklerine odaklanmaktadir. Olgegin
Tiirkgeye uyarlanmasi da gergeklestirilmemistir. Daha giincel olarak, 2024 yilinda &gretmen
etkenligini ekolojik modele gore ele alan bir 6gretmen etkenligi olgegi gelistirilmistir (Leijen ve
digerleri, 2024). Ancak bu Olcek de Ogretmen etkenligini 6gretme ve 6grenme etkinliklerinin
planlanmasi baglaminda ele almis, mesleki gelisime odaklanmamis ve Tiirkgeye uyarlanmamuistir.
Yine uluslararas: alanyazinda egitim reformlar1 baglaminda dgretmen etkenligi Olgegi galismasi
yapildig goriilmiistiir (Mohamed ve Ahmad, 2018). Bu 6lgek de mesleki gelisime odaklanmamustir.
Goriildiigti tizere, ulusal ve uluslararasi alanyazinda o6gretmen etkenligini mesleki gelisim
baglaminda ele alan 6lgeklere ihtiyag duyulmaktadir. Gelistirilen bu 6lgek ile 6gretmenlerin mesleki
gelisimlerinde etkenliklerinin daha hassas bir diizeyde 0l¢iilmesi hedeflenmistir. Hazirlanan 6l¢gme
aract ile ogretmenlerin mesleki gelisimlerinde etkenlik diizeyleri belirlenebilir ve elde edilen
sonuglar farkli degiskenlerin de ise kosulmasi ile 6gretmenlerin gelisimlerine yonelik ¢alismalarda
kullanilabilir. Hizmetigi egitim programlarinin tasarlanmasinda, 6gretmen kimligi ¢alismalarinda,
ogretmenlerin mesleki gelisimi ve bunu etkileyen faktorlerin incelendigi calismalarda kullanilabilir.
Gelistirilen Olgek her yas ve brans bazinda egitim kurumlarinda gorev yapan Ogretmenlere
uygulanabilecektir.

Ogretmenlerin egitim siirecindeki etkisi tiim paydaslar iizerinde goriilmektedir. Etki alami genis
olan 0gretmenlerin siirekli olarak kendilerini gelistirirken meslektaslarinin ve 6grencilerinin de
gelisimlerine katki saglamalar1 beklenmektedir. Ozellikle &grencilerin ¢ok yonlii gelisimlerinin
hedeflendigi giiniimiiz egitim sisteminde bu durumun gereklilikten ziyade zorunluluk halini
almaya basladig1 da bir gergektir. Bu durumu kolaylastirabilmek adina mesleki gelisimde etkenlik
diizeyleri yiiksek olan 6gretmenlerin kendi faaliyetlerinin ve sorumluluklarinin farkinda, kendi
kararlarini alabilen ve bu kararlarini bulunduklar ¢evrelerde yansitabilen bireyler olmalari istenen
ozelliklerden biridir. Var olan etkenlik Olgeklerinden daha yogun bir sekilde mesleki gelisime
odaklanan bu 6lgek ile 6gretmenlerin mesleki gelisim etkenlik diizeyleri belirlenebilecektir. Diizeyin
belirlenmesinin ardindan 6gretmenlerin gelisimleri i¢in kendilerini degerlendirmelerine imkan
taniyacak ve bu konuda cgesitli girisimlerde bulunulmasmna rehber olabilecektir. Ayrica mesleki
gelisimleri i¢in etkenlik diizeyleri belirlenen ve bu yonde adimlar atan 6gretmenlerin 6grencilerini,
meslektaglarini, yoneticilerini ve gevrelerindeki tiim paydaslar etkileyebilecegi diistiniildiigiinde
etkinin yadsinamaz diizeyde olacag: diistiniilmektedir. Ayrica bu siireg, 6gretmenlerin mesleki
gelisimlerini degerlendirmelerine ve etkenlik diizeylerini belirlemelerine olanak tanirken, ayni
zamanda ogretmenlerin meslektaslari, 6grencileri ve diger paydaslar tizerindeki olumlu etkisini
uzun vadede artiracaktir. Bu dogrultuda, 6gretmenlerin etkenliklerini giiclendiren yasalarin ve
diizenlemelerin olusturulmasi, egitim sisteminin kalitesini yiikseltmek icin 6nemli bir adim
olacaktur.

