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ABSTRACT

TEACHERS’ COMMITMENT TO CHANGE:
AN ANALYSIS WITH
THE INTEGRATIVE MODEL OF BEHAVIORAL PREDICTION

KARAKUS, Giilstim Betiil
M.S., The Department of Educational Sciences,
Educational Administration and Planning
Supervisor: Prof. Dr. Yasar KONDAKCI

September 2022, 150 pages

Change is inevitable in all evolving societies. Thus, it is accepted as a fact of life.
The shutdown during the pandemic imposed by the coronavirus has been one of the
latest changes that have impacted the whole world. This situation, of course,
influenced the educational system. In line with the recent situations, this study
examined teachers' commitment to the educational change they experienced during
the pandemic and examined whether the Integrative Model of Behavioral Prediction
(IMBP) predicts teachers' commitment to change. A correlational research design
was used to examine this. The sample consists of 642 individuals who are teachers
in public schools at the elementary, middle, and high school levels. The data was
gathered using the convenience sampling approach using an online scale on social

media. The collected data were analyzed utilizing hierarchical multiple regression.
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All three IMBP dimensions, attitude, perceived norm, and self-efficacy, have a
relationship with the three dimensions of commitment to change; affective,
normative, and continuance. The highest correlation is found between attitude,
which is a dimension of IMBP, and affective commitment to change, which is a
dimension of commitment to change. According to the findings, teachers'
commitment to educational change is determined by their attitudes towards change,

the norms they perceive during change, and their change self-efficacy.

Keywords: Commitment to Change, IMBP, Educational Change, Covid-19
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OGRETMENLERIN DEGISIME ADANMISLIKLARI:
BUTUNLESTIRICI DAVRANISSAL TAHMIN MODELI ILE ANALIZI

KARAKUS, Giilstim Betiil
Yiiksek Lisans, Egitim Bilimleri, Egitim Yo6netimi ve Planlamas1 Boliimii
Tez Yoneticisi: Prof. Dr. Yasar KONDAKCI

Eylul 2022, 150 sayfa

Degisen tiim toplumlarda degisim kaginilmazdir. Bu nedenle degisim, hayatin bir
gercegi olarak kabul edilir. Koronaviriisiin dayattig1 pandemi sirasindaki kapanma,
tim diinyay1 etkileyen son degisikliklerden biri oldu. Bu durum elbette egitim
sistemini de etkilemistir. Son zamanlardaki durumlara paralel olarak, bu ¢aligma
ogretmenlerin pandemi sirasinda yasadiklar1 egitimsel degisime bagliliklarini
incelemis ve Biitiinlestirici Davranigsal Tahmin Modeli’nin (BDTM) 6gretmenlerin
degisime olan bagliligin1 tahmin edip etmedigini incelemistir. Bunu incelemek i¢in
iliskisel arastirma tasarmmi kullanilmistir. Orneklem, devlet okullarinda ilkokul,
ortaokul ve lise diizeyinde 6gretmenlik yapan 642 katilimcidan olusturmaktadir.
Veriler, sosyal medyada cevrimici bir 6lgcek kullanilarak kolayda ornekleme
yaklagimi kullanilarak toplanmistir. Toplanan veriler hiyerarsik ¢oklu regresyon
kullanilarak analiz edilmistir. BDTM nin boyutlar1 (tutum, algilanan norm ve 6z-

yeterlik) ve adanmigligin boyutlar1 (duygusal, normatif ve siireklilik) arasinda iliski
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oldugu gozlemlenmistir. En yiiksek korelasyon, IMBP'nin bir boyutu olan tutum ile
degisime baghligin bir boyutu olan degisime duygusal bagllik arasinda
bulunmustur. Bulgulara gére 6gretmenlerin egitimsel degisime bagliliklar1 degisime
yonelik tutumlari, degisim sirasinda algiladiklari normlar ve degisim 6zyeterlikleri

ile belirlenmektedir.

Anahtar Kelimeler: Degisime Adanmislik, BDTM, Egitim Degisikligi, Covid-19
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CHAPTER 1

INTRODUCTION

1.1 Background of the Study

In today's world, everything is changing. The Ancient Greek Philosopher Heraclitus
stated that "Everything changes. The only constant is the change.” Especially since
the coronavirus pandemic has begun, people's lives have changed in every aspect.
Now, people try to take care of all their work from home as much as possible, and
they do not communicate much with their friends, colleagues, or even families. That
is why this change gives rise to organizational change in organizations of all sizes.
At the local level, change is a continual process where the members of the
organization interact and make sense of their own social reality. Histories,
narratives, practices, and multiple realities can be expressed at the local level by
contributing to small-scale changes (Boonstra, 2004). Change pressures come from
both inside and outside the organization. Considering the dynamics of change in the
organization, there might be a variety of external factors that cause organizations to
change. The need for change contains internal procedures at the core of all
organizational change. In order to survive, an organization must forge ahead of these

pressures (Polyzoi et al., 2003).

The leader who manages the change must handle all aspects properly for the change

to be successful when it is implemented. However, it should not be forgotten that

the implementation of change is carried out by the members of the organization

(Armenakis & Harris, 2009; Bernerth, 2004; IEDP Editorial, 2017). During change,

organization members may show unavoidable and natural behavioral responses such
1



as fear, low motivation, a tendency for stability, self-distrust, and insecurity
(Goksoy, 2017). It is understandable that members of the organization felt this way
during change, especially considering a major change like the coronavirus

pandemic.
1.1.1 Covid-19 Pandemic and Change in TES

External factors that shape and promote change have tremendously influenced
education (Polyzoi et al., 2003). With the change brought about by the coronavirus
pandemic, major changes have occurred in the education system. For this reason,
lessons were taught online to minimize communication during the restrictions. The
Turkish educational system (TES) was prepared for this change is a controversial
issue. However, the critical point here is whether the teachers, who are the main
practitioners of education, are ready for this change or not. While educational
change takes place, the importance of teachers' duties during this change should not
be forgotten. Teachers must reflect on the change that will be made with a decision
from the top management to the students. Since teachers are in contact with students,
they will first experience any changes in the school through teachers. Moreover,
teachers' educational experiences have been influenced by the pandemic. It is
included the impacts on teachers’ commitment to adopting online learning
(Rasmitadila et al., 2020). Therefore, teachers' adaptability in the transition from
face-to-face to online education can be associated with their commitment to change
(CTC). Therefore, the teachers' CTC may have an influence on the success of online
education. According to Oduntan (2019), in order for teachers to succeed in their
professions, they must demonstrate commitment and a willingness to adopt some
innovations introduced to the school. Hence, teachers' CTC has gained importance,

mainly due to the change created by the coronavirus pandemic.
1.1.2 Commitment to Change and IMBP

This study will examine the teachers’ CTC using the Integrative Model of

Behavioral Prediction (IMBP). IMBP was given its final form by Fishbein and

2



Ajzen (2010) as a result of many years of work. The IMBP supports that behavior
is performed under intentions. In the original model, the intention is formed as a
result of one's attitude, perceived norm, and self-efficacy. If it is considered that the
behavior is exhibited directly by neglecting the intention step, there are three factors
that determine the behavior: attitude, perceived norm, and self-efficacy. Besides
that, some of the factors affecting the CTC are attitude toward change (Irfan et al.,
2021), organizational culture (Lim et al., 2021; Raeder & Bokova, 2019), and
change-related self-efficacy (Wanberg & Banas, 2000). That is why a person's CTC
can be explained with IMBP, since the CTC and the components of IMBP, which
are attitude, perceived norm, and self-efficacy, are similar in terms of the meanings

they represent.

When IMBP was developed, it was first used in health care and health promotion
(Fishbein, 2000). This model has been tested on people with health problems who
need to change their behavior (Fishbein & Yzer, 2003). For this reason, it was
applied to people who are smoking to make them quit smoking. That is, IMBP was
used to measure behavior change. In other words, measuring the change is suitable
for the structure of the IMBP. Besides, commitment is a very strong indicator of
intention (Jimmieson et al., 2009; Robbins & Barnwell, 1994). Since behavior
emerges with intention in the IMBP, it is possible to analyze commitment with
IMBP when considered in the context of change. Therefore, utilizing the IMBP in
this study is an ideal framework for gauging teachers' CTC. Since teachers' CTC is
explained by IMBP, the variables of the study are CTC, attitude, perceived norm,

and self-efficacy.
1.1.2.1 Organizational Commitment

Organizational commitment is defined as “the relative strength of an individual’s
identification with and involvement in a particular organization” (Mowday et al.,
1979, p.226). In other words, organizational commitment is giving individuals'
effort toward their work to be part of the organization. Although organizational

commitment is a broad field, the most significant and pioneering model is the one
3



developed by Allen and Meyer (1996). Their organizational commitment model
with three components is a well-known model in organizational commitment and

also forms the basis of the field of the commitment to organizational change.
1.1.2.1.1 Commitment to Change

According to Herscovitch and Meyer (2002), CTC consists of three components:
affective, continuance, and normative. These components might be viewed as
separate but combinable things. These components form an individual's CTC when
they come together. As a result, different causes for a person's CTC can coexist, and

one person's CTC might differ from another person's CTC.

Teachers' CTC is defined as how much they are interested in educational changes
and how much they want to contribute (Leithwood et al.,1994). Teachers' level of
commitment can be determined by examining how effectively teachers respond to
change intervention. Teachers' responses can be visible via actions that range from
somewhat passive to highly active. Focusing on performing a task efficiently
(Reyes, 1990), giving one’s full attention to the task (Becker, 1960), and adhering
to the rules set forth for the organization of the school (Tarter et al., 1989) are the
elements of the passive action. On the contrary, active action is related to extra effort
(Kushman, 1992), loyalty (Reyes, 1990), and a displayed desire to innovate
(Kushman, 1992). In conclusion, teachers' levels of commitment during change can

be measured by some determinants.
1.1.2.2 Integrative Model of Behavioral Prediction and Its Components

Fishbein and Ajzen began studies of this behavioral modeling in the 1960s and
developed the first framework in their published study in 1980. According to
Fishbein and Ajzen (2010), human behavior can best be anticipated by one's
intentions, which are influenced by one's attitudes toward behavior, perceived norms
of behavior, and behavioral self-efficacy. Attitude, perceived norms, and self-
efficacy are the predictor variables of intention, while intention is the predictor of

behavior, as illustrated in Figure 1.1. Fishbein and Ajzen (2010) explained the
4



attitude as "a latent disposition or tendency to respond with some degree of
favorableness or unfavorableness to a psychological object” (p.76). Moreover, it is
defined as "evaluative reactions to psychological objects” (Ajzen, 2001, p.28).
Norms are defined as "strict rules, as general guidelines, or simply as empirical
regularities” (Fishbein & Ajzen, 2010, p. 129). In addition, perceived norms are
defined as a "person’s perception that important others desire the performance or
nonperformance of a specific behavior" (Ajzen & Fishbein, 1980, p. 57). Ajzen
(2002) adopted the self-efficacy definition of Bandura (1991) in his study. Bandura
(1991) refers to self-efficacy as "people's beliefs about their capabilities to exercise
control over their own level of functioning and over events that affect their lives"
(p. 257). Ajzen (2002) also added "the ability to perform a particular behavior" to
the definition of self-efficacy (p. 667). Finally, Fishbein and Ajzen (2010) defined
intention as a "person's estimate of the likelihood or perceived probability of

performing given behavior" (p.39).

Background variables

Attitude

Demographic '
variables h

Culture '

Socio-economic ’ -
variables Perceived

- norm — | Intention | —» | Behavior

Media \

Individual '

. v
dn‘fefence Self-Efficacy
variables

Figure 1.1 Adapted version of the Integrative Model of Behavioral Prediction for
this study (Cho & Yzer, 2012)



Attitude, perceived norm, and self-efficacy are the proximal variables of this study
since they are components of the IMBP and closely related to affecting factors of
CTC. In addition to the predictor variables of the behavior in IMBP (attitude,
perceived norm, self-efficacy), there are background variables in the model:
demographic variables, culture, socio-economic variables, media, and individual
difference variables. Moreover, IMBP emphasizes that background variables can
have an impact on behavior, though not directly (Fishbein & Ajzen, 2010).
Therefore, background variables are the distal variables of this study as they do not
directly affect the CTC.

The Integrative Model of Behavioral Prediction (IMBP) was created to analyze
people's behavior. The dimensions of behavior in IMBP and the factors influencing
CTC demonstrate semantic similarities. In addition, this model is sufficient to
address the issues of change, as IMBP has been tested in groups that need to exhibit
behavior change. Besides, teachers' educational experiences include their
commitment to adopting online learning during the pandemic (Rasmitadila et al.,
2020). Therefore, in this study, the IMBP is used to explain teachers' experiences in
the transition from face-to-face to online education. In a nutshell, the current study
utilizes this model as the theoretical framework to interpret teachers' CTC during

the coronavirus pandemic.
1.2 Purpose of the Study

Theorizing on IMBP, the purpose of this study is to investigate the relationship
between attitude, perceived norm, self-efficacy, and CTC from the perspective of
public-school teachers in Turkey. This study's findings and results reveal that
components of the IMBP can relate to teachers' commitment to educational change
using the IMBP. As stated earlier, the IMBP was created for the purposes of health
care and health promotion. Many studies in the health care field use this model
(Bleakley et al., 2011; Fishbein & Ajzen, 2010; Fishbein & Yzer, 2003; Robbins &
Niederdeppe, 2014; Tsochas et al., 2013). These studies were conducted on groups

with health issues who sought to change their habits. Although this model was not
6



created to examine teachers' commitment to change, the behavioral change basis of
the model is promising. There are a few studies using the IMBP in the literature
about teachers' use of technology (Admiraal et al., 2013; Kreijns et al., 2013;
Vermeulen et al., 2014) and teacher training (Danter, 2005). The most important
thing, while there are several studies in the literature describing teachers' behavior
with the IMBP by using correlational study (Kreijns et al., 2014; Vermeulen et al.,
2014), none of them is a correlational study explaining teachers' commitments to
change using the IMBP especially in the Turkish school context. Therefore, this
study is a unique example and fills the gap in the literature. The contribution of this
study to literature in brief; (1) teachers' commitment during the pandemic, (2) the
relationship between the IMBP and commitment, and (3) explaining the behavior of
teachers with the IMBP. Consequently, this study aims at providing a clear and
holistic perspective to understand the teachers' CTC during the coronavirus

pandemic.

Some modifications were made to the variable names in accordance with the content
of the study within the scope of change in the school. In order to do that, (1) attitude
stands for teachers' attitude toward change, (2) perceived norm stands for school
culture, and (3) self-efficacy stands for teachers' self-efficacy, in this study.
Accordingly, the criterion variable of this study is the teachers' level of commitment
to educational change. The predictor variables of this study are teachers' attitudes
towards change, school culture in the changing environment, and teachers' self-

efficacy. Hence, this study will answer the following research question below:

What is the relationship between teachers' attitudes towards change, school culture,

and teachers' self-efficacy, and commitment to change?
Accordingly, if this question is taken more specifically:

Qu: Is there a significant positive correlation between the IMBP components, which
are attitude, perceived norm, and self-efficacy, and the "affective” dimension of

commitment to change?



Q2: Is there a significant positive correlation between the IMBP components, which
are attitude, perceived norm, and self-efficacy, and the "normative” dimension of

commitment to change?

Qs: Is there a significant positive correlation between the IMBP components, which
are attitude, perceived norm, and self-efficacy, and the "continuance” dimension of

commitment to change?
1.3 Significance of the Study

This study makes a contribution to theory, practice, and research. This study is one
of the rare studies to look into CTC from the standpoint of IMBP especially in the
educational field; therefore, this study makes a theoretical contribution to the field.
This approach is a contribution to ‘the commitment to change’ literature because
there is no other study like this one in the literature that uses IMBP as a framework.
From a reversed perspective, application to IMBP is also a test for the model. In
other words, the application of a model developed in the health care field in

education management is also a validity test for the model.

This study has contributed significantly to practice in addition to its theoretical
significance. As a result of the findings, it will be revealed how the teachers, namely
the actual practitioners of the change, should be approached during the change in
order for the change to be successful. To illustrate, the results of the study show that
"affective"” CTC has more impact on teachers, it is concluded that they support
change because they like their job. Therefore, to get teachers' support during the
change, the workload can be reduced, or their salaries can be increased so that they
love their work. Since they love their job, they become more committed to change,

and change can result in success.

Finally, the study has implications for research on the CTC. This study supported
the CTC literature in terms of its findings which show that affective CTC is
positively correlated with normative CTC and negatively correlated with

continuance CTC (Cunningham, 2006; Raeder & Bokova, 2019). Besides, this study
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has contributed to the literature on IMBP and teachers' perspectives on educational

change.
1.4 Definitions of Terms
The following definitions provides explanations the variables utilized in this study.

Attitude: Considering the definition of Gagné and Medsker (1996) for school,
attitude towards change can be defined as a school's internal condition that impacts

a teacher's behavior choices or a response tendency toward change.

Perceived norms: "A school's culture is characterized by deeply rooted traditions,
values, and beliefs, some of which are common across schools and some of which
are unique and embedded in a particular school's history and location.” (Kruse &
Louis, 2009, p. 3)

Self-efficacy: A teacher's self-efficacy is the belief that a teacher has the ability to
fulfill obligations, tasks, and challenges with success related to their professional
role (Caprara et al., 2006).

Commitment to change: A teacher's commitment to change is their adoption and
desire to contribute to changes in the school's structure and development (Leithwood
et al.,1994).

Educational Change: It is the alteration of the education system from face-to-face

education to online education during the Covid-19 pandemic.



CHAPTER 2

LITERATURE REVIEW

This part of the thesis gives theoretical and empirical information about the variables
of this study. In addition to the theoretical framework in the introduction, the
literature review starts by examining the fundamental studies of the IMBP and how
it got its final form, as well as the studies on this model are discussed. In this section,
each predictor in the study, which are perceived norms, attitude, and competence,
are handled separately, and their relations with education are examined according to
the studies in the literature. Subsequently, organizational change in general and then
organizational change in school are covered. Then, the studies on educational
change and its place in this study were examined and discussed. Afterward, literature
on organizational commitment and CTC is provided, and then teachers' CTC (the
outcome variable of this study) is reviewed and reported. Finally, the chapter

concludes with a summary of the literature review.
2.1 The Integrative Model of Behavioral Prediction

This study utilizes the Integrative Model of Behavioral Prediction (IMBP) as a
theoretical framework. The framework asserts that behavior has connotations with
the attitude, norm, and efficacy belief. As a result, the IMBP is an integration of a
few theories, including the Theory of Reasoned Action (Fishbein & Ajzen, 1975),
Theory of Planned Behavior (Ajzen, 1985), and Social Cognitive Theory (Bandura,
1986). Although each of these theories has its strengths, Fishbein and Ajzen (2010)

integrate these strengths into their model in order to provide a broader approach.
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According to the Theory of Reasoned Action (TRA), the intention to do an activity
determines one's behavior. People believe that they can perform the behavior when
they intend to. Furthermore, in this model, people's beliefs that their job will turn
out the way they want are seen as a predictor of behavior. This belief is based on
two factors which are attitudes towards acts or behavior and subjective norm
(Fishbein & Ajzen, 1975). In Figure 2.1, one-way straight arrows indicate that one
thing has a direct effect on another thing. As seen in the figure, attitude towards act
or behavior and subjective norms have an effect on behavioral intention; and
behavioral intention also influences behavior. Besides, when a person's attitudes and
subjective norms towards an action get higher, there is high probability they carry
that action out (Fishbein & Ajzen, 1975; Spielberger & Staats, 2004).

