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ABSTRACT

RELATIONSHIP BETWEEN PUBLIC SCHOOL TEACHERS’ PERCEIVED
CRISIS LEADERSHIP, TRUST IN MANAGEMENT AND ATTITUDES
TOWARDS DISTANCE EDUCATION

ERDOGAN, ilayda
M.S., The Department of Educational Sciences, Educational Administration and
Planning
Supervisor: Assoc. Prof. Dr. Merve ZAYIM KURTAY
Co-supervisor: Prof. Dr. Yasar KONDAKCI

September 2022, 131 pages

Crises threaten organizational life dramatically and the COVID-19 pandemic
demonstrated educational organizations are also affected by the consequences of a
crisis. Teachers' attitudes are important for the continuation of education in times of
crisis when distance education is a necessity. Although literature presents numerous
factors related to teachers’ attitudes towards distance education, there have not been
many empirical studies examining the relationship between other contextual factors
such as principal’s crisis leadership, trust in principal, trust in MoNE, and teachers’
attitudes towards distance education. Therefore, this study aims to examine the
relationship between perceived crisis leadership, trust in principal and MoNE, and
teachers’ attitudes towards distance education. For this purpose, the study was
designed as a correlational one. Participants of the study involved 468 teachers
working at primary, middle, and high school level public schools. The cluster
sampling method was used to collect data through face-to-face administration of the
scales. Data collection instruments were Distance Education Attitude Scale, Trust in
Principal Scale, Trust in MoNE Scale, and Crisis Leader Efficacy in Assessing and
Deciding (C-LEAD) Scale. Hierarchical regression analyses were performed, and
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results indicated that perceived crisis leadership is a significant predictor of teachers’
positive attitudes towards distance education while trust in MoNE is a significant
predictor of teachers’ negative attitudes towards distance education. This study can
present findings on the importance of increasing the principals’ crisis leadership
behaviors. Moreover, this study may provide a deeper understanding for decision-
makers in the ministry to arrange the regulations in consideration of crisis

management.

Keywords: Crisis, Crisis Leadership, Trust, Attitudes towards Distance Education
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DEVLET OKULLARINDA GOREV YAPAN OGRETMENLERIN
ALGILADIKLARI KRiZ LIDERLIGI, YONETIME GUVEN VE UZAKTAN
EGITIME KARSI TUTUMLARI ARASINDAKI ILISKi

ERDOGAN, Ilayda
Yiiksek Lisans, Egitim Bilimleri, Egitim Y6netimi ve Planlamasi1 Bolimii
Tez Yoneticisi: Dog. Dr. Merve ZAYIM KURTAY
Ortak Tez Yoneticisi: Prof. Dr. Yasar KONDAKCI

Eyliil 2022, 131 sayfa

Krizler orgiitsel yagsami 6nemli 6l¢iide tehdit eder. COVID-19 pandemisinde oldugu
gibi egitim kurumlart da 6gretim uygulamalarinda ve 6grenme ortamlarinda hizli
degisime yol acan bu kiiresel krizin sonuglarindan derinden etkilenmistir. Bu
baglamda uzaktan egitimin tek secenek oldugu kriz donemlerinde egitimin
devamliligi i¢in Ogretmenlerin uzaktan egitime yonelik tutumlart 6n plana
cikmaktadir. Literatiirde 6gretmenlerin uzaktan egitime yonelik tutumlart ile ilgili
hem bireysel diizeydeki faktorler hem de baglamsal faktorler sunulsa da miidiiriin
kriz liderligi davraniglari, midiire giiven, MEB'e giiven gibi diger baglamsal
faktorler arasindaki iligskiyi inceleyen bir galismaya rastlanmamustir. Bu nedenle bu
caligmanin amaci, algilanan kriz liderligi, miidiire ve MEB'e giiven ile 6gretmenlerin
uzaktan egitime yonelik tutumlari arasindaki iliskiyi incelemektir. Bu amagla mevcut
arastirma 1iligkisel bir arastirma olarak tasarlanmis olup arastirmanin katilimcilar
ilkokul, ortaokul ve lise diizeyindeki devlet okullarinda gorev yapan 468
ogretmenden olusmaktadir. Kiime &rneklemesi yontemi kullanilarak olgekler yiiz
yiize uygulanmistir. Veri toplama araglari Uzaktan Egitime Karsi Tutum Olcegi,

Miidiire Giiven Olgegi, MEB'e Giiven Olgegi ve Kriz Ortaminda Liderlik Yeterliligi
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Olgegidir. Hiyerarsik regresyon analizleri yapilmis ve sonuglar, algilanan kriz
liderliginin 6gretmenlerin uzaktan egitime yonelik olumlu tutumlarinin 6nemli bir
yordayicist oldugunu, oOgretmenlerin MEB'e olan giiveninin ise Ogretmenlerin
uzaktan egitime yonelik olumsuz tutumlarinin 6nemli bir yordayicist oldugunu
gostermistir. Bu baglamda, bu calisma miidiirlerin kriz liderligi davraniglarinin
arttirtlmasinin 6nemine yonelik bulgular sunabilir. Ayrica bu c¢alisma, 6gretmenlerin
tutumlarimni dogrudan etkileyecegi gbz oniinde bulundurularak kriz yonetimine iliskin
etkili kararlar alinmasi ve diizenlemeler yapilmasi i¢in bakanliktaki karar vericilere

daha derin bir anlayis kazandirabilir.

Anahtar Kelimeler: Kriz, Kriz Liderligi, Gliven, Uzaktan Egitime Kars1 Tutum
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CHAPTER 1

INTRODUCTION

1.1. Background of the Study

Throughout history, humanity has faced multiple crises. Financial crises, health
crises, epidemics, wars, disasters, hunger, and climate change are considered crises
that shaped history. Recently, Coronavirus Disease-2019 (COVID-19) outbreak
occurred and a global pandemic was declared in 2020. Therefore, the entire world
has confronted a big challenge at the same time since World War Il (Lippi et al.,
2020). As rapid spread of COVID-19 threatens the people’s health and causes
excess deaths in a short time, it became a big crisis which brings unique and myriad
challenges to deal with. Everything has changed drastically all around the world all
of a sudden. Firstly, the spread of the virus was tried to be controlled by the
governments, thus they took decisive actions to practice social restrictions. Countries
ordered lockdowns and social distance rules to keep people safe at home whereas
face masks become a vital part of our lives. People faced an interruption in their
daily routine that they didn't know how long it would last. Crises can affect all areas
of life at different levels yet many organizations try to survive the threatening and
struggling times. While health sectors were affected deeply by the COVID-19
pandemic and one of the most striking health crises evolved before our eyes in a
short time, the uniqueness of the pandemic crisis confronts humanity in these very
modern times bringing along a massive transition. Large numbers of businesses were
closed, and employees lost their jobs temporarily or permanently (OECD, 2020).
Ultimately, daily routines are forced to change dramatically by the shifting remote
work and distance education. Moreover, as Telli-Yamamoto and Altun (2020) stated
those immediate and universal changes in educational and training activities due to

the COVID-19 have greatly affected the education sector.



Across 188 countries, spreading of the COVID-19 was tried to be controlled through
immediate school closures while 1.6 billion children and nearly 60.2 million teachers
were affected by it (UNESCO, 2020). Similarly, in Turkey, the education process
was interrupted at all levels and schools closed after the first case appeared on March
11, 2020 (Ministry of Health, 2020). Therefore, the government called for alternative
ways in order to keep education. Leaders have worked hard to manage the situation
by making quick decisions in terms of providing continuity of learning, thus school
programs have moved to distance education from traditional teaching quickly. While
the Ministry of National Education (MoNE) carried out K-12 level distance
education through TV channels owned by the state and Education Information
Network (EIN) platform which is known as EBA (Egitim Bilisim Agi), universities
carried out distance education through open education and digital education systems.
State TV channels and digital platforms through the Internet comprised the main
elements of distance education during this process. In Turkey, distance education
started asynchronously through TV channels and the EIN platform continued with
synchronous lessons on online communication platforms. These platforms were
Zoom, Microsoft Teams, Google Classroom, Edmodo, and many more where
teachers and students could meet virtually. As a result, after a while teachers started
to give live courses through online digital platforms and faced the need to adjust

teaching models to online distance education quickly (Qi, 2021).

Mulenga and Marban (2020) stated while face-to-face classes become impossible to
maintain and educational technologies with the usage of digital devices placed the
traditional classroom materials, it has contributed to the efficient use of the
technology during the pandemic. Moreover, it accelerated digital transformation and
offered diverse options when traditional education was not possible to maintain
(Kang, 2021). Actually, along with the rapid development of digitalization in the
world educational technologies have got involved in daily classroom practices
already, for example, instructional tools like interactive whiteboards, computers,
tablets, and smartphones were integrated into the classroom for the purpose of
facilitating student learning. Moreover, technology integration into teaching
influenced from preschool to universities affects the quality of instruction and
changes the traditional learning environment (Bates, 2015). Educators were already

facilitated by the Information and Communication Technologies (ICT), computers,
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smartphones, and the Internet to deliver printed materials simply, use slides, videos,
and audios in the classroom or share online reading links in their daily teaching
methods and communicate their students as well. Several countries are focusing on
integrating technology into education in order to provide students with 21st-century
skills that will prepare them for future careers and society (Partnership for 21st
Century Skills, 2009). Similarly, in Turkey, considering the recent years of
education, there have been many developments in technology integration into
education. One of them was FATIH (Movement for Enhancing Opportunities and
Improving Technology) Project which was carried out by MoNE in 2010. In this
regard, many schools supplied interactive whiteboards and multifunction printers,
tablets were distributed for students and several teachers took in-service training
about the project (Karalar & Dogan, 2017). However, it remained superficial and lots
of criticisms emerged afterward. For example, teachers stated that in-service training
was insufficient for using tablets and e-contents (Kurt et al., 2013; Yildiz et al.,
2013), hardware and software infrastructure deficiencies exist (Demirer & Dikmen,
2018), and also students’ use of tablets in classroom affected classroom management
negatively (Celik et al., 2017). Consequently, there has not been complete
technology integration in public schools in Turkey. However, the pandemic has
clearly demonstrated how important it is to have digital competencies that will
enable students and teachers to adopt new technologies during distance education.
Because essential digital competencies such as effective ICT use and communication
in the digital environment were needed in virtual social environments and online
learning platforms as a result of new education conditions. Moreover, those digital
competencies were critical in order to maintain the sustainability of education in
recent circumstances (Cinar & Alci, 2022). Together with this, teachers are the main
education actors and their positive contribution becomes more essential in the
distance education process where the ICT tools for didactic use are a necessity.
Consequently, teachers’ adaptation to technology-integrated teaching gained
importance with the rapid shift to distance education. However, numbers of study
indicated the challenges of distance education experienced by the teachers. One of
those studies conducted in Turkey during the pandemic period indicated that teachers
had difficulties in internet access stemming from infrastructural shortcomings,

classroom management, and using the Learning Management System (LMS) due to

3



limited training on distance education (Sari & Nayir, 2020). Another study reveals
that teachers’ competency in using digital resources during distance education was
inadequate and they were not trained in the process of changing conditions (Kog¢oglu
& Tekdal, 2020). Hebebci et al. (2020), additionally, documented that teachers draw
attention to technical and infrastructural problems and limited interaction during
online courses regarding to lack of time due to short online class hours. All these
studies revealed dramatic factors which may be related to teachers’ attitudes towards
distance education during the pandemic. However, although relevant literature
provides numerous of research concerning teachers’ attitudes towards distance
education, there is not sufficient investigation of other contextual factors including
teachers’ perceptions of principals’ crisis leadership behaviors and teachers’ level of
trust in principal and MoNE that may have a potential association with teachers’
towards distance education in a crisis. Because apart from access to high-speed
Internet, appropriate technological infrastructure, and to have digital competencies,
teachers needed social and emotional support while they were overwhelmed with the

unique challenges posed by the COVID-19 pandemic.

Educational leaders’ effective leadership behaviors became even more important
during that crisis situation. Marshall et al. (2020) stated that even though distance
education was unchartered territory for educational leaders and their time was
limited to take effective actions during the pandemic, maintaining education and
decreasing harm to the school community is critical in the inevitable crisis times.
Crises bring along complexity and uncertainty, leaders must foster support and
guidance for their followers. Similarly, Boin et al. (2017) suggested frame functions
for leaders’ meaning-making in a crisis and offering guidance, giving hope, and
showing empathy to followers are expected from leaders under different crisis
circumstances. In the same manner, crisis leadership behaviors of school principals
can affect teachers’ teaching experiences under bad circumstances when they look
for direction and guidance. Apart from effective crisis leadership behaviors of
principals, trust in leaders is an important factor that can affect teachers’ behaviors
and attitudes in times of crisis. Trust is a complex phenomenon that is important in
constructing social relationships. Several studies emphasized that trust in leadership
is important and revealed effective organizational commitment, prediction of

employee attitudes and job satisfaction (Avoli et al., 2004; Dirks & Ferrin, 2002;
4



Yang & Mossholder, 2010). According to Holmes and Rempel (1989) trust is a
factor in reducing uncertainty and feeling secure without anxiety. In the school
context, trust studies concentrated on three reference groups for the purpose of
understanding trust in educational organizations, and these are trust in clients
(students and parents), colleagues, and the principal (Hoy & Tschannen-Moran,
1999). Based on these studies, trust contributes to students’ academic achievements
which lead to an effective school. Together with this, Hoy and Tschannen-Moran
(2003) stated trust in principal is the basis of trust in schools and depends on
teachers’ perceptions of reliability, kindness, competency and honesty. Similarly, the
principal’s supportiveness and open and understanding approach are determined by
teachers as trust-building factors (Hoy & Kupersmith, 1984; Hoy et al., 1991; Tarter
et al., 1995). Various study presented positive outcomes of teachers’ trust in
principal. These positive outcomes emerge at the individual level or the school level.
While Tarter et al. (1995) indicated that students’ achievement and teaching qualities
are related to effective schools based on the trust in principal; Hoy et al. (1996)
revealed that trust in principal has an important factor in creating a positive
organizational school climate which breeds healthy interpersonal relations. From the
teacher-level outcomes of trust, Van Maele and Van Houtte (2015) demonstrated that
trust in principal reduces emotional exhaustion. Furthermore, studies in the Turkish
public school context, Zayim and Kondake¢1 (2015) showed that teachers’ readiness
for change which refers to belief and attitudes towards implementation of change is

strongly associated with trust in principal.

Additionally, in Turkey, there is another effective reference group in the scope of
trust studies, which is MoNE, the top management of the highly centralized Turkish
Education System (TES) (Zayim, 2015). As proposed by Dirks and Ferrin (2002)
there is a radical distinction between employee trust in immediate leaders and top
management based on the degree of the relationships. For example, based on the
findings of Zayim (2015), teachers’ trust in principal was associated with work-
related attitudes towards job satisfaction. However, teachers’ trust in MoNE was
more related to teachers’ emotions on change implementations in the school context
and commitment to change. In this respect, it can be stated that to reveal the
teachers’ attitudes in the context of TES, paying attention to trust in both school

principals and MoNE brings about important outcomes concerning distance
5



education process in the course of a crisis. Therefore, along with the perceived crisis
leadership behaviors, trust in principal and MoNE can be associated with teachers’
attitudes towards distance education in times of crisis when something new,

challenging and obligation come into teachers’ life.

1.2. Purpose of the Study

Crises are inevitable both in societies and organizations and they can lead to extreme
changes in people’s life. While they are usually associated with terms such as panic,
stress, and anxiety, leaders’ and authorities’ crisis management skills and leadership
behaviors gained importance in controlling the situation and understanding
followers’ reactions. Similarly, in school organizations, principals have to face the
fact that crises are needed to be led carefully. Large-scale crises such as the recent
COVID-19 global crisis have the potential to affect a great number of people in the
school community. As a result, a radical change such as the transition to distance
education was mandated within the crisis intervention which can be inferred that
distance education is a possible way of maintaining teaching and learning in any
possible crisis henceforth. To gain insight into how distance education was
conducted considering teachers’ attitudes towards distance education is an important
requirement to examine. Because their attitudes might reveal whether they are
willing to teach in distance education even under challenging conditions. Likewise,
teachers’ opinions about distance education can be associated with the quality of the
education that guides researchers. While the literature review presents several
variables that might be related to teachers’ attitudes toward distance education,
considering any crisis context, there is a lack of empirical research. Moreover, the
trust concept in school organization has considerably important since several positive
outcomes are related to trust. Especially trust in management in Turkish school
context was associated with teachers’ attitudes related to change initiatives, as
suggested by Zayim (2015). Since distance education was a big change for all the
members of the school community, in the light of the change-related literature, trust
in management can also be examined as a contextual variable. Thus, the purpose of

this study is to examine the relationship between perceived crisis leadership, trust in



principal and MoNE and teachers' attitudes towards distance education. Also, this

study aims to answer the following question:

What are the predictive roles of perceived crisis leadership, trust in principal, and
trust in MoNE in teachers' attitudes towards distance education after controlling for

the effects of individual-level and school-level variables?
The hypotheses of the study as follows:

Hypothesis 1: Perceived crisis leadership significantly predicts teachers' attitudes
towards distance education after controlling for the effects of individual-level and

school-level variables.

Hypothesis 2: Teachers’ trust in principal significantly predicts teachers' attitudes
towards distance education after controlling for the effects of individual-level and

school-level variables.

Hypothesis 3: Teachers’ trust in MoNE significantly predicts teachers' attitudes
towards distance education after controlling for the effects of individual-level and

school-level variables.

1.3. Significance of the Study

The COVID-19 pandemic has emergently changed the education worldwide that
everyone is used to. Likewise, in Turkey, teacher and student interaction, teaching
methods, and learning pedagogy were dramatically changed with school closures and
shifting to distance education as precautionary measures. Consequently, the current
global pandemic showed that distance education is not an alternative way of teaching
and learning but a necessity. Studies emphasized that the quality of distance
education is significantly related to teachers’ satisfaction, opinions and perspectives.
For instance, Harris and Krousgill (2008) found that instructors’ views and
satisfaction are important factors in order to provide successful distance education.
Similarly, Dooley and Murphey (2000) stated that instructors perceive distance
education as advantageous, which they believe increases teaching and learning.
Therefore, it is important to investigate teachers’ attitudes towards distance
education during COVID-19 school closures as they are considered providers of
education (Nambiar, 2020). Moreover, teachers’ attitudes toward distance education
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are essential in determining the quality of the distance education implementations.
Furthermore, digital learning tools and Internet-based platforms are part of education
nowadays and remain after the COVID-19 pandemic obviously. Studies,
additionally, showed that effective technology use in classroom-setting is
significantly related to teachers’ attitudes (Bullock, 2004). Therefore, it is essential to
indicate teachers’ attitudes towards distance education in order to implement distance
education effectively when necessary and train qualified students by using
advantages of technology-based education. Moreover, if teachers exhibit more
positive attitudes they can translate that into their classroom practices regarding
technology integration and contribute to the teaching-learning process. This might in
return positively influence students’ attitudes toward distance learning and academic

success as well.

Related literature demonstrates both individual factors and contextual factors related
to attitudes of teachers towards distance education in Turkey. Based on the findings,
teachers’ experience in the profession, school type they are working in, their
experience in technology use, students access to technology, lack of teacher and
student interaction, insufficient teaching time and inadequate training in distance
education are considered as factors related to teachers’ attitudes towards distance
education (Agir, 2007; Ates & Altun, 2008; Erten, 2022; Hebebci et al., 2020;
Karagiil & Sen, 2021; Kocoglu & Tekdal, 2020). However, there is a gap in the
literature with regard to contextual variables aspects, which include teachers’
perceived crisis leadership behaviors, trust in principal and trust in MoNE, and

attitudes towards distance education.

Crises lead to a high degree of ambiguity and push the organization to change which
requires strong leadership competencies (Demiroz & Kapucu, 2012). Effective
school leaders in times of crisis are able to cope with ambiguity, make clear
decisions quickly and support teachers and students concerning minimum harm in
the organization (Smith & Riley, 2012). In essence, supporting and empowering
teachers, especially in turbulent times, is fundamental due to effectively pursuing the
teaching process. Therefore, in education, emerging crises need to be managed
successfully by principals and educational authorities. Similarly, trust in leadership is

an important factor too especially during challenging times that organizations face.
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When people trust their leader, they exhibit more risk-taking behaviors (Mayer et al.,
1995) and innovative behaviors (Beyer & Browning, 1999). Mishra (1996) argued
that during a crisis, the decision making and communication process and
collaborative behaviors can be affected in the organization. Hence, the least damage
to these organizational behaviors depends on the trust in leaders. Moreover, Reinke
(2003) asserted that there is a strong correlation between trust in the supervisor and
employees’ acceptance of a change intervention. Similarly, Zayim (2010)
demonstrated that teachers’ readiness for change related to the three reference groups
that trust in principal, trust in colleagues, and trust in clients (students and parents) in
her study examining the relationship between teachers' readiness for change and
several contextual and individual level variables. Therefore, in the consideration of
rapid change interventions as shifting to distance education driven by the global
crisis, trust in principal and also MoNE which is regarded as top management in the

TES can play a predictive role in teachers’ attitudes towards distance education.

In addition, in the course of a crisis, school principals’ crisis leadership behaviors
become important as they are immediate supervisors in Turkish schools. Therefore,
their behaviors, decisions, and actions can be associated with teachers’ attitudes
during the distance education process. In this regard, the current study aimed to
contribute to the adaptation and validation of the Crisis Leader Efficacy in Assessing
and Deciding (C-LEAD) Scale measuring teachers’ perceptions of principals’ crisis

leadership behaviors.

Hence, the findings from this study make several contributions to the current
literature by addressing the gap in the relationship between the attitude towards
distance education, crisis leadership, and trust in management from the teachers’
point of view during the post-crisis period in Turkey. In addition, this study provides
reveals teachers’ specific beliefs about distance education after a short time of their
fresh experiences. Therefore, the findings of the study can provide information and
suggestions to decision-makers in MoNE for preparation for upcoming crises that
affect the education system dramatically in Turkey.



1.4. Definitions of Terms

Crisis is defined as “a low-probability, high-impact event that threatens the viability
of the organization and is characterized by ambiguity of cause, effect and means of
resolution, as well as by a belief that decisions must be made swiftly” (Pearson &
Clair, 1998, p. 60).

Crisis Leadership is defined as the ability of a leader to handle unpredictable events
with devastating effects in an organization. This leadership requires taking decisive
actions in emergencies, clear communication, and risk-taking (Wooten & James,
2008).

Trust is defined as “the willingness of a party to be vulnerable to the actions of
another party based on the expectation that the other party will perform a particular
action important to the trustor, irrespective of the ability to monitor or control the
other party” (Mayer et al., 1995, p. 712).

Trust in Management refers to the willingness of individuals making themselves
vulnerable to the authorities in an organization even if they believe that negative

consequences may occur (Stanley et al., 2005).

Trust in principal refers to teachers’ belief that “the principal will keep his or her
word and act in the best interest of the teachers” (Hoy & Tschannen-Moran, 1998, p.
342).

Distance Education is defined as “teaching and planned learning, in which teaching
normally occurs in a different place from learning, requiring communication through

technologies as well as special institutional organization” (Moore & Kearsley, 2011,

p. 2).

Attitude towards distance education is defined as individuals’ beliefs, feelings, and

behavioral tendencies towards teaching through distance education.