Etik Kurul Onay1: Afyon Kocatepe Universitesi, Sosyal ve Begeri Bilimleri Bilimsel Aragtirma ve Yayin Etigi
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Arastirmacilarin Katki Orani: C.E.: Arastirmanin kurgu ve tasarimi, Denetim, Analiz ve/veya yorum, Yazma,
Elestirel inceleme. H.T. T.: Veri toplama, Veri analizi, Literatiir tarama, Yazma. H. A. K.: Veri toplama, Veri
analizi, Literatiir tarama, Yazma. B. V.: Veri toplama, Veri analizi, Literatiir tarama, Yazma.

Catisma Beyani: Yazar potansiyel bir ¢ikar ¢atigsmasi olmadigini beyan eder.

374



Mesleki Gelisimde Ogretmen Etkenligi Olgegi: Gecgerlik ve Guvenirlik Calismasi

References

Allen, L.Q. (2018). Teacher leadership and the advancement of teacher agency. Foreign Language
Annals, 51, 240-250. https://doi.org/10.1111/flan.12311

Anderson, L. (2010). Embedded, emboldened, and (net)working for change: Supportseeking and
teacher agency in urban, high-needs schools. Harvard Educational Review, 80(4), 541-572.
https://doi.org/10.17763/haer.80.4.f2v8251444581105

Atas Akdemir, O., & Akdemir, A. S. (2019). Teacher agency: A recent trend in professional
development. Journal of Graduate School of Social Sciences 23(2), 865-874.

Bellibag, M. S., Caliskan, O., & Giimiis, S. (2019). Ogretmen failligi Slgeginin (OFO) gegerlik ve
giivenirlik calismasi [Validity and reliability of teacher agency scale]. Trakya Journal of
Education, 9(1), 1-11. https://doi.org/ 10.24315/trkefd.406391

Biesta, G., Priestley, M., & Robinson, S. (2015). The role of beliefs in teacher agency. Teachers and
Teaching, 21(6), 624-640. https://doi.org/10.1080/13540602.2015.1044325

Biimen, N. T., Ates, A., Cakar, E., Ural, G., & Acar, V. (2012). Tiirkiye baglaminda 6gretmenlerin
mesleki gelisimi: Sorunlar ve oneriler [Teachers’ professional development in turkish context:
issues and suggestions]. Journal of Milli Egitim, 194, 31-50.

Biiytikoztiirk, $. (2020). Sosyal bilimler igin veri analizi el kitabi. Istatistik, arastirma deseni SPSS
uygulamalari ve yorum [Handbook for data analysis in the social sciences: Statistics, research design, SPSS
applications, and interpretation]. (27" Edition). Pegem Yayincilik.

Biiytikoztiirk, $., Kilig, Cakmak, E., Akgiin, O., Karadeniz, S., & Demirel, F. (2018). Bilimsel arastirma
yontemleri [Scientific research methods]. Pegem Yayincilik.

Calvert, L. (2016). The power of teacher agency. The Learning Professional, 37(2), 51.

Can, A. (2023). SPSS ile bilimsel arastirma siirecinde nicel veri analizi [Quantitative data analysis in the
scientific research process with SPSS] (11* Edition). Pegem Akademi

Catell, R. B. (1978). The scientific use of factor analysis in behavioural and life sciences. Plenum Press.