Attitudes towards
Act or behavior

Behavioral
Intention

Behavior

Subjective Norm

Figure 2.1 Diagram of the Theory of Reasoned Action (Fishbein & Ajzen, 1975)

According to the Theory of Planned Behavior (TPB) (Ajzen, 1985), behavioral
intentions are influenced by attitude toward behavior, subjective norm, and
perceived behavioral control. Attitude toward behavior relates to how a person
evaluates the target behavior, whether positively or negatively. Subjective norm is
the situation in which a person decides to perform a behavior with the effect of
perceived social pressure. Perceived behavioral control refers to the belief that an
individual can perform a behavior according to the difficulty level. The TPB varies
from the TRA in that it includes perceived behavioral control (Ajzen, 1985).
Moreover, it is argued that these three premises of intentions develop from

behavioral beliefs, normative beliefs, and control beliefs. In Figure 2.2, straight one-
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way arrows indicate that one thing has a strong effect on another, while one-way
dotted arrows indicate that one thing has a weak effect on another. In addition, it is
seen that there are two-way arrows in the figure, indicating that only those two

factors can affect the intention.

Furthermore, TRA gives successful results when an individual's voluntary behaviors
are examined. If an individual's behavior is not entirely voluntary, they may not be
able to perform the behavior due to the interference of environmental conditions,
even if they are motivated by their attitudes and subjective norms. TPB, on the other
hand, successfully examines the behavior of individuals when they do not volunteer
entirely (Ajzen, 1985; Shaw, 2016).

Attitude
toward the
behavior

Perceived
behavioral
control

Figure 2.2 Diagram of Theory of Planned Behavior (Ajzen, 1985)
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Some studies suggest that behavioral intention does not always lead to actual
behavior by emphasizing the limitations of these two theories, TRA and TPB.
(Mayer et al., 2009; Stern, 2000). Arguments against these two theories played an
essential role in the emergence of IMBP, which is a model that includes the self-
efficacy factor from Social Cognitive Theory (Bandura, 1986) and the effect of
involuntary factors on behavior. Since this model was developed in the field of
health, Fishbein and Ajzen presented the theoretical framework of the model for the
first time at a workshop on the field of health in 1992. After this, the model's
foundation is established by conducting a longitudinal study of HIV prevention
behaviors by Fishbein and his colleagues (Kasprzyk et al., 1998). In addition, studies
have been conducted on health behavior interventions that focus on the determinants
of behavioral intention identified by the model (Fishbein & Cappella, 2006; Fishbein
& Yzer, 2003). On top of all these studies, the final version of the model was
completed in 2010 by Fishbein and Ajzen by adding broader definition to

components of the model, as seen in Figure 2.3.

Distal variables Eel?af""f'
< °°° ___» Attitude Skills
Demographic - | outcome
variables « | evaluations
Culture
Attitudes toward
targets, e.g., .
stereotypes .
and stigmas .. Normative
Personality, . . beliefs & Perceived . . _
moods, i P motivationto | norm p Intention  ——Jpf Behavior
and emotions |°, comply
Other individual
differences
variables, e.g.,
perceived risk
Exposure 1o -. Efficac
media and beliefsy | Selt-efficacy Environmentall
other constraint
interventions

Figure 2.3 Diagram of the Integrative Model of Behavioral Prediction (Fishbein &
Yzer, 2003)
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One of the most important things about the IMBP is its ability to describe any
behavior in every community with only a few variables. The integrative model
explains how people's intentions to conduct a behavior emerge from reasonable but
not necessarily logical ideas from specific beliefs people have about the behavior.
The phrase reasonable in this context suggests that if people feel that doing
something is a good thing, no matter how illogical, this encourages them to do it
(Chen, 2018; Fishbein & Ajzen, 2010; Fishbein & Yzer, 2003). To illustrate, when
some people talk about a situation they do not want to happen, they tap a wooden
object with the back of their fingers in hopes of preventing that lousy situation from
happening. Hitting or not hitting the wooden object is not a factor in the occurrence
of that situation and is actually an irrational event, but some people do it because
they believe that hitting the wooden object prevents the dire situation. The
integrative model, therefore, explains any behavior regardless of whether the

behavior is considered rational or irrational, as in this example.

For the IMBP, distal variables are essential since they influence a person's behavior,
even if only indirectly, as seen in Figure 2.3 with one-way dotted arrows. Individual
differences in beliefs are influenced by distal variables, which can be an infinite
amount of them. Fishbein and Ajzen (2010) describe the beliefs as subjective
probabilities. There are three categories of beliefs: behavioral, normative, and
efficacy. Also, beliefs form the determinants of intention: attitude, perceived norm,
and self-efficacy. At last, environmental constraints, characteristics, and intention
are determinants of behavior. Attitude, perceived norm, self-efficacy, and the point
of view that these headings are used in this study are handled separately in the

following sub-headings.
2.1.1 Attitude

A person's attitude is their assessment of how positive or negative it would be for
them to execute a specific behavior (Cho & Yzer, 2012; Fishbein & Ajzen, 2010).
Similarly, attitude is defined as the totality of pleasant or unpleasant emotions felt

towards someone, something, or an issue (Bohner & Dickel, 2011; Petty &
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Cacioppo, 1996). Moreover, it is stated that while people's beliefs determine their
attitudes, their attitudes determine their behaviors. It is also highlighted that beliefs
are generally connected with behavior only because they help to shape attitudes.
Giving an example of the effect of attitude on behavior; "an advertiser might want
to convince you that a certain kind of car got good gas mileage (belief change), so
that your liking for the car would increase (attitude change) and that you would
become more likely to buy the car the next time you needed one (behavior change)"
(Petty & Cacioppo, 1996, p. 7). The given definitions and the example are identified
in terms of attitude in the IMBP. The next sub-heading gives the meaning to be used

in this study and the relevant literature review.
2.1.1.1 Teachers' Attitude Towards Change

An attitude toward change is defined as a school's internal state that influences a
teacher's behavior or response toward change (Gagné & Medsker, 1996). A few
studies on teachers' attitudes towards change are given. Firstly, a study on teachers'
attitudes towards change was done by Bentea in 2013. According to the study's
findings, teachers with a positive attitude toward change approached the school
culture more harmoniously, completed the tasks and goals of their organization more
clearly, and were more productive in their work organization than teachers with a
negative attitude toward change. Furthermore, novice (0-5 working years) and
senior (10+ working years) teachers evaluated the general attitude toward change to
be more flexible and adaptive than teachers with medium length of service (5-10

working years).

Anggraeni, in his study in 2020, aimed to determine whether many factors
(organizational communication, organizational learning, and attitude towards
change) are related to commitment to organizational change. It is confirmed the
hypothesis about CTC and attitude towards change and also found a positive

relationship between them. That is, as one increases, the other also increases.
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Another study on teachers' attitudes toward change is conducted by Hoffman (2020).
In this study, teachers were grouped and compared according to the level of school
they studied, which are elementary, middle-level, and secondary. When evaluated
in general, it was seen that teachers showed a positive approach with a negligible

effect on change. That is, teachers' attitudes toward change are positive but not high.

A study about teachers' attitudes toward change, efficacy, and burnout during the
COVID-19 pandemic was done by Sokal, Trudel, and Babb in 2020. The study
indicated that the transition from face-to-face to online teaching during the COVID-
19 pandemic was a rational option made by some teachers to preserve both learning
and safety, but others considered that online teaching emphasized inequalities like
technological. In addition, the result of the study highlights that teachers' attitudes
towards change become more negative during the pandemic period.

Irfan, Amin, Khizar, and Saeed performed another study in 2021 to determine the
relationship between individuals' attitudes towards change and organizational
commitment. Individuals' positive attitudes toward change have a positive
relationship with organizational commitment, whereas individuals' negative
attitudes toward change have a negative relationship with organizational

commitment.

In summary, teachers' positive attitudes towards change positively affect school
culture and functioning. However, there are different views in the literature
regarding the adaptation of novice teachers and teachers with a medium length of
service to change. While some studies argue that novice teachers have a more
positive attitude towards change than teachers with a medium length of service
(Bentea, 2013), other studies argue the opposite (Kondakg1 et al., 2015; Maskit,
2011). In addition, studies examining the relationship between teachers' attitudes
towards change and their CTC have found positive correlations between these two
concepts (Anggraeni, 2020; Irfan et al., 2021; Yousef, 2000). In addition, studies on
teachers' attitudes toward change during the coronavirus pandemic found that (1)

the changing teaching system was found to be logical by some teachers in terms of
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security, while some teachers considered it a change in which technological
inequalities would be evident (Gémez-Dominguez et al., 2022; Sokal et al., 2020),
(2) teachers' attitudes towards change during this change is getting worse (Daumiller
et al., 2021; Sokal et al., 2020). Besides, Bouckenooghe (2010) stated that attitude
consists of two main concepts; (a) readiness to change; and (b) resistance to change.
However, based on a review of the attitude towards change literature, there is a high
consensus on what it means for the RFC. In addition, it is thought that the content
of RFC and the functional definition of the attitude towards change are compatible
with each other, so there is no significant difference in meaning between them (Holt
et al., 2007a; Madsen et al., 2005; Piderit, 2000; Todnem By, 2007). Therefore, a

brief literature review on RFC is provided in the next sub-heading.
2.1.1.2 Readiness for Change

Individuals' RFC is made up of the sense of how necessary change is according to
their beliefs, attitudes, and organizational perceptions (Armenakis et al., 1993).
Furthermore, it is crucial for organizational development that individuals in the
organization are physically and psychologically ready for change (Hanpachern et
al., 1998).

One of the essential studies in the field of attitude towards change was made by
Piderit in 2000. As mentioned above, this article also evaluated individuals' RFC as
an attitude. Research on readiness to change is examined for varied focus on
attitudes conceptualizations. A new view of conception as multidimensional
attitudes towards organizational changes is presented. As a result of the study, the
concept of RFC is highlighted in three dimensions: cognitive, emotional, and
intentional. The first dimension, cognitive, is beliefs that an individual has either
positive or negative towards an event. The second one is emotional, which is
individuals' experience with their feelings concerning their attitude to an event. The
final and third dimension is intentional, which is an individual's attitude towards an
event based on their purpose to act in the future. Piderit's study is also critical

because one of the scales used in this study is developed over these three dimensions
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to determine teachers' RFC — teachers' attitude towards change — (Kondakg et al.,
2013).

The following study found in the literature was conducted by Akbulut, Kuzu,
Latchem, and Odabasi in 2007. In the study, it is considered a change within its
vision and strategic directions, and it determined whether the teaching staff at
Anadolu University is ready for this change. The findings showed that about 30%

of the teaching staff are early adopters, which means ready for change.

Zayim and Kondakgi carried out another study on RFC in 2014. The purpose of this
study is to look into the impact of trust on teachers' RFC. It has been discovered that
trust has a motivating effect on teachers who exhibit supportive behaviors during
the change process. Thus, perceived organizational trust is a strong predictor of
teachers' RFC. However, it has been noted that, while instructors have good attitudes
toward change, they are not eager to execute it. Furthermore, the study's findings
demonstrated that teachers' trust in their colleagues was associated with teachers'

emotional RFC.

Woo conducted the foll,owing study in 2014 to deal with the practical implications
of organizational change readiness. The findings show that organizational readiness
has an effect on individual readiness. Also, both organizational and individual

readiness impact the implementation of organizational change.

Further study on RFC was conducted by Kondakg¢1, Beycioglu, Sincar, and Ugurlu
in 2015. The study investigated how much trust, social interaction, participative
management, knowledge sharing, job satisfaction, and workload perception
predicted RFC. The results demonstrated that trust is a weak predictor, while social
interaction, participative management, knowledge sharing, job satisfaction, and
workload perception are strong predictors. Moreover, while trust and job
satisfaction predicted the RFC, it was seen that they were related to teachers'

experiences much more than the time of change.
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Another study in the literature is conducted by Thien on the factors affecting
commitment to organizational change in 2019. As a result of the study, it is revealed
that one of the factors affecting teachers' CTC is their RFC. In addition, the study
was approached in terms of the components of RFC defined by Piderit (2000). As a
result, significant but weak mediation effects were found between teachers'

cognitive, emotional, and intentional RFC and their CTC.

In short, from the studies examined on RFC, similarities are seen regarding
definition, what it states, and its relationship with CTC. As a result of empirical
studies, it is seen that teachers' RFC is low (Akbulut et al., 2007). In studies where
teachers' RFC is high, it has been observed that they are not willing to implement
the change (Zayim & Kondake¢i, 2014). This situation shows that although the
teachers stated how much they were ready for change while filling out the scale,
they were not as ready as they declared. Besides that, it is stated that teachers' RFC
affects their CTC (Thien, 2019). The next sub-heading, perceived norm, is covered
within the framework of IMBP and this study.

2.1.2 Perceived Norm

The perceived norm is the social pressure a person anticipates facing when engaging
in the behavior (Cho & Yzer, 2012). It includes two components as an injunctive
norm and a descriptive norm. An injunctive norm is a dimension in which the person
expects the support of their essential social connections while performing the
behavior. The descriptive norm is the dimension in which individuals of this social
network engage in the behavior in person. The perceived norm consists of the sum
of these two normative beliefs (Fishbein & Ajzen, 2010). In the IMBP, this
definition is specified in terms of perceived norm. The meaning to be used in this
study, as well as the related literature review, are provided in the following sub-

heading.
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2.1.2.1 School Culture

Culture consists of a nation's beliefs and core values; therefore, it means something
different for every nation. This is also true for the school; in other words, the culture
of each school is unique to itself (Brion, 2021). However, categorizing is something
that needs to be done in order to understand a school culture. Due to the cultural
difference, there are many definitions of organizational and school culture in the
literature. Some noteworthy definitions and studies related to this study are

reviewed.

Terzi (2005) defines school culture by adapting the four dimensions of
organizational culture that Daft (2000) proposes to school culture. School culture
includes four dimensions of culture: support, bureaucratic, success, and task. It has
been observed that there are all dimensions of cultures in each school, but usually,
one of them is dominant. It is provided descriptions of all dimensions of culture

below, respectively.

e Support Culture: This type of culture is built on human relationships and
trust. There is a mutual relationship, commitment, and trust among school
members who are teachers and principals.

e Bureaucratic Culture: In schools where this type of culture is dominant,
there are rational and legal structures. This culture, free of personal
relationships, is known for school principals' desire to control all practices
in the school.

e Success Culture: In this type of culture, doing tasks and achieving goals are
prioritized rather than rules. Individual responsibility is emphasized. This
type of culture is dominant in schools that support successful teachers.

e Task Culture: In this type of culture, the point of interest is the goals of the
school, and schools with this type of culture are described as task-centered
schools. Almost everything in school serves a purpose. School goals are
more important than school members' goals in this type of culture.
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In addition, in the study of Terzi (2005), it was found that other dimensions, except
bureaucratic, are correlated with each other, but other dimensions of culture, which
are support culture, success culture, and task culture, are not encountered in the

environment of bureaucratic culture as seen Figure 2.4.

Support Culture

Bureaucratic Culture

Success Culture < » Task Culture

Figure 2.4 Relationships between cultural dimensions (Terzi, 2005)

In addition, as a result of this study, it was revealed that the task culture is dominant
in primary schools. Besides these, the scale developed by Terzi (2005) for his study
is also used as the scale of this study to measure teachers' perceptions of school

culture in the change process.

A study examining the relationship between teachers' organizational commitment
levels and their perceptions of school culture was conducted by Sezgin in 2010. The
results of the study showed that teachers' affective commitment levels are higher
than continuance and normative commitment, and the study confirms that school
culture is an important variable that predicts teachers' organizational commitment.
Furthermore, among the dimensions of school culture, task culture is the dimension
perceived at the highest level, while the dimension evaluated at the lowest level is a

bureaucratic culture by teachers.

Cimili-Gok and Ozgetin (2021) According to the findings of the study, the average

of women in school culture in all aspects is greater than that of males. Affective

commitment is significantly affected by the three dimensions of organizational

culture: success, task, and bureaucratic. While continuance commitment is most
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affected by the bureaucratic culture, normative commitment is most affected by the

success culture.

In another study, Rogers and Burkholder (2022) addressed the factors affecting
teachers and school culture during the coronavirus pandemic. As a result of the
study, many issues have adversely affected teachers and school culture, particularly
the following: (1) fear and disappointment caused by changing policies and poor
communication between teachers and principals, (2) fatigue caused by the
variability of working hours and conditions on teachers, and (3) anxiety about

inequality caused by remote teaching.

In brief, regarding the effects of school culture on change, state that school culture
is an important variable that affects teachers' CTC (Brion, 2021; Fullan, 2007;
Sezgin, 2010; Stolp & Smith, 1997). Additionally, some studies have revealed that
the school culture perceived by teachers is predominantly task culture (Sezgin, 2010;
Terzi, 2005). Besides, there are factors that negatively affect teachers and school
culture during the coronavirus (Rogers & Burkholder, 2022). All these studies show
a correlation between teachers' perceived school culture and their CTC. Efficacy,
which is the next sub-heading, is discussed within the framework of IMBP and this

study.
2.1.3 Efficacy

Self-efficacy is the degree to which a person believes they will complete a behavior
successfully (Fishbein & Ajzen, 2010). Considering that the definition of self-
efficacy in the IMBP is taken from the definition of self-efficacy in Bandura's (1986)
Social Cognitive Theory, self-efficacy is "people’s judgments of their capabilities to
organize and execute courses of action required to attain designated types of
performances” (p. 391). However, self-efficacy and competence are not the same
things. In the IMBP, competence is defined as reducing the impact of intention on
behavior. Competence is the state of being able to do a duty, while self-efficacy is

the belief or perception that one can do that duty (Cho & Yzer, 2012). This given
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definition is stated in the IMBP in terms of self-efficacy. The following sub-heading
describes the meaning to be used in this study as well as the relevant literature

review.
2.1.3.1 Teachers' Self-efficacy

The lockdown and distance learning caused by the coronavirus pandemic put
teachers under much pressure in the practice of education. Teachers are expected to
quickly adjust to the shift from face-to-face education to online education. Teachers'
self-efficacy is considered the most powerful indicator of this adaption process
(Hodges et al., 2020). According to the teacher efficacy model of Tschannen-Moran,
Hoy, and Hoy (1998), teachers' self-efficacy can be examined by two fundamental
components: analysis of teaching tasks and assessment of personal teaching
competency. Teachers assess their efficacy by analyzing the needed tasks and
evaluating their teaching skills. One of the most significant aspects of this model is
its changing nature since each learned new experience increases potential self-
efficacy expectations (Caprara et al., 2006). Moreover, teachers' higher expectations

of self-efficacy themselves make them show tremendous effort and endurance.

A study by Giovanita and Mangundjaya in 2017 explores the effects of individuals'
self-efficacy and transformational leadership on the CTC. The study's results related
to self-efficacy show that change in self-efficacy has a positive and significant
influence on the CTC. Furthermore, change self-efficacy is shown to have a more
significant impact on the CTC than transformational leadership. Based on these
findings, organizations may want to focus more on increasing individuals' change

self-efficacy.

The succeeding study was done by Allouh, Qadhi, Hasan, and Du in 2021 on
teachers' self-efficacy beliefs regarding remote teaching during the coronavirus
epidemic. As a result of the study, it is seen that the more teachers experience, the
higher their self-efficacy perceptions. Overall, the study noted that teachers showed

high self-efficacy levels during the coronavirus pandemic. Furthermore, the study
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showed that senior teachers have higher self-efficacy levels compared to novice

teachers.