Digital Competence refers to technology-related skills and ability to use Information

and Communication Technologies (ICT) and digital media (Ferrari, 2012).
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CHAPTER 2

LITERATURE REVIEW

This study aims to investigate the relationship between teachers’ perceptions Of crisis
leadership, trust in different levels of management in educational organizations, and
teachers’ attitudes towards distance education. For this aim, this chapter included a
review of literature on leadership during crisis times, trust in management, and
attitudes towards distance education. The literature review was organized into four
sections. Firstly, the nature of the crisis was presented by definitions, crisis
leadership was discussed and crisis leadership was examined in the school context.
Secondly, definitions and descriptions of trust were provided, trust in organization
was discussed and trust in educational organizations was examined. Next, distance
education was explained by providing definitions and historical background of
distance education, teachers’ role in distance education was discussed and studies

including teachers’ attitudes towards distance education were reviewed.

2.1. Definition of Crisis

Crises might occur in all kinds of organizations at any time. Numerous unforeseen
situations could suddenly turn into a potential crisis threatening organizational life.
Whether an organization is small or large, day-to-day activities could be disrupted at
any time by natural disasters such as earthquakes, floods, drought, storms, or
emergencies including fire, terrorism, explosions, pandemics, accidents, kidnapping,
or strikes (Johnson, 2018). The notion of crisis takes its root in ancient Greek times

as krisis and krinein (Crisis, n.d.).

While krisis refers to turning point in a disease, krinein means reasoning, separating,
and deciding (Sellnow & Seeger, 2021). Additionally, the Chinese character
representing crisis has two meanings as danger and opportunity for growth and
development (Roberson, 2020). However, Pearson and Clair’s (1998) crisis
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definition is widely accepted in the literature which is “a low-probability, high-
impact event that threatens the viability of the organization and is characterized by
ambiguity of cause, effect, and means of resolution, as well as by a belief that
decisions must be made swiftly” (p. 60). Hence a crisis is characterized as
unexpected events that affect a mass of people and needed an emergency response.
Similarly, Demiroz and Kapucu (2012) indicated crises as unforeseen emergency
events leading to undesired consequences. In addition to that, from the organizational
perspective, Hermann (1963) stated the organizational crisis threatens the
organization's high-priority values, needs a quick response regarding limited time to
take action, and surprises the organization by causing anxiety or panic responses. He
emphasizes that a crisis is an event that threatens the life of an organization by
preventing the achievement of its goals. Immediate school closures due to the
COVID-19 pandemic are an example of a threat faced by educational organizations.
According to Coombs (2007), “a crisis is the perception of an unpredictable event
that threatens important expectancies of stakeholders and can seriously impact an
organization’s performance and generate negative outcomes” (p. 2—3). Therefore, it
could be inferred that crises threaten organizational achievement as well.
Furthermore, Raphael (1986) specified characteristics of crises as “rapid time
sequences, an overwhelming of the usual coping responses of individuals and
communities, severe disruption to the functioning of individuals or communities,
perceptions of threat and helplessness, and a turning to others for help” (p.6).
Apparently, in the literature, definitions of crisis are agreed on the significant
characteristics which are complex situations resulting in high levels of uncertainty,
threat, surprise, time pressures, and change processes (Fink et al., 1971; Hermann,
1963; Mitroff, 1988; Waller et al., 2014; Zhang et al., 2018).

In addition, James and Wooten (2005) identified two types of organizational crises
which are sudden crises and smoldering crises. The COVID-19 pandemic is an
example of a sudden crisis which is characterized by unexpected events that hard to
control such as natural disasters or terrorist attacks. On the other hand, smoldering
crises arise from a small problem within the organization and have the potential to
become a crisis status due to a lack of managerial attention. These are, for example,

workplace safety, rumors, bribery, and sexual harassment.
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2.2. Crisis Leadership

Although crises are rare events, they threaten the survival of the organizations
dramatically (Jackson & Dutton, 1988), and to be protected from the destructive
effects of crises in an organization, crises needed to be led successfully. That is, to
maintain the sustainability of an organization, managing the crisis is essential. Aksu
(2009) argued that leaders should not pretend that they have not encountered a crisis.
Moreover, they must be realistically aware of the potential crises and be prepared for
them. Because, crisis management includes determining the factors that will threaten
organizations and creating a structure that will eliminate those factors beforehand
(Yagci, 2020). Therefore, while effective management provides leaders be prepared,
it helps to make a plan accordingly. Similarly, Smits and Ezzat (2003) emphasized
that “Effective crisis management depends upon planning and people” (p. 2).
However, a crisis caused by natural disasters may not give a clue beforehand and feel
like it came out of nowhere. For instance, the COVID-19 global crisis occurred
suddenly and gave no time to anybody for preparing. Considering those crises, once
a crisis evolves only option for a leader is to take control and make quick and
decisive actions (Grissom & Condon, 2021). That is, in times of crisis, the
importance of leadership and management skills becomes prominent as stated by
Demirtas (2000). For instance, particular leadership skills such as being adaptive and
resilient become more demanded of a leader in challenging times (Jahagirdar et al.,
2020). Similarly, leaders’ crisis management abilities are the most influential factor
in coping with the crisis. Wooten and James (2004) stated that effective crisis
management includes effective leadership behaviors such as informing members
adequately about the actions and making them engage in the crisis resolution.
Further, several studies examined the relationship between specific types of
leadership and crisis management. Waldman et al. (2001) specified two forms of
leadership as being important in periods of uncertainty which are transactional and
charismatic leadership. Moreover, in the scope of an experimental study, Hunt et al.
(1999) investigated different leadership types both in a crisis situation and non-crisis
situation. In the literature, although particular types of leaders, demonstrating
charismatic or transformational leadership, were stood out among others as being
effective leaders in crises, the study of Hunt et al. (1999) showed that regardless of

the leadership type, followers demand leaders to be confident and performance
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beyond expectations in times of crisis. Leading in crisis requires extraordinary efforts
with great responsibility. Lussier and Achua (2004) identified five tasks in which
essential competencies in crisis leadership as crafting a vision, setting objectives,
formulating and implementing a crisis plan, communicating openly and managing

people effectively.

Marshall et al. (2020) also identified four key leadership behaviors that are important
in crises: “providing clear direction, communicating effectively, working
collaboratively, and engaging in adaptive leadership” (p. 32). Communication is an
essential skill expected of leaders during crisis times as it is in all management
processes. Maintaining accurate information through clear communication with
stakeholders is highlighted as being a good practice of leadership in difficult times
(Caringal-Go et al., 2021; Wittmer et al., 2021). Since ambiguity and anxiety among
stakeholders increase, and due to their unstable state of emotions during a crisis,
leaders should communicate effectively and frequently to provide comfort to the
organization (Marshall et al., 2020). Moreover, communicating clearly and
transparently during a crisis help reinforce trust in the workplace (Fernandez &
Shaw, 2020).

The collaborative approach is essential in effective crisis leadership as well. Crisis
management relies on working collaboratively in resolving the crisis. Especially,
building crisis management teams help the organization in responding to a crisis.
Further, Coombs (2007) stated that “a crisis management team is a cross-functional
group of people within the organization who have been designated to handle any
crisis” (p. 63). Therefore, these teams which involve personnel from all departments
within the organization work collaboratively to overcome critical situations. Leaders,
on the other hand, should work with the crisis management team, stay engaged in the
event of the crisis, be visible, and lead from the front by controlling all aspects of the

implemented plan (Carone & lorio, 2013).

Correspondingly, adaptive leadership is another important practice in leading times
of crisis. According to Strauss et al. (2013), when faced with circumstances requiring
organizational change, adaptivity is regarded as a vital, first step. Since a crisis
brings with it many changes, especially the functioning of the organization, leaders

need to be engaged in learning and adapting to the new situation to lead to the
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unknown and the uncertain. As stated by Hadley and her colleagues (2011), in times
of crisis leaders with adaptive personalities feel the confidence to lead in critical

situations.

Additionally, there is a plethora of studies showing the importance of decision-
making skills in effective leadership in time of crisis (Quarantelli, 1988; James &
Wooten, 2010). As proposed by Klann (2003) leader’s capacity is best tested in times
of crisis. Crises demand leaders to make the right decisions in an unstable condition
and under enormous pressure, so effective decision-making is a critical skill for
leading in a crisis (Beilstein et al., 2021; Klann, 2003). Moreover, as stated by James
and Wooten (2010) failing to make quick and wise decisions can have more
devastating effects than the crisis itself. Therefore, an effective leader should make
quick and strategic decisions under time and resource constraints caused by the crisis
conditions. Also, leaders’ motivation to lead in a crisis is an important factor that
may affect the resolution of any crisis. Chan and Drasgow (2001) argued that self-
efficacy and personal resources such as personality traits and skills affect the leaders’
motivation to lead during turbulent times. Therefore, if leaders believe in themselves
to make a change in the resolution of the crisis situation, they become motivated to

lead successfully (Hadley et al., 2011).

2.2.1. Crisis Leadership in Schools

Pandemics such as the recent COVID-19 outbreak are serious crises affecting society
as a whole. While threatening many lives, it affected the health care system
drastically. However, the education sector is one of the sectors most affected after
the health sector (Baykal & Koc-Tutuncu, 2022). This crisis disrupted the function of
the schools and left teachers, students, parents, and other stakeholders in the dark
about educational continuity because of immediate school closures (Grissom &
Condon, 2021).

As complexity theory suggests, schools are complex adaptive systems full of
unpredictable events (Morrison, 2008). Thus, any problem daily has the potential to
turn into a crisis in the school. Despite the fact that the definition of crisis involves
infrequency by its nature, school crises have a high probability of occurring

(Adamson & Peacock, 2007; Grissom & Condon, 2021). In that vein, crisis factors
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affecting a school community are grouped into two categories. External factors
coming from outside of the school are fires, natural disasters, wars, security issues,
terrorist attacks, epidemics, political uncertainties or financial distresses in the
country (Herman, 1994). On the other hand, internal factors, which are related to
students, teachers, and administrative affairs are disturbing events falling schools
into a state of crisis. Suicide, violence, loss of students or teachers, physical and
sexual abuse, drug use, and addiction (Allen et al., 2002; Newgass & Schonfeld,
2000), and issued based on management (Erol & Karsantik, 2017) can be examples

of internal factors causing a crisis in the school.

The literature presents definitions specifically for school crises. They are considered
unpredictable emergent events that have a serious impact on the school community
(Brock et al., 1996) and traumatic events accompanied by ambiguity and complexity
(Seeger, 2002). Jones and Paterson (1992), on the other hand, defined a school crisis
as, “a sudden, generally unanticipated event that profoundly and negatively affects a
significant segment of the school population and often involves serious injury or
death” (p. 1). The school community consists of students, parents, teachers,
administrators, and other school-based personnel who are closely related to a school
and share common values about the education of the children (Redding, 1991). The
reality of the crisis affects all school communities. It is important to reassure
stakeholders about navigating crisis, promote courage to cope with the stress, and
give them support when they look for a direction (Fernandez & Shaw, 2020;
Marshall et al., 2020) since stress increases during crisis times among teachers,

students, and their families because of fear and ambiguity (Ingenito, 2004).

Principals as school leaders are the main actors to manage a crisis. According to
Jones and Paterson (1992), establishing a crisis management plan is extremely
crucial so that the school does not fall into chaos. Similarly, Aksoy and Aksoy
(2003) emphasized in schools crisis management plans are important and reduce
disruption to the functioning of the school and indecision. Herman (1994) illustrated
the characteristics that school principals should have and what they will do in the
process of preparing and responding to crisis situations in schools. As stated by the
author, a principal should predict possible crises, prepare crisis response guidelines

and action plans, and have a well-prepared directive for communication with the
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written and visual media during the crisis. Thus, principals need to establish a

preventive and systematic approach to crisis management.

In the literature, there are three main stages in crisis management considered as a
cyclical process and, these are pre-crisis period, crisis, and the post-crisis period
(Mitroff et al., 1987; Coombs, 2007). Consistent with crisis management in school
organizations, these three dimensions in the crisis management process are related to
the crisis management skills of school principals. Aksu and Deveci (2009) examined
these dimensions as pre-crisis period, crisis period, and post-crisis period in Turkish
school context. The early warning signals appear in the pre-crisis period and leaders
need to detect them. Once the crisis signals are received, it is important to prepare
the necessary crisis plans and teams and also keep those plans up to date. The crisis
period refers to the moment of crisis in which fear and panic are experienced. While
the effects of the crisis begin to appear quickly, chaos could occur. In that stage,
ensuring the safety of the school community and continuity of education are related
to principals’ successful leadership behaviors during the crisis. As proposed by Aksu
& Deveci (2009) the absence of conflicts within the organization and the high
motivation of employees create a supportive atmosphere for crisis management. That
is, principals are responsible for conditions that facilitate the school community’s

adaptation and lead the transition that is forced by the crisis (Weiner et al., 2021).

Grissom and Condon (2021) highlighted three sets of competencies that school
principals need to possess for effective leadership in crisis: analysis, sensemaking,
judgment, communication, and emotional intelligence. Analysis, sensemaking, and
judgment refer to a leader’s ability to forecast impending danger and determine its
risks. These competencies especially become more prominent before crisis hits. As
highlighted by several scholars for crisis leadership in general, communication is
vital for school organizations in times of crisis as well. Flaxman et al. (2020) noted
that school leaders should be careful about sharing accurate information. In fact,
based on their research findings, communication was stated by the managers as an
important factor that should be used effectively in times of crisis. On the other hand,
stress is an important factor that might affect the school leaders' decision-making and
judgment skills, thus emotional intelligence herein becomes key to success in

providing emotional control and showing empathy (Boin et al., 2013).
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Given the critical role attributed to the school leaders during crises, several
quantitative and qualitative studies conducted with the aim of understanding the
causes and impacts of the crisis affecting schools and the crisis management
strategies of principals. The majority of the existing studies focused on both
teachers’ and principals’ perspectives related to effective crisis leadership behaviors
of school principals. However, while the current study focuses on teachers’
perceived crisis leadership only during the crisis period, other studies in Turkey
examined the principals’ behaviors based on the scale developed by Aksu and

Deveci (2009) of three dimensions: Pre-Crisis, Crisis Response, and Post-Crisis.

To illustrate, Ayyiirek (2014) conducted a study that aims to obtain the perceptions
of teachers about principals’ crisis management skills after experiencing the Van
Earthquake in 2011. According to teachers’ opinions, the crisis caused by the
earthquake was not managed well. Additionally, female teachers who participated in
the research expressed more negative views on crisis management than male

teachers.

Additionally, the study conducted by Erol and Karsantik (2017) examined primary
and secondary school teachers’ perceptions about crisis situations showed that
teachers associated crises with student and management-based problems. Getting the
crisis signals, making effective decisions, organizing the crisis management process,
and communicating in the crisis management process were stated as required

qualifications by the principals in times of crisis.

Similarly, Altinbas et al. (2019) conducted a study to reveal teachers’ evaluation of
the crisis management skills of the principals. The study demonstrated that as the
managerial experience of principals increases they become more able to deal with
difficulties, adapt to change, and make effective decisions when encountering
problems. Likewise, Maya (2014) examined the teachers’ perceptions of crisis
management skills of principals and found at a moderate level. In addition to that,
teachers’ perceptions of the levels of crisis management skills differ in terms of work
experience. The author suggested that school principals need to be adequately trained

and prepared for potential crises affecting school.
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Teachers’ perceptions of the crisis and principal’s crisis leadership behaviors are
important in order to take decisive actions to overcome any crises related to schools
and minimize their damaging effects on the school community. However, in Turkey,
studies were limited to principals’ crisis management skills in the context of a minor
crisis or a district-level crisis, and any of these studies did not include teachers'
attitudes towards distance education that emerged due to the crisis management

strategy.

Additionally, as proposed by Ahlstrom et al. (2020), trust in schools has a great
influence on dealing with challenges that were caused by change, uncertainty, and
anxiety. Specifically, in times of change, open communication becomes forefront in
the organization and provides a big advantage for the organization’s competitiveness
(Mishra, 1996) in which high level of trust environment. Similarly, communication is
the key element of effective crisis leadership, so information flow easier (Bryk &
Schneider, 2002). Moreover, trust in leadership is regarded as the crucial factor
which enhances positive employee outcomes (Yang & Mossholder, 2010). It can be
related to teachers’ performance and commitment to work. As an example, based on
the findings of Balyer (2017), when teachers trust in their principals they put more
effort into educational goals and be motivated to do their best. Similarly, studies
related to the change literature suggest that any instructional and organizational
changes offered by the principal are more likely to be accepted where a trusting
relationship between teachers and principal is salient in the school (Kochanek, 2005).
Moreover, Zayim (2015) studying within the Turkish school context revealed that

teachers’ readiness to change is associated with trust in educational authorities.

As crises bring about changes and ambiguities by their nature, shifting to distance
education can be considered a massive change is driven by the COVID-19 school
closures which forced teachers to adapt in a short time. While leaders’ crisis
leadership behaviors become prominent with regard to teachers’ views in times of
crises, this global crisis led to a dramatic change in teaching and learning, trust in
principal and in MoNE can be related to teachers' acceptance of the distance

education, in turn, their attitudes towards it.
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Since this study aims to predict teachers’ attitudes toward distance education in the
course of a crisis where their work routine dramatically changes, detailed arguments

were presented in this regard next section.

2.3. Trust

Trust is considered an essential resource to sustain many relationships. It has been
accepted as a core construct in different disciplines including biology, sociology,
psychology, history, political sciences, management and economics which brings up
the fact that there is no consensus with regard to its definition (Rousseau et al.,
1998). However, Gabarro (1978) states that a single definition might threaten the
wealth of the concept itself. Although each field has presented different perfectives
on trust, trust is assigned as a major aspect of the society from the societal
perspective and much of the literature demonstrates that trust is contingent on the
presence of two parties involved in a relationship which could be two individuals,

two teams, or two organizations.

As indicated in the literature, first studies with regard to trust concept were done by
personality theorists, but especially after 1980, it started to be the subject of research
in the fields of organization theory, management, and organizational behavior (Ari,
2003). Therefore, apart from the personal relationships, trust is an important factor in
the professional and employment relationships as well (Bunker et al., 1996). Also, to
elucidate its importance at the organizational level, numerous theories were
established and studies were conducted (Kramer & Tyler, 1996; Lewicki et al., 1998;
Mayer et al., 1995; Mishra & Spreitzer, 1998; Tschannen-Moran, 2004). According
to the literature, there has been a lot of research highlighting the power of trust in
creating well-functioning organizations, and findings reasonably point out positive
employee outcomes (Dirks & Ferrin, 2001; Kath et al., 2010; Lee et al., 2013; Van
Maele et al., 2014). In this respect, a deeper understanding of members’ expectations
about relationships and behaviors including job satisfaction, work commitment or

openness to change depends on investigating trust dynamics in the organizations.

Based on the trust literature, this section aims to present a background on trust
dynamics and also consequences of trust-based relationships in educational

organizations with a specific focus on trust between administrators and teachers.
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2.3.1. Definition of Trust

Throughout the years, the literature has provided numerous definitions of trust.
Deutsch (1958) defined trust as “an expectation by an individual in the occurrence of
an event such that expectation leads to behavior which the individual perceived
would have greater negative consequences if the expectation was not confirmed than
positive consequences if it was confirmed” (p. 266). Another definition of trust
provided by Boon and Holmes (1991) is as follows, “a state involving confident
positive expectations about another’s motives with respect to oneself in situations
entailing risk” (p. 194). Therefore, conditions of containing the high levels of risk
promote trust if two parties have positive expectations from each other. In addition,
Mayer et al. (1995) defined trust as “the willingness of a party to be vulnerable to the
actions of another party based on the expectation that the other party will perform a
particular action important to the trustor, irrespective of the ability to monitor or
control the other party” (p. 712). That means trust depends on the trustor’s
acceptance of his or her vulnerability whilst believing that the trustee would not
cause any harm to him or her. According to Rousseau et al. (1998), risk and
interdependence are two critical factors for trust to arise. Risk-taking under uncertain
conditions depends on the trusting parties’ perception of the probability to lose
(Chiles & McMackin, 1996) and trust is meaningful under conditions where specific
uncertainties that leads to taking risks (Lewis & Weigert, 1985). Similarly,
interdependence is another factor required to promote trusting relationships because
the interests of one party cannot occur without trust. Another definition that has been
mostly considered in the literature is suggested by Hoy and Tschannen-Moran
(1999), “a person’s or group’s willingness to make themselves vulnerable to another
person or group, relying on the confidence that the other party exhibits the following
characteristics or facets: benevolence, reliability, competence, honesty, and
openness” (p. 189). Based on the description, Hoy and Tschannen-Moran (1999)
stated that benevolence, competence, reliability, honesty, and openness are facets of

trust.

Benevolence. It is related to the sense of caring and based on the assurance that one
party would not exploit the latter party’s well-being even if the circumstances are

available for the latter party’s self-interest (Cummings & Bromiley, 1996; Hoy &
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Tschannen-Moran, 1999). In the school context, school principals promote trust by
demonstrating benevolence which is related to caring about teachers’ needs and

interests and protecting their rights (Tschannen-Moran, 2004).

Competence. It is related to showing the ability to perform a task and fulfill another
party’s expectations according to the situation which, in turn, is associated with
developing trust (Baier, 1994). In other words, one party’s abilities or skills based on
the specific standards foster trust in relationships. In school, for example, a new
teacher who wants to do his best in helping students but does not have adequate
skills may create higher levels of distrust among students (Tschannen-Moran & Hoy,
2000).

Reliability. It is based on predicting whether someone else's behavior will be
consistent. Hence, in a trust-based relationship that is essential to reflect the

consistency between words and actions.

Honesty. It is a fundamental concept for establishing interpersonal trust which is
related to somebody’s integrity and authenticity (Tschannen-Moran, 2004). Integrity
is about being consistent in what is said and what is done and someone's inconsistent

behavior violates trust.

Openness. This facet is about the trustee part would not exploit the other party’s
vulnerability although he or she shared personal information (Hoy & Tschannen-
Moran, 1999). Authors also make a connection between openness and reciprocal
trust which refers to an exchange of trust among two parties. That is, each party has

confidence that the other one would not betray.

To sum up, trust is a concept-based phenomenon as Rousseau and his colleagues
(1998) asserted, and it is considered as being a way of decreasing uncertainty which
includes perceptions of risks, and trust-related concepts are crucial in social
interactions. The common aspect of all definitions is that one party leaves himself or
herself vulnerable to the other party on certain issues for certain reasons. This state

of being vulnerable comes out of the individual's own will.
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2.3.2. Types of Trust

Shapiro and her colleagues (1992) suggested three types of trust considering
professional relationships in an organization: deterrence-based trust, knowledge-
based trust, and identification-based trust. Lewick and Bunker (1995) used calculus-
based trust instead of deterrence-based trust of Shapiro et al.’s (1992) model. These
trust types constitute stages of trust building. That is, development of trust in a
relationship moves from calculus-based to knowledge-based to identification-based
trust. The calculus-based trust is the first stage in trust formation and is driven by the
consistency of behavior. The trustee party fears the consequences of what they do
and say, so in order to prevent itself from negative consequences of the distrust,
calculus-based trust increases rapidly. In the form of knowledge-based trust, trustor
party knows the behaviors and possible actions of the other party well enough
(Lewicki & Bunker, 1995). Similarly, identification-based trust occurs when two
parties understand each other and each party empathizes with the other party
effectively (Lewicki & Bunker, 1995).