Cheung, G. W., & Rensvold, R. B. (2002). Evaluating goodness-of-fit indexes for testing measurement
invariance. Structural Equation Modeling, 9(2), 233-255.
https://doi.org/10.1207/5S15328007SEM0902 5

Cohen, D. K., & Hill, H. (2000). Instructional policy and classroom performance: The mathematics
reform in California. Teachers College Record, 102(2), 294-343. https://doi.org/10.1111/0161-
4681.0005

Cokluk, O., Sekercioglu, G. & Biiytikoztiirk, $. (2016). Sosyal bilimler icin ¢ok degiskenli istatistik: SPSS
ve LISREL uygulamalar: [Multivariate statistics for social sciences: SPSS and LISREL]. Pegem
Akademi.

DeVellis, R. F. (2022). Scale development theory and applications. Nobel Akademi Yayinlari.

Drage, K. (2010). Professional development: Implications for Illinois career technical educataion
teachers. Journal of Careerand Technical Education, 25 (2), 27-37.

Elgicek, Z., & Yasar, M. (2016). The teacher's professional development in Turkey and world.
Electronic Journal of Education Sciences, 5(9), 12-19.

Engel, K.S., Moosbrugger, H., & Miiller, H. (2003). Evaluating the fit of structural equation models:
tests of significance and descriptive goodness-of-fit measures. Methods of Psychological Research,
8(2), 23-74.

Erdem, C. (2020). A new concept in teacher identity research: teacher agency. Adiwyaman University
Journal of Educational Sciences, 10(1), 32-55. https://doi.org/10.17984/adyuebd.

375


https://doi.org/10.1111/flan.12311
https://doi.org/10.17763/haer.80.4.f2v8251444581105
https://doi.org/%2010.24315/trkefd.406391
https://doi.org/10.1080/13540602.2015.1044325
https://doi.org/10.1207/S15328007SEM0902_5
https://doi.org/10.1111/0161-4681.0005
https://doi.org/10.1111/0161-4681.0005
https://doi.org/10.17984/adyuebd

Cahit Erdem ¢ Hilal Tung Toptas * Hateme Aysel Kuzu ¢ Baris Varol

Field, A. (2005). Discovering statistics using IBM SPSS statistics. Sage Publication.

Fleming, D. (1998). Autonomy and agency in curriculum decision-making: A study of instructors in
a Canadian adult settlement ESL program. TESL Canada Journal, 16(1), 19-35.
https://doi.org/10.18806/tesl.v16i1.708

Fraenkel, J., Wallen, N., & Hyun, N. (2012). How to design and evaluate research in education. McGraw-
Hill.

Hair, J. F., Black, W. C,, Babin, B. J., & Anderson, R. E. (2010). Multivariate data analysis (7th ed.).
Englewood Cliffs: Prentice Hall.

Hokka, P., Eteldpelto, A., & Rasku-Puttonen, H. (2012). The professional agency of teacher educators
amid  academic  discourses. Journal ~ of  Education  for = Teaching, 38(1),  83-102.
https://doi.org/10.1080/02607476.2012.643659

Hull, M. M. & Uematsu, H. (2020). A survey to measure perceived agency of teachers. International
Journal of Physics and Chemistry Education, 12(3), 49-59. https://doi.org/10.51724/ijpce.v12i3.82

Kalayci, $. (2008). SPSS uygulamali ¢ok degiskenli istatistik teknikleri [Multivariate statistical techniques
with SPSS]. Asil Yaym Dagitim.

Kayi-Aydar, H. (2019). Language teacher agency: Major theoretical considerations,
conceptualizations and methodological choices. Theorizing and analyzing language teacher agency,
10-21. https://doi.org/10.21832/9781788923927-004

Lai, C, Li, Z., & Gong, Y. (2016). Teacher agency and professional learning in cross-cultural teaching
contexts: Accounts of Chinese teachers from international schools in Hong Kong. Teaching and
Teacher Education, 54, 12-21. https://doi.org/10.1016/j.tate.2015.11.007

Lasky, S. (2005). A sociocultural approach to understanding teacher identity, agency and
professional vulnerability in a context of secondary school reform. Teaching and Teacher Education,
21(8), 899-916. https://doi.org/10.1016/j.tate.2005.06.003