In the following study, Pressley and Ha conducted a study in 2021 to explore
teachers' self-efficacy levels during the COVID-19 pandemic. According to the
findings, teachers teaching remotely have lower self-efficacy levels than teachers
teaching face-to-face. However, there is no difference in teachers' self-efficacy

scores depending on years of teaching experience or education level.

In the light of the articles reviewed on teachers' self-efficacy, some studies have
found that teachers show high levels of self-efficacy in the process of educational
change (Allouh, 2021). On the contrary, some studies in the majority find that
teachers showed low self-efficacy during the pandemic period (Pressley & Ha, 2021;
Sokal et al., 2020). In addition, some studies emphasize that senior teachers show
higher self-efficacy compared to novice teachers (Allouh, 2021; Tschannen-Moran
& Hoy, 2007), while others emphasize that teachers' working years are not related
to self-efficacy (Pressley & Ha, 2021). Besides, the literature has shown that

teachers' self-efficacy is an indicator of teachers' CTC.
2.2 Organizational Change

Organizational change refers to the process of altering a significant component of
an organization, such as its culture or internal processes (Stobierski, 2020). Research
on organizational change started during the 1950s. According to the change model
of Lewin (1951), organizational change consists of three stages. Firstly, unfreezing,
the system that will change must be open to change. The purpose of the unfreezing
phase is to raise awareness of how the current level of acceptance is limiting the
organization in some way (Armenakis et al., 1993). If organization members learn
about a change and believe it is crucial and essential, they will be more motivated
to accept it. Secondly, changing, it is the process of giving a new shape to the system
that is ready for change by dissolving it and then realizing change (Orlikowski,

1996). Organization members begin to acquire new habits, procedures, and ways of
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thinking throughout the changing phase. The more prepared they are for this phase,
the easier it will be for them to finish. Lastly, refreezing, the process of reinforcing
and stabilizing the reshaped and transformed system in order to preserve this state.
It is the most crucial phase to ensure that organization members do not revert to their
old thinking patterns or act before the change is implemented. The efforts must be

made to ensure the change is conserved (Lucid Content Team, 2019).

Moreover, Hardison (1998) represented the three stages of the change process, as
depicted in Figure 2.5. It was inspired by Lewin’s model in general. However,
Hardison (1998) focuses on individual and leader’s emotional states and duties
during these stages. In Hardison’s study, the planned change is defined as the
formation of an effective organization through planned interventions directed from
the top manager of an organization (Beycioglu & Kondak¢i, 2020) to the

organization member at the bottom (Louis, 2008).

Present

State Transition

Unfreezing Refreezing

Figure 2.5 Hardison’s (1998) the three stages of the change process: the present
state, the transition state, and the desired state.
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Friedlander and Brown made one of the early studies on organizational change in
1974 under the name of organization development. It was concluded that theory and
technology were insufficient in the circumstances of the day to create a planned
social system as desired. Golembiewski, Billingsley, and Yeager did another study
on organizational development in 1976. This study focused on the trust status of
organizational members during change. According to the study, during beta change,
the trust perception of the organization members may vary from person to person.
On the other hand, during gamma change, members of the organization may
conclude that the change experienced is not related to trust. A further study on
organizational change was done by Beer and Walton in 1987. It is focused on the
weakness of theories in this field. As a result of the study, it is emphasized that there
is not only one right way of organizational change, and that the change process will
be different for each organization. In addition, it was highlighted that a practical
organizational change theory should focus on leadership, organizational culture, and
change. Besides, organizational change practices can generally vary for every
circumstance. Implementing a change may show an alteration among cultures due
to the diverse dynamics of the setting (Beycioglu & Kondak¢i, 2020). Therefore,
how organizational change is implemented, and its content can be expected to differ

for every culture and situation.

A crucial set of studies on organizational change has attempted to develop an
implementation model. The ADKAR is a model that Hiatt (2006) developed to
implement change in organizations such as businesses and governments. ADKAR
stands for Awareness, Desire, Knowledge, Ability, and Reinforcement, and each
represents a step in the model. In order to make the desired change, the steps must
be followed in the order given. The model has been developed with a focus on

individuals so that change can occur successfully.

Another model is the Eight Steps Change Model created by Kotter (1996); like the
previous model, it states that individuals have a critical place in change. However,

although individuals are change agents, this model emphasizes the need for a leader
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who provides effective leading for the change to be successful. Therefore, in this

model, a senior manager in an organization plays a key role.
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Figure 2.6 Diagram of the Burke-Litwin Model (Burke, 2008)

However, one of the most comprehensive models of organizational change was
proposed by Burke and Litwin (1992). The bases of the model can be traced back to
the 1960s. The Burke-Litwin model illustrates the relationships between
transactional and transformational factors influencing change. The external
environment, mission and strategy, leadership, organization culture, and individual
and organizational performance are the transformational factors in this model, and
they are generally positioned at the top of the diagram, as seen in Figure 2.6. The
transactional factors are structure, management practices, systems, work unit

climate, task requirements, individual needs and values, and motivation. This
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model’s strengths include using arrows to describe relationships, displaying cause-
effect relations, and distinguishing transformational and operational dynamics in
organizational behavior and change. Also, its weakness is that it creates confusion

because it relates 12 items.

Several scholars laid down the bases of unplanned and emergent change in
organizations. Weick and Quinn (1999) examined the nature of organizational
change and divided it into two categories: episodic and continuous. The authors
described the episodic change as "infrequent, discontinuous, and intentional™ (p.
365), while the continuous was described as "ongoing, evolving, and cumulative"
(p. 375). In addition to examining organizational change, this study is significant
because it provided a new application method to Lewin's (1951) three-stage model

of the change process, which is mentioned earlier in this chapter.

The human side of change has been one of the major concerns in change planning
and change interventions. The change that is tried to be implemented in an
organization may fail at a high rate for some reasons (Beer & Nohria, 2000; Clegg
& Walsh, 2004; Doyle et al., 2000; Kotter, 1995). Some of these reasons may be
lack of content, context, readiness, adoption, trust, and resources (Armenakis et al.,
1993; Beer & Nohria, 2000; Holt et al., 2007b). Even though these studies highlight
that organizational change results in failure, it is mentioned in the literature that
these studies with this high failure rate are insufficient as empirical findings
(Hughes, 2011).

Armenakis and Harris conducted a study on organizational change (2009) focused
on individuals in the organization. Successful completion of organizational changes
depends on the motivation of individuals in the organization because it is the
individuals in the organization who carry out the organizational changes. Thus,
according to the authors, there are five essential change beliefs that motivate
individuals in the organization: contradiction, appropriateness, efficacy, principal
support, and valence, in that order. The first belief in change is contradiction, the

awareness that change is needed. The second change belief is appropriateness,
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which is a specific alteration that seeks to identify a contradiction; in this case, the
contradiction provides for each situation what is unique and appropriate to the
situation. The third change belief, efficacy, includes individuals in the organization
who have the authority and competence to implement positive change. The fourth is
the principal support that the extent to which formal leaders in the organization
monitor and control change and the effort they make the change a success. Formal
leaders are viewed as vertical change agents in this belief. On the other hand,
informal leaders of the organization who provide advice and opinions during change
are seen as horizontal change agents. The last change belief is valence, which is the

belief that individuals in the organization will benefit from this change.

Although these studies form a limited set of conceptual and empirical literature, each
of these studies has brought different perspectives to organizational change and has
made outstanding contributions to the development of organizational change. The
importance of the theories that emerged as a result of the studies of Burke and Litwin
(1992), Weick and Quinn (1999), and Armenakis and Harris (2009) cannot be
denied. Furthermore, the next sub-heading describes the pioneering studies on

organizational change in school.
2.2.1 Organizational Change in School

Just as in other organizations, organizational change in school aims to alter, develop,
and improve the education given at school (Newton & Tarrant, 1992). Schools and
school systems are affected by today's state of change. The schools have an easily
influenced structure because they are generally seen as an open system. Thus, they
are vulnerable to unavoidable internal and external change forces (Beycioglu &
Aslan, 2010; Beycioglu & Kondak¢i, 2020; Harris, 2006). In this case,
understanding of organizational change in school becomes essential. Fullan (2007)
explained the educational change process by dividing it into three stages. In addition
to Fullan's (2007) definition, Wedell (2009) defined a new educational change

process by keeping the names of these stages generally the same and broadening the
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definitions. When Fullan's (2007) and Wedell's (2009) definitions of the educational

change process are combined, the stages are as follows:

Stage | — initiation — It is mainly a stage of reflection and debate. It
is the process that leads to and involves the choice to adopt or proceed
with a change. This is the period when the concept of change first

emerges, and whether it is truly required is likely to be discussed.

Stage Il — implementation — It includes the initial experiences of
attempting to put a concept or reform into action. This stage seeks to
sketch out the strategies for the first few years of attempting to

implement the practices that change expects to see in schools.

Stage Il — continuation — It is the change seen as a continuous
component of the system. At this stage, change is no longer perceived
as a new thing but rather as an accepted and unnoticeable component

of how things work in most classrooms in the current system.

Furthermore, Wedell (2009) emphasized that moving on to the next step is
impossible if a previous step is not performed entirely successfully. For this reason,
these three steps must be completed in order if a change in school is to be successful.
Wedell (2009) also added individual perspectives on the educational change
process. The exact stages of this process will be different for each individual.
However, for the teachers, the change will be effective if the following steps are
pursued in order: (1) developing a solid understanding of what the change aims to
achieve for classroom practice; (2) planning how to implement new practices in the
classroom; (3) trying out new practices with students in the classroom; (4) observing
what happens when doing so; and (5) developing a complete personal understanding
in practice via repetition. Of course, the change process is not as easy as it is written.
Implementing change in school is a complex process (Fullan, 1993; Wedell, 2009).
Furthermore, if other important persons in the change process, who are

administrators, school leaders, and teacher educators, are also pursuing a similar
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change process, the change in the school has a higher chance of being effective
(Wedell, 2009).

In conclusion, apart from the studies mentioned above, there are many remarkable
theoretical studies on organizational change in school (Fullan, 2007; Hargreaves et
al.,, 2010). However, not as much as organizational change, theories of
organizational change in school are also abundant in the literature. However, due to
many disparate studies on organizational change practices, the studies show limited
effectiveness. Therefore, competition between models occurs in different situations
and environments (Beycioglu & Kondak¢i, 2020). Moreover, just as in
organizational change, a high failure rate is also observed in the field of educational
change (Brown, 1990; Cheng & Walker, 2008; Nir et al., 2017). Both theoretical
and empirical studies on organizational change are reviewed in this section. Despite
the oppositional studies, most of the literature has emphasized that organizational
change often results in failure. This result, which is valid for organizational change,
is also valid for organizational change in school. In the next section, educational
change in general and during coronavirus pandemic is addressed in the meaning of

this study.
2.2.2 Educational Change

The massive changes usually initiate a change in the organization with a
development that takes place by external factors in economic, political,
demographic, technological, and ecological areas (Burke, 2008). In this case, the
external factor is the pandemic. The change caused by the coronavirus pandemic
has, of course, also affected the education system worldwide. Educational change
happens at the organizational level of a school, district, state, or province from the
beginning of the coronavirus pandemic. Although it is said that change is taking
place at the organizational level, individuals need to be prepared for it and make the
change happen (Waks, 2007). Therefore, the role of the teacher in educational
change is crucial because they are responsible for delivering the curriculum to

students. Accordingly, Kaden conducted a study on educational change in the
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pandemic process in 2020. The study defines educational change during the
pandemic as remote teaching, which is the curriculum's delivery by altering the
format from face-to-face to online. Kaden (2020) examines the professional life of
a teacher who has switched to compulsory online education during the coronavirus
pandemic. The study's findings revealed that the teacher's workload had changed
and increased. Furthermore, the author considers the transition to compulsory online

education as a stage in preparation for future hybrid model education.

Another study on educational change is a review study by Alhat in 2020. In this
study, it is emphasized that the coronavirus pandemic, which changed our lives,
pushes people into virtual life, and as a result, they are in a virtual environment in
many areas, including education. Besides, it is listed the benefits and harms of
teaching in a virtual environment. Virtual lessons have advantages such as helping
students who cannot attend classes regularly, reducing the fear of community
experienced by students in the classroom, being more effective because they do not
spend time commuting to school, and improving digital skills. Virtual lessons have
disadvantages such as requiring a computer and internet, requiring technology

literacy, and the perception of being advantageous only for students in the city.

Further, there is a reflection study on educational change due to the coronavirus
pandemic by McQuirter in 2020. In this study, online difficulties experienced during
educational changes due to the coronavirus pandemic, such as teachers' technology
literacy, will help teachers review lessons for the period after the coronavirus
pandemic. Moreover, the study indicated that school administrators' support for the
development of technical skills such as technology literacy, along with information
sharing among teachers, increases teachers' sense of agency and readiness to accept

change.

Another study on educational change is carried out by Aytag (2021). The objective
of this study is to uncover the challenges that Turkish teachers experienced during
the COVID-19 pandemic in terms of educational change. The most prevalent

challenge teachers confront is that lessons do not progress as expected since not all
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students have a technological device or an adequate internet connection to attend the
lesson. Furthermore, the teachers reported that the majority of the students were

mentally impacted negatively by the pandemic.

In conclusion, as it is a newer topic, the coronavirus pandemic, there is not much
research on educational change. However, it is thought that new studies will
increase, and the literature will be strengthened over time. Besides, the expected
conclusion of these studies examined above is that the transition from face-to-face
to online education is an opportunity to re-examine the future education system. In

the next section, organizational commitment is addressed in detail.
2.3 Organizational Commitment

Organizational commitment is defined as an individual's willingness to give
considerable efforts to the organization (Mowday et al., 1979) and the desire to
remain with the organization (Meyer & Allen, 1991). Moreover, as stated by Meyer
and Herscovitch (2001), commitment is a balancing or binding force that guides to
conduct of behavior. Also, commitment can limit freedom or bind a person to a
specific course of action. Scholl (1981) indicated that commitment is a different
concept from motivation and attitude. It is proposed that commitment impacts
behavior apart from other motivations and attitudes. Furthermore, it may even lead
to continuousness in the course of action in the face of challenging motivations or
attitudes (Brickman, 1987; Brown, 1996).

A significant study on commitment was done by Allen and Meyer in 1990. This
study aims to distinguish three types of commitment: affective, continuance, and
normative. As a result of this study, it is proved empirically that affective
commitment, continuance commitment, and normative commitment are not a type
of commitment, but together they form the commitment. After this study, Allen and
Meyer developed the three-component commitment model in 1996. According to
the model; (1) Affective commitment is anticipated to make individuals feel

psychological comfortable and to increase their sense of competence in tasks
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oriented in an organization; (2) Continuance commitment is formed when an
individual is aware of the investments they have made in the organization and its
possible consequences; (3) Normative commitment has appeared from early social
experiences that support individuals' persistent commitment to their organization.
Consequently, all these three components come together to form an individual's

commitment to their organization.

Furthermore, Morrow (1993) investigated organizational commitment in the work
environment based on the model developed by Allen and Meyer (1990). In this
study, it is emphasized that the commitment of employees to their work will increase
the quality of their work. In other words, the higher the commitment to the
organization, the higher the quality of the work done. In addition, this is supported
by other studies (Liou, 2008; Meyer & Allen, 1997).

In another study including commitment, Klein and Sorra (1996) developed an
integrative model of the determinants of organizational practice effectiveness. In
this study, predictors that increase the effectiveness of the organization were
determined. As a result, it is revealed that the skills and commitment of the members

of the organization are significant determinants.

Consequently, the contribution of these studies to the literature is undeniable
because of addressing the significance of the commitment. Although organizational
commitment is a broad field, it is imperative as it is the basis of commitment to
organizational change. Specifically, Allen and Meyer's (1996) three-component
model of commitment is not only a framework for many studies in organizational
commitment but also forms the basis of the field of commitment to organizational

change. The next sub-heading addresses CTC in the literature.
2.3.1 Commitment to Change

Since Herscovitch and Meyer's (2002, p. 475) definition of the CTC as "a force
[mind set] that binds an individual to a course of action of relevance to one or more

targets," it is clear that it has an individual focus rather than an organizational focus.
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Individuals' perspectives on organizational change are becoming increasingly
popular (Foks, 2015). Findings from the organizational behavior literature are used
to gather insight into individuals' CTC. According to various studies, commitment
is one of the essential factors in individuals' support for change initiatives (Allen &
Meyer, 1990; Cunningham, 2006; Herscovitch & Meyer, 2002; Holt et al., 2007a;
Stevens, 2013). Additionally, CTC is considered one of the most critical factors for

the successful implementation of change initiatives (Bernerth, 2004).
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Figure 2.7 Commitment to Change Phases (Conner & Patterson, 1982)

Conner and Patterson did one of the pioneering studies in the field of CTC in 1982.
The authors depicted people’'s CTC during the change process as a linear model, as
illustrated in Figure 2.7. The model represents how the level of support for change
may rise or fall over time. The process of creating commitment may be followed by
identifying the points at which a change is endangered —shown by reversed arrows—
or advanced to the following upward stage. Conner (1993) also included this model
in his study in detail. According to the model, CTC has three phases: preparation,
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acceptance, and commitment. Each phase is crucial in the commitment process.
Moreover, the model involves disposition, action, and reversibility thresholds. After
fulfilling the reversibility threshold, it can be said that an organization is committed
to that change. Furthermore, Conner (1993) stated that commitment is essential for
successful change. Initiatives will fail unless members of the organization are
committed to both achieving the goals of change and paying the price for those goals
(Conner, 1993).

The breakthrough study on the CTC was done by Herscovitch and Meyer in 2002
because they have contributed significantly to the CTC literature by developing an
existing study/model. The study done by Allen and Meyer (1990) is focused on the
three-component commitment model, which consists of affective, continuance, and
normative. This model is initially focused on organizational commitment;
nevertheless, it is insufficient due to not including change. Herscovitch and Meyer
(2002) examined this model in case of change, developed a scale, and gave its final

form. For this reason, this model is formed on a CTC as follows.

e Affective commitment to change is the willingness to support the change
because one believes in its natural benefits. In other words, if a person loves
their job and feels deeply bound in it, they want to accept the change to
improve their job.

e Continuance commitment to change is supporting the change by being aware
of the consequences of failure; also known as the fear of loss.

e Normative commitment to change is feeling responsibility to promote the
change. In other words, it is a sense of obligation to support the change

because of the good opportunities that the organization provides a person.

In brief, the members of an organization "can feel bound to support a change because
they want to, have to, and/or ought to." (Herscovitch & Meyer, 2002, p. 475).
Moreover, this model has formed the theoretical framework of many studies
(Bouckenooghe et al., 2014; Choi & Kwon, 2009; Cimili-Gok & Ozgetin, 2021;

Cunningham, 2006; Foks, 2015; Kim et al., 2021; Mukerjee et al., 2021; Ramos-
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Macées & Roman-Portas, 2022; Toprak & Aydin, 2015; Vandenberghe et al., 2018).
Besides this, the Turkish adaptation of the scale developed in Herscovitch and
Meyer's study is one of the scales used in this study. Considering that the model
developed by Herscovitch and Meyer (2002) is included in many studies, it is
evident that the model and the scale they developed have a dominant effect on the

literature.