According to McAllister (1995), trust is categorized into two types in the context of
interpersonal trust: cognitive-based trust and affective-based trust. Cognitive-based
trust is related to one party’s cognitions of the performance of other party and in
order to develop trust between two parties, features such as competence, reliability,
and dependability are prominent (McAllister, 1995). In other words, cognitive-based
trust is based on having meaningful information about the other party and on the
search for a rational reason to trust. Affective-based trust emphasizes emotional
attachment, thus trust depends on the level of care among two parties and the
positive emotions they feel for each other (McAllister, 1995). In addition, it relates to
personal experiences with someone, suggesting that a close work relationship with
the manager could build this type of trust and promote strong bonds. McAllister
(1995) stated that in for affective-based trust to present there must be a cognitive-

based trust first.

In another classification based on the organizational level, two types of trust were
suggested interpersonal and impersonal trust (Mayer et al., 1995; Costigan et al.,

1998; Vanhala et al., 2016). What an employee trust for colleagues and managers is
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studied as interpersonal trust; however, impersonal trust refers to trust in the

organization namely organizational structures and processes.
2.3.3. Organizational Trust

Shea (1984) describes trust as a “miracle ingredient in organizational life” (p. 2) that
unites people together to achieve a common goal and foster organizational
effectiveness. Numerous studies examining the impact of trust in organization show
that it results in various positive outcomes. While Ouchi (1981) highlighted that trust
improves organizational productivity, Tschannen-Moran (2001) pointed out that trust
facilitates cooperation and collaboration in the organization. On the other hand,
Davis et al. (2000) stated its vitality as being a key factor of organizational success.
Furthermore, there are studies demonstrating that trust in organization fosters
employee motivation (Dirks, 1999), and commitment (Hrebiniak & Alutto, 1972;
Liou, 1995; Tan & Tan, 2000) while improving communication (Roberts & O’Reilly,
1974; Zand, 1972) and employees’ innovative behaviors such as generating creative
ideas for work processes (Bak, 2020; Sonnenberg, 1996). Moreover, studies
indicated that trust brings about positive attitudes, higher levels of cooperation
associated with positive work environment behavior, motivation, and high
performance of the employees (Brockner et al., 1997; Dirk & Ferrin, 2001;
Shockley-Zalabak et al., 2000). Therefore, trust is a vital component in organizations

and literature provides myriad studies regarding its positive outcomes.

According to existing literature, organizational trust can be examined in three
subheadings: trust in organization, trust in manager, and trust in colleagues.
Examining trust at different levels provides a deeper understanding of the
consequences within organizations. Similarly, in educational organizations, it is
important to gain a deeper understanding of level of teachers’ trust while several
studies offered lots of positive employee outcomes including higher levels of
motivation, increase in individual job performance and, in turn, organizational
performance (Currall & Epstein, 2003; Dirks, 1999).
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2.3.4. Trust in Educational Organizations

Schools are one of the most important organizations in the society. It is essential to
explore dimensions of trust in the school context because school effectiveness,
school improvement, the well-being of stakeholders, and student achievement are
either directly or indirectly influenced by the degree of trust stakeholders have in
each other (Tschannen-Moran, 2001). Likewise, Vroom’s (1964) expectancy theory
suggests that employees be motivated to put more effort into work if trust exists in

the organization.

Developing trust-based relationships within the school environment leads to several
positive outcomes. According to Hoy et al. (1996), trust in organization provides a
positive organizational school climate. Similarly, as Hoy et al. (1992) and Tarter et
al. (1995) indicated school effectiveness is linked to teachers’ trust in the
organization. Moreover, a high-trust environment creates effective communication
within the schools (Hoy et al., 2002). Bryk and Schneider (2002), additionally,
emphasized that “Trust is a strong predictor of success” (p.132) which leads to an
impact on individual task performance. For example, they found that trust enhances
students’ learning and performance in activities. Scholars also examined trust and
organizational change in the scope of the schools. It is commonly accepted that trust
decreases risk perception which is related to change initiatives (Rousseau et al.,
1998), so they are willing to perform more work than normal (Tschannen-Moran,
2003). Specifically, trust among teachers is significantly associated with
collaborative behaviors and which, in turn, leads to openness to change and it
became easier for them to comply with innovation (Bryk & Schneider, 1996;
Tschannen-Moran, 2001). Similarly, many studies demonstrated that trust is a key
enabler for school reform. For example, Louis (2007) pointed out that teachers

working in a school with strong trust relationships tend to accept the change.

Consequently, it is important to reveal the nature of trust dynamics in their work
environment which leads to enhanced job-related attitudes, individual performance,
and eventually student outcomes. Furthermore, studies show these positive outcomes

for both individual and organizational levels.
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Schools are characterized by intense social interactions between teachers, students,
principals, and parents, thus their relations give insight into trust in schools. In the
literature, three reference groups stand out in terms of trust in school organizations.
Hoy et al. (2002) introduced these reference groups as being elements of faculty trust
which refers to teachers’ trust in principal, trust in colleagues, and trust in clients

(parents and students).

2.3.4.1. Trust in Colleagues

First reference group identified by Hoy et al. (2002) in relation to faculty trust is
colleagues. Tschannen-Moran’s (2014) study revealed that teachers’ trust in principal
is strongly related to the degree of teachers’ trust held in each other. Therefore, in
addition to the importance of trust in principals at the school, the trust among
teachers is also very important for the well-functioning of the school. Because
according to Hoy et al. (1992, 1996), school effectiveness and positive school
climate are highly related to those trust relationships within the school. In terms of
trust formation, Margolis and Bannigan (1986), offered that trust formation requires
to share of opinions and feelings among two parties. Since teachers interact more
often with each other and have an opportunity to share opinions and feelings much
more developing trust-based relationships depends on those interactions which are

important for them.

Tschannen-Moran and Hoy (1998) defined trust in colleagues as “the faculty’s belief
that teachers can depend on each other in difficult situations and that teachers can
rely on the integrity of their colleagues” (p. 342). When teachers support one another
and collaborate to achieve common goals considering the success of the school, they
enhance the quality of their relationship which cultivates trust among them. Because
trust is accepted as a necessary ingredient making people cooperate willingly
(Coleman, 1990), the breeding trust-based relationships among teachers is expected
to strengthen collaboration for better organizational performance (Tschannen-Moran,
2009). Therefore, teachers’ trust in colleagues reinforces an environment with an

adaptive and productive atmosphere.

Concerning change literature, when teachers trust in colleagues since that improve

cooperation between them, they become more open to change (Tschannen-Moran,
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2001). Similarly, Bryk and Schneider (1996) investigated trust and school reform
relationship in urban schools. Results showed that trust in colleagues makes teachers
more open to innovation and change. Moreover, while they open up their weaknesses
and talk about them with colleagues, they also are encouraged to develop their own

teaching strategies.

Trust studies also conducted in the context of the Turkish schools. For example,
Zayim and Kondakg1 (2015) studied to reveal the relationship between readiness for
change and organizational trust. Their findings supported previous studies which
reveal the relationship between teachers’ trust in colleagues and openness to change
(Bryk & Schneider, 1996). Correspondingly, Zayim and Kondak¢1 (2015)
demonstrated that faculty trust in colleagues significantly associated with teachers’
readiness for change and decrement in trust may lead to increment in the negative

attitudes related to change initiatives such as resistance and cynicism.

Another positive outcome emerges in the context of students. That is, trust-based
relationship among teachers not only creates a better work environment but also
contributes to student achievement (Tschannen-Moran et al., 2006). Therefore,
student achievement is also a remarkable outcome of trust studies in school
organizations. For instance, teacher professionalism and collective efficacy are
associated with trust-based relationship which enhances students’ academic
achievement (Tschannen-Moran, 2009). Therefore, when atmosphere of trust
prevails among teachers in a school, students could also benefit from this positive
atmosphere as recipients (Tschannen-Moran, 2009). In addition to that, another
reference group is trust in clients, which encompasses trust in parents and students,
which plays a vital role in a positive school environment as well as trust in

colleagues.

2.3.4.2. Trust in Clients

Second reference group of the trusting relationships in the school organizations,
suggested by Hoy et al. (2002) is trust in clients (students and parents). In a healthy
school climate, students, teachers and school leaders feel good to be there and have
positive behaviors. In the context of healthy schools, teachers have positive attitudes

towards each stakeholder and harmonious relationships are cultivated among
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teachers and other members of the school community (Hoy et al., 1991; Hoy et al.,
2002). Students and parents are important aspects of the school community.
Teachers’ trust in students is quite important within the schools in terms of positive
educational outcomes. Because as Tschannen-Moran (2014) stated academic
performance of students, quality of learning, student motivation, student well-being
and their commitment to the school are direct results of the relationship between
teachers and students. Also, although parents are not physically present in daily
school times, parents who are more likely interested in their children’s academic
achievement in school can decide to be closely involved in their children’s
education. In addition to that, studies show that parental involvement has beneficial
influences on children’s educational development (Hoover-Dempsey & Sandler,
1997) and developing of positive attitudes and behaviors at school (Avvisati et al.,
2014). Therefore, parents have a strong presence in school settings, as well, for their
children which makes them an important party of the trust relationships within the

school context.

Based on the findings of Goddard et al. (2001) there is a link between student
achievement and trust. This link actually is created by trust based relationship
between teachers and parents and also students. That is, when teachers foster trust-
basted relationships between students and parents, student achievement increases.
Therefore, it is important for to teachers learn to create a highly trusting environment
that leads to higher student success. Similarly, Hoy and his colleagues (2006) found
that faculty trust in students and parents, a strong sense of collective efficacy and
academic emphasis is related to student achievement. The academic emphasis of a
school refers to level of importance that the school places on student success.
Moreover, Bryk and Schneider’s (2002) three-year longitudinal study demonstrated
trust in parents and students strongly predicts student achievement. Because the
interpersonal relationships between teachers, students and parents might affect
whether or not students attend class on a regular basis and continue to put out the

necessary effort to study which, in turn, is linked to student achievement.

2.3.4.3. Trust in Principal

Another trust reference group within the school context is trust in principal. School
principal’s role is important for fostering trust between teachers. Hoy and
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Tschannen-Moran (2003) put forward to trust in principal as the basis of trust in
schools. The principal’s behaviors are highly critical and decisive in establishing
trust-based relationships. According to Hoy and Tschannen-Moran (2003) teachers’
trust in principal is essential in the organizational context and is based on the
principal’s kindness, reliability, and honesty characteristics perceived by teachers.
Similarly, principal’s supportive and collegial leadership behaviors are crucial in
establishing trust in the school which, in turn, predictors of trust in principal.
Building trust between teachers and principals brings a sense of achieving a common
goal (Tschannen-Moran, 2004) by improving collaborative work behavior and
effective communication (Fuller et al., 2008). It is known that teachers have very
demanding roles such as preparing and delivering instruction, having different skills
and strengths, evaluating each student’s performance, managing each student’s
behavior and adapting changes in the practices in educational settings and so on.
Therefore in order to achieve these demanding roles strong interpersonal relationship
between the teachers and principals is indicated as being an important element and

trust is the key for those strong relationships (Brezicha & Fuller, 2019).

Additionally, achieving educational goals in a school setting is related to trust in
principal. In this regard, Tschannen-Moran and Gareis (2015) highlighted that
teachers’ trust in principal was significantly related to teacher professionalism and
student achievement. Studies have also investigated the teacher-level outcomes of
trust in principal. To give an example, trust in principal was associated with teachers’
organizational citizenship behavior (OCB) which refers to extra-role activities
(Berkovich, 2018; Tschannen-Moran, 2003; Van Maele et al., 2014) and teachers’
wellbeing (Berkovich, 2018; Louis & Murphy, 2017; Van Maele & Van Houltte,
2015). In addition, Van Maele and Van Houtte (2015) explored the relationship
between faculty trust in students, colleagues, and the principal and teacher burnout in
elementary schools. While results showed that there is a negative correlation between
trust in principal and teacher burnout, trust in principal leads to a decrement in
teacher burnout. It can be inferred that when teachers are faced with significant
challenges which may lead to exhaustion, cynicism and inefficacy, their trust in
principal helps them to overcome those challenges. Also, there are studies exploring
trust in principal in the Turkish educational context. For example, Balyer (2017)

investigated teachers’ perception of trust in principal considering three perspectives:
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their school leadership, their administrative implementations and their principals’
personality. Unlike the majority of studies that provided positive outcomes, results
showed that teachers do not trust their principal as school leaders as a consequence
of their negative opinions. Correspondingly, teachers do not trust their principals in
the consideration of daily administrative implementations. That is, they reported that
principals lack competence and also experience in their administrative practices, thus
they have difficulties in managing schools and human resources. Another aspect
examined in Balyer’s study was principals’ personalities. Teachers mostly described
their principals as disrespectful, selfish and unreliable which, in turn, leads to a low
level of trust in principal. The author suggested that these negative teacher outcomes
may arise due to the highly-centralized structure of MoNE. Because all decisions are
made by the MoNE including appoints of the school principals without taking into
account potential problems related to principals’ inexperience or personalities

(Balyer, 2017).

As an organizational level positive outcome, Tarter et al. (1995) offered that trust in
principal allows the formation of more effective schools which have conducive
learning environments. Positive school climate, additionally, another essential
outcome that is caused by fostering trust-based relationships in schools (Hoy et al.,
1996). As proposed by Hoy and his colleagues (1996), healthy schools refer to
positive climate of the school. Authors stated that in a healthy school, people work
together in harmony and principals demonstrate collegial leadership while highly
influencing their superiors. Thus, trust-based relationship between school principals

and teachers are positively associated with a healthy school environment.

Moreover, teacher trust in principal produces supportive attitudes for change (Moos
& Kofod, 2009; Zayim & Kondakg1, 2015). Principals have a critical role, especially
in uncertain times and they especially reduce the risk associated with change by
making the implementation process easier and also positive student outcomes
(Zayim-Kurtay, 2021). Parallel to this, in the existence of teacher-principal trust, any
organizational changes offered by the principal are more likely to be accepted
(Kochanek, 2005). Accordingly, change and organizational trust relationship are

worth examining, because change is constantly encountered in schools and
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education-related concepts. That is, very recent instructional change can be
exemplified as shifting distance education due to the COVID-19 pandemic crisis.

As indicated in the aforementioned studies, trust in schools is examined in the
literature from three referents’ perspectives which are trust in principal, trust in
colleagues and trust in clients (parents and students) (Hoy et al., 2002). Despite the
abundance of literature related to trust in principal, studies examining trust in a
higher level of management in educational organizations are scarce. In Turkey, the
education system is highly centralized and the top management is MoNE. All
important decisions related to education such as appointment of teachers and
administrators, the selection of textbooks, and the preparation of the curriculum are
taken by the MoNE (Tarman, 2011). Zayim (2015) introduced trust in MoNE as a
new reference group of trust-based relationships in the school context and explored
change interventions in TES. According to the results, while trust in principal was
strongly associated with work-related outcomes such as job satisfaction, trust in
MoNE was associated with change-related teacher emotions and commitment to
change. Also, results demonstrated that trust in MoNE is a stronger predictor of
teachers’ readiness for change rather than trust in principal which may stem from
principals’ lack of autonomy in the education system which is very centralized. That
is, decisions are made by MoNE and imposed on schools without considering school
principals’ opinions; thereby change initiations are made by MoNE and trust in
MoNE is positively related to teachers’ readiness for change (Zayim, 2015).
Similarly, findings were supported by the arguments pointed out that trust in
different reference groups at different levels of management results in different
employee outcomes (Dirks & Ferrin, 2002; Yang & Mossholder, 2010). Therefore,
in order to examine teachers' attitudes towards distance education in the post-crisis
period, it has become important to consider the predictive role of trust in
management based on two reference groups, because trust-based relationships

between each party differ in teachers' outcomes.

2.4. Distance Education

The COVID-19 crisis demonstrated that distance education is no more an option but

a primary necessity in the scope of any crisis which has a profound impact on the

whole society. Therefore the reality of such kind of crisis results in immediate school
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closures, which have confronted educators with the importance of distance education
which provides a big opportunity for continuity of the teaching and learning process.
There is a plethora of studies in the literature that have concentrated on different
types of distance education, its advantages, shortcomings, and problems in practice,
perceptions and attitudes of both learners and teachers, and also learner-teacher and
learner-learner interactions. Lately, because of the COVID-19 pandemic conditions,
an unexpected transition to distance education has emerged, thus studies about the

field of distance education have increased considerably.

Moore and Kearsley (2011) defined distance education as “teaching and planned
learning in which teaching normally occurs in a different place from learning,
requiring communication through technologies as well as a special institutional
organization” (p. 2). As Keegan (1996) stated that distance education is different
from face-to-face education and they are separated from each other with a sharp line
at one point. Unlike the traditional classroom setting, teachers and students are
distant from each other, and they lack physical interaction because they do not meet
physically throughout the process.

Distance education is also used interchangeably with distance learning, online
learning, e-learning, and virtual education because of Internet use and even though
emergency remote teaching has specific main elements. These elements are being
institution-based, physical separation of teacher and student, usage of interactive
telecommunication systems including media (e.g., television, telephone, or Internet),
and sharing data in print, voice, or video formats (Simonson et al., 2003). Lately,
with the rapid transition to distance education because of COVID-19 pandemic
researchers specified distance education as emergency remote teaching (Adedoyin &
Soykan, 2020). Therefore, all teachers, instructors and students were enforced to
adopt distance education worldwide urgently. While this new form of distance
education came with extreme challenges that influence several stakeholders of
education, Bozkurt and Sharma (2020) stressed that crises such as the current

pandemic show how education systems are open to external dangers.
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2.4.1. History of Distance Education

The concept of distance education is not a new phenomenon that emerged from the
invention of the Internet. Researchers proposed similar generation models to describe
phases of the development of distance education throughout history. Distance
education has three main generations which are also called phases regarding its
developments in time, that is, correspondence, broadcasting, and computer-mediated
distance education (Anderson & Simpson, 2012). First generation distance education
is correspondence study. Today's concept of distance education takes its roots from
the correspondence education, which is also called home study, based on delivering
printed course materials to the learners at home in the late 1800s. Anna Eliot Ticknor
established the first correspondence school in America, which is called Society to
Encourage Studies at Home, offered distance education opportunities carried out by
mail more than seven thousand women (Watkins, 1991). Courses were English,
History, Science, French, German, and Art. She aimed to obtain opportunities for
young women who could not get a formal education. Another example is
correspondence education mainly for miners in 1891. Correspondence courses in
mining were provided through newspapers that aim to prevent mine accidents
(Simonson et al., 2003). In time, universities both in America and Europe began to
offer correspondence courses especially for working people covering a wide range of
topics (Moore & Kearsley, 2011). Therefore, these applications mainly provided
opportunities especially for adults who were not able to receive a formal education
because of social and occupational concerns. The second generation consists of
broadcasting which affected the change in the delivery of instruction swiftly
(Gunawardena & Mclsaac, 2001). First radio and later television primarily
dominated the field of distance education during this era. With the usage of radio,
television, and also teleconferencing, it became easier to reach large numbers of
people. Additionally, the open universities have emerged and provided licenses
which offer many people to attend any education program (Simonson et al., 2003).
For example, the United Kingdom Open University was the first university to offer
courses in the scope of distance education with the use of television and radio
programs (Anderson & Simpson, 2012). Gooch (1988) stated that, by the 1970s,
there were 233 TV channels broadcasting for educational purposes in the USA.
Furthermore, in 1980 educational satellite system was created, thus in particular
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villages were obtained instructional television programs (Pregowska et al., 2021).
Therefore, both adults and young learners had a chance to enhance their learning
thanks to the developments in the distance education system (Zigerell, 1991). These
were examples of noninteractive instructions. The third generation brought a new
dimension to the concept of distance education because of providing two-way
communication. Thanks to the computer network and Internet, in the 1990s video
conferencing which make two-way communication possible was available in

universities (Moore & Kearsley, 2011).

Apart from the traditional distance education which has been conducted through
mail, radio, or television, new technological developments by means of the Internet
affecting the whole society changed practices of distance education drastically.
Today, documents and data from all over the Internet are easy to access at any place
anytime. That is, usage of the Internet, computers, and mobile devices outweighs
usage of mail, television, radio, video records, or CD-ROMs. In this regard,
emerging technologies adapted in distance education have influenced distance
education activities deeply and promoted learner and teacher interaction as well as
provided flexible participation (Kogak-Usluel & Mazman, 2009). Correspondingly,
distance education, online education and e-learning terms are used interchangeably
because learning materials are delivered over the Internet and interactions between
two parties are obtained online although these terms have significant differences
(Tsai & Machado, 2002).

Distance education has an important position in terms of social development in
Turkey as well. Studies in this direction started formally in 1956 with the letter
delivery courses carried out by Ankara University Faculty of Law (Kaya, 2002).
Therefore, bank officials were able to follow the distance education courses and
develop their occupational skills. Later, with the realization of the contribution of
correspondence courses conducted by mail to teaching, studies to increase distance
education practices gained importance. In 1960, Correspondence Course Center was
established by the Statistics and Publication Directorate with the responsibility of the
MoNE (Kirik, 2014). Television, additionally, was used as an effective medium to
provide distance learning, especially for foreign language courses at the beginning.

As stated by Isman (2011), educational programs started to be broadcast on Turkish
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Radio Television Corporation (TRT) in 1968 and also educational programs for
primary, secondary, and high schools were offered by the Film, Radio and Television
Education Center in 1973. After a while, in 1982, Anadolu University was assigned
to carry out open education activities, thus it was the first Open University in Turkey.
In the following years, the number of universities offering distance education has
increased. Today, at both the university level and high school level, distance
education was carried out for students who do not attend a formal education due to
personal reasons or any other concerns. Thanks to the technological developments,
distance education practices were enriched through the computer-based instruction
and also internet-based programs. Today, numerous universities have centers for
distance education offering synchronous or asynchronous courses, so that especially
adult students in all ages are provided life-long learning opportunities in Turkey
(Geray, 2007). Lately, due to the recent COVID-19 school closures, courses in all
schools have been urgently transferred to a format for distance education, and the
compulsory distance education has started. Therefore, especially in K-12 level
education, television and Internet-based programs were used as medium of the
distance education throughout the pandemic. TRT EBA channels, EBA web-based
platforms, and Zoom online platform contributed to the continuation of the process
(MoNE, 2020). In addition, the Council of Higher Education (CoHE) announced that
distance education started in universities officially on 23 March 2020 (Council of
Higher Education, 2020). Therefore, universities having adequate technical
infrastructure systems carried out distance education for their students during the

whole process.

2.4.2. Theories of Distance Education

To have a deep understanding of nature of the distance education researchers have
presented important theories since the 1980s as a direct result of the acceleration of
new technological developments in the field of education. Based on the theories of
autonomy and independence, Wedemeyer (1977) highlighted that the core of
distance education is independent of the student considering university level.
According to him, system offers a great opportunity for students to take
responsibility for their learning and allows students to progress at their own pace.

Therefore, individualized instruction, where different learning needs of students can
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be taken into account, is a key factor in distance education. In addition, Wedemeyer
(1977) believed that relationship between student and teacher is essential to the
success of distance education. Similarly in the scope of the theories of autonomy and
independence, Moore (1973) emphasized the concept of independent study where he
addresses the amount of learner autonomy and the distance between teacher and
learner as determinants and classified distance education programs as "autonomous"
(learner-determined) or "non-autonomous"” (teacher-determined). Specifically, he
stated that there are two components of distance education: providing two-way

communication and responding to students' individual needs.