Leijen, A., Pedaste, M., & Baucal, A. (2024). A new psychometrically validated questionnaire for
assessing teacher agency in eight dimensions across pre-service and in-service teachers. Frontiers
in Education, 9(1336401), 1-7. https://doi.org/10.3389/feduc.2024.1336401

Liu, S., Hallinger, P., & Feng, D. (2016). Supporting the professional learning of teachers in China:
Does principal leadership make a diffrence? Teaching and Teacher Education, 59, 79-91.
https://doi.org/10.1016/j.tate.2016.05.023

Mohamed, L., & Ahmad, T. B. B. T. (2018). Development and validation of an instrument to measure
teachers’ professional agency during curriculum reform and its underlying structure. [IUM
Journal of Educational Studies, 6(2), 72-88. https://doi.org/10.31436/ijes.v6i2.265

Moore, D. S., McCabe, G. P., & Craig, B. A. (2016). Introduction to the practice of statistics. W. H.
Freeman and Company.

Oolbekkink-Marchand, H. W., Hadar, L. L., Smith, K., Helleve, 1., & Ulvik, M. (2017). Teachers'
perceived professional space and their agency. Teaching and Teacher Education, 62, 37-46.
https://doi.org/10.1016/j.tate.2016.11.005

Ozdamar, K. (2004). Paket programlar istatistiksel veri analizi [Statistical data analysis with software
packages]. Kaan Kitapevi.

Pyhalto, K., Pietarinen, J., & Soini, T. (2012). Do comprehensive school teachers perceive themselves
as active professional agents in school reforms? Journal of Educational Change, 13, 95-116.
https://doi.org/10.5402/2012/934941

Prawat, R. S. (1996). Learning community, commitment and school reform. Journal of Curriculum
Studies, 28(1), 91-100. https://doi.org/10.1080/0022027980280105

376


https://doi.org/10.18806/tesl.v16i1.708
https://doi.org/10.1080/02607476.2012.643659
https://doi.org/10.51724/ijpce.v12i3.82
https://doi.org/10.21832/9781788923927-004
https://doi.org/10.1016/j.tate.2015.11.007
https://doi.org/10.1016/j.tate.2005.06.003
https://doi.org/10.3389/feduc.2024.1336401
https://doi.org/10.1016/j.tate.2016.05.023
https://doi.org/10.31436/ijes.v6i2.265
https://doi.org/10.1016/j.tate.2016.11.005
https://doi.org/10.5402/2012/934941
https://doi.org/10.1080/0022027980280105

Mesleki Gelisimde Ogretmen Etkenligi Olgegi: Gecgerlik ve Guvenirlik Calismasi

Priestley, M., Biesta, G., & Robinson, S. (2015). Teacher agency: What is it and why does it matter?
Flip the system icinde (ss. 134-148). Routledge.

Riizgar, M. E., & Bumen, N. (2022). Didaktik tradition and its potential reflections on Turkish
education: A comparative analysis with curriculum. E-Kafkas Journal of Educational Research, 9(3),
1213-1244. https://doi.org/10.30900/kafkasegt.1089482

Sloan, K. (2006). Teacher identity and agency in school worlds: beyond the all-good/all-bad
discourse on accountability-explicit curriculum policies. Curriculum Inquiry, 36(2), 119-152.
https://doi.org/10.1111/j.1467-873X.2006.00350.x

Taba, H. (1962). Curriculum development: Theory and practice. Harcourt Brace Jovanovich, Inc.
Tabachnick, B.G., & Fidel, L.S. (2007). Using multivariate statistics. Allyn & Bacon, Inc.

Tavsancil, E. (2006). Tutumlarin ol¢iilmesi ve SPSS ile veri analizi [Measurement of attitudes and data
analysis with SPSS]. Nobel Yayimn Dagitim.

Tekindal, S. (2015). Duyussal ézelliklerin dlgiilmesi i¢in arag olusturma. [Developing tools for measuring
affective traits]. Pegem Akademi.