Another study on CTC was conducted by Cunningham in 2006. This study
examined the relationship between people's types of change commitment and their
turnover intentions. The results of the study showed that continuance CTC is
positively related to turnover intentions. On the other hand, affective and normative
commitments to change are found to be negatively related to turnover intentions. In
addition, as a result of the study, it was found that normative and continuance
commitment have direct effects on turnover in opposite directions. In other words,
the higher the normative commitments of individuals, the lower their continuance

commitment; or vice versa.

This section examines some of the studies on CTC in the literature. Of course, these
studies have brought different perspectives to the literature. All of the pioneering
studies (Conner & Patterson, 1982; Allen & Meyer, 1996) are important for the CTC
literature, but the most impressive and most used model among these studies is the
study of Herscovitch and Meyer (2002). The next sub-heading describes the

essential studies on teachers' CTC.
2.3.1.1 Teachers’ Commitment to Change

As mentioned earlier, Leithwood and his colleagues (1994) address the teachers'
CTC as their adoption and desire to contribute to changes in the school's structure
and development. Teachers' CTC may be explained by the fact that they prefer and
want to stay at school since they are emotionally tied to it. Teachers who are
genuinely committed to change must be able to cope with changes, even if they are
under stress (Thien, 2019).
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In some studies on teachers' CTC (Leithwood et al., 1994; Liu, 2020; Yu et al.,
2002), it is seen that CTC is accepted as the functional equivalent of motivation.
Comprehensive motivation theories, especially those of Bandura (1986) and Ford
(1992), anticipate the causes and effects of teachers' commitment (Leithwood et al.,
1994; Liu, 2020). As to the definition of motivational processes by Ford (1992), it
is the properties that try to help a person determine the need for a change in the
future. Those processes are personal goals, capacity beliefs, context beliefs, and
emotional arousal process, respectively. The adaptation of these steps in terms of

teachers' CTC is given below.

1) Personal goals are future states desired by an individual. This is a significant
factor in teachers' commitment because it is an effective quality that drives
teachers to take action.

2) Capacity beliefs are the sum of psychological states such as one's self-
confidence, self-efficacy, and self-esteem. When this situation is considered
for teachers, teachers should believe that they can achieve something before
putting it into action.

3) Context beliefs are the belief in the existence of support that is necessary for
change implementations. Teachers believe that the school administration
provides the necessary resources for the successful implementation of
change in the classroom.

4) Emotional arousal process is a state of being prepared to take action,
encourage a situation of sudden action, and serve to maintain the current
situation. In this way, when teachers work to implement the change, this

process continues with positive emotions.

Guerrero, Teng-Calleja, and Hechanova did another study on teachers' CTC in 2018.
In the study, data were collected from five different countries — Canada, Mongolia,
Philippines, Poland, and Turkey — in order to investigate whether there is a

relationship between leadership, change management, and teachers' CTC. The
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results of the study showed that leadership and perceived effective change

management predict teachers' CTC.

Further study on teachers' CTC was conducted by Thien in 2019. The model of
Herscovitch and Meyer (2002) is adapted as a theoretical framework in the study of
teachers' CTC. As a result of the study, it is revealed that among the factors affecting
teachers' CTC, distributed leadership and commitment do not affect each other, but

strict bureaucratic practices indirectly affect teachers' CTC negatively.

Moreover, a study conducted by Cimili-Gok and Ozgetin in 2021 revealed that male
teachers are more committed than female teachers in normative commitment. On
the other hand, female teachers are more committed in affective commitment and
continuance commitment. In the total commitment dimension, senior teachers (10+

working years) are more committed than novice teachers (0-5 working years).

Some important studies that have been influential since the emergence of CTC
theories and studies are discussed in this section. In addition, during the literature
research, it was seen that there are many predictors of CTC. Some studies argue that
transformational leadership (Guerrero et al., 2018; Seo et al., 2012), but not
distributed leadership (Thien, 2019) is the predictor of CTC. In addition, it has been
seen that strict bureaucratic practices negatively affect CTC (Thien, 2019).
However, due to the scale to be used in this study, the dimensions of the model of
Herscovitch and Meyer (2002) are used in this study. Furthermore, it is seen that
female teachers have more commitment than male teachers and also seen that senior
teachers are more committed than novice teachers (Cimili-Gok & Ozgetin, 2021).
In the next section, the starting point, development, and final version of the

Integrative Model of Behavioral Prediction (IMBP) are addressed in detail.
2.4 Summary of the Literature Review

In the conducted literature review, the literature on examining teachers' CTC using
IMBP was searched, but no similar study was found. However, the components of

IMBP's intention, which are attitude, perceived norms, and efficacy, and their
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comparisons with their corresponding definitions in school and CTC are provided

in the literature review.

The historical development of IMBP is explained in detail throughout the literature
review. Three components of IMBP's intention, which are attitude, perceived norm,
and efficacy, are explained in detail. Firstly, attitude, the first component of
intention, is considered teachers' attitude toward change in this study. The literature
has shown that senior teachers have more positive attitudes towards change than
novice teachers, although minority studies show the opposite. In addition, studies
investigating the relationship between teachers' attitudes towards change and their
CTC have shown a positive correlation. As teachers' attitudes towards change
become more positive, their CTC also increases, and vice versa. Moreover, the

literature demonstrates that teachers' RFC is low.

In addition, the literature states that attitude towards change and RFC coincide
conceptually; that is, they mean the same thing approximately. In other words, the
teachers' RFC scale, which is used in this study to measure teachers' attitudes
towards change, is appropriate according to the literature. Secondly, the perceived
norm, the second component of intention, is described as school culture in this study.
According to the literature, school culture is an essential aspect that influences
teachers' CTC. Furthermore, it was argued that the coronavirus pandemic had a
negative impact on school culture and hence teachers' CTC. Finally, efficacy, the
third component of intention, is defined as teachers' self-efficacy in this study. The
literature has shown that teachers' self-efficacy is an indicator of teachers' CTC. In
addition, the literature highlights that teachers have low self-efficacy during the
pandemic, which is educational change. Conversely, a minority of studies report that
teachers demonstrate high self-efficacy during the pandemic. In addition, it is stated
that senior teachers have more self-efficacy than novice teachers. However, a
minority of studies have found no link between teachers' years of work and their

self-efficacy.
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After that, a literature review on organizational change, which is the basis of this
study’s subject, and organizational commitment is given. There are many essential
studies in the literature on organizational change. Although most of these are
theoretical, the results of empirical studies are not to be underestimated. Empirical
results have shown that the success rate in organizational change is low. This low
success rate can be rooted in a lack of readiness, adoption, trust, and resources.
Although there is not as much theory of organizational change, there are significant
studies on organizational change in school. In accordance with the low success rate
of organizational change, organizational change studies at school show the same
result. In addition, the literature emphasizes that the existence of too many theories
in the field of organizational change and organizational change in school show

limited effectiveness in applying the theories.

Organizational commitment is a broad field that examines people's commitment to
their organization. Since this study focuses on the organizational change process,
the literature review centered on the commitment to organizational change.
Although there are many studies on the commitment to organizational change in the
literature, the study of Herscovitch and Meyer (2002) has been the basis of numerous
studies. In fact, it has formed the theoretical framework in studies on teachers' CTC.
In addition, when the studies in the literature are examined, it has been seen that
there are many determinants of CTC. From the leadership perspective, it was seen
that while transformational leadership is a determinant of CTC, distributed
leadership is not. In addition, in the studies on the school, it is seen that female
teachers are more committed to change than male teachers. In addition, it is observed

that senior teachers are more committed to change than novice teachers.
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CHAPTER 3

METHODOLOGY

This section of the thesis contains detailed information regarding the
methodological procedures used. First and primarily, the general design of the study
was highlighted. Then, the sample selection procedure and demographic features of
the sample were discussed. Furthermore, the data gathering procedure was
described. Next, the instrumentation section provides specific information on the
instruments utilized in the study. Afterward, the finding of confirmatory factor
analysis was provided, and then statistical methodologies used in data analysis were
given. Finally, the limitations of this study were discussed, as well as ways for

overcoming these limitations.
3.1 Design of the Study

This study was designed as a correlational study. The study explored the
relationships between teachers’ CTC and the intention components of the IMBP.
That is, it was examined the relationship between attitude (teachers' attitude toward
change), perceived norm (school culture), self-efficacy (teachers' change self-
efficacy), and teachers' CTC. While the predictor variables of this study are teachers’
attitudes toward change, school culture, and teachers' change self-efficacy, the
criterion variable is teachers’ CTC. This study was intended as a correlational
research study since it investigates the links between different variables. The

correlational design is suited for this study because it enables the researcher to
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investigate the interaction of two or more variables without manipulating the study's
variables (Fraenkel et al., 2019; Walker, 2005).

According to Fraenkel, Wallen, and Hyun (2019), correlational analysis techniques
are classified into numerous types, such as multiple regression, factor analysis, path
analysis, and structural modeling. Multiple regression, on the other hand, is suited
for this study since itis a technique that allows researchers to discover an association
between a criterion variable and the ideal combination of two or more predictor

variables.
3.2 Sampling Procedure

The target population of this study was the public-school teachers in K-12 in Ankara,
Turkey, at first. As a sample collection method, it was aimed to collect data by face-
to-face convenience sampling method, which is a nonrandom sampling method. The
reason why convenience sampling method is preferred in the first place is that it is
thought that data collection will be easier with this method. However, since it is
known that this method will limit generalizability, it is aimed to collect data from
each district of Ankara in order to facilitate the generalizability of this study. Schools
in Ankara would be visited by organizing face-to-face visits. It was planned to visit
at least three easily accessible schools in each Ankara district. However, the sample
collection process was moved online after it was observed that teachers concerned
about the coronavirus's contagiousness. Since data will be collected online and there
is limited time to collect data, the convenience sampling method was again preferred
as the data collection method and the online scale was shared with teacher groups
on Instagram and Facebook. Hence, the target population was changed to Turkey by
anticipating a low response rate since there would be online data collection. As a
result, the sample includes teachers working in public schools at primary, secondary,

and high school levels throughout Turkey.
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3.3 Demographic Characteristics of the Participants

The participants of this research are public school teachers working at primary,
secondary and high school levels in Turkey. The participants of this study were
collected by convenience sampling method. In addition, a web-based questionnaire
was used to collect data from the participants. As a result of the web-based survey
collection, 4560 teachers were reached, but 3112 teachers looked at the first page of
the scale and left the scale (see Appendix H). It is thought that the reason why 3112
teachers did not fill in the scale was because the completion time was too long in
the announcement made on the first page of the scale. Although the remaining 1448
teachers are considered to have completed the scale, 766 teachers completed the
scale without completing the majority of the scale. Moreover, forty out of the
remaining 682 participants were excluded from the sample for the modification
indices in CFA because CFA do not give any results about the modification indices
in the presence missing values. In conclusion, 642 teachers remained who were the

main participants and the sample of the study.

First of all, as seen in Table 3.1, the characteristics of the schools were determined
separately from the information obtained from the participants. Accordingly, the
teachers participating in the study are 142 (22.1%) elementary school teachers, 253
(39.4%) middle school teachers, and 247 (38.5%) high school teachers. While the
number of teachers in the school of the teachers participating in the study varies,
there are at least ten teachers and a maximum of 350 teachers in a school (M = 43.80,
SD =29.06). At the same time, the number of students in schools also varies. While
there are at least 97 students in a school, this number goes up to a maximum of 2500
students (M = 684.21, SD = 475.77).
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Table 3.1

Characteristics of the Schools

| % M SD Min  Max
School Level
Elementary 142 22.1
Middle 253 394
High 247 38.5
Teacher Size 43.80 29.06 10 350
1-50 441 68.7
51-100 183 28.5
100< 18 2.8
Student Size 684.21 475.77 97 2500
1-500 302 47.0
501-1000 216 33.6
1001< 124 19.3
N=1642

General demographic information of the participants is given in Table 3.2. Most of
the participants in the study are female (79.3%). The average age of the participating
teachers from elementary school (M = 35.0, SD = 6.6), middle school (M = 33.7, SD
= 5.4) and high school (M = 34.8, SD = 6.1) levels are similar among themselves,
while each school level is similar to the total (M = 34.5, SD = 6.0), In addition, it
was observed that the age range of teachers is between 23 and 64. It has been
observed that the working years of the participating teachers in the teaching
profession are mainly at the elementary school level (M = 11.2, SD = 6.1), then at
the high school level (M = 9.8, SD = 5.3) and the lowest at the middle school level
(M =10.2, SD = 6.3). When the job status of the teachers was observed, it was seen
that of the 642 teachers, 27 (4.2%) are charter teachers, 565 (88.0%) are teachers,
and 50 (7.8%) are contract teachers. Moreover, when the teachers were asked
whether they had administrative duties, it was seen that out of 642 teachers, 20
(3.1%) are principals, 70 (10.9%) are vice principals, and 552 (86.0%) teachers do
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not have administrative duties before. In addition, when the marital status of the
participants was examined, it was seen that of the 642 teachers, 103 (16.0%) are
single, 23 (3.6%) are married, and 516 (80.4%) are divorced.

Further, as seen in Table 3.3, when teachers' working years are categorized in terms
of experience as suggested by Bentea (2013) in order to observe the distribution of
teachers according to their working years clearly; novice teachers (0-5 years),
teachers with medium length of service (6-10 years), and senior teachers (10+
years). In terms of school levels; (1) for elementary school teachers, 21 (14.8%) are
novice teachers, 49 (34.5%) are teachers with medium length of service, and 72
(50.7%) are senior teachers, (2) for middle school teachers, 52 (20.5%) are novice
teachers, 107 (42.3%) are teachers with medium length of service, and 94 (37.2%)
are senior teachers, (3) for high school teachers, 62 (25.1%) are novice teachers, 87
(35.2%) are teachers with medium length of service, and 98 (39.7%) are senior

teachers.

Table 3.3

Categorizing Teachers with regards to their Working Years’ Experience

Elementary Middle High Total
School School School (N=642)
(n=142) (0=253) (n=247)
f % f % f % S %
Novice Teacher 21 14.8 52 205 62 25.1 135 21.0
(0-5 years)
Teacher with Medium 49 34.5 107 423 87 352 243 379
Length in Service
(6-10 years)
Senior Teacher 72 50.7 94 372 98 397 264 41.1
(10+ years)
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Table 3.4

Teachers’ Field Distribution

Field N %
Elementary School Teaching 104 16.2
English 100 15.6
Math 78 12.1
Turkish Literature 56 8.7
Turkish 54 84
Guidance 38 59
Science 31 4.8
Religion 26 4.0
Social Science 18 2.8
Chemistry 16 2.5
Biology 15 23
History 14 22
Geography 12 1.9
Technology and Design 12 1.9
Music 11 1.7
Information Technologies 10 1.6
Philosophy 10 1.6
Physics 10 1.6
Art 9 1.4
German 9 1.4
Physical Education 9 1.4
N=0642

In addition, the distribution of teachers according to their fields is given in Table
3.4. When the fields of the teachers participating in the study are examined in
general, 21 different branches are seen. While the details are provided in the table,
the top three areas that contributed the most to the study are as follows: teachers in
the Elementary School Teaching field are 107 (16.2%), teachers in the English field
are 100 (15.6%), teachers in the Math field are 78 (12.1%).

3.4 Data Collection Procedure

Before starting the data collection process, necessary permissions to use the scales

were obtained from the scale developers for permission to use the Attitude Scale
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(see Appendix C), for permission to use Perceived Norm Scale (see Appendix D),
for permission to use Self-efficacy Scale (see Appendix E), for permission to use
Commitment to Change Scale (see Appendix F). After, necessary permissions were
obtained from the Middle East Technical University Human Subjects Ethics
Committee to apply the scale to participants (see Appendix A). Under normal
circumstances, permission from the Ministry of National Education is also required
for data to be collected face to face. However, since this study was conducted online,
this permission was not required; therefore, this permission was not obtained. After
obtaining the necessary permissions, the researcher started data collection via Web-

based software.

Because of technological advancements, conducting scales through the Internet has
become extremely frequent (Fraenkel et al., 2019). Researchers increasingly use
Web-based software and applications to gather scale data from their target
population, especially after the coronavirus pandemic. As mentioned before, it is
aimed to collect data from teachers all over Turkey, considering that the response
rate of the online data collection process will be low. In support of this idea, Fraenkel
and his colleagues (2019) stated the disadvantages of online data collection as
"Disadvantages can include lower response rates and invalid data entry due to
speedy entry facilitated by computers.” (p. 362). On the other hand, online scales
offer various benefits, including increased access to remote and difficult-to-reach
participants, reduced expenses, faster turnaround, and mobile administration via
portable devices like smartphones (Fraenkel et al.,, 2019). One advantage of
collecting data online is that participants may reply to the scale at any moment they
want, while also allowing them to fill out the scale at any free time they find during
the day without interfering with their job. Another benefit, which is most
scientifically valuable, is that the obtained data may be quickly transmitted to the
database with the very little risk of data loss or erroneous transfer when transferring
data to SPSS (Lefever et al., 2007).
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The online version of the scale was generated with LimeSurvey, an online scale tool
provided by Middle East Technical University to graduate students. The advantages
of using LimeSurvey rather than Google Forms or Surveymonkey are (1) the
collected data can be saved on the University's online storage, (2) the University
preserves participants' personal data, and (3) the University offers this service
whenever it is required. While the online scale was being created, it was transferred
to LimeSurvey as it was in print. The online scale comprises six parts together with
the consent form and is accessed via a link provided by LimeSurvey. Furthermore,
it was announced with the shared link that teachers working in public schools were
needed for the study. When the participants clicked on the link shared with them,
they were first greeted with a short text describing the purpose of the study, what
they should do, how long it would take to complete the scale, and how the study
ensures anonymity and confidentiality. They then had to approve the consent form
before starting the scale. The scale was set not to start before the consent form was
filled; therefore, all participants declared that they participated in the study
voluntarily and approved the informed consent form (see Appendix B). Afterward,
there is the section consisting of the participant's demographic information (see
Appendix G). In this part, the participants answered 11 items about themselves. All
items in the demographic information section, which must be essential and complete
for the study, are also set to be required. Afterward, the participants completed the
scale by filling in the Attitude Scale, Perceived Norm Scale, the Self-efficacy Scale,
and the Commitment to Change Scale, respectively. The items in the scales are not
set to be required because it is intended to provide the participants with the
opportunity to leave the scale at any time, as stated in the introduction of the scale.
The e-mail address of the researcher was given to the participants on the closing
page of the scale, so they could ask the questions on their minds. In this way, the
researcher received feedback from about 10 participants who were curious about the

result of the study and wanted it to be shared with them.

The online scale was circulated through Instagram and teacher Facebook groups,
and data collecting took three weeks in April 2022, which is the spring semester of
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the 2021-2022 academic year. All collected data was anonymous, as shown by a
particular indication in LimeSurvey (see Appendix H). Participants were able to
withdraw from the scale at any time. Moreover, it was stated that 25 minutes would
be sufficient for the participants to complete the scale since the total scale consisted

of 57 items.
3.5 Instruments

In this study, four data collection instruments were utilized to explain teachers' CTC
using the IMBP. However, before that, the teachers were required to complete a
demographic information form. The first instrument is the Attitude Scale developed
by Kondake1, Zayim, and Caliskan (2013) to measure the attitude in IMBP. The
second one is the School Culture Scale developed by Terzi (2005) that is used two
dimensions of it to measure the perceived norm. The third is the Readiness for
Organizational Change Scale developed by Holt, Armenakis, Feild, and Harris
(2007a) and adapted into Turkish by Caliskan (2019) that is utilized to measure self-
efficacy through one dimension of it. Finally, the Commitment to Change Scale was
developed by Herscovitch and Meyer (2002) and adapted into Turkish by Toprak
and Aydin (2015). In addition, the teachers were given an informed consent form to
guarantee that their participation in the study was entirely voluntary (see Appendix
B). The informed consent form also contains a brief overview of the study; therefore,
teachers were aware of the content of the study before completing the scale s.
Moreover, they were assured that the information gathered would be used solely for

academic purposes and would not be shared with anyone else.
3.5.1 Demographic Information Form

The demographic information form (see Appendix G) which is developed by the
researcher was applied to obtain the participants’ personal information. The
demographic information form contains questions, in order to obtain information
about teachers, asking about gender, age, marital status, last school they graduated

from, school level they work in, their fields, duration of experience in the teaching
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profession, their status as a teacher, whether they have an administrative task they
have held so far, the number of teachers in the school they work in, and the number

of teachers in the school where they work in.