Within the scope of Industrialization Theory of Distance Education, Peters (1989)
proposed industrial structure characteristic of distance teaching as follows:
“rationalization, division of labor, mechanization, assembly line, mass production,
preparatory work, planning, organization, scientific control method, formalization,
standardization, change of function, objectification, concentration, and
centralization” (pp. 195-209). He stated that these elements are required for planning
the distance education process of teaching and learning. According to him, division
of labor is an important element for effective teaching of distance education; thereby
tasks are divided into smaller subtasks. Another emphasis is on the change of the
teacher function. Yet, numerous studies stress that teachers’ role in distance
education is comparatively different than in traditional education. For Beaudoin
(1990) distance education is a learner-centered system and teachers must facilitate
learning by using technology effectively in their instruction. MacKenzie et al. (1968)
identified an instructor’s tasks in the distance education process, as “diagnosing the
student’s readiness to learn, monitoring student progress toward objectives sought
recognizing and discovering a student’s learning difficulties, stimulating and
challenging students to further efforts, evaluating the quality of a student’s learning,

assigning a grade to estimate learning outcomes” (p.137).

From the perspective of the Theory of Interaction and Communication expressed by
Holmberg (1989), distance education refers to “guided didactic conversation” and he
noted that learning is viewed as a personal activity in distance education while
positive personal relations between the student and the teacher facilitate student

participation and learning. In other words, the rapport between the teacher and the
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student enhances student's willingness to participate in the lesson. As a result, a good
personal relationship between teacher and learner encourages students to study while

enhancing their study pleasure (Holmberg, 1989).

In the scope of Transactional Distance Theory, Moore (1993) identified three types
of interactions in distance education as student-instructor, student-student, and
student-content. Transactional distance can be specified as the distance existing
between student and the teacher due to psychological and physical space. Moore
(1993) defined three dimensions of the transactional distance as dialogue between
teachers and students, structure of the courses and program, and autonomy of the
student. Structure basically means the course’s design and degree of enabling two-
way communication while dialogue refers to the interaction during student and
teacher communication. However, the autonomy of a student refers to the ability to
take responsibility for his or her own learning. These three dimensions are
interrelated in determining the success of the distance education program, for
instance, a program including video recorded courses where there is no dialogue
between teacher and learner can be considered less structured. That is, it brings out

the need for students to be more autonomous in their learning.

In the consideration of success in distance education implementation, learner-student
interaction is considerably important. Dialogue between instructor and learner and
suitably designed learning materials are the determining factors of the success of
distance education (Moore, 1993). Additionally, Moore and Kearsley (2011) stated
that enhancing student learning in any type of distance education practice requires
reducing the psychological distance between the teacher and the student rather than

physical distance between them.

2.5. Teachers Roles in Distance Education

Distance education has changed the teacher’s role, and pedagogy models (O’Neil,
2009). Because both places for teaching and instruction materials using in ordinary
classrooms are different from the traditional education settings. Therefore, a
fundamental change has occurred in interaction between the learner and the
instructor. In addition, students in distance education programs and courses are

mostly adults (Moore & Kearsley, 2011) having different characteristics from
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traditional students. However, today making distance education suitable to K-12
students is another important point. Piaget's (1964) theory of cognitive development
suggested that children go through different learning stages as a direct result of their
brain development. Therefore, children's intelligence is different from that of an
adult which brings the fact that teaching differs in different age groups. That also
makes teaching in distance education challenging for teachers.

Based on the various features of distance education systems, learning environment,
degree of interactions between student and teacher and also among students, learning
Mmaterials, teaching methods, changes in the teachers’ and students’ roles make
distance education different from traditional face-to-face education. According to
Perraton (1988), teacher in the distance education is a facilitator of learning rather
than transmitter of the existing knowledge. O’Neil (2009) stressed that because of
learning environment has changed in the scope of distance education, teachers do not
have the same autonomy as in the traditional classrooms. Similarly, Schoenfeld-
Tacher and Persichitte (2000) noted that distance education teachers often need
diverse sets of technical and pedagogical competencies in order to perform qualified

teaching.

2.6. Teacher Attitudes towards Distance Education

There are various human factors having a huge impact on distance education
practices. Teachers play a very crucial role in the education system whether distance
education or traditional education it is. As noted before their role has changed
significantly due to emergence of the new technologies in education. Also, recent
global pandemic which had a severe impact on education demonstrated that teachers’
technological knowledge and skills became prominent in the continuity of education
(Cmmar & Alci, 2022). Besides, teacher competencies in information and
communication technologies affect instructional quality positively (lkwuka et al.,
2020). Moreover, in the regard to 21st century skills, both learner and teachers are
required to have particular skills such as critical thinking, communication,
collaboration and creativity and use of information technology in education
(Partnership for 21st century skills, 2009). However, how important it is for teachers
to have these skills, especially digital skills, came to light with the urgent shift to
distance education caused by the COVID-19 pandemic.
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Stronge (2018) emphasized that learning is a process affected significantly by
teachers’ specific characteristics and behaviors. In addition to that, TALIS studies
addressed that to improve students’ learning experiences it is important to understand
teachers’ beliefs and attitudes (OECD, 2009). To obtain a comprehensive
understanding of the effectiveness of the distance education and the achievement of
students, it is crucial to examine teachers’ attitudes toward distance education.
Besides Ajzen (2001) indicated that attitudes and behaviors are linked to each other,
thus teachers’ attitudes towards distance education could give insight into their future

behaviors in distance education.

There are several studies examining teacher attitudes towards distance education and
the majority of them emerged in the course of the pandemic. However, the majority
of these studies were conducted in the higher education context including pre-service

teachers’ or instructors’ opinions and attitudes.

To illustrate, the study conducted by Nasser and Abouchedid (2000) investigated the
attitudes of both school teachers and directors towards distance education
implementation in Lebanon. While school directors held negative attitudes because
of concerns about the cost of the distance education applications, teachers had
positive attitudes towards distance education and they demand more training in order
to enhance their knowledge. Considering that distance education can be carried out
in any major crisis, it seems important to provide training for teachers to improve
their digital knowledge and skills. That can also enhance their positive attitudes
towards distance education practices and using new technologies. On the contrary,
study of Russo et al. (2021) revealed math teachers’ negative attitudes towards the
remote learning environment. Participants were primary school teachers and they
were asked to compare the productive struggle in math activities that students went
through both in remote learning settings and classroom-based settings. Study results
demonstrated that teachers consider struggle to be more challenging in remote
learning settings compared with classroom-based settings. Therefore, they had more
positive attitudes towards classroom activities that enable students’ productive
struggle in mathematics. According to teacher views, a remote learning environment
creates low social connections because of asynchronous courses which also prevent

collaborative learning. Similarly, Razkane et al. (2022) found that instructors have
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negative attitudes towards distance education during the COVID-19 pandemic.
Several obstacles that they faced throughout the process included technical issues
such as access to Internet, inability to use online platforms, lack of training in
delivering distance education and lack of student interaction. Moreover, a great
number of participants stated that they prefer face-to-face education instead of
distance education.

Some studies are conducted in the scope of the teachers’ attitudes or perceptions
about digital learning. For example, Lobova and Ponkina (2021) conducted their
study intending to examine the attitudes of lecturers in Russian universities towards
online courses which gave them insight into lecturers’ acceptance of online courses.
These online courses are usually offered as the type of Massive Open Online Courses
(MOOCs). According to the results, majority of lecturers have a negative attitude
towards digitalization of education as they think it will threaten their employment at

the university and they reported that online courses will replace their presence.

Since distance education entered our lives quickly due to the school closures by the
COVID-19 pandemic, many studies were carried out on the subject recently in
Turkey as well. For instance, Demir et al. (2021) investigated the attitudes of
teachers towards distance mathematics education. The sample consisted of teachers
from primary, secondary and high school levels in Mugla and Kocaeli. Results
showed that teachers have negative attitudes towards distance education due to
technical problems they had and unsuitable course structure for distance education.
Similarly, Erten’s (2022) study revealed mostly teachers’ negative attitudes towards
distance education during the pandemic. Results showed that most of the participants
had a lack of teaching experience in distance learning settings before the pandemic.
They expressed negative evaluations due to low social interaction with students, poor
emotional contact during distance courses, class duration problems, classroom
management problems and lack of evaluation and student development tracking.
Besides, they emphasized each course that is suitable for a classroom-based setting is
not suitable for distance education. On the other hand, they reported some positive
evaluations. For example, they stated that distance education was independent of
time and place which provided continuity of education in those challenging times.
On the other hand, study of Karagiil and Sen (2021) showed that teachers’ attitudes
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towards distance education vary according to contextual and individual factors.
Teachers with a certain amount of knowledge and experience about distance
education hold positive attitudes towards distance education. While gender, school
type, and education status of teachers did not create any variation in their attitude
scores, teachers with less work experience have more positive attitudes towards
distance education. This might be due to lack of digital competencies of more

experienced teachers regarding their age.

In conclusion, studies showed that teachers mainly have negative attitudes towards
distance education which was carried out during the COVID-19 pandemic. They
mostly challenged with the lack of teaching experiences in distance education,
problems related to technical infrastructure, inability to use online platforms, low

teacher-student interaction and difficulty of classroom management.

2.7. Summary of the Literature Review

Crisis leaders need to be flexible and adaptable to rapid changes. The COVID-19
pandemic which forced a digital transformation in education required leaders to be
adaptive and supportive. Teachers as the main providers of the education during this
period also needed effective leaders who manage the crisis with adequate leadership
practices. Therefore, as studies demonstrated, principals’ crisis leadership behaviors

became prominent for teachers to overcome the challenges.

As COVID-19 pandemic showed that all kinds of systems in society can become
ineffective instantly, and education was one of them this time. Consequently, shifting
to distance education at all levels appeared as a crisis management strategy. In the
light of the studies, teachers’ attitudes towards distance education were associated
with the quality of the distance education (Harris & Krousgill, 2008); therefore
investigating their attitudes towards distance education especially related to a crisis
has the potential to reveal the quality of the distance education practices in times of

crisis.

Additionally, trust literature presented number of positive outcomes that were

associated with teachers individually. Decrease in teacher burnout, increase in

teachers’ well-being and supportive attitudes towards change were some of these

positive outcomes. While studies were mostly conducted within the scope of three
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reference groups in schools, teachers’ trust in MoNE was only examined by Zayim
(2015) who presented important results indicating teachers’ emotions on change
implementations and commitment to change. Therefore, according to trust literature,

teachers’ positive attitudes can be related to trust in management.

In brief, although studies offered empirical evidence related to teachers’ attitudes
towards distance education, this concept was aimed to examine within the framework

of trust and crisis leadership for the first time.
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CHAPTER 3

METHOD

This chapter includes detailed descriptions of how the study is conducted. First, the
overall design of the study was described, and descriptions of the variables were
provided in detail. Next, the sampling procedure and demographic characteristics of
the participants were stated. After that, data collection instruments were presented
with a detailed explanation of validity and reliability analyses. Also, data collection
procedures were presented for the pilot study and main study. Further, data analysis
was explained. At the end of this chapter, the limitations of the study were discussed.

3.1. Design of the Study

The following research question was addressed in this study:

What are the predictive roles of perceived crisis leadership, trust in principal, and
trust in MoNE in teachers' attitudes towards distance education after controlling for
the effects of individual-level and school-level variables?

The quantitative research method was used in the study, and correlational research
design was utilized because the study aims to investigate the relationship between
independent variables, which are also called predictor variables, and dependent
variable, which is also called outcome variable with no manipulation (Fraenkel et al.,
2015). Quantitative studies include data collection and analysis of numerical data,
thus it allows researchers to describe, explain, and predict variables which

consequently give an insight into the sample of a population (Creswell, 2013).

Perceived crisis leadership, trust in principal, and trust in MoNE are independent
variables, and two dimensions of teachers' attitudes towards distance education are

dependent variables. Additionally, as the research question addresses the purpose of
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the current study was to explore the relationships between several variables, the
correlational research design was an appropriate technique to utilize.

3.2. Description of the Variables

Crisis leadership: This was the independent and continuous variable indicating
teachers’ perceived level of crisis leadership behaviors in their school principal. It
was measured by an adapted version of the C-LEAD Scale which had a one-factor
structure. The scale included nine items with a 7-point Likert ranging from strongly
disagree (1) to strongly agree (7). The higher scores of participants indicated higher
level of perceived crisis leadership behaviors in the principal.

Trust in principal: This was an independent and continuous variable in this study.
Teachers’ trust in principal was measured by one-factor structure Trust in Principal
Scale. The scale included 27 items with a 5-point Likert type ranging from strongly
disagree (1) to strongly agree (5). The higher score of participants was associated

with higher teachers’ trust in principals.

Trust in MoNE: This was an independent and continuous variable. Teachers’ trust in
MoNE was measured by one-dimensional Trust in MoNE Scale. The scale included
27 items with a 5-point Likert type ranging from strongly disagree (1) to strongly
agree (5). The higher score of participants was associated with higher teachers’ trust
in MoNE.

Attitude towards distance education: Teachers’ attitudes towards distance education
were measured by Distance Education Attitude Scale. There were 21 items in total,
and the scale had a 5- point Likert type ranging from strongly disagree (1) to strongly
agree (5). The scale had two dimensions, which are the dependent variables of the

study, as follows:

Advantages of distance education: This dimension includes 14 items. Minimum
score that can be obtained from this subscale is 14 and maximum score is 70. The
higher scores on this subscale indicate more positive attitudes toward distance

education.

Limitations of distance education: This dimension includes seven items. Minimum
score that can be obtained from this subscale is 7 and maximum score is 35. The
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higher scores on this subscale indicate more negative attitudes toward distance

education.

3.3. Sampling Procedure

For this study, two separate sampling procedures were provided: one of which is the
pilot study and the other one is the main study. Primarily, for the pilot study
conducted for the Turkish adaptation and initial validation of the Crisis Leader
Efficacy in Assessing and Deciding (C-LEAD) Scale, convenience sampling
technique was used due to COVID-19 pandemic conditions which caused temporary
school closures. Convenience sampling is a process of non-random sampling in
which group of individuals are available for the study (Fraenkel et al., 2015). For the

pilot study, 122 volunteer public school teachers involved online.

Secondly, the main study was conducted in the province of Ankara and the data were
collected from teachers working in public primary, middle, and high schools. For the
sample selection, stratified cluster random sampling technique was used and each
school level considered as strata. Initially, six of the school districts were chosen in
Ankara by based on ease of accessibility (i.e., Cankaya, Etimesgut, Sincan,
Yenimahalle, Mamak & Keg¢ioren). There were 350 primary schools, 337 middle
schools, and 281 high schools in the selected school districts (MoNE, n.d). Hence,
accessible population of the study was teachers who working in these schools. Next,
%25 percent of each school level was selected randomly from the school districts by
using SPSS. In total 271 schools were selected. Of those schools, 38 were visited and
509 teachers in Ankara volunteered to participate in the main study. Of these schools,
11 were primary schools, 17 were middle schools and 10 were high schools

including vocational-technical high schools.

3.4. Demographic Characteristics of the Participants

For the main study, 509 teachers participated from 38 schools, however after missing
values were handled, which was presented in the result section, the sample size
became 468. Hence, the sample of the study consisted of 468 (351 females and 117
males) volunteer public school teachers. Data was collected from 11 primary
schools, 17 middle schools and 10 high schools. Of the participants, 19.8% were
from primary schools, 55.9% were from middle schools, and 24.1% were from high
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schools. Age of the participants ranged between 23 and 63. The mean age of the
participants, moreover, varies according to school levels. While the mean age of
primary school teachers was 44.32, the mean age of middle school teachers was
38.44, and mean age of high school teachers was 42.06. In terms of teachers’ years
of experience, 7.5% (n=35) of the participants had at least 5-year experience, 21.1%
(n=94) of the participants’ experience within the range of 6-10 years, 17.9% (n= 84)
of the participants’ within the range of 11-15 years, 22.9% (n=107) of the
participants’ within the range of 16-20 years and 31.6% (n=148) of the participants
had experience 21 year and above. Of the participants, 82.7% (n=387) had bachelor’s
degree, which constitutes the largest proportion in the sample, 16.9% (n=79) had
Master’s degree, and only 2 participants had doctoral degree. Participants were also
asked their prior distance education knowledge and they were divided into three
groups as enough distance education knowledge, limited distance education
knowledge, and no distance education knowledge. Additionally, there was a group
including participants who indicated attending a distance education program before
and having quite knowledge about it. Therefore, the data of the groups reported to
have distance education program and enough knowledge were combined and
presented together in the table. In terms of prior distance education knowledge, of
the participants 1.3% (n=6) indicated that they had no DE knowledge, 6% (n=28)
had limited DE knowledge, and 92.7% (n=434) had enough DE knowledge.
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Table 3.1

Demographic Characteristics of the Participants

f Percentage (%) M SD

Age 40.49 7.90
Gender

Female 351 75

Male 117 25
School Level

Primary School 93 19.9

Middle Schhol 262 56

High School 113 24.1
Experience

0-5 35 7.5

6-10 94 20.1

11-15 84 17.9

16-20 107 22.9

21> 148 31.6
Educational Attainment

Bachelor Degree 387 82.7

Master’s Degree 79 16.9

Doctoral Degree 2 A4
DE knowledge

No 6 1.3

Limited 28 6

Yes 434 92.7

3.5. Data Collection Instruments

In this study, C-LEAD Scale, Trust in Principal and Trust in MoNE Scales, and

Distance Education Attitude Scale were used to collect data. Additionally, in order to
obtain general information of the participants, demographic information form was

used. Detailed descriptions of the instruments, results for the validity and reliability

analyses, and data collection procedures were provided in this section.
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3.5.1. Demographic Information Form

In order to obtain demographic characteristics of the participants, demographic
information form was prepared, in which questions about gender, age, educational
attainment, year of experience, school level, teaching subject, distance education

knowledge level, and distance education experience were present.

3.5.2. Crisis Leader Efficacy in Assessing and Deciding (C-LEAD) Scale

The Crisis Leader Efficacy in Assessing and Deciding (C-LEAD) scale was
developed by Hadley et al. (2011) to measure managers’ crisis leadership efficacy in
times of crises. Development of this scale was based on information assessment and
decision making capacity of a leader during a crisis considering effective crisis
leadership behaviors. Original version of the scale tests with individuals who are in a
leader position from numerous occupations. The scale has a single factor structure
and consists of 9 items on a 7-point Likert scale ranging from strongly disagree (1) to
strongly agree (7). C-LEAD score was calculated by taking the mean of all 9 items
and high scores indicated individual’s higher efficacy to assess information and
make decisions in a crisis. Cronbach’s alpha for the scale was found to range from
0.80 to 0.88, which suggests high reliability (Hadley et al., 2011). Exploratory Factor
Analysis (EFA) results were presented by the researcher, supported single structure
of the scale and Confirmatory Factor Analysis (CFA) results indicated a good fitting
model (, (36) =1332.41, p < .01, CFI=.95, TLI=.94, RMSEA=.09, SRMR=.04).

Within the scope of this study, this scale was adapted into Turkish by the researcher
to use in educational organizations. In the adaptation process, items were translated
into Turkish by the two experts from the field of English Language and two experts
from the Educational Administration and also the researcher herself. After all
translated items were obtained an expert opinion from the field of Educational
Administration was taken about the suitability of the alternative translations and
selection the best representative ones. After the selection of the items, the original
scale in which leaders evaluated themselves was adapted to teachers' assessments.
For example, item 7 from the original scale “I can make decisions and
recommendations even under extreme time pressure” turned into “My supervisor can

make decisions and recommendations even under extreme time pressure.” The
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Turkish version of this new item is “YOneticim asiri zaman baskist altinda bile karar

verebilir ve tavsiyelerde bulunabilir.”

Subsequently, a pilot study was conducted. In the piloting phase, the data were
collected from 122 teachers having similar demographic characteristics to the
participants in the main study. Of the participants, 68% of them were female (n= 84)
while 32% of them were male (n= 38). Additionally, the majority of the participants
which constituted 68% of the sample had an undergraduate degree. Due to the
pandemic and resulting lockdown, the data were collected online through METU
Survey Service. With the data collected in the pilot study, EFA was performed. In
addition to that, in the main data collection phase of the study, CFA was used to
confirm the factor structure yielded with the EFA.

3.5.2.1. Exploratory Factor Analysis for C-LEAD Scale

Before the analysis, necessary assumptions including sample size, normality,
outliers, KMO and Barlett’s Test of Sphericity were checked (Hair et al., 2010). As
the data was obtained through online application, there were no missing data in the
data file. MacCallum et al. (1999) suggested that a sample size between 100 and 200
is sufficient if communalities are above .5 after extraction. Therefore, the sample size
of 122 was adequate for EFA.

Firstly, to detect outliers, standardized z scores were checked. Based on the
standardized z scores which were between —3.29 and +3.29 (p < .001), indicated
absence of outliers. Also, normality assumptions were checked. For univariate
normality, Skewness and Kurtosis values, Kolmogorov-Smirnov, and Shapiro-Wilk
test were checked. Skewness and Kurtosis values were between -3 and +3 which
indicate normal distribution (Field, 2009). However, Kolmogorov-Smirnov and
Shapiro-Wilk tests results were significant, so violation was exist. Histogram and Q-
Q plot were also showed non-normality. In addition, Mardia’s test for multivariate
normality was significant, p < .05. Therefore, the assumption of normality was
violated. Next, Kaiser-Meyer-Olkin (KMO) and Barlett’s Test of Sphericity were
checked. KMO = .94 was greater than .60 (Kaiser, 1974), and Barlett’s Test of
Sphericity was significant, (y* (36) = 1142.21, p = .00). Results indicated that data
was appropriate for EFA.
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Since normality assumption was violated, EFA was conducted with principal axis
factoring as an extraction method with varimax rotation. As presented in the Table
3.2, all items have factor loading larger than .30, so none of them were removed
(Field, 2009). EFA results also showed that there is only one factor with eigenvalue
greater than 1 criterion and explained 73.4% of the variance. According to Field
(2009), in the scree plot, the point where the slope of the curve changes drastically
became the cut-off point to indicate the factors. As depicted in Figure 3.1, the scree
plot indicated that one factor should be kept. Thus, as in the original scale, one factor
structure was obtained in the pilot study. Also, Cronbach’s alpha value was .96,

indicating high reliability.

Table 3.2
EFA Results for the C-LEAD Scale

Item Factor Loadings
Item4 .92
Item5 .92
Item? .89
Item9 .89
Iteml .88
Item?2 .87
Item6 .85
Item8 75
Item3 12

Scree Plot

Eigenvalue

1 2 3 4 5 6 7 8 9

Component Number

Figure 3.1 Scree plot representing eigenvalues in EFA
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3.5.3. Trust Scales

Two of the independent variables examined in this study were Trust in Principal and
Trust in MoNE. Trust in Principal and Trust in MoNE Scales developed by Zayim
(2015) were used to measure teachers’ level of trust in their school principal and the
top management of Turkish Educational System, MoNE. The measures utilized a 5-
point Likert scale ranging from strongly disagree (1) to strongly agree (5). The scale
included 27 generic items which should be rated for two reference groups separately
(for principal and for MoNE). Hence, each item is responded considering school
principal and MoNE independently. Based on the trust literature, conceptions of
benevolence, integrity, and ability were used to develop items (Mayer & Davis,
1999). According to Zayim (2015), in the scale development process, 34 items were
generated and the scale consisted of two dimensions as willingness to vulnerable and
optimistic expectations. However, the scale took it final version along with the
construct validity studies. For Trust in Principal Scale, the EFA suggested a one-
factor structure, which explained 68.32% of the variance. Similarly, for Trust in
MoNE Scale, EFA results showed one-factor structure which explained 68.29% of
variance. All in all, each scale represented one-factor model with 27 items.
Cronbach’s alpha reliabilities of the Trust in Principal Scale and Trust in MoNE
Scale were the same to be .98, indicating strong internal consistency. Within the
scope of this study, Cronbach’s alpha reliabilities were computed again which

yielded .98 for each scale.
Example items from the original scale as follows:

e “My supervisors care about my feelings and thoughts about my job” which
refers to “Yoneticilerim isimle ilgili duygu ve diisiincelerimi 6nemserler” in

Turkish (Item 6).

e “My supervisors make an effort to solve the problems I have with my
job” which refers to “Yoneticilerim isimle ilgili yasadigim sorunlari

¢O6zmek i¢in ¢aba harcarlar” in Turkish (Item 11).
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e “My supervisors honestly explain the reasons for their decisions” which
refers to “Yoneticilerim verdikleri kararlarin nedenlerini diiriist¢e agiklarlar.”

in Turkish (Item 21).