Tezci, E. (2016). Egitimde dlgme ve degerlendirme. [Measurement and evaluation in education. Detay
Yayincilik.

Toom, A., Pyhilto, K., & Rust, E. O. C. (2015). Teachers” professional agency in contradictory times.
Teachers and Teaching, 21(6), 615-623. 10.1080/13540602.2015.1044334

Tung Toptas, H. & Erdem, C. (2024). Revisiting curriculum theory: Taba's contribution to curriculum
and struction field. Amnadolu Journal of Educational Sciences International, 14(2), 729-758.
https://doi.org/10.18039/ajesi.1442197

Vidhdsantanen, K. (2015). Professional agency in the stream of change: Understanding educational
change and teachers' professional identities. Teaching and Teacher Education, 47, 1-12.
https://doi.org/10.1016/j.tate.2014.11.006

377


https://doi.org/10.30900/kafkasegt.1089482
https://doi.org/10.1111/j.1467-873X.2006.00350.x
file:///C:/Users/Fatih%20ALKAN/Downloads/615-623.%2010.1080/13540602.2015.1044334
https://doi.org/10.18039/ajesi.1442197
https://doi.org/10.1016/j.tate.2014.11.006

Cahit Erdem ¢ Hilal Tung Toptas * Hateme Aysel Kuzu ¢ Baris Varol

Appendix A

Items of The Scale of Teacher Agency in Professional Development*

Continuous 1. Mesleki gelisimimi 6nemserim. (1)
Professional 2. Mesleki gelisimimi saglamak i¢in ¢aba harcarim. (2)
Development 3. Mesleki 6grenmenin yasam boyu devam etmesi gerektigini diisiiniiriim (5).
(Stirekli Mesleki 4 Bagarili egitim-6gretim uygulamalardan ilham ahrim. (6)
Geligim) i
5. Isbirlik¢i ve destekleyici 6gretim ortamlarinin bir parcasi olmaktan
mutluluk duyarim. (7)
6. Meslektaslarimla olan iligkilerim dgretim uygulamalarima yansir. (8)
7. Kendi 6gretmenlik yeterliklerimi arttirmak i¢in siirekli ¢caba gosteririm. (9)
8. Siirekli olarak 6grencilerimin gelisimini hedeflerim. (10)
Voluntary 9. Mesleki gelisimim icin goniillii olarak projelere (Tiibitak, e-twinning,
Initiatives for Erasmus vb.) katilirim. (3)
Professional 10. Mesleki gelisimim igin goniillii olarak projeler (Tiibitak, e-twinning,
Development Erasmus vb.) iiretirim. (4)
(Mesleki Gelisime
Yonelik Goniillt
Girigimler)

Self-Evaluation
Oz
Degerlendirme)

11. Her ders sonrasi kendimi degerlendirip uygulamalari buna gore
giincellerim. (11)

12. Giiglii yonlerimi belirleme konusunda diiriist davranirim. (12)

13. Zay1f yonlerimi belirleme konusunda diiriist davranirim. (13)

14. Mesleki 6grenme ¢abalarimin bana kazandirdiklarini degerlendiririm. (14)

15. Mesleki hedeflerime ulasmak i¢in uyguladigim stratejileri degerlendiririm.
(15)
16. Mesleki gelisimimde karar alirken bilingli hareket ederim. (16)

17. Mesleki gelisimim igin ne 6grenmem gerektigine kendim karar veririm.
(17)

*Researchers do not need to obtain permission from the authors to use the scale. Researchers can use the The Scale of
Teacher Agency in Professional Development in their studies provided that they comply with ethical and scientific
principles and cite this article.

* Aragtirmacilarin 6lgegi kullanmak igin yazarlardan izin almalarina gerek yoktur. Arastirmacilar etik ve bilimsel ilkelere
uymak ve bu makaleye atif géstermek kosuluyla calismalarmda Mesleki Gelisimde Etkenlik Olgegini kullanabilirler.
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