3.5.2 Attitude Scale

The Readiness for Change Scale developed by Kondakgi, Zayim, and Caligkan in
2013 was used as Attitude Scale to measure teachers' attitudes towards change
(attitude in the IMBP), which is one of the predictor variables of this study. As
mentioned earlier, since attitude and readiness are similar concepts, there is no harm
in using a readiness for change scale to measure attitude. This instrument measures
readiness at an individual level because change activities are initiated and carried
out by individuals within organizations. The instrument has 12 items with a 5-point
Likert scale that '1' represents completely disagree while '5' represents completely
agree. Furthermore, this instrument identified three readiness dimensions: cognitive
readiness, emotional readiness, and intentional readiness. Cognitive readiness is
measured by items 1, 2, 4, and 5. Emotional readiness is measured by items 3, 7,
and 10. Intentional readiness is measured by items 6, 8, 9, 11, and 12. Moreover,
items 3, 7, and 10 are the reversed items. The final CFA model showed good fit with
the significant chi-square value, while the RMSEA, CFI, and NNFI indices also
improved (x?(49) = 206.403, RMSEA = .073, CFI = .966, NNFI = .954). It was
determined that the acquired values are acceptable in terms of the threshold values
indicated by past scholars, which are RMSEA values < .08 (Browne & Cudeck,
1993), CFI values > .90 (Hoyle et al., 1995), NNFI values > .90 (Brown, 2015). The
Cronbach alpha coefficients for this instrument are provided by the scale developers
as .90, .87, and .75, respectively, for intentional, cognitive, and emotional RFC
dimensions. Hence, the Cronbach alpha coefficients show high reliability because
they are closer to 1. Therefore, this instrument shows that it is a valid and reliable
scale in terms of measuring teachers' attitudes towards change. That is why all
dimensions of this scale were used in the study, and sample items are given in Table
3.5. At the beginning of the scale, teachers were instructed to think about the change
they experienced during the coronavirus pandemic.
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Table 3.5

Attitude Scale Sample Items

Dimensions Sample Items
Cognitive e The change will help me to do my work
better.

e I desire to see change efforts in my
school.

Emotional e Change discourages me to work.
e Change generally discomforts me.

Intentional e I want to devote myself to the change
process.
e Change contributes to the elimination of

deficiencies in my school.

3.5.3 Perceived Norm Scale

Perceived norm, another predictor variable of this study, was measured with two
dimensions of the School Culture Scale that is called as Perceived Norm Scale in
this study. The School Culture Scale developed by Terzi in 2005 and originally
consisted of 4 dimensions and 29 items with a 5-point Likert scale (1 = Never, 2 =
Rarely, 3 = Sometimes, 4 = Often, 5 = Always). These four dimensions are support,
bureaucratic, success, and task. For this study, the researcher chose the support and
success dimensions because these dimensions are functional in the study. On the
other hand, bureaucratic and task cultures are irrelevant to the changing
environment. These two dimensions, support, and success, consist of 12 items of the
original scale. Support culture is measured by items 2, 3, 4, 6, 8, 10, 11. Success
culture is measured by items 1, 5, 7, 9, 12. Terzi (2005) stated that the exploratory
factor analysis of the School Culture Scale is appropriate based on the observed
results of the KMO (Kaiser-Meyer-Olkin Measure of Sampling Adequacy) and

Bartlett Test. Afterward, the instrument's reliability was calculated separately for
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each dimension, and the Cronbach Alpha coefficients of the support and success
dimensions were found to be .88 and .82, respectively that are provided by the scale
developer. As a result, this instrument demonstrates that it is a valid and reliable
scale for evaluating the school culture perceived by teachers during change.
Additionally, this study used two dimensions of this scale, and sample items are
presented in Table 3.6. Furthermore, teachers were instructed at the start of the scale

to ponder on the change they encountered during the coronavirus pandemic.

Table 3.6

Perceived Norm Scale Sample Items

Dimensions Sample Items
Support e The feeling of one for all and all for one
prevails.

¢ All kinds of opportunities for
professional development are provided.
Success * Successful teachers and students are
rewarded.
e Everyone gets rewarded for doing their

job well.

3.5.4 Self-efficacy Scale

Teachers' self-efficacy during change (self-efficacy in the IMBP), which is another
predictor variable of this study, was measured by the "Change Efficacy” dimension
of the Readiness for Organizational Change Scale, which Holt, Armenakis, Feild,
and Harris (2007a) developed and adapted into Turkish by Caliskan (2019) that is
called as the self-efficacy scale in this study. The adapted version of the instrument
has four dimensions and 25 items with a 5-point Likert scale that 1" is for strongly
disagree, while '5' is for strongly agree. Individual readiness for organizational
change is measured on four dimensions: appropriateness, management support,
personal valence, and change efficacy. In this study, since the change self-efficacy
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of teachers is measured, it is decided by the researcher that only the change efficacy
dimension is used. The change efficacy dimension used in the study is measured

with six items. The second item of the change efficacy dimension is a reversed item.

As a result of the CFA, on the basis of RMSEA, CFI, TLI, and SRMR, the model
demonstrated a good fit to the data (3*(29) = 79.02, RMSEA = .07, CFl = .97, TLI
=.95, SRMR =.05). Itis decided that these obtained values are acceptable according
to the threshold values stated by some scholars which are RMSEA values < .08
(Browne & Cudeck, 1993), CFI values > .90 (Hoyle et al., 1995), TLI values > .90
(Hu & Bentler, 1999), and SRMR values < .08 (Hu & Bentler, 1999). Following
that, the instrument's reliability was computed independently for each dimension,
and the Cronbach Alpha coefficient of the change efficacy dimension was
determined to be .71 by the scale developer. Nunnally and Bernstein (1994) state
that the threshold for reliability is.70; hence, the Cronbach Alpha coefficient of the
change efficacy dimension fulfills the desired value. As a consequence, this
instrument proves to be a valid and reliable scale for assessing teachers' self-efficacy
during change. This study utilized one dimension of this scale, and sample items are
included in Table 3.7. Further, at the beginning of the scale, teachers were suggested

to focus on the change as they went through during the coronavirus pandemic.

Table 3.7

Self-efficacy Scale Sample Items

Dimension Sample Items

Change Efficacy e IfIput my mind to it, I can learn
everything that will be necessary when
this change is implemented.

e T have the necessary skills to make this
change work.
e  When we implement this change, I think

I will easily overcome it.
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3.5.5 Commitment to Change Scale

The criterion variable of this study is teachers’ CTC (intention in the IMBP), as
measured by the Commitment to Change Scale created by Herscovitch and Meyer
(2002) and adopted into Turkish by Toprak and Aydin (2015). The adopted version
of the instrument contains three dimensions and 16 items with a 5-point Likert scale,
with '1' representing strongly disagree and '5' representing strongly agree. The
dimensions of the CTC instrument are affective (1-6 items), normative (7-11 items),
and continuance (12-16 items). The reversed items of this scale are 8, 9, 10, 11, 15,
and 16. For the construct validity of the instrument, exploratory factor analysis
(EFA) and confirmatory factor analysis (CFA) were performed. The EFA results
show that the data set of this CTC scale is suitable for factor analysis (KMO = .951,
Bartlett Test = .000) and also that the instrument includes three dimensions. As a
consequence of the CFA, the model revealed a good fit to the data based on RMSEA,
CFI, NNFI, and SRMR (x?(153) = 405.45, RMSEA = .07, CFI = .90, NNFI = .93,
SRMR =.08). The Cronbach alpha coefficients for this instrument are provided by
the scale developers as .85, .77, and .75 respectively for affective, normative, and
continuance CTC dimensions. Consequently, this instrument reveals that it is a valid
and reliable scale for measuring teachers' CTC. Besides, all dimensions of this scale
were utilized in this study, and sample items are listed in Table 3.8.
Moreover, teachers were instructed at the beginning of the scale to consider the

change as they witnessed during the coronavirus pandemic.

56



Table 3.8

Commitment to Change Scale Sample Items

Dimensions Sample Items

Affective e [ believe this change is valuable.

e Thanks to this change, everything got
better.

Normative e [ consider it my duty to work for this

change.

e IfI oppose this change, I will feel guilty.

Continuance e [ have no choice but to comply with this

change.

e It would be risky for me to speak out

against this change.

3.6 Confirmatory Factor Analysis

Confirmatory Factor Analysis (CFA) is a statistical procedure used to determine if
data fits a predicted measurement model. Even though the overall scale has four
scales, three CFA was used separately in the study because self-efficacy scale has
only one dimension and it did not applied CFA for this scale. Therefore, 40 items
are evaluated in CFA when 6 items of self-efficacy scale did not take into
consideration. Before using the CFA, all assumptions were checked. CFA's
assumptions include missing data and sample size, univariate normality, univariate
outliers, linearity, homoscedasticity, and multicollinearity (Kline, 2016). IBM SPSS
AMOS 26.0 Software Package was used to apply CFA once all assumptions were
verified. According to Hu and Bentler (1999), at least two indices from TLI, IFlI,
RNI, CFI, GH, Mc, SRMR, and RMSEA must be provided in order for a sufficient
assessment of model fit. Fit indexes such 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 checked

with model chi-square (¥2) in order to accurately understand the CFA findings.
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3.6.1 Assumption Checks for Confirmatory Factor Analysis of the Scale

Before performing CFA, the necessary assumptions were checked. Considering the
missing data assumption, the data set should be rechecked to determine whether
there are missing data or incorrect values. There are absolutely no incorrect values
in the data set because the data collected through LimeSurvey was copied directly
to the AMOS program in the same way. Forty missing data were removed from the
data set in order for the modification indices to work. Moreover, considering the
sample size assumption, the CFA requires at least 200 participants to be carried out
(Kline, 2016). Although missing values were removed, a sufficient number of

participants (N = 642) took part in this study to fulfill this assumption.

According to Kline (2016), to examine the assumption of univariate normality, it is
checked the inspection of skewness and kurtosis values, and tests of normality
(Kolmogorov-Smirnov and Shapiro-Wilk), histograms, and Q-Q plots. According
to George and Mallery (2010), if the skewness and kurtosis values vary between -
2.0 and +2.0, that distribution is considered as normal. According to the results of
the skewness and kurtosis values of this data set, the skewness values of all 40 items
are within the recommended value range. However, looking at the kurtosis values,
it was seen that 2 out of 40 items were not in the recommended value range, which
are attitude scale item 9 and 11. The Shapiro-Wilk test, frequently used in normality
tests, was observed for the tests of normality. However, it was observed that the
distribution for the items of the entire scale was far from normal. To illustrate, for
item 1 (Attitude scale item 1), a Shapiro-Wilk test showed a significant departure
from normality, W(642) = 0.77, p < .001. According to the central limit theorem, the
sum of a sufficiently large number (more than 30) of independent, uniformly
distributed random variables has an approximately normal distribution (Central
Limit Theorem, 2008). Since this study has more than 30 participants (N = 642), it
shows the normal distribution in compliance with the central limit theorem. If there
are no assumptions about the population distribution in small-volume sampling, it

cannot be stated a confidence interval for the population mean. In order to overcome
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such problems, “n-volume sampling” can be done on the gathered data, the value of
the relevant statistic can be observed many times and an idea about its distribution
can be obtained (Byrne, 2010). Therefore, the bootstrapping method is used. To
achieve this, 1000 bootstrapped samples with a 95% confidence interval were used

to test the model.

To identify univariate outliers, standardized z-scores were checked. Tabachnick and
Fidell (2013) defined outliers as variables that exceeded the recommended value of
3.29 (p < .001, two-tailed test). Three outliers were found to be outside of the
recommended value range. In order to evaluate how much the determined outliers
impact the study, two distinct data sets were generated: the version including the
outliers and the version excluding the outliers. CFA was utilized for each data set,
and the results were analyzed and compared. There was no significant difference
observed between the data sets; therefore, the outliers were not removed and

remained in the data set.

The assumptions of linearity and homoscedasticity were evaluated using bivariate
scatter plots. Scatter plots revealed that the plots converge on the fit line; therefore,
bivariate relationships approached linearity and homoscedasticity, indicating that
these assumptions were validated. Besides, for multicollinearity of the variables,
bivariate correlations are evaluated, which is followed by squared multiple
correlations (R?), tolerances (1- R?), and variance inflation factors (VIF) [1/ (1-R?)]
(Kline, 2016). The required values for squared multiple correlations should not
exceed .90 (Tabachnick & Fidell, 2013). Tolerance has a cut-off value of 0.10,
whereas VIF has a cut-off value of 4.0. That is, Tolerance should be 0.10 higher
(Pallant, 2016), and VIF should be less than 4.0 (Tabachnick & Fidell, 2013). First,
bivariate correlations were tested to see the multicollinearity of the variables. No
correlation was greater than .90. Furthermore, the tolerance and VIF values were
tested. Tolerance values ranged from .75 to .95., while VIF values ranged from 1.06

to 1.33. As a consequence, the assumption of multicollinearity was not violated.
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3.6.2 Results for Confirmatory Factor Analysis of the Scale

Three CFA was applied for the overall scale, except for self-efficacy scale part.
Hence, 40 variables were taken into consideration. The cut-off values of the fit
indexes are reviewed to comprehend the findings. According to Kline (2016), if the
x2/df ratio is less than 3, the model shows a good fit, and if it is less than 5, the
model has a mediocre fit. Since the y2 value will increase as the number of samples
increases, it cannot be expected that the y2/df ratio will be below 3 in studies with
a high sample number. Therefore, values below 5 are considered as a good fit in
studies with high sample size, such as this study. In addition to that, a good fit can
be defined as RMSEA less than .05, which shows a good fit, and RMSEA less than
.08, which indicates an acceptable fit (Browne & Cudeck, 1993). RMSEA values
between .08 and .10 indicate mediocre fit, while values above.10 indicate poor fit
(MacCallum et al., 1996). Furthermore, CFIl and TLI values should be in the range
from 0 to 1, with .95 showing good fit and .90 indicating acceptable fit (Hu &
Bentler, 1999; Hoyle et al., 1995). Considering SRMR values, an acceptable fit
should be less than .10 (Kline, 2016), while a good fit should be less than .08 (Hu
& Bentler, 1999).

First of all, the attitude scale was tested that has 12 items. The initial CFA (CFA-1)
results demonstrated a model with poor fit (y2/df = 7.51, p < .05, RMSEA = .11,
CFI =.92, TLI =.90 and SRMR = .05) which is seen in Table 3.9 as attitude CFA-
1. To enhance the poor fit, as the recommendation of Arbuckle and Wothke (1999),
after controlling for the modification indices, two error covariances were included
among the errors of the items; item 1 — item 2 (el-e2) and item 10 — item 11 (e10-
ell) as shown in Figure 3.1. After every error covariance was included, the model
was evaluated repeatedly to reach a good fit. After the final CFA (Attitude CFA-2),
the final model demonstrated a mediocre fit with better fit indices by the insertion
of two error covariance (y2/df = 4.31, p < .001, RMSEA = .07, CFl = .96, TLI =
.95, and SRMR = .04). Moreover, CFI, TLI, and SRMR values displayed good fit

in the final model. Also, RMSEA value showed acceptable fit in the final model.
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Figure 3.1 Path Diagram of the Attitude Scale

Secondly, the perceived norm scale was tested that has 12 items. The initial CFA
(CFA-1) results demonstrated a model with poor fit (y2/df = 7.70, p < .05, RMSEA
=.11, CFI =.93, TLI =.91 and SRMR =.05) which is seen in Table 3.9 as Perceived
Norm CFA-1. Following the Arbuckle and Wothke (1999) recommendations,
modification indices were controlled, and three error covariances were inserted
between item errors to improve the poor fit; item 6 — item 7 (e6-e7), item 7 — item
12 (e7-e12), and item 10 — item 11 (e10-e11) as shown in Figure 3.2. After every
error covariance was included, the model was evaluated repeatedly to reach a good
fit. After the final CFA (Perceived Norm CFA-2), the final model demonstrated a
mediocre fit with better fit indices by the insertion of two error covariance (y2/df =
4.54, p <.001, RMSEA = .07, CFI = .96, TLI = .95, and SRMR = .04). Moreover,
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CFI, TLI, and SRMR values displayed good fit in the final model. Also, RMSEA

value showed acceptable fit in the final model.
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Figure 3.2 Path Diagram of the Perceived Norm Scale

Finally, the commitment to change scale was tested that has 12 items. The initial
CFA (CFA-1) results demonstrated a model with poor fit (y2/df = 8.52, p < .05,
RMSEA = .11, CFI = .88, TLI =.86 and SRMR = .17) which is seen in Table 3.9 as
Commitment to Change CFA-1. After modification indices were controlled, as
the recommendation of Arbuckle and Wothke (1999), error covariances
added between item errors in order to improve the poor fit.; item 1 — item 2 (el1-e2),
item 7 — item 8 (e7-e8), and item 7 — item 9 (e7-e9) as shown in Figure 3.3. After
every error covariance was included, the model was evaluated repeatedly to reach a
good fit. After the final CFA (Commitment to Change CFA-2), the final model

demonstrated a mediocre fit with better fit indices by the insertion of two error
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covariance (y2/df =3.73, p <.001, RMSEA = .07, CFIl = .96, TLI = .95, and SRMR
= .10). Moreover, CFl and TLI values demonstrated good fit in the final model.
Also, RMSEA and SRMR value displayed acceptable fit in the final model.
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Figure 3.3 Path Diagram of the Commitment to Change Scale

Besides, since self-efficacy scale includes one dimension, CFA cannot be applied to

this scale.
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3.7 Data Analysis

In the analysis process, the researcher did the missing data check and data cleaning.
Data from 40 participants were omitted from the study so that modification indices
results could be obtained to error covariances in CFA. Afterward, both descriptive
statistics and inferential statistics were used for data analysis. Data analysis was
done with the help of IBM SPSS Statistics 28.0.0, which is the latest version.
Participants” demographic information such as gender, age, marital status, education
level, school level they work, their field, working years (experience), status as a
teacher, whether they have taken an administrative duty, the number of teachers in
their school, and the number of students in their school were computed using
descriptive statistics (frequency, mean, and standard deviations). Before the primary
analyses were conducted, Confirmatory Factor Analysis (CFA) was conducted to
determine the factor structure of the scale applied to the participants via IBM SPSS
AMOS 26.0 Software Package, the most recent version. Three hierarchical
regression analysis was used in the study to examine how three dimensions of the
criterion variable (commitment to change) can be anticipated by three predictor
variables (attitude, perceived norms, and self-efficacy). Consequently, in order to
avoid Type I error rate, the level of significance (o) was rearranged and established
as .017, which is critical, dividing the alpha level by three (.05/3 =.017), which is a
new significance criterion level (Field, 2017).