3.5.4. Distance Education Attitude Scale

Distance Education Attitude Scale developed by Agir (2007) was used in this study
to investigate attitudes of teachers towards distance education. The scale had two
dimensions as advantages of distance education and limitations of distance
education, which refer to positive attitudes and negative attitudes towards distance
education respectively. There are 21 items in the scale: 14 items for advantages of
distance education and 7 items for limitations of distance education. This measure
utilized a 5-point Likert scale ranging from strongly disagree (1) to strongly agree
(5). The total scale had a Cronbach’s alpha of 0.83 which was presented by the
researcher developed this scale (Agir, 2007). Factor analysis results presented by the
developer of the scale indicated six-factor structure initially, however, with the
expert opinion it was decided to be two-factor structure of the scale (Agir, 2007).
These two subdimensions were named as advantages of distance education and
limitations of distance education. In order to ensure scale’s two-factor structure,
Confirmatory Factor Analysis (CFA) was conducted and results were provided in

following section.
Sample items for advantages of distance education sub-dimension as follows:

e “Distance education provides the flexibility to repeat as many times as
desired” which refers to “Uzaktan egitim, istenildigi kadar tekrar edebilme
esnekligi saglar” in Turkish (Item 3).

e “Distance education is more effective than face-to-face education” which
refers to “Uzaktan egitim, yliz yiize egitimden daha etkilidir” in Turkish
(Item 13).

Sample items for limitations of distance education sub-dimension as follows:

e “Face-to-face education is more beneficial than distance education” which
refers to “Yiiz ylize egitim, uzaktan egitimden daha yararlidir” in Turkish

(Item 4).
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e “Distance education cannot be applied in a healthy way in our country”
which refers to “Uzaktan egitim, lilkemizde saglikli bir sekilde uygulanamaz”
in Turkish (Item 20).

3.6. Confirmatory Factor Analysis

Confirmatory Factor Analysis (CFA) is a statistical technique based on the testing of
an existent structure or model in a measurement tool that was determined by
performing EFA (Brown, 2006). Thus, in order to test factor structures of the each
instrument, CFA was conducted separately. Prior to the CFA analyses, required
assumptions were checked. CFA assumptions include analysis of sample size,
missing data, normality, outliers, linearity, homoscedasticity, and multicollinearity
(Kline, 2011). Next, CFA was conducted by using AMOS 18 software. After missing
data was handled, CFA was performed for each scale with a sample of 468 data in
the main study. As Kline (2011) suggested sample size should be at least 200, and
the data size was appropriate. In order to interpret CFA results, fit indices as Root
Mean Square of Error of Approximation (RMSEA), The Bentler Comparative Fit
Index (CFI), Tucker-Lewis Index (TLI), and Standardized Root Mean Square
Residual (SRMR) were used with model chi-square (x?). To assess the model fit, the
cutoffs were presented in order to provide a better understanding of the results. As
Kline (2011) suggested, chi-square should be small and non-significant in the perfect
fit but chi-square calculation is sensitive to sample size. Tabachnick and Fidell
(2007) stated that a significant chi-square was expected with a large sample size.
Regarding the RMSEA value, Browne and Cudeck (1993) suggested RMSEA < .05
indicating good fit, and RMSEA < .08 indicating reasonable fit. MacCallum et al.
(1996), in addition, suggested RMSEA value provides a mediocre fit between the
ranges of .08 to .10, while values above .10 indicate a poor fit. Based on the
suggestions of Kline (2011), cutoff scores for confidence intervals (CI) should be
lower bound of CI < .05 and upper bound of CI < .10. In terms of CFl and TLI
values, the cut-off value is .95, and values that close to .95, indicative of good fit as
stated by Hu and Bentler (1999). Also, Schumacker and Lomax (2010) suggested
that .90 is acceptable for CFI and TLI values. Lastly, for the SRMR value Hu and
Bentler (1999) recommended less than .08, but according to Kline (2011), less than

.10 is also acceptable.
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3.6.1. Confirmatory Factor Analysis for C-LEAD Scale

Firstly, for the univariate outliers, standardized z scores were controlled. Z scores
were between -3.29 and +3.29 (p < .001) indicates no outliers (Tabachnick & Fidell,
2007). Mahalonobis distances were computed in order to detect multivariate outliers,
23 outliers were detected above critical »* value of 27.88 for df = 29, p < .001.
Moreover, univariate and multivariate normality assumptions were checked. For
univariate normality, skewness and kurtosis values, Kolmogorov-Smirnov and
Shapiro-Wilk tests, histograms, and Q-Q plots were checked (Kline, 2011). For
multivariate normality check, Mardia’s test was run and significant result was
yielded (p = .00), suggesting violation of the assumption. Thus, bootstrapping was
used to handle the impact of nonnormality (Bollen & Stine, 1992) and CFAs were
run with 2000 bootstrapped samples. To assess linearity and homoscedasticity,
bivariate scatterplots were examined and they did not show great deviations. Lastly,
multicollinearity was tested through the inspection of bivariate correlations among
scale items. No multicollinearity was concluded, as the values did not exceed .90
(Field, 2009). Furthermore, VIF and tolerance values were controlled. VIF values
were between 1.82 and 3.81 as being acceptable limits (lower than 4) and tolerance
values were also between the acceptable range .26 and .55 (larger than .20). Thus,

assumptions of multicollinearity were validated.

3.6.1.1. CFA Results for C-LEAD Scale

Since normality assumptions were violated, the model was tested with 2000
bootstrapped samples at 95% confidence interval. Initial CFA results indicated a
poor fitting model with a significant chi-square (;52(27) = 267.66, p = .00), CFl =.92,
TLI =. 90, RMSEA = .12, and SRMR = .04. After the modification indices were
checked, item pairs with the highest error covariance were allowed to covary (&;-€;,
€4-€5, €5-€p, €4-89, €7-€s, €g-€9). FInal CFA results showed significant chi-square
(/4(21) = 78.92 p = .00) again with improved fit indices: the comparative fit index
CF1=.98, TLI = .96, RMSEA = .08 (90% CI = .059 - .095, Pciose < .05) and SRMR =
.02. In Table 3.3 goodness-of-fit indicators were presented. Taken together, the
results suggest a mediocre fit based on the cut-offs proposed by Browne and Cudeck
(1992) and Hu and Bentler (1999). The Cronbach Alpha coefficient was indicated a
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good reliability as a = .94. CFA model with standardized regression weights is

shown in Figure 3.2.

Table 3.3

CFA Results for Models of C-LEAD Scale

Model ;f df CFlI TLI SRMR RMSEA
Initial Model 267.66 27 92 90 .04 A2
Modified Model 78.92 21 .98 .96 .02 .08
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Figure 3.2 CFA Model of C-LEAD Scale with Standardized Estimates

3.6.2. Confirmatory Factor Analysis for Trust Scales

Before running the CFAs, required assumptions were checked two scales separately.

The sample size was 468 as in the main study which was fairly enough for CFA.

Standardized z scores were controlled for the univariate outliers and no outlier was

detected for each scale. For multivariate outliers, Mahalanobis distances were
computed (Tabachnick & Fidell, 2007). For trust in principal variable, 49 outliers
were detected above the critical * value of 55.48 for df = 27, p < .001. Additionally,

for trust in MoNE variable, 46 outliers were detected above the critical * value of

55.48 for df = 27, p < .001. Outliers were kept in the data. Moreover, normality
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assumptions were checked. Skewness and kurtosis values were between -3 and +3
indicated normality (Field, 2009). On the other hand, Kolmogorov-Smirnov and
Shapiro-Wilk tests results were significant and violated normality. Histograms and
Q-Q plots were also showed non-normal distribution. In order to check multivariate
normality, Mardia’s test was utilized and results were significant (p = .00) for each
scale. Thus, assumption was violated. To assess linearity and homoscedasticity
assumption, bivariate scatterplots were examined and some deviations from linear
relationships were observed. For multicollinearity assumptions, bivariate
correlations, VIF values and tolerance values controlled. While VIF values should
not exceed 4, tolerance values needed to be bigger than .20 (Tabachnick & Fidell,
2007). VIF values ranged from 3.27 to 8.81 and tolerance values were .13 to .32 for
trust in MoNE variable. For trust in principal variable, VIF values were ranged from
2.77 to 7.84 and tolerance values were .13 to .32. Multicollinearity assumptions were
tested for each scale by checking of bivariate correlations among items too. Since
there was not any values exceeding .90 it can be inferred that multicollinearity does
not exist (Field, 2009).

3.6.2.1. CFA Results for Trust in Principal Scale

As normality assumptions were not met, bootstrapping method with 2000
bootstrapped samples at 95% confidence interval was conducted. Initial CFA results
indicated that chi square value was significant (*(324) = 1622.94, p = .00) with CFI
=.92, TLI = .92, RMSEA = .09 (90% CI = .088 - .097, pciose < .05), SRMR = .03.
Initial results indicated a poor model based on the RMSEA value of .09 (Browne &
Cudeck, 1992). Therefore, modification indices (MI) were controlled and error terms
with highest M1 values were freely estimated (e1-&2, €1-€s, €5-€17, €7-€s, €15-€27, €21-€22,
€26-€27) (Arbuckle & Wothke, 1999). After error covariances were added in
subsequent stages, CFAs were run again. The final CFA results indicated an
acceptable fit with significant chi-square (;f(317) = 1210.77, p = .00) (CFI = .95,
TLI = .94, RMSEA = .08 (90% CI = .073 - .082, Peiose < .05), and SRMR = .02).
Table 3.4 indicated goodness-of-fit indicators of the model. Cronbach Alpha value
was o = .98 which revealed good reliability. The CFA model of Trust in Principal

Scale was presented in Figure 3.3.
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Table 3.4

CFA Results for Models of Trust in Principal Scale

Model 7 df CFlI TLI  SRMR RMSEA
Initial Model 1622.94 324 92 92 .03 .09
Modified Model 1210.77 317 .95 94 .02 .08

Figure 3.3 CFA Model of Trust in Principal Scale with Standardized Estimates
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3.6.2.2. CFA Results for Trust in MoNE Scale

As normality assumptions were violated, bootstrapping method with 2000
bootstrapped samples at 95% confidence interval was used. Initial CFA results
showed a poorly fitting model with a significant chi square value (3*(324) =2173.41,
p = .00). Other fit indices also suggested poor fit (CFI = .89, TLI = .89, RMSEA =
11 (90% CI = .106 - .115, peiose < .05), SRMR = .03. To improve the model,
modification indices were controlled and item pairs with the highest error covariance
were detected: &1-g3, €2-€3, €4-Ep, €7-€8, €10-€12, €12-€13, £15-€27, €18-E19, £21-E22, €22-E26,
€23-€27, €24-€25) and connected to each other. The final CFA results indicated an
acceptable model fit despite the fact that chi square was significant (;%(312)
=1444.92, p = .00) (CFI = .94, TLI = .93, RMSEA = .08 (90% CI = .081 - .092, Pciose
< .05), and SRMR = .02). Cronbach Alpha value was o = .98 which revealed good

reliability and CFA model of the scale was illustrated in Figure 3.4.

Table 3.5

CFA Results for Models of Trust in MoNE Scale

Model ;(2 df CFlI TLI SRMR RMSEA
Initial Model 2173.41 324 .89 .89 .03 A1
Modified Model 1444.92 312 .94 .93 .02 .08
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Figure 3.4 CFA Model of Trust in MoNE Scale with Standardized Estimates

3.6.3. Confirmatory Factor Analysis for Distance Education Attitude Scale

Before conducting confirmatory factor analysis, necessary assumptions were
checked for the Distance Education Attitude Scale. In order to detect outliers,
standardized z scores were controlled and there were no outliers. Also, Mahalanobis
distances computed for items in the data set. For subscale of advantages of DE, 11
outliers were detected above the critical y* value of 36.12 for df =14, p < .001. For
subscale of limitations of DE, 9 outliers were detected above critical y* value of

24.32 for df=7, p < .001. Next, both univariate and multivariate normality
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assumptions were checked for each subscale. Skewness and kurtosis values were
between -3 and +3; thus, indicated normality (Field, 2009). Kolmogorov-Smirnov
and Shapiro-Wilk tests results were controlled and results showed significant values
(p <.05) that is, non-normal distribution. Histogram and Q-Q plot of advantages of
DE variable showed normality. However, histogram of limitation of DE was
negatively skewed and Q-Q plots were also showed deviations from normality. For
multivariate normality assumption, the results of Mardia’s test were observed to be
significant (p = .00), that is, assumption was violated. For the linearity and
homoscedasticity assumptions, bivariate scatterplots were examined and deviation
from normality was concluded. In addition to that, for the fulfillment of absence of
multicollinearity assumption, bivariate correlations, VIF values and tolerance values
controlled. First, no correlation higher than the cutoff of .90 was observed between
item pairs. Furthermore, VIF values ranged from 1.40 to 1.77 and tolerance values
were within the range of .55 to .71 for subscale of advantages of DE. For the
subscale of limitation of DE, VIF values were ranged from 1.15 to 1.45 and tolerance
values were .68 to .87 for subscale of limitations of DE. Therefore, absence of

multicollinearity was validated.

3.6.3.1. CFA Results for Distance Education Attitude Scale

Following the assumption checks, CFA was performed in order to ensure that two-
factor structure of the scale. Initially, CFA results indicated a poor fit (*(188) =
712.52, p = .00), CFI = .83, TLI = .81, RMSEA = .08 (90% CI = .71 - .83, Pciose <
.05), SRMR = .07). Then modification indices were controlled and covariances were
added between the error terms with the highest modification indices (e;1-€;, €2-€3 €;-
€4, €3-€4, €3-E7, €4-€7, €8-€9, €6-E12, €17-€21, €10-E20). Final CFA after these modifications
showed an improved model with a mediocre fit (* (178) = 477.82, p= .00) (CFI =
.90, TLI = .88, RMSEA = .06 (90% CI = .05 - .07, pciose < .05), SRMR = .06). Table
3.6 indicated goodness-of-fit indicators of the model. Cronbach Alpha coefficients of
two sub-dimensions as follows: a= .88 for advantages of distance education

dimension and o= .74 for limitations of distance education dimension (see Figure

3.5).

60



Table 3.6
CFA Results for Models of Distance Education Attitude Scale

Model Ve df CFI  TLI  SRMR RMSEA
Initial Model 712.52 188 .83 81 .07 .08
Modified Model 477.82 178 90 .88 .06 .06

Figure 3.5 CFA Model of Distance Education Attitude Scale with Standardized
Estimates
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3.5. Data Collection Procedure

To collect data from the public schools in Ankara, the required permissions were
taken from the Human Subjects Ethics Committee in Middle East Technical
University and subsequently from the Ankara Provincial Directorate of National
Education. After receiving the necessary permissions, the data collection process was

started.

For the piloting phase which aimed to provide initial validity evidences for the
adapted version of the (C-LEAD) Scale, METUSurvey online platform was used.
Because of the COVID-19 pandemic breakdown and the resulting school closures,
online data collection was opted for in this phase of the study. The online version of
the measure was created on the platform, and the link that would direct the
participants to the measures was shared on several social media platforms (e.g.,
Twitter, WhatsApp, and Facebook groups) to reach target teachers. The first page
welcoming the participants on the online system was the consent form. Through this
consent form, they were informed about the purpose of the study, their rights to
withdraw at no cost, and assured of anonymity and confidentiality. The volunteer
ones who agreed to participate in the study after reading the consent were directed to
the measures. Data collection for the pilot study lasted about four months from June
to September, 2021.

For the main study, data were collected from teachers working at primary, middle,
and high schools affiliated to MoNE. Selected schools were visited with formal
permission obtained from the Provincial Directorate of National Education in
Ankara. Before administering the scales, each school principal’s permission was
taken. With the permission, teachers were informed about the study and asked to sign
the consent form. Then, the willing ones were administered the paper and pencil
format scales. Participants were not asked any questions that would reveal their
identity and were informed that they could quit the study whenever they wanted.
Also, they were assured about their anonymity and confidentiality before data
collection. The data of the study were collected between December, 2021-March,
2022,

62



3.6. Data Analysis

In this study, data analysis was carried out by using SPSS 26 and AMOS 18
software. For preliminary analysis, data screening was conducted, so normality of
each variable, assessment of missing data and outliers were checked. Hence, data
was prepared for the analyses. Subsequently, for the descriptive statistics, means,
standard deviations, and frequencies were calculated, thus demographic
characteristics of the participants were obtained. Before the main analysis, the
validity and reliability of the scales were tested. Hence, firstly, EFA was conducted
to explore the factor structure of the adapted version of the C-LEAD Scale in the
Turkish context. Next, CFA was conducted to test the existing factor structure of
each scale for the sample collected during the main phase of the study. Moreover,
two separate hierarchical regression analyses were performed as this study aims to
investigate the predictive roles of the perceived crisis leadership and trust in principal
and MoNE in teachers' positive and negative attitudes towards distance education
after controlling for the effects of individual level and school level variables. As two
separate hierarchical regression analyses were conducted, alpha level was set as .025
by applying the Bonferroni correction.

3.7. Limitations of the Study

This study has potential limitations. First of all, it is a quantitative research, and each
measurement instrument included certain items to be scored based on participants'
level of agreement. Therefore, their responses were limited to items on the scales,
which prevented the researcher from taking an in-depth look at participants’ ideas

and motivations.

Secondly, since participants of the study were selected through cluster sampling and
school districts were selected through convenience sampling in Ankara, it may
reduce the generalizability of the result. Thus, the study's findings cannot necessarily

represent all teachers in Turkey.

Third, participants might hesitate to express their true responses especially on Trust
Scales, which aimed to measure teachers’ level of trust in principals and in MoNE. In

such cases, participants may provide more socially acceptable responses which
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caused by social desirability bias. Similarly, they may not want to score some items
or even not participate at all due to their inferior position in the school.

Finally, the assumption of independent observations may not be met for the current
study. Because in each selected school, the researcher could reach more than 10
teachers at a time, and teachers mostly responded to the questionnaires during break
time when social isolation among them was impossible. Therefore, it is important to
prevent teachers’ interaction with each other during data collection as they influence
colleagues' responses and further researches may take this possible limitation into

consideration as well.
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CHAPTER 4

RESULTS

This chapter presents the results of the statistical analyses of the current study.
Firstly, preliminary analyses were provided and descriptive statistics were
elucidated. Subsequently, assumptions of the multiple regressions were presented.
Finally, hierarchical multiple regression results were demonstrated.

4.1. Preliminary Analyses

4.1.1. Sample Size and Missing Value Analysis

Before the main analyses, data screening was conducted in order to prepare the data
for both factor analysis and multiple regression analysis. In the beginning, the sample
size of the present study was 509. However, based on the recommendations of Hair
et al. (2010), cases with 50% or more missing scores were removed and 492 data
remained. There were still remaining missing values. Thus, missing value analysis
was performed to describe the missing value patterns. According to Little’s MCAR
test results, there is a non-random distribution of the missing data of the trust in
principal and trust in MoNE variables. Therefore, to understand whether non-random
pattern of the missing data was caused by any demographic variables (gender and
school level), one-way ANOVA and chi-squares tests were run. Based on the
significance test results, missing data were independent of those variables. Next,
independent sample t-tests were run to understand whether missingness on the trust
variables is related to dependent variables (Tabachnick & Fidell, 2007). There was
no variation in the dependent variables caused by missing data of trust variables;
therefore, those cases were excluded, and the sample size of the present study
became 468. Additionally, Kline (2011) suggested a sample size of 200 or larger for
conducting CFA. Also, for multiple regression analysis, Tabachnick and Fidell
(2007) proposed N > 50 + 8m (m is the number of independent variables) formula
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for calculating the necessary sample size. As there were eight independent variables
in the present study: gender, age, educational attainment, school-level variables,
perceived crisis leadership, trust in principal, and trust in MoNE, the sample size of

468 is sufficient to conduct the determined analyses.

4.1.2. Descriptive Statistics and Inter-correlations

Descriptive statistics were used to describe the characteristics of the sample and also
help in investigating the nature of the data. In Table 4.1, descriptive statistics

including outcome and predictor variables were presented.

Table 4.1
Descriptive Statistics of the Major Study Variables

Variables M SD Possible Range  Actual Range

Outcome Variable

Advantages of DE* 2.93 .68 1-5 1- 4.86
Limitations of DE* 3.76 .66 1-5 1-5
Predictor Variables

Perceived Crisis Leadership 4.84 1.27 1-7 1-7
Trust in Principal 3.63 .99 1-5 1-5
Trust in MoNE 2.85 1.10 1-5 1-5

Note. "Subscales of Attitude Scale

As depicted in the Table 4.1, the overall mean score of participants for perceived
crisis leadership level was high (M = 4.84, SD = 1.27). Mean scores of trust variables
indicated that teachers’ perception of trust varies between two different referent
groups (principal and MoNE). Teachers’ trust in their principal was higher (M =
3.63, SD = .99) than their level trust in MoNE (M = 2.85, SD = 1.10). When the
outcome variable was analyzed, descriptive statistics for two subdimensions of
attitude towards distance education were provided. As discussed in the Method
section, mean scores of advantages of DE subdimension referred to positive attitudes
of teachers. However, mean scores of limitations of DE subdimension referred to
negative attitudes of teachers. Overall mean scores of limitations of DE variable

fairly higher (M = 3.76, SD = .66) than overall mean scores of advantages of DE
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variable (M = 2.93, SD = .68). It can be inferred that teachers held more negative

attitudes toward distance education.

As presented in Table 4.2, correlation matrix demonstrated the bivariate correlations
between independent variables (perceived crisis leadership, trust in principal, and
trust in MoNE) and dependent variables (attitudes toward distance education) of the
study. Results showed that there was a significant and low correlation between
advantages of DE and perceived crisis leadership. However, a strong and positive
correlation between perceived crisis leadership and trust in principal was concluded.
Additionally, there was a positive medium correlation between trust in principal and
trust in MoNE. On the other hand, there was a small and negative correlation

between limitations of DE and trust in MoNE.

Table 4.2
Pearson Correlations Between Study Variables
Variables 1 2 3 4 5

1.Perceived crisis leadership -

2. Trust in principal B2** R
3. Trust in MoNE 33** A8** -

4. Advantages of DE 1** -.01 .02 -

5. Limitations of DE -.07 -.05 -.14** - 43** -
**p< .01

r=+.10 small effect, .30 medium effect, £.50 large effect (Field, 2009)

4.2. Hierarchical Multiple Regression Analyses

Multiple regression analysis is utilized to predict a dependent variable (outcome
variable) from several independent variables (predictor variables). Hierarchical
multiple regression is one of the methods that deal with the selection of predictor
variables in order of their importance on the outcome variable (Field, 2009). As the
purpose of this study is to investigate the predictive roles of several independent
variables on the dependent variable by controlling for the effects of potential
individual and school level characteristics which might have a significant influence
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on the dependent variable, hierarchical multiple regression analysis was used. Due to
the fact that two dependent variables were explored in this study, two separate

hierarchical regression analyses were conducted.

Prior to conducting hierarchical regression analysis, required assumptions of absence
of outliers, normality of residuals, linearity and homoscedasticity of residuals,
absence of multicollinearity, and independence of errors were checked and validated
(Field, 2009). Next, a three-step hierarchical regression analysis was performed with
the advantages of distance education and limitations of distance education separately.
Individual-level variables (gender, age, and educational attainment) entered in step 1,
school-level variables (middle school vs. primary school and middle school vs. high
school) entered at step 2 and predictor variables of perceived crisis leadership, trust
in principal, and trust in MoNE entered at the final step of the regression. Therefore,
unique contribution of each predictor variable on the outcome variable was analyzed

through hierarchical multiple regression (Tabachnick & Fidell, 2007).

In order to conduct multiple regressions, variables need to be continuous. However,
categorical variables only with two categories can be used for the multiple regression
analyses as well. For this purpose, initially, dummy variables were created to turn
categorical variables with more than two categories into variables with two
categories (Hair et al., 2010). Each dummy variable was compared with a pre-
determined reference group in the analyses. In the current study, the gender variable
was dummy coded as female = 0 and male = 1. For the school level variable, middle
school category was selected as reference group with regard to its high frequency in
the sample and dummy coded variables were created in two levels as: middle school
vs. primary school and middle school vs. high school. For the educational attainment
variable, master degree and doctoral degree categories were combined. Therefore,
this variable was entered in the analyses in two categories as undergraduate level =0
and graduate level = 1. Since, there were two separate hierarchical regression
analyses conducted, the alpha level was set as a = .025 (.05/2) by applying the

Bonferroni correction.
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4.2.1. Assumption Checks for the Advantages of Distance Education Variable

Assumptions of hierarchical regression analysis include absence of outliers,
normality of residuals, linearity and homoscedasticity of residuals, absence of
multicollinearity, and independence of errors (Field, 2009). For each analysis, these
assumptions were checked separately.

After handling the missing data, assumption of absence of outliers was checked for
the advantages of the distance education variable. Standardized z scores, histograms
and P-P plots were used for detecting univariate outliers and Mahalanobis Distance,
Leverage, Cook’s Distance, DFBeta values were controlled for the multivariate
outliers based on the recommendations of Field (2009). Mahalanobis distance was
computed and Loutlier was detected based on the critical 4 value of 26.12 for df = 8,
p <.001. Also, Leverage values were computed by the formula of 3(k-1)/n where k
referred to number of predictor variables (Osborne, 2015). According to the
computation, value of 0.05 was set to detect the outliers and there was only 1 outlier
revealed. Moreover, Cook’s Distance and DFBeta values greater than 1 were
examined and there was no cases having score beyond 1, which suggested absence of
outliers. Next, the normality of residuals was examined through histograms and
normal P-P plots of residuals. As demonstrated in Figure 4.1 and Figure 4.2, the
dependent variable showed normal distribution, thus assumption was validated. For
the assumption checks of linearity and homoscedasticity of residuals, partial
regression plots and scatter plots were examined. As it is seen in the Figure 4.3, there
was no pattern in the distribution of the points in the graph, indicating that the
assumption was met (Field, 2009). For linearity of residuals, partial regression plots
were examined and example with regard to continuous predictor variables presented
in Figure 4.4. As proposed by Pallant (2005), “residuals should have a straight-line
relationship with predicted dependent variable scores” (p. 143). Hence, there was no
major deviation. Additionally, to validate the absence of multicollinearity, bivariate
correlations, tolerance, and VIF values were checked. According to Tabachnick and
Fidell (2007), multicollinearity problem may occur if a strong correlation between
variables does exist (i.e., r values larger than .90). The results demonstrated that
there was not any correlation exceeding .90. Also, VIF values were between 1.02 and

1.91 (smaller than 4) and tolerance values were between .52 and .98 (larger than .20).
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All these results indicated that assumption of absence of multicollinearity was not
violated. Moreover, in order to check for independence of errors assumption, Durbin-
Watson statistic was used in which value should be between 1 and 3 and it was 1.3 in

this analysis. Thus, assumption had been met.
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Figure 4.4 Partial Regression Plot for advantages of DE sub-dimension

4.2.2. Results of Hierarchical Multiple Regression Analysis for Advantages of
Distance Education Variable

Individual level variables (gender, age, and educational attainment) were entered in
step 1, school-level variables (middle school vs. primary school and middle school
vs. high school) were entered in step 2, and predictor variables of perceived crisis
leadership, trust in principal, and trust in MoNE were entered in the final step of the
regression. After Step 1, regression model was significant (F (3, 464) = 4.89, p <
0.025) with the unique contribution of educational attainment (t (464) = 3.14, p =
0.00) and the model explained 3% of the variance. The positive b value suggests that
teachers having graduate degree have more positive attitudes towards distance
education than teachers having undergraduate degree. Other variables included in
step 1 didn’t have any significant contribution to predicting positive attitudes. After
adding school-level variables (middle school vs. primary school and middle school
vs. high school) in step 2, the regression model was significant (F (5, 462) =5.72 , p
< 0.025) with the contribution of middle school vs. primary school variable in this
prediction (t (462) = -3.60, p = 0.00) and the model explained 3% additional variance
in the dependent variable. Moreover, the b value was negative which indicated that
middle school teachers had more positive attitudes towards distance education than
primary school teachers did. In step 3, with the inclusion of perceived crisis
leadership, trust in principal, and trust in MoNE variables after controlling for the
influence of all other variables entered in step 1 and 2, the overall regression model
predicted 7% of variance (F (8, 459) = 4.47, p < 0.025) with the significant

contribution of only perceived crisis leadership variable (t (459) = 2.48, p= 0.01).
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Therefore, teachers with higher levels of perceived crisis leadership had more
positive attitudes toward distance education. The results of the hierarchical

regression analysis were illustrated in Table 4.3.

Table 4.3
Results of the Hierarchical Regression Analysis for Advantages of DE
Step and Variable B SEB B R’ AR’
Step 1 .03* .03*
Gender -.02 .07 -.01
Age -.01 .00 -.09
Educational Attainment .26 .08 15*
Step 2 .06* .03*
Middle school vs. Primary school ~ -.30 .08 -.18*
Middle school vs. High school -.03 .08 -.02
Step 3 .07* .01
Perceived Crisis Leadership .08 .03 14*
Trust in principal -.07 .04 -.10
Trust in MoNE .02 .03 .04
* p<0.025

4.2.3. Assumption Checks for the Limitations of Distance Education Variable

In order to validate absence of outliers, standardized z scores, histograms, and P-P
plots were used. Additionally for multivariate outliers, Mahalanobis Distance,
Leverage, Cook’s Distance, DFBeta values were checked. Mahalanobis distance was
computed, and one outlier was detected based on the critical % value of 26.12 for
df=8, p < .001. For computing Leverage values, formula of 3(k-1)/n where k referred
to number of predictor variables was used and cut-off value was set as 0.05. Since
there was only one value beyond 0.05, it was detected as an outlier. However, there
was not a case with a Cook’s Distance and DFBeta values larger than 1, thus the
absence of outliers was supported by these validations. Therefore, outliers were not
removed. Following assumptions of outliers, the normality of residuals was
examined through histograms and normal P-P plots of residuals. As illustrated in
Figure 4.5 and Figure 4.6, the residuals for the dependent variable followed a normal
distribution. Thus, the assumption of normality of residuals was validated. Linearity
and homoscedasticity of residuals were examined through partial regression plots
and scatter plots. The spread of the points did not create a curved shape (see Figure
4.7); thus, assumption of homoscedasticity was not violated (Tabachnick & Fidell,

2007). Also, partial regression plots were checked for linearity of residuals based on
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the recommendations of Pallant (2005), and there was no major deviation (as an
example, see Figure 4.8). Next, assumptions of the multicollinearity were checked
with bivariate correlations, tolerance, and VIF values. First, bivariate correlations
among study variables were checked to see if there was a correlation exceeding .90.
There was not any value larger than .90. VIF values were between 1.04 and 1.91
(smaller than 4), and tolerance values were between .52 and .92 (larger than .20).
Therefore, assumption of absence of multicollinearity was validated. Last, the
independence of errors assumption was checked by examining Durbin-Watson
values, which should be between 1 and 3, and it was 1.88. Thus, independence of

errors assumption was confirmed as well.
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4.2.4. Results of Hierarchical Multiple Regression Analysis for Limitations of
Distance Education Variable

In the second analysis, the dependent variable was limitations of distance education
and again, individual-level variables (gender, age, and educational attainment) were
entered in step 1, school-level variables (middle school vs. primary school and
middle school vs. high school) were entered in step 2, and predictor variables of
perceived crisis leadership, trust in principal, and trust in MoNE were entered at the
final step of the regression. After the first step, with the addition of gender, age, and
educational attainment variables, the regression model was not significant (F (3, 464)
= 1.67, p > 0.025). By any predictor variables, there was no significant contribution
in this step. In step 2, with the inclusion of school-level variables, after controlling
for the effects of individual-level variables, the regression model was still not
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significant (F (5, 462) = 1.18, p > 0.025). At the final step, after the inclusion of the
perceived crisis leadership, trust in principal and trust in MoNE variables, the model
as a whole was significant (F(8, 459) = 2.44, p < 0.025) and explained 4% of the
variance. After controlling for the effects of individual and school level variables,
only trust in MoNE variable significantly contributed to the prediction of the
outcome variable (t(459)= -3.19, p = 0.00). Therefore, a decrease in the degree of
teachers’ trust in MoNE is associated with an increase in their negative attitudes

towards distance education. Results of the analysis were presented in the Table 4.4.

Table 4.4
Results of the Hierarchical Regression Analysis for Limitations of DE
Step and Variable B SEB B R AR?
Step 1 .01 .01
Gender -10 .07 -.07
Age -00 .00 -.05
Educational Attainment -.10 .08 -.06
Step 2 .01 .00
Middle school vs. Primary school ~ -.08 .08 -.05
Middle school vs. High school -.04 .08 -.03
Step 3 .04* .03*
Perceived Crisis Leadership -.04 .03 -.07
Trust in principal .05 .04 .07
Trust in MoNE -.10 .03 -17*
* p<0.025
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CHAPTER 5

DISCUSSION

This chapter presents the results of the study and based on the relevant literature
results were discussed. Next, implications for practice and recommendations for

further studies were provided.

5.1. Discussion of the Results

This study aimed to investigate the relationship between perceived crisis leadership,
trust in principal, trust in MoNE, and teachers’ attitudes towards distance education.
It was a correlational study with 468 public school teachers in Ankara included. For
this purpose, the newly adapted C-LEAD Scale, Trust in Principal and Trust in
MoNE Scales, and Distance Education Attitudes Scale were utilized. Additionally,
validation of all instruments utilized in this study was maintained with the help of
EFA and CFAs.

According to descriptive statistics results, based on the mean scores of the variables,
teachers’ negative attitudes towards distance education were higher than teachers’
positive attitudes towards distance education. This finding of the study was
consistent with many other studies in which were carried out during the pandemic in
Turkey (e.g., Erten, 2022; Kara, 2021; Metin et al., 2021; Mogosglu & Kaya, 2020;
Yahsi & Kirkig, 2020). First of all, teachers have limited experience in teaching
through distance education until the pandemic and they had to participate without
any preparation (TEDMEM, 2020), thus they may reflect their bad experiences on
the study which leads to reveal their negative attitudes towards distance education.
Moreover, it is possible that teachers’ attitudes towards distance education were
mostly based on the experiences related with the COVID-19 pandemic conditions.
That is, COVID-19 pandemic conditions may support this finding because the

consequences of COVID-19 affected physical activity and mental well-being of
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numbers of people. In addition to the disruptions to physical activity and social
interaction, many psychological effects on the people including depression, anxiety
and stress also emerged (Giuntella et al., 2021). Therefore, increase in anxiety, stress
and social isolation among teachers may affect their attitudes towards distance
education negatively. Furthermore, based on the organizational change literature,
when the uncertainty and unknown emerged due to lack of change related
information, employees negative reactions increases (Armenakis et al., 2007). Thus,
rapid change in the teaching practices driven by COVID-19 pandemic and missing
information at the beginning on how the process will proceed may cause teachers to
exhibit negative attitudes.

Also, teachers’ level of trust in principal was higher than their trust in MoNE. Based
on Dirks and Ferrin's (2002) arguments, there is a difference between an employee's
degree of trust in a direct supervisor and trust in a top manager, which is consistent
with the results. This could be explained by the highly centralized structure of TES.
Since TES has a highly centralized “top-down” organizational structure, decision-
making is predominantly centralized in MoNE (Davutyan et al., 2010). Teachers are
not included in the process of making decisions that may affect them, and this may
cause failure to address teachers' needs and problems. Therefore, especially in times
of uncertainty such as the recent pandemic, they may tend to build a more trusting
relationship with their principal who will be able to meet their needs and address
their concerns quickly. Moreover, Zayim and Kondakci (2015) demonstrated that in
times of change when uncertainty is present, teachers rely more on the information

they receive from the school principal, which was parallel with the findings.

On the other hand, descriptive statistics results of the study revealed that teachers’
perceived crisis leadership was at moderate level. This finding reaffirmed previous
studies that examined the perspectives of teachers with regard to principals’ crisis
management skills and revealing moderate level conclusions (e.g., Ersan-Albayrak,
2022; Gezer, 2020; 2022; Karakus & Inandi, 2018; Maya, 2014). In addition,
hierarchical multiple regression analyses were performed in the present study since
two dependent variables exist: advantages of distance education and limitations of
distance education.
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Firstly, the findings implied that teachers’ educational attainment is a stronger
predictor of positive attitudes of teachers towards distance education than the other
individual variables (gender and age). That is, teachers having graduate degree have
more positive attitudes towards distance education than teachers having
undergraduate degree. However, previous studies did not find any significant
relationship between teachers’ educational attainment and their attitudes towards
distance education (Agir, 2007; Karaca et al., 2021; Karagiil & Sen, 2021; Kocayigit
& Usun, 2020). This finding can be supported with teachers’ capacity to adapt to
change. Since all teachers went through dramatic and quick changes in their teaching
practices due to the COVID-19 pandemic, it is possible that their capacity for
adjusting to this new situation is associated with their attitudes towards distance
education. This argument is consistent with the previous findings of Geng (2006)
which revealed that teachers with a graduate degree are better at adapting to change

than teachers with an undergraduate degree.

Secondly, hierarchical multiple regression results indicated that middle school
teachers had more positive attitudes towards distance education than primary school
teachers. Other studies also reported consistent results with the current study (e.qg.,
Diizgiin, 2021; Karaca et al., 2021). It can be concluded that as primary school
teachers deal with the younger age group of students for the purpose of teaching
them basic reading, writing, and math skills, they may have more difficulties during
the distance education since younger age students have more difficulty using

technology. Thus, it may affect teachers’ attitudes towards distance education.

Third, the results of the regression analysis demonstrated that teachers with higher
level of perceived crisis leadership had more positive attitudes towards distance
education. According to Gallup (2020), remote work can lead to an increase in
employee stress and burnout while they seek more emotional support. However,
higher perceived crisis leadership during the COVID-19 pandemic may promote
positive attitudes of teachers while they are dealing with their new workloads and the
change in their teaching practices. The reason for this could be that crises leadership
entails understanding the feelings and needs of the members (Wooten & James,
2008), connecting with people (Fernandez & Shaw, 2020), and clear and timely

communication to foster a sense of comfort among stakeholders (Marshall et al.,
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2020). Therefore, higher crisis leadership may minimize teachers’ fear and anxiety
and enable them to embrace the change easier, which, in turn, may lead to positive

attitudes towards distance education.

Lastly, this study hypothesized that trust in different reference groups is a significant
predictor of teachers’ attitudes towards distance education. Findings revealed that a
decrease in the degree of the teachers’ trust in MoNE is associated with an increase
in their negative attitudes towards distance education. However, an increment in trust
in MoNE did not mean an increment in teachers’ positive attitudes towards distance
education, but increment in perceived crisis leadership was associated with an
increment in positive attitudes. This finding is parallel with the study of Zayim
(2015). In her study, trust in MoNE was the strongest predictor of positive and
negative change-related affect and attitudinal variables in Turkish school context.
Similarly, there was a negative correlational relationship between trust in MoNE and
negative change-related affect. That is, an increment in trust in MoNE was associated
with a decrement in teachers’ negative change-related affect and attitudes. Herein,
teachers’ negative attitudes towards distance education were associated with trust in
MoNE, not with the positive ones. One of the reasons for this finding might be the
highly centralized structure of the TES where decisions are made in a top-down
manner and imposed on school practitioners. Since the current study conducted in
post-crisis period in the pandemic, it is possible that teachers evaluate MoNE as the
key decision maker throughout the whole distance education process and relate their
negative experiences (party stemming from lack of preparedness and information)
with those decisions made by the MoNE. However, school principals did not have
strong decision-making power in this process. Therefore teachers’ negative attitudes
towards distance education could be associated with only their trust in MoNE.
Besides, according to the findings, teachers’ positive attitudes toward distance
education were associated with perceived crisis leadership. One of the reasons for
this finding can be effective leadership communication, guidance, and support
displayed at school level. As proposed by Beilstein et al. (2020), crisis leaders are
expected to communicate clearly and often in order to share potential solutions with
members, thus members can feel comfortable. In fact, the presence of two-way
communication comes to the forefront, herein, where the teachers’ perceived crisis

leadership is a stronger predictor of positive attitudes towards distance education
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than their trust in MoNE. Since, teachers can establish closer relationship with their
principal than the higher administrators in MoNE. Thus, through two-way
communication, two parties can have the opportunities to understand each other and
resolve possible conflicts (Dhiman & Marques, 2018). Similarly, teachers’
perceptions of leadership depend on the presence of the close relationship with their
principals which may lead to teachers’ positive attitudes towards distance education.
However, their negative attitudes towards distance education were associated with
trust in MoNE and teachers have no opportunities to build closer relationship with
the higher administrators in MoNE. Therefore, as proposed by Dirks and Ferrin
(2002), distinction in the roles of the different leadership referents, which is school

principals and MoNE in this case, emerged different employee outcomes.

5.2. Implications for Practice

The COVID-19 pandemic showed that large-scale crises could force educational
organizations into radical changes. Consequently, educational leaders and authorities
needed to take action to minimize the destructive impacts of this crisis. In fact,
closing the schools and shifting to distance education was one of the crisis
management strategies which aims to ensure the safety of school community and
continuity of the education. Therefore, distance education became a vital part of the
society in times of crisis due to school closures. While majority of studies have
focused on teachers’ attitudes towards distance education in K-12 level so far (e.g.,
Agir, 2007; Celen et al., 2013; Horzum et al., 2012; Ulkii, 2018), and provided useful
information about the related factors, teachers’ attitudes towards distance education
became prominent again in the course of the crisis. Because several factors as
teachers’ opinions about digital transformation, their perceptions about crises and
crisis leadership behaviors of principals, and trust in management might be related to
teachers’ desirable attitudes towards distance education and eventually to the quality
of education and students’ outcomes considerably, they are worthwhile to examine.
In that vein, the current study provides empirical evidence on the relationship
between teachers’ attitudes towards distance education and contextual factors
including school level variables, principals’ crisis leadership behaviors, teachers’
trust in principals and in MoNE along with other individual variables including

teachers’ educational attainments. With regard to practice, the findings of the study
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provide useful information and suggestions for both school principals and higher
authorities in MoNE. Since findings demonstrated that teachers’ positive attitudes
are associated with their principals’ crisis leadership behaviors, it gains importance
to involve school principals in crisis management process and to give them
autonomy in this regard. Besides, MONE can provide in-service crisis leadership
trainings for school principals in order to enhance their leadership behaviors in times
of crisis such as communicating effectively, working collaboratively, taking strategic
risks and making decisive actions. Moreover, crisis leadership and management
training courses can be implemented into graduate-level programs such as
Educational Administration; thereby more qualified educational leaders would be
trained in effective crisis leadership behaviors. As teachers’ positive work-related
attitude in challenging times, which was towards distance education in the current
study, was positively associated with principals’ crisis leadership behaviors,
enhancing principals’ related leadership behaviors is remarkably important. On the
other hand, results revealed that teachers’ trust in MoNE is associated with teachers’
negative attitudes towards distance education. However, there was no significant
relationship between trust in principal and attitudes towards distance education.
Therefore, to improve teachers’ attitudes towards distance education, higher
authorities may consider teachers’ opinions, needs, and attitudes in decision-making
process. However, in times of crisis, as leaders need to make quick decisions due to
time constraints, not allowing other parties in decision making could be a wise
choice. Peters (2011) stated that centralization facilitates quick decisions during
crises. In this regard, the centralized structure of the MONE can be seen as positive as
it will enable quick decisions to be taken and implemented in times of crisis. Because
as Jankelova et al. (2021) emphasized, leaders need to create a sense of control over
the crisis situation. Together with this, studies demonstrated that employees demand
transparent explanations from leaders and need to stay informed. Thus, keeping
teachers informed and up-to-date about the process, justifying the reasons for the
decisions made, and meeting their needs and concerns by providing leader support is
likely to breed trust in principals and in MoNE, which, in turn, may lead to an

increase in their positive attitudes towards distance education.
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5.3. Recommendations for Future Research

Although this study revealed useful results and conclusions about teachers’ attitudes
towards distance educations, there were some limitations. Thus, recommendations

for future studies can be suggested concerning those limitations as follows:

Firstly, the current study included only public school teachers living in Ankara.
However, in future studies, private school teachers can be included. Moreover, by
adding a school type variable into the current study, its predictive role on the
outcome variable can be investigated. Thus, a new significant correlation between
variables can be revealed. Also, in future studies, data can be obtained from all
provinces in Turkey; hence, it can be examined whether the attitudes of teachers
towards distance education change according to where they live and the different
school contexts they are in. Besides, these suggestions can increase the

generalizability of the results.

Secondly, given the low variances explained in the dependent variables, in addition
to perceived crisis leadership, trust in principal, and trust in MoNE variables, new
predictor variables can be considered in future studies such as teachers’ access to
web-based infrastructures and teachers’ self-efficacy regarding technology usage.
Such variables may offer new insight into teachers’ attitudes towards distance
education in the course of a crisis. Moreover, class size may be a strong predictor of
teachers’ attitudes towards distance education because studies showed that teachers
believe classes with large numbers of students lead to numerous problems such as
discipline issues including classroom management and student control (Blatchford et
al., 2009), interaction problems such as decrease in teachers and students
interpersonal communication (Hayes, 1997), and frustration in the teacher’s effort
(Ayeni & Olowe, 2016). Similarly, class size can be essential during distance

education and be associated with teachers’ attitudes.