3.8 Limitation of the Study

This study has a few limitations regarding sampling, data collection procedure, and
subject characteristics. First of all, considering the sampling method, the sampling
method of the study is the convenience sampling method which is a nonrandom
sampling method. In the study, data were collected by conducting an online scale.
The participants of this study were composed of people who reached the links shared
by the researcher on the social media pages that the target population might
encounter. For this reason, people who wanted to participate in the study took part

voluntarily. However, teachers who did not have access to the pages where the scale
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link was shared could not participate because they did not see the scale link.
Therefore, coverage bias may have happened due to the exclusion of some
participants who did not come across the scale link. Eventually, findings from the
sample of this study may not be appropriate or valid for other samples. Therefore,

the sample of this study should not be generalized to the population.

Secondly, in the data collection procedure, although the participants were told that
public school teachers are the target population in the announcement of the shared
link, there may be private school teachers participating in the study who did not
consider this announcement. Besides, since the number of scale items in this study
was 57, it was decided by the researcher that the completion time would be 25
minutes. However, the reason why 766 teachers completed the scale but left the
majority of the items unanswered was thought to be the long duration of the scale.
This raises the possibility that the teachers, who filled out the scale completely, got
bored and filled in the items quickly without reading them. This situation not only
reduces the validity of the data obtained but may also cause bias in the results of the

study.

Besides, while running CFA, most of the error covariances are included between
items in continuance dimension. Standardized regression weights were controlled
after observing a lot of error covariances. The standardized regression weights for
the items in the continuance dimension were much lower than the minimum score
of 0.40 suggested by Ford, MacCallum, and Tait (1986). As a result of this, it is
recommended to exclude values below 0.40 from the study. However, no
elimination was performed, as CTC scale has been used previously and has proven
its validity and reliability. Therefore, the CFA result shows mediocre fit rather than

good fit.

Finally, subject characteristics may be an internal validity threat for this study, as
teachers' ages ranged between 23 and 64 years and years of working ranged from 1
to 42 years. Such differences among the participants can be considered as a

limitation of the study (Fraenkel et al., 2019).
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CHAPTER 4

RESULTS

This chapter provides an overview of this study's findings as well as the statistical
analyses used to get at these findings. Preliminary analyses, including as normality,
missing value, and outlier analyses, were first presented. Following that, descriptive
statistics and bivariate correlations between variables were provided. Subsequently,
multiple regression results for the criterion variable and the findings of the model
evaluation were presented. The study's significant results were reported at the

conclusion of the chapter.
4.1 Descriptive Statistics and Bivariate Correlations

For the continuous variables in this study, means, standard deviations, and bivariate
correlations were evaluated. Continuous variables of this study include demographic
variables, predictor variables, and criterion variables; (1) demographic variables
which are teachers’ age, teachers’ working years (experience), teacher size in a
school, and student size in a school; (2) predictor variables which are cognitive RFC,
emotional RFC, intentional RFC, support culture, success culture, and change
efficacy; (3) criterion variables, which are affective CTC, normative CTC, and
continuance CTC. Table 4.1 displays the means and standard deviations of the
continuous variables examined in this study. As shown in the table, the average age
of teachers is 34 (M = 34.45, SD = 5.98). Teachers in the sample approximately had
ten years of working years (experience) (M = 10.26, SD = 5.86). While the average
teacher size was 43 (M = 43.80, SD = 29.07), the average student size was 684 (M
= 684.21, SD = 475.77). The cognitive dimension (M = 4.09, SD = .83) had the
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highest mean among the RFC dimensions. Then, intentional RFC (M = 3.99, SD =
.76) and emotional RFC (M = 3.98, SD = .97) followed, with a small margin,
respectively. For the dimensions of the school culture, mean of the success culture
(M = 3.52, SD = .92) is higher than mean of the support culture (M = 3.39, SD =
.90). In terms of the change efficacy, its mean score is 4.18 (M = 4.18, SD = .63).
The mean scores for affective CTC (M = 3.69, SD = 1.05), normative CTC (M =
2.95, SD = .69), and continuance CTC (M = 2.86, SD = .51) can be ranked from
highest to lowest among the dimensions of CTC.

Table 4.1

Mean and Standard Deviation of the Variables of the Study

M SD
1.Age 34.45 5.98
2.Working Years 10.26 5.86
3.Teacher Size 43.80 29.07
4.Student Size 684.21 475.77
5.Cognitive RFC 4.09 .83
6.Emotional RFC 398 .97
7.Intentional RFC 3.99 .76
8.Support Culture 3.39 .90
9.Success Culture 3.52 .92
10.Change Efficacy 4.18 .63
11.Affective CTC 3.69 1.05
12.Normative CTC 2.95 .69
13.Continuance CTC 2.86 Sl

Bivariate correlations between continuous variables are shown in Table 4.2. The
asterisk behind the correlation indicated the significance level. Before interpreting
the results of the analysis, it should be known that the cut-off values utilized by Field
(2017) were used to analyze the correlation between the variables. As a result,
Pearson correlation coefficients of +.10, +.30, and .50 were regarded as low,

moderate, and strong, respectively with respect to the effect size. Moreover, no
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correlation value exceeded .90, which is the critical value suggested by Field (2017),
except for a correlation value between teachers’ age and their working years.
Considering demographic variables, there were significant correlations between
teachers’ working years (experience), teacher size, and student size. While teacher
and student size showed a significant correlation with a strong effect, the rest
showed a significant correlation with a low effect. Besides, student size had no

significant correlation with either predictor variables or criterion variables.

Taking into account the predictor variables, firstly, RFC dimensions, which are
cognitive, emotional, and intentional, demonstrated a significant positive correlation
with a strong effect among them. Secondly, school culture dimensions, support and
success, displayed a significant positive correlation with a strong effect.
Furthermore, both support and success culture were positively and significantly
correlated with cognitive and intentional RFC with a low effect. Moreover, support
culture was positively and significantly correlated with teachers’ age and teacher
size, while success culture demonstrated a significant positive correlation with
teachers’ age and working years. Finally, change efficacy was correlated positively
and significantly with support culture with a low effect; with cognitive and
emotional RFC with a moderate effect; and with intentional RFC with a strong
effect.

Evaluating the criterion variables, which are affective CTC, normative CTC, and
continuance CTC, there was no correlation between normative and continuance
CTC. There was a significant positive correlation between affective and normative
CTC with a moderate effect. There was a significant negative correlation with a low
effect between affective and continuance CTC. Besides, for affective CTC, there
was a significant positive correlation with support culture with a low effect.
Moreover, there was a significant positive correlation between affective CTC and
emotional RFC with a moderate effect. Affective CTC had a significant positive
correlation with cognitive and intentional RFC with a strong effect. There was a

significant negative correlation with support and success culture for normative CTC.
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Additionally, there was a significant positive correlation between normative CTC
and emotional RFC. Furthermore, normative CTC correlated significantly and
positively with cognitive and intentional RFC with a low effect. For continuance
CTC, there was a significant negative correlation with cognitive, emotional, and
intentional RFC with a low effect.

Table 4.2

Bivariate Correlations of the Variables of the Study
1 2 3 4 5 6 7 8 9 10 11 12 13

1.Age 1 .92* 19" 16" .05 .06 .06 09" 10" .06 01 .00 .03
2.Working Years 1 20" 17" 05 06 06 07 .08 .07 -01 01 .03
3.Teacher Size 1 74" 05 .07 .02 09* .07 .01 04 -00 -02
4.Student Size 1 .00 03 -02 .06 03 -01 02 .05 00
5.Cognitive RFC 1 56 77T 20 16 44" 59" 18" -.13™
6.Emotional RFC 1 55 -03  -04 43" 41 .08 -.18™"
7.Intention RFC 1 A6 12™ 53" 55T 14 -1
8.Support Culture 1 89" 10" .13* -.08" -.02
9.Success Culture 1 .07 .08 -09° -03
10.Change Efficacy 1 39" 05 -07
11.Affective CTC 1 37" -16™
12 Normative CTC 1 03
13.Continuance CTC 1
*p<.05
** p< .01

4.2 Hierarchical Multiple Regression Analysis

Multiple regression analysis is used to determine whether associations exist between
the variables of this study. The hierarchical multiple regression is used in this study,
one of the types of multiple regression analysis. In this study, the criterion variable
is the commitment to change (CTC), which is classified as affective CTC, normative
CTC, and continuance CTC. All of the other variables are the predictor variables
(e.g., demographic variables, RFC dimensions, school culture dimensions, change
efficacy). The researcher ranks the predictors in hierarchical multiple regression
before analyzing their contributions to the outcome variable prediction (Tabachnick
& Fidell, 2013). Through the use of hierarchical multiple regression analysis, the
unique contribution of each block of the variables can be observed by adding step

by step cumulatively (Pallant, 2016).
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The potential predictors of CTC are separated into five blocks using hierarchical
multiple regression. Block 1 covers the background variables of the schools,
including the school level and teacher size. The variables in Block 2 are the
demographic variables of the participants, which are gender, and working year.
Block 3, which is RFC dimensions contain the following variables: cognitive,
emotional, and intentional. The variables in Block 4, which is school culture
dimensions involve support culture and success culture. Change efficacy is the only
variable in Block 5. As outcome variables, all of these predictor variables anticipated
three different dimensions of CTC. Hence, for all outcome variables, separate
hierarchical multiple regression analyses were conducted; affective CTC, normative
CTC, and continuance CTC, respectively. Due to the fact that the study includes
more than one hierarchical multiple regression analysis, Bonferroni correction is
needed in this study. Bonferroni correction is an arrangement of p values, also
known as the significance level, when various dependent or independent statistical
tests are run concurrently on a single data set. In order to determine the Bonferroni
correction, the critical significance level of .05 is regulated by dividing the number
of statistical tests conducted. Thus, since three separate hierarchical multiple
regression analysis was performed, Bonferroni correction was used, and the

significance level was set at .017 (.05/3) (Armstrong, 2014).

Before analyzing the data, dummy coding was performed for hierarchical multiple
regression analysis. According to Hair, Black, Babin, and Anderson (2018), the
dummy coding is an "Independent variable used to account for the effect that
different levels of a nonmetric variable have in predicting the dependent variable.”
(p.261). Dummy coding is used to establish a reference category. For any predictor
variable with "L" categories, it is generated "L — 1" dummy variables (Cohen et al.,
2013). Dummy coding was used in the study since the trichotomous school level
variable was categorical. Elementary, middle, and high school are the three
categories of the school level variable. In the first dummy coding, high school was
utilized as a reference category (HS = 0). In the second dummy coding, for the

gender category, females were given "0," and males were given "1" (F =0, M = 1).
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Therefore, dummy school level variable and dummy gender variable were used

while performing the analyses.
4.2.1 Assumptions of Hierarchical Multiple Regression Analysis

Prior to conducting the hierarchical multiple regression analyses, the assumptions
such as normality, homoscedasticity and linearity of the residuals, independence of
errors, absence of multicollinearity, and influential observations were tested. The

cut-off values used to test the assumptions are the same for each analysis.

4.2.1.1 Assumption Checks for “Affective” Dimension of Commitment to

Change

In order to check for assumptions in the study, analyses were conducted for the
"affective," which is the outcome variable and the first dimension of CTC; (1) to
analyze normality, that is, the absence of univariate outliers, the histogram, and P-P
plot were examined, (2) to evaluate homoscedasticity and linearity of the residuals,
scatter plot was examined, (3) to examine the independence of errors, Durbin and
Watson's value was observed, (4) to assess the absence of multicollinearity, bivariate
correlations, Tolerance, and VIF values were examined, and (5) to investigate
multivariate outliers, Mahalanobis Distance, Cook's Distance, Leverage Value, and
DFBeta values, which are influential observations, were examined. First, the
assumption of residual normality was evaluated. The histogram and P-P plot were
used to determine if the data had a normal distribution. It is recommended to look
at the histogram to verify the normality (Tabachnick & Fidell, 2013). As a result, a
normal distribution of residuals in the histogram was anticipated. According to

Figure 4.1, it was observed that the residuals are normally distributed.

72



Histogram
Dependent Variable: Affective_CTC

Mean = 2,68E-15
100 Std. Dev. = 0,991
M =642

80

B0

Frequency

40

20

& 4 k] 0 2 4

Regression Standardized Residual

Figure 4.1 Histogram for “affective” dimension

A P-P plot was also used to test for normality. As shown in Figure 4.2, the P-P plot
was provided for residual normality. For the P-P plot, cases must be distributed
along the line without any significant deviation (Hair et al., 2018). As observed in
Figure 4.2, although cases did not cross the line frequently, no significant deviations
were observed. In conclusion, the data were considered to be distributed normally

in consequence of visual inspection.

Normal P-P Plot of Regression Standardized Residual
Dependent Variable: Affective_CTC

Expected Cum Prob

0,0 02 04 06 0g 10
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Figure 4.2 P-P Plot for “affective” dimension
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After the normality assumption was met, scatter plots were examined to confirm the
homoscedasticity and linearity of the residuals’ assumption. Tabachnick and Fidell
(2013) state that in the case of nonlinearity, the scatter plot will be curved rather
than rectangular. Additionally, it is seen that the scatter plot has an oval shape when
the variables are normally distributed and linearly connected. As illustrated in Figure
4.3, when the assumptions of the residuals are checked, a precise oval-shaped scatter
plot was not observed in this analysis. Hence, this assumption slightly deviated
because it appeared to be a little deviation in the scatter plot, and yet this analysis is
robust against them due to the large sample size (Field, 2017). Furthermore, for
homoscedasticity, there must be no particular pattern in the predicted value and
residual distribution plots (Astivia & Zumbo, 2019). As seen in the figure below, it
was observed that no error had formed a pattern.; therefore, the data was not

heteroscedastic. As a result, it was considered that this assumption was satisfied.

Scatterplot
Dependent Variable: Affective_CTC

Regression Standardized Residual

Regression Standardized Predicted Value

Figure 4.3 Scatter Plot for “affective” dimension

Additionally, Durbin and Watson's value was used to validate the assumption of the
independence of errors. According to Durbin and Watson's cut-off value
requirements for the independence of errors, numbers more than 1 and less than 3

are acceptable to meet the assumption (Field, 2017). The residual independence
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assumption was evaluated in this respect, and it was discovered that Durbin and
Watson's value was 1.809, which is between 1 and 3. As a result, the assumption

was fulfilled.

In order to check multicollinearity assumption, bivariate correlations, Tolerance,
and Variance Inflation Factor (VIF) values were examined. Firstly, for bivariate
correlations, Tabachnick and Fidell (2013) stated that statistical problems caused by
singularity and multicollinearity have been identified with correlation coefficients
of .90 and above. Considering the bivariate correlation coefficients between the
predictor variables of this study, the correlations of the statistically significant range
of values are .08 and .89. By observing the correlation matrix table (Table 4.2), the
most robust relationship is between support culture and success culture (r = .89).
The second highest relationship is between cognitive RFC and intentional RFC (r =
.77). Therefore, the correlation between support culture and success culture is the
only value close to the cut-off value. Although the correlation between support and
success culture was very close to the cut-off value, it was not higher than the cut-off
value. Secondly, for Tolerance (1/VIF), Hair and his colleagues (2018) stated that
The Tolerance value must be greater than .10, and all results meet the recommended
value, as seen in Table 4.3. Finally, for VIF, Hair and his colleagues (2018)
suggested that the VIF value should be less than 4. However, according to Menard
(2001), 5 or less for VIF value would not be a problem for the multicollinearity
assumption. As illustrated in Table 4.3, VIF values range between 1.02 and 4.90.
Consequently, there was no violation of the multicollinearity assumption.
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Table 4.3

Collinearity Statistics

Variables Tolerance VIF
Elementary vs High 81 1.24
Middle vs High 81 1.24
Teacher Size .96 1.04
Gender 98 1.02
Working Years 95 1.05
Cognitive RFC 37 2.74
Emotional RFC .61 1.65
Intentional RFC 35 2.87
Support Culture 20 4.90
Success Culture 21 4.78
Change Efficacy .68 1.46

a. Dependent Variable: Affective CTC

Multivariate outlier is the final assumption to be assessed for hierarchical regression.
In order to identify multivariate outliers, it is examined four values, namely
Mahalanobis Distance, Cook's Distance, Leverage Value, and DFBeta, were
examined, respectively. To investigate this assumption, some results of these four

values should be evaluated, such as the extreme and critical values shown in Table

4.4.

Table 4.4

Extreme Values

Criteria Critical Value Case Number Highest Value
Mahalanobis Distance 31.26 235 50.58
Cook’s Distance 1 282 .06
Leverage Value .06 235 .08
DFBeta 1 230 30

a. Dependent Variable: Affective CTC
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As illustrated in Table 4.4, the Mahalanobis Distance was first evaluated. The
intersection of the number of predictor variables in the Chi-Square table at the.001
level is tested for this (Pearson & Hartley, 1958). This analysis has 11 predictor
variables. In the Chi-Square table, the value at the intersection of .001 and the
number of the predictors is 31.26. Therefore, any case greater than this number was
considered an outlier. When the Mahalanobis Distance values in this dimension
were evaluated, it was discovered that 5 cases, which are 235, 640, 451, 8, and 124,
were above this critical value. The highest case, 235, has a value of 50.58. As a

result, other criteria were investigated.

Accordingly, outliers were identified using the Cook's Distance value. Every value
greater than 1is an outlier with respect to Cook's Distance (Field, 2017). As
provided in Table 4.4, due to the fact that the highest value was .06 (case 282), there
are no cases in this dimension where the Cook'’s Distance value is larger than 1. As

a result, there is no outlier based on this criterion.

Furthermore, Leverage Value is another way of identifying outliers. Pituch and
Stevens (2016) suggested a formula for this criterion as Leverage value > 3 (k + 1)
/ n). In the formula, “k” is for the number of predictors, and “n” is for the sample
size. Since there were 11 predictors in the analysis, and the sample size was 642, .06
was obtained as a result of the calculation. Values larger than the calculation result,
which is the critical value, are considered an outlier. When the Leverage values were
examined, 5 cases, which are 235, 640, 451, 8, and 124, were found to be larger than

this critical value. The highest case has a value of .08, as seen in Table 4.4.

In addition, the DFBeta value is the last way to detect the multivariate outlier. Field
(2017) defined outliers as values having a DFBeta value greater than 1. In this
dimension, the highest DFBeta value is .30, case 230, as reported in Table 4.4. Thus,

according to this criterion, there are no outliers.

As a result of four multivariate outlier criteria for this dimension, there were five

outlier cases with respect to Mahalanobis Distance and Leverage Value. Since
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Mahalanobis Distance and Leverage Value reported the same 5 cases that are above
the critical value, the analysis had to be repeated. At the end of this assumptions
section, it is stated whether five outliers determined by Mahalanobis Distance and
Leverage Value were excluded from the sample as a result of repeated hierarchical
multiple regression analysis. Cook’s Distance and DFBeta results did not report any
outlier, and it was decided that there was no elimination from the sample based on

Cook’s Distance and DFBeta results. In conclusion, all the assumptions were
fulfilled.