Additionally, attitude concept may require subjective assessments, thus in order to
gain a deeper understanding about teachers’ attitudes, qualitative research design can
be utilized. Moreover, future studies can be designed as a mixed-methods study
which combines quantitative and qualitative data collection. Therefore, studies can

provide more in-depth findings with stronger evidences.
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Finally, main study variables can be investigated in higher education context as well.
Therefore, relationship between instructors’ attitudes towards distance education,
trust in university administration, and crisis leadership behaviors of deans or
department chairs can be examined. Furthermore, findings may allow making a
comparison between teachers’ attitudes towards distance education in K-12 and

higher education levels if any significant difference exists.
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C. INFORMED CONSENT FORM

Bu arastirma, ODTU Egitim Y®6netimi ve Planlamas1 yiiksek lisans dgrencisi ilayda
Erdogan tarafindan Dr.Ogr.Uyesi Merve Zayim Kurtay danismanhgindaki yiiksek
lisans tezi kapsaminda yiiriitilmektedir. Bu form sizi arastirma kosullar1 hakkinda
bilgilendirmek i¢in hazirlanmstir.

Calismanin Amaci Nedir?

Arastirmanin amaci, COVID-19 pandemi donemindeki uzaktan egitim stirecinde
Ogretmenlerin uzaktan egitime karsi tutumlari ile yoneticilerin kriz liderligi davranisi
arasindaki iligkiyi incelemektir.

Bize Nasil Yardimc1 Olmamz Isteyecegiz?

Arastirmaya katilmayi kabul ederseniz, sizden ii¢ ayr1 ankette yer alan bir dizi soruyu
derecelendirme Olgegi lizerinde cevaplamaniz beklenmektedir. Anket sorularini
cevaplamak yaklasik 20 dakika siirmektedir.

Sizden Topladigimiz Bilgileri Nasil Kullanacagiz?

Arastirmaya katiliminiz tamamen goniilliiliik temelinde olmalidir. Anketlerde, sizden
kimlik belirleyici hicbir bilgi istenmemektedir. Cevaplariniz tamamiyla gizli
tutulacak, sadece arastirmacilar tarafindan degerlendirilecektir. Katilimcilardan elde
edilecek bilgiler toplu halde degerlendirilecek ve bilimsel amaglarla kullanilacaktir.

Katiliminizla ilgili bilmeniz gerekenler:

Anketler, genel olarak kisisel rahatsizlik verecek sorular igcermemektedir. Ancak,
katilim sirasinda sorulardan ya da herhangi baska bir nedenden 6tiirii kendinizi
rahatsiz hissederseniz cevaplama isini yarida birakmakta serbestsiniz. Boyle bir
durumda ¢aligsmay1 uygulayan kisiye, ¢aligmadan ¢ikmak istediginizi soylemek
yeterli olacaktir.

Arastirmayla ilgili daha fazla bilgi almak isterseniz:

Bu caligmaya katildiginiz i¢in simdiden tesekkiir ederiz. Calisma hakkinda daha
fazla bilgi almak icin ODTU Egitim Bilimleri 6gretim iiyelerinden Dr.Ogr.Uyesi
Merve Zayim Kurtay (E-posta: @metu.edu.tr) ya da ODTU Egitim Y6netimi
ve Planlamas: yiiksek lisans dgrencisi [layda Erdogan (E-posta: @metu.edu.tr)
ile iletisim kurabilirsiniz.

Yukaridaki bilgileri okudum ve bu calismaya tamamen goniillii olarak
katiliyorum.

(Formu doldurup imzaladiktan sonra uygulayiciya geri veriniz).
Ad Soyad Tarih Imza
coedd eendd e



D. PERMISSION TO USE C-LEAD SCALE

Konu: RE: [SUSPECTED SPAM] Permission for The C-LEAD Scals
Ginderen: "Hadley, Constance N" 0

Tarih: 18 Aralik 2020, Cuma, 3:04 pm

Az
Oncelik: Normal
Secenekler: Tim Bashklsn Géster | Yezdmilabiliv Sekilde Goster | Bunu dosva olarak indir

Hi,

You have my permission. Attached is the information on administering the scale.
Please do let me know if you publish with the C-LEAD scale.

Good luck in your research!

Connie

Connie Noonan Hadley, PhD, MBA

-----0Original Message-----

rron:
Lent: ursday, LDecember H

To: Hadley, Constance M. H

Subject: [SUSPECTED SPaM] rmission tor The C-LEAD Scale

Dear Constance Noonan Hadley,

My name is ilayda Erdogan and I'm from Turkey. I am a master's student studying at
Middle East Technical University with a major in

Educational Administration. I am interested in your scale development

"Measuring the efficacy of leaders to assess information and make decisions in a
crisis: The C-LEAD scale” which was published im "The Leadership Quarterly” in 2811,
Thus, I am kindly requesting your permission to use your scale inm my research. I
will appreciate it if you may provide the scale and also its permission for me.
Thank you.

Best regards,
ilayda Erdogan
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E. PERMISSION TO USE TRUST SCALES

:

Ginderen:
Tarih:

Oncelik:
Secenelkler:

Fe: Trust Scales

8 Mayis 2021, Cumartesi, 10:25 am

S
Nommal

T Baghklan Goster| Yazdinlsbilir Sekilde Géster | Bumu dosyva clarak mdir

ilayda merhaba,

trust olgegini ekte bulabilirsin. Calismanda
Levgiler,

Merve

Alint: sl

Merhaba Merve hocam,

tesekkir ederim.

Saygilaramla,

>
¥
¥
¥
>
>
>
>
>
»
»
» 1layda Erdogan

basarilar dilerim.

Ben Egitim Yonetimi ve Planlanmasi master programaindan ilayda
Erdogan.Gectigimiz donem EDS585 dersinde, Yasar hocanin
danismanligindaki tezimin proposalinil sunmustum.Kullanmayi
dilsindigim dlcekler arasinda doktora tezinizde yer alan ve sizin
gelistirdiginiz Trust dlcekleri vardi. Olcegin tamamina ulasmam
gerekiyor.izninizle &lcegin tamamini gondermenizi rica ediyorum.Cok
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F. PERMISSION TO USE DISTANCE EDUCATION ATTITUDE SCALE

Konu: Re: Olcek kullanim izni hk.
Ginderen: "Fatma Tayfur" <0000 0 SICiIlnll
Tarih: 11 Mart 2021, Persembe. 9:40 pm
Aen [
Oncelik: Normal
Secenelkler: Tim Basliklar Géster | Yazdrilabilir §ekilde Goster | Bunu dosya olarak indir | HTML olaral ggster

Merhaba flayda hocam
Olcegi kullanabilirsiniz, &l¢ek ydk tez merkezi veritabaninda bulunan tezimde
meveouttur, calismalarinizda kolayliklar dilerim

Android icin Outlook<https://ska.ms/ghei3é>"u edinin

Sent: Thursday, March 11, 2821 2:38:43 PM
To:
Subject: Olcek kullanim izni hk.

Sayin Fatma Agir,

Merhaba, ben Ilayda Erdogan. ODTU'de EZitim Ydnetimi ve Planlamasi
bslimiinde master dgrencisiyim.2087'de yayimlanan "OZEL OKULLARDA WE
DEVLET OKULLARINDA CALISAN ILKOGRETIM OGRETMENLERININ UZAKTAN EGITIME
KARST TUTUMLARININ BELIRLEMMESI" isimli yiiksek lisans tezinizde yer
alan "Uzaktan EZitim Tutum Olcegi™ calismasi ile ilgileniyorum ve
¢alismamds kullanmak istiyorum.Bu sebeple, 8lgegi ve dlg¢ek kullanma
iznini géndermenizi rica ederim.

Saygilarimla,
ilayda Erdogan
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G. DEMOGRAPHIC INFORMATION FORM

BOLUM I: Bu boliimdeki maddeler sizinle ilgili genel bilgileri ortaya glkarmayl
amaglamaktadir. Liitfen her bir maddeyi okuyarak sizin i¢in en uygun secenegi
isaretleyiniz.

1.Cinsiyetiniz:

Kadin () Erkek ()

2.Yasmmz: (Liitfen yaziniz.)..............

3. Cahstiginiz Kurum:

Devlet Okulu ( ) Ozel Okul ()

4.Cahstiginiz Okul Diizeyi:

Tlkokul ( ) Ortaokul( ) Lise ()

5.0gretmenlik deneyiminiz: (Liitfen yaziniz.)............ yil

6. Ogrenim durumunuz:

Universite () Yiiksek Lisans () Doktora ( )

7. Bransmmz: (Liitfen yaziniz.)..................

BOLUM II: Bu boliimde uzaktan egitime yonelik ifadeler yer almaktadir. Liitfen her
bir maddeyi okuyarak sizin i¢in en uygun secenegi isaretleyiniz.

1. Uzaktan egitim ile ilgili asagidaki seceneklerden birini seciniz.
a) Uzaktan egitim hakkinda bilgim yok. ( )
b) Uzaktan egitim hakkinda ¢ok az bilgim var. ( )
¢) Uzaktan egitim hakkinda yeterince bilgim var. ( )
d) Daha 6nce uzaktan egitim aldim. ( )

Egitim aldiginiz kurumun adi: ...
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H. SAMPLE ITEMS FROM C-LEAD SCALE

. Yoneticim kendi kararlarinin ve eylemlerinin kisilerarasi sonuglarini 6énceden
tahmin edebilir.

. Yoneticim, elinde istedigi diizeyde bilgi olmasa bile bir konu hakkinda karar
alabilir ve o konu hakkinda oneriler sunabilir.

. YoOneticim asir1 zaman baskis1 altinda bile karar verebilir ve tavsiyelerde

bulunabilir.
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el

I. SAMPLE ITEMS FROM TRUST SCALES

Y oneticilerim benim adima karar verirken iyi niyetlidirler.
Yoneticilerim isimle ilgili duygu ve diistincelerimi 6nemserler.
Y oneticilerim isimle ilgili yasadigim sorunlar1 ¢c6zmek i¢in ¢aba harcarlar.

Yoneticilerim igsimle ilgili konularda bana mesleki rehberlik yaparlar.
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J. SAMPLE ITEMS FROM DISTANCE EDUCATION ATTITUDE SCALE

1. Uzaktan egitimle bireylerin basari siire¢leri daha kolay takip edilir.

2. Uzaktan egitim isitsel, gorsel tasarimlar ve teknoloji yoluyla etkili 6§renmeyi
saglar.

3. Egitimin en iyi sekilde ger¢eklesmesi icin yiiz yiize etkilesim gereklidir.

4. Uzaktan egitimle herkes kendi diizeyinde egitim alabilir.
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K. TURKISH SUMMARY / TURKCE OZET

1.Giris

Insanlik tarihi boyunca krizler kagimlmaz olmustur. Ekonomik krizler, saglik
krizleri, salgin hastaliklar, savaslar, afetler, agliklar ve iklim degisiklikleri tarihi
sekillendiren krizler olarak kabul edilmektedir. Son zamanlarda meydana gelen
COVID-19 salgim ise II. Diinya Savasi’'ndan bu yana ayni anda biitiin iilkeleri
etkilemis olan ve tiim diinyay1 etkisine alan biiylik bir kriz olarak ele alinmaktadir
(Lippi vd., 2020). Bu siirecte viriisiin yayilmasini engellemek amaciyla hiikiimetler
cesitli kararlar almislardir. Bu kararlar sosyal izolasyonu saglamaya imkan taniyan
ev karantinalarini, sosyal mesafe kurallarin1 uygulamayr ve maske kullanimini
zorunlu hale getirmistir. Cok sayida isyeri kapatilmis ve ¢alisanlar gecici veya kalici
olarak islerini kaybetmislerdir (OECD, 2020). Insanlar sosyal hayatlarindaki bu ani
degisimle beraber pandeminin getirdigi yeni kurallara uyum saglamaya
calismiglardir. Egitim sistemi de diinya genelinde biiyiik Olglide bir degisime
ugramak zorunda kalmistir. Telli-Yamamoto ve Altun'a (2020) gore saglik
sektoriiniin ardindan COVID-19'dan en ¢ok etkilenen sektor egitimdir. 188 tilkede
COVID-19'un yayilmasi okullarin kapatilmasiyla kontrol altina alinmaya ¢alisilirken
1.6 milyar c¢ocuk ve yaklasik 60.2 milyon Ogretmen bu durumdan etkilendi
(UNESCO, 2020). Benzer sekilde Tiirkiye'de de 11 Mart 2020'de ilk vakanin ortaya
cikmasiyla egitime tiim kademelerde ara verilmis ve okullar kapatilmistir (Saglik
Bakanlig1, 2020). Siirec igerisinde hiikiimet yetkilileri, krizi yonetebilmek ve egitimi
sirdirmek i¢in alternatif yollar aramistir. Almnan kararlarin 151831inda  okul
programlarinda hizli bir sekilde geleneksel 6gretimden uzaktan egitime gecilmistir.
K-12 egitim diizeyindeki uzaktan egitim siireci MEB’in kurdugu TRT EBA TV
kanallar lizerinden yapilan ders yayinlari ile baglamistir. Ayn1 zamanda EBA dijital
platformunun igerigi zenginlestirilerek 6grencilere ders materyalleri de saglanmigtir.
Daha sonrasinda Zoom ve EBA platformlar iizerinden canli dersler verilmeye
baslanmistir. Boylelikle 6gretmenler hizli bir sekilde 6gretim yontemlerini dijital

platformlarda siirdiirmek {izere adapte etmenin acil ihtiyaci ile kars1 karsiya kalmistir
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(Qi, 2021). Kang’a (2021) gore dgretmenlerin hizli adaptasyonu gerektiren bu yeni
siireg dijital doniisiimii hizlandirmistir. Ogretmenlerin dgretim faaliyetlerini yiiriiten
onemli aktorler olmasi sebebiyle, uzaktan egitime karsi tutumlarinin agiga
cikarilmast 6nem tasimaktadir. Ciinkii olasi kriz durumlarinda uzaktan egitimin
alternatif bir egitim olmaktan ziyade egitimin siirdiiriilebilmesini saglayan tek
secenek oldugu gercegi bu kiiresel ¢apli krizde gozler Oniine serilmistir.
Ogretmenlerin, uzaktan egitim siirecinde dijital yeterliliklere sahip olmasinin dnemi
artmistir. Yapilan caligmalar 6gretmenlerin teknolojik altyapidan kaynakli sorunlar
yasadigini, uzaktan egitim yiiriitmeye yonelik kisith egitime sahip olduklarini,
uzaktan egitim silirecinde simif yonetimine iliskin problemlerle siklikla
karsilastiklarin1 ve canli derslerin dogasindan kaynakli (kisitli dgrenci-6gretmen
etkilesimi, ders siiresi yetersizligi vb.) birgok problemi ortaya koymustur (Hebebci
vd., 2020; Kogoglu ve Tekdal, 2020; Sari ve Nayir, 2020). Tim bu calismalar,
pandemi sirasinda Ogretmenlerin uzaktan egitime yonelik tutumlariyla iliskili
olabilecek dramatik faktorleri ortaya ¢ikarmaktadir. Bunlarin yani sira 6gretmenler,
COVID-19 pandemisinin getirdigi benzersiz zorluklar karsisinda mesleklerini icra
etmek i¢in miicadele ederken, yliksek hizli internet erisimi, uygun teknolojik altyapi
ve dijital yetkinliklere sahip olmanin disinda sosyal ve duygusal destege ihtiyac
duymaktaydilar. Bu noktada dgretmenlerin okul miidiirlerinin gostermis oldugu kriz
liderligi davraniglarina iliskin algilar1 6nemli bir element olarak ortaya ¢ikmaktadir.
Boin ve arkadaglart (2017), kriz kosullarinda liderlerden beklenen davranislari
liderlerin anlam olusturmasi, rehberlik etmesi, umut vermesi ve calisanlarina empati
gostermesi olarak Onermistir. Benzer sekilde okul miidiirlerinin kriz liderligi
davraniglari, Ogretmenlerin yon ve rehberlik gosteren bir lider aradiklari kriz
donemlerinde onlarin 6gretmenlik deneyimlerini etkileyebilmektedir. Yoneticilerin
etkili kriz liderligi davranislarinin yani1 sira yoneticilere duyulan giiven,
Ogretmenlerin kriz zamanlarindaki davranis ve tutumlarin etkileyebilecek 6nemli bir
faktordiir. Gliven, sosyal iligkilerin insasinda 6nemli olan karmasik bir olgudur.
Gilivenin hem bireysel diizeyde hem de orgiitsel diizeyde bircok olumlu katkist
vardir. Etkili orgiitsel bagliligi, ¢alisan tutumlarin1 ve is memnuniyetini dngdren
bircok calismada liderlige giivenin 6nemi vurgulanmistir (Avoli vd., 2004; Dirks ve
Ferrin, 2002; Yang ve Mossholder, 2010). Okul baglaminda ise, giiven ¢alismalari

egitim kurumlarinda giiveni anlamak amaciyla ii¢ referans grubuna odaklanmaistir ve
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bunlar 6grenci ve ebeveyne giiven, meslektaslara giiven ve miidiire giivendir (Hoy ve
Tschannen-Moran, 1999). Hoy ve Tschannen-Moran (2003), 6gretmenlerin midiire
olan giiveninin okullardaki giivenin temeli oldugunu ve giivenin 6gretmenlerin
giivenilirlik, nezaket, yetkinlik ve diiriistliik algilarina bagli oldugunu belirtmislerdir.
Benzer sekilde, midiiriin destekleyiciligi, acik ve anlayish yaklagimi 6gretmenler
tarafindan giiven olusturucu faktorler olarak ortaya ¢ikmistir (Hoy ve Kupersmith,
1984; Hoy vd., 1991; Tarter vd., 1995). Van Maele ve Van Houtte (2015), 6gretmen
diizeyinde giliven sonuglarini incelendiginde oOgretmenlerin midiire yonelik
giiveninin duygusal tilkenmeyi azalttigini ortaya koymustur. Zayim ve Kondakci
(2015), Tiirk devlet okullart baglaminda yapilan giiven ¢aligmalarinda, 6gretmenlerin
degisimin uygulanmasina yonelik tutumlarini ifade eden degisime hazir olma
durumlarinin, miidiire duyulan giiven ile giiglii bir sekilde iliskili oldugunu
gostermistir. Bununla beraber, Tiirkiye’de egitim Orgiitlerinde gliven olgusu
incelenirken Tirk Egitim Sistemi’nin iist yonetimi olan MEB’e yonelik giliven
kavrami yeni bir referans grubu olarak literatlirdekini yerini almistir (Zayim, 2015).
Zayim'in (2015) calismasinda, Ogretmenlerin miidiire olan giiveni, isle ilgili
tutumlarla iliskilendirilmistir. Ancak 6gretmenlerin MEB'e olan giiveni daha ¢ok
ogretmenlerin okul baglamindaki degisim uygulamalara iliskin duygularn ve
degisime olan baglilig1 ile ilgilidir. Dolayisiyla, 6gretmenlerin Tiirkiye’deki egitim
Ogretim faaliyetleri kapsaminda tutumlarmi ortaya cikarmak igin hem okul
miidiirlerine hem de MEB'e yonelik glivenin dikkate alinmasimin, 6gretmenlerin
uzaktan egitime kargi tutumlarinin daha derinden anlasilmasini saglayabilecek
onemli sonuglar1 beraberinde getirecegi ¢ikariminda bulunulabilir. Ayrica, algilanan
kriz liderligi davranislari ile birlikte, miidiire ve MEB'e yonelik giiven, 6gretmenlerin
krizlerle beraber hayatina zorunlu olarak giren yeni uygulamalardan biri olan uzaktan

egitime kars1 tutumlart ile iliskilendirilebilir.
1.1 Calismanin Amaci

Bu arastirmanin amaci, MEB’e bagli devlet okullarinda ilkokul, ortaokul ve lise
diizeylerinde calisan Ggretmenlerin algiladiklart kriz liderligi, okul miidiiriine ve
MEB’e yonelik giivenleri ile uzaktan egitime karsi tutumlar1 arasindaki iligkiyi
incelemektir. Bu nedenle, bu c¢alisma asagidaki soruya cevap vermeyi

amagclamaktadir:
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Bireysel diizeydeki ve okul diizeyindeki degiskenlerin etkileri kontrol edildikten
sonra algilanan kriz liderligi ile miidire ve MEB'e duyulan giivenin 6gretmenlerin

uzaktan egitime kars1 tutumlarinda yordayici rolleri nelerdir?
1.2 Calismani Onemi

Kriz zamanlarinda egitim orgiitleri koklii degisime ugrayabilmektedir. Arastirmalara
gore, kriz ortamlarinda etkili bir lider olmak belirsizlikle bas ederek kritik kararlar
almay1 ve gerektiginde var olan yontemleri hizlica degistirebilmeyi gerektirir (Boin
vd., 2005). Gegtigimiz COVID-19 salgiminda oldugu gibi kriz zamanlarinda uzaktan
egitim bir alternatif yontem degil, bir zorunluluk olarak ortaya ¢ikmaktadir. Bu
durum ayni zamanda okul toplulugunu olusturan bireylerin saglik ve giivenliginin
korunarak egitimin siirekliliginin saglanmasi hususunda 6nemli bir kriz yonetimi
stratejisi olarak goriilebilir. Dolayisiyla bu ani gelisen kriz, yoneticilerin hizl
kararlar alip uygulamasini zorunlu kilarak 6gretmenlerin ve 6grencilerin de hizli bir
sekilde uzaktan egitime adapte olmasimi gerektirmistir. Bdylelikle, egitimin ana
aktorii olan Ogretmenlerin uzaktan egitime karsi tutumlarinin incelenmesi onem
kazanmistir. Literatiirdeki g¢alismalar gostermektedir ki, &gretmenlerin uzaktan
egitime karsi tutumlarin1 ortaya ¢ikarmayr amaglayan cok sayida arastirma
mevcuttur. Bu caligmalarin sayisi pandemi doneminde artmustir. Tiirkiye'de de
Ogretmenlerin uzaktan egitime yonelik tutumlartyla ilgili hem bireysel faktorleri hem
de baglamsal faktorleri inceleyen ¢alismalar bulunmaktadir fakat bir kriz durumunun
sonucu olarak ortaya c¢ikan uzaktan egitim baglaminda, 6gretmenlerin algiladiklari
kriz liderligi davraniglarinin ve onlarin yonetime yonelik giivenlerinin incelenmis
oldugu bir ¢caligma bulunmamaktadir. Okul diizeyinde kriz yonetimi ile ilgili yapilan
calismalarda 6gretmenlerin okul miidiirlerinin kriz durumuyla bas etme yontemlerini
onemsedigini ve yoneticilerinden kriz durumlarini en az =zararla atlatilmasini
saglamalar1 yoniinde beklentileri oldugu goriilmektedir (Erol ve Karsantik, 2017).
Okul orgiitlerinde giiven olgusu ise literatiirdeki ¢cok sayida ¢alismada olumlu birgok
sonugla iliskilendirilmektedir. Bu ¢alismanin, daha 6nce uzaktan egitim baglaminda
incelenmeyen algilanan kriz liderligi, miidiire ve MEB’e yonelik giiven ile
Ogretmenlerin tutumlar1 arasindaki iliskiyi incelemesi egitim orgiitlerini etkileyen
olas1 kriz donemlerinde alinan ve uygulanan kararlarin ne derecede basarili olacagi

konusunda bir 6ngorii saglamasi beklenmektedir. Ilaveten, ¢alismanin pandemi

122



stirecinde zorunlu uzaktan egitimin sona erdikten sonra okullarin yiiz yiize egitime
tekrar bagladigi donemde yiiriitiilmiis olmasi Ogretmenlerin bu siirecteki yeni
tecriibelerine yonelik tutumlarinin ortaya ¢ikarilmasi agisindan 6nem arz etmektedir.
Ayrica, bu donemde Tirkiye’deki uzaktan egitim silirecinin Ogretmenlerin bakis

acisindan degerlendirilmesine olanak saglamaktadir.

2. Yontem
2.1 Arastirma Deseni

Bu c¢alismada ikiden fazla degiskenin iliskisi ve bu iliskinin derecesini belirlemek
amaclanmistir. Bu nedenle, nicel arastirma yontemlerinden iligkisel aragtirma deseni
kullanilmistir. Calisma kapsaminda 6gretmenlerin algiladiklari kriz liderligi, miidiire
ve MEB’e yonelik giivenleri ve uzaktan egitime karsi tutumlar1 arasindaki iligki

incelenmistir.

2.2 Orneklem

Arastirma evrenini, 2021-2022 egitim ve 6gretim yilinda Ankara ilinde MEB’e bagl
devlet okullarinda ilkokul, ortaokul ve lise kademelerinde gérev yapmakta olan
ogretmenler olusturmaktadir. Oncelikle, Ankara iline bagl 6 ilcede (Cankaya,
Etimesgut, Sincan, Yenimahalle, Mamak ve Kec¢ioren) bulunan okullardan tabakali
seckisiz kiime oOrneklemesi yontemi kullanilarak 271 okul secilmistir. Calisma
kapsaminda ziyaret edilen 38 okulda gorev yapan 468 Ogretmen, g¢alismanin
orneklemini olusturmaktadir. Katilimcilarin %19.8°1 ilkokul, %55.9’u ortaokul ve
%24.1' lise kademelerinde gérev yapmaktadir. Orneklemde bulunan katilimcilarn
351’1 kadm ve 117’si erkektir. Katilimcilarin yaglar1 23 ile 63 arasinda degismekle
birlikte, grubun yas ortalamasi 40.49°dur.

2.3 Veri Toplama Aracglar

Bu ¢aligmada veri toplama araci olarak demografik bilgi formu, Hadley ve digerleri
(2011) tarafindan gelistirilen ve arastirmaci tarafindan uyarlama caligmasi yapilan
Kriz Ortaminda Liderlik Yeterliligi Olgegi, Zayim (2015) tarafindan gelistirilen
MEB’e ve Miidiire Yonelik Giiven Olgekleri ve Agir (2007) tarafindan gelistirilen
Uzaktan Egitime Kars1 Tutum Olgegi kullanilmistir.
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Kriz Ortaminda Liderlik Yeterliligi Olcegi

Hadley ve digerleri (2011) tarafindan yoneticilerin kriz liderligi davranislarini
Olcmek amaciyla gelistirilen tek boyutlu ve 7°1i Likert tipindeki 6lgek 9 maddeden
olusmaktadir. Bu ¢alisma kapsaminda, Olgegin egitim Orgiitlerinde kullanilmasi
amaclanarak Tiirkceye uyarlama c¢alismasi yapilmistir. Uyarlama siirecinde
maddeler, Ingiliz Dili ve Egitim Yonetimi alanindan toplamda 4 uzman ve
arastirmacimin kendisi tarafindan Tiirkgeye cevrilmistir. Maddelerin ¢evirilerinin
ardindan, alternatif c¢evirilerin uygunlugu ve en iyi temsil edenlerin secilmesi
konusunda Egitim Yonetimi alanindan uzman goriisii almmustir. Olgegin nihai halini
almasiyla beraber pilot ¢aligmasi yapilmistir. Boylece 6gretmenlerin perspektifinden
okul yoneticilerinin kriz liderligi davranislarini degerlendirme olanag: saglayan bir
Olgme araci ortaya ¢ikmistir. Yapilan agimlayict ve dogrulayici faktdr analizleri ile
birlikte dzgiin Slgegin tek faktdrlii yapist dogrulanmustir (1(21) = 78.92 p= .00, CFI
=.98, TLI = .96, RMSEA = .08 (90% CI = .059, .095, pciose < .05), & SRMR = .02).
Acimlayici faktor analizi sonuglaria bakildiginda 6lgek maddelerinin 6zdegeri 1’in
tizerinde olan tek bir faktdrde toplandigi ve bu yapinin %73.4 diizeyinde bir varyans
acikladigr belirlenmistir. Olgegin i¢ tutarlik giivenirlik katsayis1 .96 olarak

hesaplanmustir.
MEB’e ve Miidiire Yonelik Giiven Olcekleri

Zayim (2015) tarafindan gelistirilen ve 6gretmenlerin miidiire ve MEB’e giivenlerini
dlgmeyi amaglayan MEB’e ve Miidiire Yonelik Giiven Olgeklerinin her biri tek
boyutlu, 5’li Likert tipinde 27 maddeden olusmaktadir. Olgeklerin i¢ tutarlik
giivenirlik katsayist .98 olarak hesaplanmistir. Yapilan dogrulayici faktér analizleri
ile her iki 6lgegin yap1 gegerligi test edilmistir. Miidiire Yénelik Giiven Olgeginin tek
faktorlii yapist dogrulanmustir (42(317)=1210.77, p = .00, CFl = .95 , TLI = .94,
RMSEA = .08 (90% CI = .073, .082, pciose < .05), & SRMR = .02). Benzer sekilde
MEB’e Yénelik Giiven Olgeginin tek faktorlii yapisi da yapilan dogrulayici faktor
analiz ile dogrulanmistir (4*(312) =1444.92, p= .00, CFI = .94, TLI = .93, RMSEA =
.08 (90% CI = .081, .092, pciose < .05), & SRMR = .02). Bu ¢alisma kapsaminda

hesaplanan i¢ tutarlik giivenirlik katsayis1 her iki 6l¢ek icin .98 olarak bulunmustur.
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Uzaktan Egitime Karsi Tutum Olcegi

Agir (2007) tarafindan 6gretmenlerin uzaktan egitime karsi tutumlarin1 6lgmek icin
gelistirilen Uzaktan Egitime Karst Tutum Olgegi, iki faktorlii bir yapida olup 5°li
Likert tipinde 21 maddeden olusmaktadir. Olcek, uzaktan egitimin avantajlar1 ve
uzaktan egitimin smirliliklar1 olmak iizere iki alt boyuta sahiptir. Uzaktan egitimin
avantajlar1 alt boyutu 6gretmenlerin uzaktan egitime karsi pozitif tutumlar ile
iliskilendirilirken, uzaktan egitimin sinirliliklart alt boyutu 6gretmenlerin uzaktan
egitime karst negatif tutumlar ile iligskilendirilmistir. Yap1 gecerligini test etmek
amactyla yapilan dogrulayici faktér analizi ile o6lcegin iki faktorlii yapisi
dogrulanmistir (* (178) = 477.82, p= .00), CFl = .90, TLI = .88, RMSEA = .06
(90% CI = .05, .07, pciose < .05), & SRMR = .06). Bu ¢alisma kapsaminda uzaktan
egitimin avantajlari alt boyutu i¢in hesaplanan i¢ tutarlik giivenirlik katsayisi .88 iken

uzaktan egitimin siirliliklar1 alt boyutu i¢in .74 tiir.

2.4 Veri Toplama Siireci

Veri toplama siireci 2021-2022 egitim o6gretim yilinin tamamini kapsamaktadir.
ODTU Insan Arastirmalari Etik Kurulu’'ndan ve Ankara II Milli Egitim
Midiirligi’nden gerekli izinlerin alimmasinin ardindan siire¢ baslamistir. Pilot
calisma kapsaminda veriler, ODTU Anket Servisi platformu araciliyla hazirlanan
cevrimici anket formlari ile toplanmistir. Online anket formlar1 katilimcilara, gesitli
sosyal medya platformlarindan (Twitter, WhatsApp ve Facebook) ulastirilmistir. Asil
veri toplama asamasinda ise ziyaret edilen okullarda, oncelikle okul miidiirlerinin
izni alinmis ve sonrasinda arastirmanin amaci anlatilarak goniillii katilmayr kabul
eden oOgretmenlerden veriler yliz ylize toplanmigtir. Bu asamada katilimcilara
Gonilli Katilim Formu ve o6lcekler dagitilmistir. Uygulamanin tamamlanmasi

ortalama 20 dakika stirmiistiir.

2.5 Veri Analizi

Bu calismada veri analizi kapsaminda Oncelikle betimsel istatistikler kullanilarak 6n
analizler yapilmistir. Boylece kayip verilerin analizi yapilmistir ve aykir1 degerler
kontrol edilmistir. Gerekli varsayimlar test edilmis ve kabul edilebilir sonuglarin elde
edilmesiyle beraber asil analizlere baslanmistir. Degiskenler arasindaki iliski ve

iliskinin derecesinin Ol¢iilmesi amagclandig1 i¢in iliskisel analiz yontemlerinden
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hiyerarsik regresyon analizleri yapilmistir. Bu analizlerin yapilmasi i¢in SPSS 26
kullanilmigtir. Dogrulayici faktér analizleri igin ise AMOS 18 programindan

yararlanilmastir.

3. Bulgular

Bu calismada 468 Ogretmen katilimer olarak yer almistir. Demografik bilgi
formlarindan elde edilen bilgiler 1s18inda katilimcilarin %75’nin kadin (n=351),
%25’nin (n=117) erkek oldugu belirlenmistir. Katilimcilarin yas ortalamasi 40.49
(SS= 7.90) olarak hesaplanmistir. Katilimcilarin egitim durumlarina bakildiginda
%82.7’s1 (n=387) lisans mezunu, %16.9’u (n=79) yiiksek lisans mezunu ve %0.4’1
(n=2) doktora mezunudur. Betimsel istatistiklere bakildiginda, O6gretmenlerin
algiladiklar1 kriz liderligi degiskeninin puan ortalamasi 4.84 (SS=1.27) olarak
hesaplanmustir. Ogretmenlerin miidiire yonelik giivenlerinin puan ortalamasi 3.63
(§5=0.90), oOgretmenlerin MEB’e yonelik giivenlerinin puan ortalamasi 2.85
(S§S=1.10) olarak hesaplanmuistir. Uzaktan egitime karsi tutum boyutlari arasinda,
uzaktan egitimin avantajlari alt boyutu i¢in ortalama puan 2.93 (SS=0.68), uzaktan
egitimin sinirliliklart alt boyutu i¢in ortalama puan 3.76 (SS= 0.66) olarak
hesaplanmistir. Pearson korelasyon analizi sonuglarina bakildiginda, algilanan kriz
liderligi ve uzaktan egitimin avantajlari degiskenleri arasinda (r =.11, p<.0l) ve
benzer sekilde algilanan kriz liderligi ve miidiire yonelik giiven degiskenleri arasinda
(r =.62, p<.01) pozitif yonlii ve anlaml bir iligki oldugu goriilmistiir. Bunun yani
sira, MEB’e yonelik giliven ile uzaktan egitimin sinirhiliklart degiskenleri arasinda
negatif yonli ve anlamhi (r = -.14, p<.0l) bir iliski vardir. Asil analizlere
gecildiginde, iki ayr1 hiyerarsik regresyon analizi li¢ asamada tamamlanmustir.
Hiyerarsik regresyon analizleri icin algilanan kriz liderligi degiskeni puanlari,
miidiire ve MEB’e yonelik giiven degiskenleri puanlari, uzaktan egitime karsi tutum
degiskeni puanlari, cinsiyet, yas, egitim diizeyi ve gorev yapilan okul kademesi
degiskenleri kullanilmistir. Uzaktan egitimin avantajlar1 alt boyutu 6gretmenlerin
olumlu tutumlarini, uzaktan egitimin sinirhiliklart alt boyutu 6gretmenlerin olumsuz
tutumlarmi  ifade etmektedir. Ogretmenlerin uzaktan egitime karsi olumlu
tutumlarinin  yordanmasinda, birinci asamada egitim diizeyi degiskeni modele
anlaml bir katki saglamistir (F (3, 464) = 4.89, p < 0.025). Sonuglar, lisansiistii

egitim seviyesine sahip Ogretmenlerin lisans mezunu G6gretmenlere gore uzaktan
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egitime kars1 daha olumlu tutumlari oldugunu gostermektedir. Ikinci asamada okul
kademesi degiskeni modele anlamli katk: saglamistir (F (5, 462) = 5.72, p < 0.025).
Ortaokulda goérev yapan 6gretmenlerin ilkokulda gdrev yapan Ogretmenlere gore
daha olumlu tutumlara sahip oldugu ortaya ¢ikmistir. Son asamada, algilanan kriz
liderliginin Ogretmenlerin uzaktan egitime karsi olumlu tutumlarinin anlamli bir
yordayicist oldugu bulunmustur (F (8, 459) = 4.47, p < 0.025). ikinci hiyerarsik
regresyon analizinde uzaktan egitime karsi olumsuz tutumlarin yordayicisi olan
degiskenler ortaya konmustur. Yalnizca iiglincii asamada MEB’e yonelik giiven
degiskeni modele anlamli bir katki saglamistir (F(8, 459) = 2.44, p <0.025).
Dolayisiyla 6gretmenlerin MEB'e olan giivenlerinin azalmasi, uzaktan egitime

yonelik olumsuz tutumlarinin artmasiyla iliskilendirilmistir.

4. Tartisma

Bu aragtirmanin amaci 6gretmenlerin algiladiklar1 kriz liderligi, miidiirlerine ve Tiirk
Egitim Sistemi’nin list yonetim merci olan MEB’e yonelik giivenleri ile uzaktan
egitime karsi tutumlar1 arasindaki iliskiyi incelemektir. Yapilan betimsel analizler
incelendiginde, 6gretmenlerin uzaktan egitime karist olumsuz tutumlarinin, olumlu
tutumlarindan daha fazla oldugu soylenebilir. Bu durum calismanin pandemi
doneminde uzaktan egitim siireci heniliz bitmisken yapilmasi ve oOgretmenlerin
pandemiyle ilgili olumsuz deneyimlerini yansitmig olmasiyla iliskilendirilebilir.
Yasanilan bu biiyiik capli krizin hem fiziksel hem de ruhsal olarak ¢esitli etkilere
sahip olabilecegi belirtilmistir. Depresyon, anksiyete ve stres bu etkilerden
bazilaridir (Giuntella vd., 2020). Dolayisiyla 6gretmenlerin pandemi kosullarindan
kaynaklanan ruhsal durumlari onlarin siiregteki uzaktan egitime yonelik tutumlarinm
etkilemis olabilir. Dahas1 orgiitsel degisim literatiiriinde gectigi lizere degisimle ilgili
bilgi eksikligi nedeniyle belirsizlik ve bilinmezlik ortaya ¢iktiginda, calisanlarin
olumsuz tepkileri artmaktadir (Armenakis vd., 2007). Bu durum da 6gretmenlerde
pandeminin basinda siire¢ hakkinda eksik ya da yetersiz bilgi almasindan kaynakli
bir olumsuz tutum ortaya ¢ikarmis olabilir. Betimsel istatistiklerin ortaya koydugu
diger bir bulgu ise O6gretmenlerin miidiire yonelik gilivenlerinin MEB’e yo6nelik
giivenlerinden daha fazla olmasidir. Dirks ve Ferrin’ine (2002) gore calisanlarin
hiyerarsik olarak daha yakin ¢alistiklar1 yonetici ile iist diizey yoneticilerine yonelik

giivenleri farklilik gostermektedir. Buna ek olarak Zayim ve Kondakgr (2015),
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belirsizligin oldugu degisim zamanlarinda 6gretmenlerin okul miidiiriinden aldiklar
bilgilere daha fazla giivendiklerini ortaya koymustur. Krizden kaynaklanan bir
belirsizlik durumu g6z Oniine alindiginda bu bulgularla dogrudan paralellik

gosterdigi soylenebilir.

Hiyerarsik regresyon analizleri sonucunda elde edilen bulgulara bakildiginda,
Ogretmenlerin egitim diizeyi, ¢alistifi okul kademesi ve algiladiklart kriz liderligi
davraniglar1 uzaktan egitime karsi olumlu tutumlarini anlamli sekilde yordamaktadir.
Bunun yam sira, 6gretmenlerin MEB’e yonelik giivenleri uzaktan egitime karsi

olumsuz tutumlarini anlaml sekilde yordamaktadir.

Lisanslistii egitim derecesine sahip Ogretmenlerin, uzaktan egitime karsi olumlu
tutumlari, lisans derecesine sahip Ogretmenlere gore daha fazladir. Bu durum,
Ogretmenlerin degisime uyum saglama kapasiteleri ile iligkilendirilebilir. Geng
(2006) 6gretmenlerin degisime karst direnglerini inceledigi ¢alismasinda, lisansiistii
egitim derecesine sahip Ogretmenlerin lisans derecesine sahip Ogretmenlere gore
degisime kars1 daha iyi uyum sagladiklarini ortaya koymustur ve bu aragtirmadaki
bulgular1 destekler nitelik tasimaktadir. Bir diger bulgu, ortaokulda ¢alisan
ogretmenlerin ilkokulda calisan Ogretmenlere gore uzaktan egitime karsi daha
olumlu tutuma sahip oldugunu ortaya koymustur. Bu bulgu Diizgiin ve digerleri
(2021) ile Karaca ve digerlerinin (2021) caligmalariyla paralellik gdstermektedir.
Pandemi donemindeki uzaktan egitim siireci gbz Oniine alindiginda, ilkokullarda
kiiciik yas grubu 6grencilerle bu siireci yiirliten 6gretmenlerin daha fazla zorlandig
diistintildiiginde bu durumun Ogretmenlerin tutumlarina yansidigi sonucuna
ulagilabilir. Bunun yani sira, 6gretmenlerin algiladiklar kriz liderligi davranislari,
uzaktan egitime karsi olumlu tutumlarinda yordayici bir rol oynamaktadir. Bu
noktada okul miidiirlerinin sahip oldugu kriz liderligi davranislar etkili olmaktadir.
Ozellikle krizden kaynaklanan yiiksek belirsizlik ve degisim siireglerinde, okul
midiirlerinin kriz liderligi 6gretmenlerin korku ve kaygilarini en aza indirebilir ve
degisimi daha kolay benimsemelerini saglayabilir ve bu da uzaktan egitime yonelik
olumlu tutumlart arttirabilir. Son olarak bulgular, 6gretmenlerin MEB'e olan
giivenlerinin azalmasinin uzaktan egitime yonelik olumsuz tutumlarinin artmasiyla
iliskili oldugunu ortaya koymustur. Ogretmenlerin uzaktan egitime karsi olumlu

tutumlarinda miidiire yonelik giivenin herhangi bir yordayici rolii ortaya ¢ikmazken
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MEB’e yonelik giiven olumsuz tutumlarla iliskilendirilmistir. Bu durum Zayim’in
(2015) MEB’e yonelik giliveni dordiincii referans grup olarak tanittifi calismasiyla
paralellik gostermektedir. Zayim (2015) calismasinda 6gretmenlerin degisime bagh
duygularmin ve tutumlarin olugsmasinda MEB’e yonelik giivenin miidiire yonelik
giivenden daha etkili oldugu sonucuna ulagsmistir. Pandemideki uzaktan egitim
stirecinin her agamasi, MEB tarafindan alinan kararlarla yiiriitilmustiir. Tiirk Egitim
Sistemi’nde karar verici {ist yonetim olan MEB’e yonelik giiven, kriz donemlerinde
egitimde meydana gelen degisim siireci goz oniine alindiginda 6gretmenlerin uzaktan
egitime karsi tutumlarinin anlamli bir yordayicist olarak ortaya ¢ikmaktadir.
Dolayisiyla, 6gretmenlerin 6zellikle uzaktan egitime karsi olumsuz tutumlara sahip
olmasi bu egitim siireci boyunca MEB'i temel karar verici olarak degerlendirmeleri
ve siirece dair olumsuz deneyimlerini bu alinan kararlarla iliskilendirmeleri ile

agiklanabilir.

4.1 Oneriler

COVID-19 pandemisiyle beraber krizlerin hayatimizin bir pargasi olabilecegi ve
egitim sistemlerinin de bu krizlerden etkilenen mekanizmalarin basinda geldigi
diisiiniildiiglinde uzaktan egitime yonelik arastirmalarin yapilmasi ve d6gretmenlerin
uzaktan egitime kars1 tutumlarinin incelenmesi egitimin siirdiiriilebilirligi agisindan
onem tagimaktadir. Calismanin bulgularinin ortaya koydugu algilanan kriz liderligi
ve uzaktan egitime karst olumlu tutum arasindaki iligki, okul miidiirlerinin kriz
liderligi davranislarini arttirmaya yonelik c¢alismalar veya uygulamalar yapilmasina
dayanak saglayabilir. Bu konuda okul miidiirlerine kriz yonetimine iliskin hizmet i¢i
egitimler verilebilir. Hatta lisansiistii egitim kademsinde 6zellikle Egitim Y 6netimi
alanindaki programlara kriz yonetimine iligkin dersler sunulabilir. Boylece nitelikli
egitim liderleri etkili kriz liderligi davraniglar1 konusunda egitim almis olacaktir.
Buna ek olarak, 6gretmenlerin uzaktan egitime karsi tutumlarini iyilestirmek ig¢in,
MEB biinyesindeki {ist yoneticiler karar verme siirecinde &gretmenlerin gorts,
ihtiyac ve tutumlarini dikkate alabilir. Ozellikle kriz déneminde siirece iliskin alman
kararlar baslangigtan itibaren acik ve yeterli bilgi paylasimiyla Ogretmenlere
iletilebilir. Boylece 6gretmenlerin krizden kaynaklanan belirsizlik, korku ve endise

hali azaltilabilir. Bu durum ayni zamanda onlarin uzaktan egitim vermeye yonelik

129



olumlu tutumlarinda artisa sebep olabilir ve siirecin en az hasarla atlatilmasina

yardimci olabilir.

fleride yapilacak calismalara iliskin Oneriler gbz Oniine alindiginda calismanin
orneklem grubuna o6zel okul Ogretmenleri dahil edilebilir. Ayrica sonuglarin
genellenebilirliginin arttirilmasi agisindan caligma Tirkiye genelinde yapilabilir.
Benzer caligmalarda algilanan kriz lider liderligi ve yonetime yonelik giivenin yani
sira Ogretmenlerin teknoloji kullanimina iliskin yeterlikleri de yeni bir yordayici
degisken olarak incelenebilir. Bu tiir bir degisken, diger baglamsal faktorlerle
beraber incelendiginde kriz durumlarinda Ogretmenlerin uzaktan egitime karsi
tutumlarina yeni bir bakis agisi sunabilir. Bunun yani sira sinif mevcudu, uzaktan
egitimin  yiriitilmesinde 6nemli olabilir ve oOgretmenlerin  tutumlariyla

iligkilendirilebilir. Dolayisiyla 6nemli bir bagimsiz degisken olarak ele alinabilir.

Son olarak, c¢aligmadaki bagimsiz degiskenler yiiksekdgretim baglaminda da
arastirilabilir. Boylece Ogretim elemanlarinin uzaktan egitime karsi tutumlari,
tiniversite yonetimine giivenleri ile dekan veya boliim baskanlarmin kriz liderligi
davraniglart arasindaki iligski incelenebilir. Ayrica bulgular, K-12 diizeyindeki
Ogretmenlerin  ve yiiksekogretim kademesindeki 6gretim elemanlarinin  kriz
baglamindaki uzaktan egitime karsi tutumlar arasinda bir karsilastirma yapilmasina

olanak saglayabilir.
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