4.2.1.2 Assumption Checks for “Normative” Dimension of Commitment to

Change

In the aim of checking for assumptions in the study, analyses were performed for
the "normative," which is the outcome variable and the second dimension of CTC;
(1) to evaluate normality, that is, the absence of univariate outliers, the histogram,
and P-P plot were examined, (2) to assess homoscedasticity and linearity of the
residuals, the scatter plot was examined, (3) to examine into the independence of
errors, Durbin and Watson's value was observed, (4) to check over the absence of
multicollinearity, bivariate correlations, Tolerance, and VIF values were examined,
and (5) to observe multivariate outliers, Mahalanobis Distance, Cook's Distance,
Leverage Value, and DFBeta values, which are influential observations, were
examined. The assumption of residual normality was first tested. The histogram and
P-P plot were utilized to determine if the data had a normal distribution. As a
consequence, it was observed that the residuals in the histogram were normally
distributed, as illustrated in Figure 4.4.
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Figure 4.4 Histogram for “normative” dimension

To test for normality, a P-P plot was also utilized. The P-P plot, as shown in Figure
4.5, was provided for residual normality. As seen in Figure 4.5, the cases mostly
crossed the line. Consequently, the data were assumed to be normally distributed as

a result of visual inspection.

Normal P-P Plot of Regression Standardized Residual
Dependent Variable: Normative_CTC
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Figure 4.5 P-P Plot for “normative” dimension
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After the normality assumption was fulfilled, scatter plots were inspected to
establish the residuals’ assumption of homoscedasticity and linearity. Both variables
are normally distributed and joined in a linear fashion, and the scatter plot takes on
an oval shape, as illustrated in Figure 4.6. Furthermore, as shown in the figure
below, no error had created a pattern, indicating that the data was not

heteroscedastic. As a consequence, it was determined that this assumption was met.
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Figure 4.6 Scatter Plot for “normative” dimension

The value of Durbin and Watson was used to verify the assumption of the
independence of errors. The residual independence assumption was examined in this
respect, and it was established that Durbin and Watson's value was 1.901, which is

between 1 and 3. As a consequence, the assumption was validated.

Bivariate correlations, Tolerance, and VIF values were investigated to test the
multicollinearity assumption. First of all, the correlations of the statistically
significant range of values for the bivariate correlation coefficients of the predictor
variables in this study are between .08 and .89, which was not exceeded the
recommended value (.90) by Tabachnick and Fidell (2013). According to the

correlation matrix table (Table 4.2), the strongest association existed between
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support culture and success culture (r = .89). The second strongest association was
between cognitive RFC and intentional RFC (r =.77). Hence, the only value near to
the cut-off value is the association between support culture and success culture.
Even though there was a correlation between support culture and success culture
near the cut-off value, it was not greater than the cut-off value. Secondly, it is
suggested that the Tolerance (1/VIF) value must be more than .10 by Hair and his
colleagues (2018), and all findings satisfy the suggested value, as shown in Table
4.5. Finally, Hair and his colleagues (2018) recommended that the VIF value be
smaller than 4. According to Menard (2001), a VIF value of 5 or below would not
be a concern for the multicollinearity assumption. VIF values vary from 1.02 to 4.90,

as shown in Table 4.5. In conclusion, the multicollinearity assumption was not

violated.

Table 4.5
Collinearity Statistics
Variables Tolerance VIF
Elementary vs High 81 1.24
Middle vs High 81 1.24
Teacher Size .96 1.04
Gender .98 1.02
Working Years 95 1.05
Cognitive RFC 37 2.74
Emotional RFC .61 1.65
Intentional RFC 35 2.87
Support Culture .20 490
Success Culture 21 4.78
Change Efficacy .68 1.46

a. Dependent Variable: Normative CTC
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The final assumption to be evaluated for hierarchical regression is the multivariate
outlier. Four values, namely Mahalanobis Distance, Cook's Distance, Leverage
Value, and DFBeta, were analyzed in order to detect multivariate outliers. To
examine this assumption, some of the results of these four values, such as the

extreme and critical values provided in Table 4.6, should be reviewed.

Table 4.6

Extreme Values

Criteria Critical Value Case Number Highest Value
Mahalanobis Distance 31.26 235 50.58
Cook’s Distance 1 235 04
Leverage Value .06 235 .08
DFBeta 1 235 25

a. Dependent Variable: Normative CTC

The Mahalanobis Distance was determined at first, as seen in Table 4.6. Thus, each
case above the critical value of 31.26 (as established by using the Chi-Square table
at the .001 level) was categorized as an outlier. When the Mahalanobis Distance
values in this dimension were investigated, it was found that 5 cases were more than
this critical value: 235, 640, 451, 8, and 124. The highest case, 235, is revealed at
50.58, which this value is above the critical value. That is why other criteria were
looked into. Outliers were therefore discovered using the Cook's Distance value. As
reported in Table 4.6, because of the fact that the greatest value in this dimension
was .04, which was case 235, there are no cases in which the Cook's Distance value

is more than 1. As a consequence, no outliers are detected using this criterion.

In addition, Leverage Value is another method for identifying outliers. The Leverage
value was calculated using the formula proposed by Pituch and Stevens (2016) for
this criterion, and it was .06. Outliers are values greater than the calculation result,
which is the critical value. When the Leverage values were checked, 5 cases were
discovered to be more than this critical value: 235, 640, 451, 8, and 124. The most
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extreme case has a value of .08, as observed in Table 4.6. These cases, however,
were not removed from the sample since they were close to the critical value.
Furthermore, the DFBeta value is the last method for detecting the multivariate
outlier. As illustrated in Table 4.6, the greatest DFBeta value for this dimension is
.25 (case 235), which is less than 1. As a result, there are no outliers according to

this criterion.

As a consequence of the four multivariate outlier criteria for this dimension, there
were five outlier cases in terms of Mahalanobis Distance and Leverage Value. The
analysis had to be repeated since Mahalanobis Distance, and Leverage Value
revealed the same 5 cases that exceeded the critical value. At the end of this
assumptions section, it is mentioned whether or not five outliers indicated by
Mahalanobis Distance and Leverage Value were eliminated from the sample due to
repeated hierarchical multiple regression analysis. Cook's Distance and DFBeta
values revealed no outliers. Thus, it was decided that there was no elimination from
the sample based on Cook's Distance and DFBeta values. In conclusion, all of the

assumptions were met.

4.2.1.3 Assumption Checks for “Continuance” Dimension of Commitment to

Change

Analyses were carried out for the "continuance,” which is the outcome variable and
the third dimension of CTC, in order to check for assumptions in the study; (1) The
histogram and P-P plot were examined to assess normality, that is, the absence of
univariate outliers; (2) the scatter plot was examined to check over homoscedasticity
and linearity of the residuals; (3) Durbin and Watson's value was observed to
examine into the independence of errors; (4) to check for the absence of
multicollinearity, bivariate correlations, Tolerance, and VIF values were examined;
and (5) Mahalanobis Distance, Cook's Distance, Leverage Value, and DFBeta
values, which are influential observations, were examined to determine multivariate
outliers. Firstly, the assumption of residual normality was checked. The histogram

and P-P plot were used to assess whether the data had a normal distribution or not.
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As aresult, the residuals in the histogram were normally distributed, as presented in

Figure 4.7.

Histogram
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Figure 4.7 Histogram for “Continuance” dimension

A P-P plot was also used to assess the normality. For residual normality, the P-P
plot was presented. As observed in Figure 4.8, the cases mostly intersected the line.
As a consequence, the data was considered to be normally distributed by
consideration of visual inspection.

Normal P-P Plot of Regression Standardized Residual

Dependent Variable: Contunuance_CTC
10

Expected Cum Prob

Observed Cum Prob

Figure 4.8 P-P Plot for “continuance” dimension
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Following the fulfillment of the normality assumption, scatter plots were examined
to establish the residuals’ assumptions of homoscedasticity and linearity. It is
accepted that both variables are normally distributed and linearly connected because
the scatterplot takes on an oval form. Furthermore, Figure 4.9 shows that no error
had formed a pattern, revealing that the data was not heteroscedastic. In conclusion,

it was decided that this assumption was satisfied.
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Figure 4.9 Scatter Plot for “continuance” dimension

The value of Durbin and Watson was used to validate the assumption of the
independence of errors. In this regard, the residual independence assumption was
investigated, and Durbin and Watson's value was discovered to be 1.868, which falls

between 1 and 3. In conclusion, the assumption was confirmed.

In order to test the multicollinearity assumption, bivariate correlations, Tolerance,
and VIF values were examined. Firstly, the correlations of the statistically
significant range of values for the bivariate correlation coefficients between the
predictor variables in this study are .08 and .89, which was not exceeded the
recommended value (.90) by Tabachnick and Fidell (2013). The highest correlation
appeared between support culture and success culture (r =.89), according to the
correlation matrix table (Table 4.2). The second highest correlation between
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cognitive RFC and intentional RFC (r =.77). Thus, the only value that comes close
to the cut-off value is the correlation between support culture and success culture.
Since there was a correlation between support culture and success culture near the
cut-off value, it was not larger than it. Secondly, Hair and his colleagues (2018)
propose that the Tolerance (1/VIF) value should be more than.10, and all findings
meet this requirement, as shown in Table 4.7. Finally, Hair and colleagues (2018)
suggested that the VIF value should be less than 4. A VIF value of 5 or below,
according to Menard (2001), would not be a problem for the multicollinearity
assumption. Table 4.7 shows that VIF values range from 1.02 to 4.90. Ultimately,
the assumption of multicollinearity was not violated.

Table 4.7

Collinearity Statistics

Variables Tolerance VIF
Elementary vs High 81 1.24
Middle vs High 81 1.24
Teacher Size 96 1.04
Gender 98 1.02
Working Years 95 1.05
Cognitive RFC 37 2.74
Emotional RFC 61 1.65
Intentional RFC 35 2.87
Support Culture 20 4.90
Success Culture 21 4.78
Change Efficacy 68 1.46

a. Dependent Variable: Continuance CTC

The multivariate outlier is the final assumption to be checked for hierarchical
regression. In order to discover multivariate outliers, four values were examined:

Mahalanobis Distance, Cook's Distance, Leverage Value, and DFBeta. Some of the

86



findings of these four values, such as the extreme and critical values reported in

Table 4.8, should be evaluated to examine this assumption.

Table 4.8

Extreme Values

Criteria Critical Value Case Number Highest Value
Mabhalanobis Distance 31.26 235 50.58
Cook’s Distance 1 592 .04
Leverage Value .06 235 .08
DFBeta 1 611 26

a. Dependent Variable: Continuance CTC

The Mahalanobis Distance was first calculated, as shown in Table 4.8. Hence, every
case that exceeded the critical value of 31.26, determined by the Chi-Square table at
the .001 level, was designated an outlier. When the Mahalanobis Distance values in
this dimension were examined, it was revealed that 5 cases, which are 235, 640, 451,
8, and 124, were more than this critical value. The highest case, 235, is discovered
at 50.58, which is close to the critical value. That is why other criteria were
investigated. Thus, outliers were discovered using the Cook's Distance value. As
observed in Table 4.8, due to the fact that the highest value in this dimension was
.04, in case 592, there are no cases where the Cook's Distance value is more than 1.

In conclusion, no outliers are identified using this criterion.

Further, Leverage Value is another method to discover outliers. The Leverage value
was determined using the formula developed by Pituch and Stevens (2016) for this
criterion, and it was .06. Outliers are values that exceed the calculated result, which
is the critical value. When the Leverage values were examined, it was determined
that 5 cases, which are 235, 640, 451, 8, and 124, exceeded this critical value. The
value in the most extreme case is .08, as seen in Table 4.8. However, these cases
were not eliminated from the sample because they were near the critical value. In

addition, the DFBeta value is the last way to discover the multivariate outliers. As
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illustrated in Table 4.8, this dimension's highest DFBeta value is .26 (case 611),

which is less than 1. As a consequence, no outliers are found using this criterion.

In conclusion, multivariate outliers were examined within the affective, normative,
and continuance CTC dimensions. The same five outliers were detected via both
Mahalanobis Distance and Leverage Value in all three dimensions. Because of the
fact that the same outliers were detected in all dimensions, these values were
removed, and hierarchical multiple regression analyses were performed again
separately. The results did not change significantly. Since it was observed that these
five outliers did not make a big difference in the analysis results, they were not
excluded from the sample. Hence, it was decided that there was no elimination from
the sample. Furthermore, Cook's Distance and DFBeta values did not reveal any

outliers. Eventually, all of the assumptions were satisfied.
4.2.2 Results of Hierarchical Multiple Regression Analyses

A hierarchical multiple regression analysis was conducted to assess how well the
IMBP model predicted teachers' CTC during the coronavirus pandemic. Hence, the
IMBP components, which are attitude, perceived norm, and self-efficacy, were
explored for their association with CTC dimensions (affective, normative, and
continuance). In this study, (1) attitude was evaluated by cognitive RFC, emotional
RFC, and intentional RFC; (2) perceived norm was examined by support culture and
success culture; and (3) self-efficacy was assessed by change efficacy. As a result,
analyses were performed to determine how effectively the IMBP components
(cognitive RFC, emotional RFC, intentional RFC, support culture, success culture,
and change efficacy) predicted dimensions of CTC, which are affective, normative,
and continuance, after controlling for school demographics variables, teacher

demographics variables, and the expectation level of the IMBP components.
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4.2.2.1 Results of Hierarchical Multiple Regression Analysis for “Affective”

Dimension of Commitment to Change

A hierarchical multiple regression analysis was conducted to examine how
efficiently the IMBP components (cognitive RFC, emotional RFC, intentional RFC,
support culture, success culture, and change efficacy) predicted the "affective"
dimension of CTC after controlling for school demographics variables, teacher
demographics variables, and the expectation level of the IMBP components. The
first block consists of elementary vs. high school, middle vs. high school, and the
teacher size. The first block does not have statistical significance. This suggests that
neither the school level nor the teacher size predicts affective CTC (F(3,638) = 1.07,
p =.36). The gender and working time of the teachers as a group was measured in
the second block. Once the teachers' gender and working years are included, the
second block, like the first, is not statistically significant. That is, both the gender
and working years of teachers do not predict affective CTC (F(5,636) = .26, p =
59).

In the third block, to assess attitude, the first component of the IMBP, cognitive
RFC, emotional RFC, and intentional RFC have been added to the model and
examined. As reported in Table 4.9, the third block is statistically significant
(F(8,633) = 128.96, p < .017). The two individual tests, which are cognitive RFC
(t(633) = 7.47, p = .000) and intentional RFC (t(633) = 2.98, p = .003), are
statistically significant; the p values are less than .017. Both cognitive RFC and
intentional RFC predict affective CTC significantly. Furthermore, the reported t
values have positive directions. Therefore, there is a positive correlation between
cognitive RFC, intentional RFC, and affective CTC. Besides, the last individual test,
emotional RFC, is not statistically significant (t(633) = 1.57, p =.117). Furthermore,
cognitive RFC had a larger beta value (# = .38) than intentional RFC (5 = .16).
Overall, this block accounts for a unique amount of variance, with 37.7 % of the

variance, in the criterion variable, which is the affective CTC.
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In the fourth block, to measure perceived norm, the second component of the IMBP,
support culture and success culture, were included in the model and tested. The
fourth block, as displayed in Table 4.9, is statistically significant (F(10,631) = 1.68,
p < .017). However, in the fourth block, the individual tests are none of them
significant; the p values are all greater than .017. That means the predictors, which
are support culture and success culture, are correlated with each other to such a
degree that none of them offers any significant amount of unique variance in
explaining the affective CTC. Furthermore, this block accounted for a unique
amount of variance, with 0.3 % of the variance, in the criterion variable, which is

the continuance CTC.

In the fifth block, in order to evaluate self-efficacy, which is the third component of
the IMBP, change efficacy was introduced to the model and examined. It is observed
that the fifth block is statistically significant (F(11, 630) = 9.07, p <.017), and its
only predictor, change efficacy, is also statistically significant (t(630) = 3.01, p =
.003). The indicated t value is pointing in the right direction. Hence, there is a
correlation between change efficacy and affective CTC. Moreover, change efficacy
recorded a beta value (5 =.11). Additionally, this block explained a unique amount
of variance, with 0.9 % of the variance, in affective CTC, which is the criterion

variable.

Lastly, it has been determined whether or not the overall model is significant. F and
p were calculated for this. The overall model is significant (F(11,630) = 37.38, p <
.017). It means that the IMBP components (cognitive RFC, emotional RFC,
intentional RFC, support culture, success culture, and change efficacy) significantly
predict the "affective™ CTC after controlling for school demographics variables,
teacher demographics variables, and the expectation level of the IMBP components.
Besides, in order to determine the best predictor, sr? (part) was examined, as
provided in Table 4.9. Therefore, cognitive RFC is the most notable and significant

predictor of estimating the affective dimension.
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Table 4.9

Results of the hierarchical regression analysis of the "affective” dimension (N=642)

Variable B SE B B t sr2  AR?  AF
Block 1 005 1.07
Elementary vs High -.06 .09 -.03 =72 -.02
Middle vs High -.08 .07 -.04 -1.04 -.03
Teacher Size .00 .00 .03 .85 .03
Block 2 001 .26
Gender .08 .08 .03 1.03 .03
Working Years -01 .01 -.05 -1.58 -.05
Block 3 377 128.96"
Cognitive RFC 49 .07 38 7.47* 23
Emotional RFC .07 .04 .06 1.57 .05
Intentional RFC 22 .07 .16 2.98" .09
Block 4 003  1.68"
Support Culture 14 .08 12 1.73 .05
Success Culture -.13 .08 -.11 -1.59 -.05
Block 5 009  9.07
Change Efficacy 19 .06 11 3.o1* .09
*p<.017

4.2.2.2 Results of Hierarchical Multiple Regression Analysis for “Normative”

Dimension of Commitment to Change

The second regression analysis was performed to determine how well the IMBP
components predicted the "normative” dimension of CTC after controlling for
school demographic variables, teacher demographic variables, and the IMBP
components' expectation level. The first block includes elementary vs. high school,
middle vs. high school, and the teacher size. The first block is not statistically
significant. It means that school level and the teacher size do not predict normative
CTC (F(3,638) = 1.35, p = .26). In the second block, the gender and working time
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of the teachers as a group was measured. When adding the teachers' gender and
working years, the second block is not statistically significant like the first. That is,
neither the gender of the teachers nor the working years has any effect on predicting
normative CTC (F(5,636) = .50, p = .41).

To evaluate attitude, the first component of the IMBP, cognitive RFC, emotional
RFC, and intentional RFC have been added to the model and measured in the third
block. The third block is statistically significant (F(8,633) = 6.84, p < .017), as
demonstrated in Table 4.10. An individual test, cognitive RFC (t(633) = 3.25, p =
.001), is statistically significant; the p value is smaller than .017. Cognitive RFC
significantly predicts affective CTC. Moreover, the reported t value points in the
positive direction. Hence, there is a correlation between cognitive RFC and affective
CTC. Additionally, the rests of the individual tests, which are emotional RFC (t(633)
=-1.11, p =.270) and intentional RFC (t(633) = .66, p = .507), are not statistically
significant. Furthermore, cognitive RFC recorded a beta value (5 = .21). Generally,
this block explained a unique amount of variance, with 3.1 % of the variance, in

normative CTC, which is the criterion variable.

In the fourth block, in order to evaluate the perceived norm, the second component
of the IMBP, support culture and success culture, were added to the model and
evaluated. Table 4.10 shows that the fourth block is statistically significant
(F(10,631) =5.92, p <.017). However, individual tests in the fourth block are none
of them significant, with p values larger than .017. That is, the predictors, support
culture and success culture, are so highly associated with one another that none of
them contributes any significant amount of unique variance in explaining the
normative CTC. Besides, this block accounts for a unique amount of variance, with
1.8 % of the variance, in the criterion variable, which is the normative CTC. In the
fifth block, the third component of the IMBP, self-efficacy, was included in the
model and analyzed to measure change efficacy. Despite the fact that this block is
significant (F(11, 630) = .26, p < .017), the only predictor in this block did not
contribute significantly to the prediction of normative CTC.
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Finally, whether or not the overall model is significant has been assessed. For this,
F and p were computed. Overall, the model is significant (F(11,630) = 3.47, p <
.017). It indicates that after controlling for school demographics, teacher
demographics, and the expectation level of the IMBP components, the IMBP
components (cognitive RFC, emotional RFC, intentional RFC, support culture,
success culture, and change efficacy) significantly predict the "normative™ CTC. In
addition, sr? (part) was evaluated to find the best predictor, as displayed in Table
4.10. Hence, the most salient and significant predictor is cognitive RFC to predict

the normative dimension.

Table 4.10

Results of the hierarchical regression analysis of the "normative" dimension (N=642)

Variable B SE B B t s’ AR’  AF
Block 1 006 1.35
Elementary vs High  -.09 .07 -.05 -1.22 -.05
Middle vs High -.07 .06 -.05 -1.10 -.04
Teacher Size .00 .00 .06 1.55 06
Block 2 002 .50
Gender -.06 07 -.03 -.87 -.03
Working Years .00 ,01 .01 13 .01
Block 3 031  6.84"
Cognitive RFC 17 05 21 3.25¢ 13
Emotional RFC -.04 04 -.06 -1.11 -.04
Intentional RFC 04 .06 .04 .66 .03
Block 4 .018 5.92*
Support Culture -.06 .07 -.08 -.96 -.04
Success Culture -.05 .06 -.06 -70 -.03
Block 5 .000 .26"
Change Efficacy -.03 .05 -.02 -.51 -.02
*n<.017
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4.2.2.3 Results of Hierarchical Multiple Regression Analysis for “Continuance”

Dimension of Commitment to Change

The final regression analysis was carried out to assess how effectively the IMBP
components predicted the "continuance” dimension of CTC after adjusting for
school demographic variables, teacher demographic variables, and the IMBP
components' expectation level. The first block comprises elementary vs. high
school, middle vs. high school, and the teacher size. The first block is not statistically
significant. This implies that neither the school level nor the number of teachers
predicts continuance. CTC (F(3,638) = .83, p =.48). In the second block, the gender
and working time of the teachers as a group was measured. Whenever the gender
and working years of the teachers are taken into account, the second block, like the
first, is not statistically significant. That is, teachers' gender and working years do
not predict the continuance CTC (F(5,636) = .48, p = .64).

The third block analyzed attitude, which is the first component of the IMBP, by
adding the model and measuring cognitive RFC, emotional RFC, and intentional
RFC. Table 4.11 reveals that the third block is statistically significant (F(8,633) =
7.20, p < .017). Emotional RFC (t(633) = -3.20, p = .001), which is an individual
test, is statistically significant because the p value is less than .017. Emotional RFC
significantly predicts affective CTC. Furthermore, the reported t value is in the
negative direction. Thus, there is a negative correlation between emotional RFC and
affective CTC. Furthermore, the remainders of the individual tests, cognitive RFC
(t(633) = -.70, p = .487) and intentional RFC (t(633) = .90, p = .930), are not
statistically significant. Additionally, emotional RFC reported a beta value (8 = -
.16). Consequently, this block accounted for a unique amount of variance, with 3.3

% of the variance, in the criterion variable, which is the continuance CTC.
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In order to evaluate perceived norm, the second component of the IMBP, support
culture and success culture, were added to the model and evaluated in the fourth
block. Table 4.11 shows that the fourth block is statistically significant (F(10,631)
= .55, p <.017). However, individual tests in the fourth block are all statistically
insignificant, with p values greater than .017. In other words, the predictors, support
culture and success culture, are so strongly correlated that none of them provides a
significant amount of unique variance in explaining the continuance CTC.
Additionally, this block explained a unique amount of variance, with 0.2 % of the
variance, in continuance CTC, which is the criterion variable. The third component
of the IMBP, self-efficacy, was added to the model and assessed in the fifth block
to measure change efficacy. Although this block is statistically significant (F(11,
630) =.02, p <.017), the lone predictor in this block did not significantly contribute
to the prediction of continuance CTC.

Consequently, the significance of the overall model has been determined. F and p
were computed for this. The overall model is significant (F(11,630) = 2.38, p <
.017). It shows that the IMBP components (cognitive RFC, emotional RFC,
intentional RFC, support culture, success culture, and change efficacy) significantly
predict the "continuance™ CTC after controlling for school demographics, teacher
demographics, and the expectation level of the IMBP components. Additionally, sr?
(part) was tested to determine the best predictor, as illustrated in Table 4.11. Thus,
emotional RFC is the most obvious and strongest predictor in the continuance

dimension.
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Table 4.11

Results of the hierarchical regression analysis of the "continuance" dimension (N=642)

Variable B SE B B t sr?  AR?  AF
Block 1 .004 83
Elementary vs High -.03 .05 -.03 -.65 -.03
Middle vs High 04 .05 .04 .96 04
Teacher Size .00 .00 .00 .04 .00
Block 2 001 48
Gender .02 .05 .02 42 02
Working Years .00 .00 .05 1.17 .05
Block 3 033 7.20°
Cognitive RFC -.03 .04 -.05 =70 -.03
Emotional RFC -.08 .03 -16  -320" -13
Intentional RFC .00 .04 .01 .09 .00
Block 4 002 .55*
Support Culture 03 .05 .05 .59 02
Success Culture -.04 .05 -.08 -93 -.04
Block 5 000 .02*
Change Efficacy 01 .04 .01 13 01
*p<.017
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CHAPTER 5

DISCUSSION

In this section, first of all, the findings of the study are discussed comprehensively
regarding the relevant references in the literature. Afterward, implications for theory
and practice are proposed. Finally, the limitations of this study are addressed,

resulting in recommendations for further research.
5.1 Discussion of the Results

The primary aim of this study was to utilize the Integrative Model of Behavioral
Prediction (IMBP) to explain public school teachers' commitment to change (CTC)
during the coronavirus pandemic. The study brought into the open the interesting
findings that ought to be evaluated in the context of the relevant literature. It is
hypothesized that the IMBP components predict teachers' CTC. Moreover, CTC
dimensions are evaluated sequentially in subsequent stages of the regression
analysis after controlling for predictor variables in each block. The results of the
hierarchical multiple regression revealed some significant associations between the

predictor variables (IMBP components) and criterion variables (CTC dimensions).

When the demographic information of the participants is examined according to the
Bivariate Correlations Table (Table 4.2), teachers' age, teachers' working years
(experience), teacher size, and student size are correlated with each other. Moreover,
both teachers' age and teacher size are associated with support culture. As the age
of the teachers and the size of the teachers in the school increased, it was seen that
the support culture prevailed in the school. In other words, good relationships and
trust were observed among school members who are teachers and principals in
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schools with a high average age of teachers and an increased number of teachers.
Besides, both teachers' age and teachers working years are correlated with success
culture. As the teachers' ages and working years (experience) increased, it was clear
that a culture of success dominated at the school. That is, it is observed that in such
schools, successful teachers are supported and given importance to completing

duties and meeting goals.

Further, the Bivariate Correlations Table of the study was utilized to determine the
relationship between predictor and criterion variables. Firstly, the “affective” CTC
has a significant positive relationship with all other predictor variables except
success culture. It has no significant relationship with success culture. This means
that as the average values of cognitive RFC, emotional RFC, intentional RFC,
support culture, and change efficacy increase, the “affective” CTC increases. Along
with the findings of some studies, teachers become more affectively committed to
change when they show readiness for change (Thien, 2019), when there is a culture
that supports teachers at school (Sezgin, 2010), and when teachers feel competent
to implement change (Chen et al., 2001; Giovanita & Mangundjaya, 2017; Neubert
& Cady, 2001; van Vuuren et al., 2008). Secondly, while the “normative” CTC has
a significant positive relationship with all dimensions of attitude, which are
cognitive, emotional, and intentional RFC, it has a significant negative relationship
with the dimensions of the perceived norm, which are support and success culture.
In other words, the higher the average values of the attitude or RFC, the higher the
“normative” CTC (Anggraeni, 2020). On the contrary, as the average values of the
perceived norms increase, the ‘“normative” CTC decreases. That is, in an
environment where change is perceived positively, individuals do not think the
implemented change is all their responsibility (Fedor et al., 2006). Furthermore, this
study’s findings demonstrated that the “normative” CTC has no significant
relationship with change efficacy. However, other studies in the literature stated the
opposite. In other words, teachers' change competence is an important factor in
implementing change, which they see as their responsibility (Fatima et al., 2020;
Neubert & Cady, 2001; van Vuuren et al., 2008). Finally, the “continuance” CTC
98



has a significant negative correlation with all dimensions of attitude. That is,
whenever the average values of attitude increase, the “continuance” CTC decreases.
Additionally, it has a significant relationship with neither perceived norm nor
change efficacy. Contrary to the findings of this study, studies in the literature
express that change efficacy is a significant factor for continuance CTC (Fatima et
al., 2020; Neubert & Cady, 2001; van Vuuren et al., 2008).

Moreover, since three blocks containing predictor variables (block 3 for attitude,
block 4 for perceived norm, and block 5 for change efficacy) are statistically
significant, the hierarchical regression analysis results of "affective” CTC are
answered the first research question as 'The IMBP components, which are attitude,
perceived norm, and self-efficacy, predict the "affective" dimension of CTC.'
Accordingly, each block of predictor variables is statistically significant. All
predictor variable blocks contributed to the affective CTC, and the total variance of
affective CTC is 40 %. Nevertheless, when the individual tests were examined, it
was seen that 3 of the six predictor variables were statistically significant. Two
significant individual tests are from the attitude block: cognitive RFC and
intentional RFC. Also, the other significant individual test is change efficacy, which
stands for self-efficacy. In line with other studies on this result (Allen & Meyer,
1990; Foks, 2015; Herscovitch & Meyer, 2002; Mukerjee et al., 2021), this may be
described as teachers' willingness to give support for the change based on a positive
belief in educational change, their purpose of acting, and adequate change abilities.
In other words, if a person has a positive belief in change (Morin et al., 2015), a
purpose for acting on (Foks, 2015; Herscovitch & Meyer, 2002), and the confidence
to make the change happen (Chen et al., 2001; Neubert & Cady, 2001), they are
affectively committed to the change that will happen.

Furthermore, considering three blocks, including predictor variables (block 3 for
attitude, block 4 for perceived norm, and block 5 for change efficacy), are
statistically significant, the results of the hierarchical regression analysis of

"normative” CTC answered the second research question as 'The IMBP components,
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which are attitude, perceived norm, and self-efficacy, predict the "normative"
dimension of CTC.' That is, each predictor variable block is statistically significant.
All predictor variable blocks contributed to the normative CTC, and the overall
variance of the normative CTC is 6%. Although all predictor variables appear to
contribute to the normative CTC, the change efficacy block has a variance of less
than 0.1%, which is very low. Maybe this is because normative CTC is kind of a
sense of responsibility to the change. Therefore, the teachers' feeling of competence
in implementing the change may be ineffective in this compulsory change caused
by the coronavirus in terms of normative CTC (Kim et al., 2021). Besides, when the
individual tests were reviewed, one of the six predictor variables was statistically
significant. The cognitive RFC is the only significant individual test from the
attitude block. This, like previous research on the normative CTC (Allen & Meyer,
1996; Bouckenooghe et al., 2014), may be interpreted as teachers' positive belief in
change because although they feel that it is responsibility to implement the change,
they are also aware of the benefits that the change will provide them, such as
technological literacy skills. All teachers, whether they have technological literacy
skills or not, have learned new programs to conduct online classes, such as Zoom,
and Google Classroom, during the coronavirus pandemic (Basaran et al., 2020);

therefore, they have the skills to adapt to today's technology age.

Additionally, regarding three blocks involving predictor variables (block 3 for
attitude, block 4 for perceived norm, and block 5 for change efficacy) are
statistically significant, the results of the "continuance™ CTC hierarchical regression
analysis answered the third research question as 'The IMBP components, which are
attitude, perceived norm, and self-efficacy, predict the "continuance"” dimension of
CTC.' That is, each block of predictor variables is statistically significant. All
predictor variable blocks contributed to the continuance CTC, and the total variance
of the continuance CTC is 4%. Although all predictor variables appear to contribute
to the continuance CTC, the variation in the change efficacy block is less than 0.1
%, which is incredibly low. This is an interesting finding because continuance CTC
is defined as promoting change by raising awareness of the consequences of failure.
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That is, the person works for the success of the change because fear of loss drives
them. Contrary to this finding, however, in order to make the change successful, the
person must feel competent and have a belief that they will succeed (Bandura, 1986;
Cho & Yzer, 2012; Fishbein & Ajzen, 2010; Klein & Sorra, 1996). Nevertheless,
the fact that the change efficacy did not contribute to the study at a high rate may
also indicate that the teachers participating in the study have sufficient competence
in the change. Further, one of the six predictor variables was discovered to be
statistically significant when the individual tests were examined. The emotional
RFC is the only significant individual test from the attitude block. In accordance
with an earlier study on the continuance CTC (Allen & Meyer, 1996; Cunningham,
2006; Herscovitch & Meyer, 2002; Ramos-Macdes & Roman-Portas, 2022), this can
be interpreted as teachers are concerned about the change that has occurred. Since
the continuance CTC is known as the fear of loss, it is usual for the emotional RFC

to come into prominence.

When the results of the hierarchical regression analysis of the 3 criterion variables
are evaluated together, in line with other studies (Cimili-Gok & Ozgetin, 2021; Foks,
2015; Sezgin, 2010; Toprak & Aydin, 2015), as variance sizes are ordered from
most significant to most minor in this study, the affective CTC takes the first place
with 40%, followed by the normative CTC with 6%, and the continuance CTC with
4%. As evidenced by the findings, affective CTC displayed the greatest variance.
This can be explained as emotional factors play a significant influence in
organizations (Morin et al., 2015). In accordance with that, it has been observed that
teachers establish an emotional bond with their job and colleagues. As previously
stated, an individual's positive emotional attachment and commitment to change is
called affective CTC (Herscovitch & Meyer, 2002), which explains the high
variance of the model. On the contrary, the normative CTC is the level of the
psychological state towards change and the psychological degree of commitment to
change (Herscovitch & Meyer, 2002). That is, it has been seen that it is related to
the sense of responsibility rather than an emotional indicator. If a teacher exhibits
behavior arising from a high degree of normative commitment during change, it is
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because the change should be completed successfully (Bouckenooghe et al., 2014).
In addition, affective CTC and normative CTC had a positive correlation
(Cunningham, 2006; Jaros, 2010; Neves, 2011; Raeder & Bokova, 2019). In other
words, as teachers become emotionally committed to change, they feel it is their
responsibility to bring about that change. Furthermore, continuance CTC is centered
upon emotional factors because there are some costs to resisting implementing
change (Herscovitch & Meyer, 2002), and these costs impact on individuals’
feelings (Jaros, 2010). Teachers may commit to the change because they consider
the high cost of losing organizational membership (Foks, 2015). To illustrate, (1)
economic costs — if a teacher fails to implement the change, they may lose their job,
or (2) social costs — if a teacher opposes the change, they may be ostracized by their
colleagues who accept the change. Moreover, there was a negative correlation
between affective CTC and continuance CTC (Cunningham, 2006; Neves, 2011,
Raeder & Bokova, 2019). That is, teachers who are emotionally committed to
change are got rid of the concern that the change will fail — in other words, the fear
of loss. In brief, affective and normative CTC express positive emotions to

individuals, as they reflect individuals' "free" choice to implement change.
Continuance refers to neutral or negative emotions in individuals, as CTC reflects a
"forced" to a change due to the high costs of resisting change (Herscovitch & Meyer,

2002; Jaros, 2010).

Besides, the individual tests of the perceived norm, which are support culture and
success culture, in all three CTC models resulted in statistically not significant.
Moreover, there is a high correlation between support culture and success culture.
This reveals that support culture and success culture are vastly correlated and that
none of them explains a significant amount of unique variance in the three
dimensions of CTC. This means that support culture and success culture must be
included in the study as one dimension. The perceived norm scale (school culture
scale) developed by Terzi (2005) used in this study was also used in another study.

In accordance with this study, similar results were obtained from the study of
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Yildirim (2019). Since both support culture and success culture measure similar

subjects, it is included in that study as a single dimension (Y1ldirim, 2019).
5.2 Implications for Theory and Practice

Like the rest of the world, the Turkish education system (TES) has changed due to
pandemic circumstances. The commitment of teachers, who are the practitioners of
change, might be recommended as a factor that may influence the success of the
change. Hence, the findings of the study have substantial practical consequences

since they demonstrate teachers’ CTC and its relationships with the IMBP.

Considering the CTC in general terms, "the glue that provides the vital bond
between people and change goals™” (Conner, 1993, p. 147). In searching for what this
glue is, it is observed that there are several motivations why people support change
(Herscovitch and Meyer, 2002). Some people have committed to organizational
change because they love their job or the organization's aims coincide with their
own; therefore, they participate in the change. Some people show CTC because their
organizations obligated them. On the other hand, some people may be concerned
about what they may lose if they resist the change (Allen & Meyer, 1990). In the
literature, it is given some of the factors influencing the commitment to
organizational change: organizational culture (Cimili-Gok & Ozgetin, 2021; Fedor
et al., 2006; Lim et al., 2021, Sezgin, 2010; Yildirim, 2019), relationship with the
manager (Lim et al., 2021; Neves, 2011), job motivation (Lim et al., 2021), change-
related self-efficacy (Chen et al., 2001; Giovanita & Mangundjaya, 2017; Fatima et
al., 2020; Neubert & Cady, 2001; Neves, 2011; van Vuuren et al., 2008), RFC
(Thien, 2019), attitudes toward change (Anggraeni, 2020), leadership (Giovanita &
Mangundjaya, 2017; Guerrero et al., 2018; Kim et al., 2021; Liu, 2020; Ramos-
Macaes & Roman-Portas, 2022; Yu et al., 2002), turnover intentions (Choi & Kwon,
2009; Cunningham, 2006). Commitment to change can also be measured by
combining the above factors other than those used in this study. This study examined
attitudes toward change, organizational culture, and change efficacy, among the

variables influencing CTC. Moreover, this study adopted the CTC model developed
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by Herscovitch and Meyer in 2002 to measure teachers' CTC. Besides, Commitment
to change can be observed both as an attitude and as a behavior. In this study, it is
considered an attitude, as seen from the definition and CTC scale sample items.
Attitude could lead to a change in a commitment without corresponding changes in
behavior. On the other hand, changes in commitment can result from both behavior
and attitude (Werner et al., 1995).

This study assists the principal and MoNE identify teachers' behaviors that hinder
and motivate the change process in a school. Based on these results, practical
implications can be drawn for schools for the change to be successful. The results
showed that affective CTC had the highest variance in teachers' CTC. Therefore,
teachers' affective CTC is important because their CTC is identified by their
emotional factors. Accordingly, from a general perspective, it is crucial for teachers
to be appreciated by the principal for their work (Bahadur Bhujel, 2021; De Castro
& Jimenez, 2022) and to get their opinion on the change (Thornburg & Mungali,
2011; Van Bodegraven, 2015) to increase their CTC during the change. When
examined thoroughly, it is found that the dimensions of the predictor variables
influencing the affective CTC are cognitive RFC, intentional RFC, and change
efficacy. Hence, it should be considered when applying an organizational change in
the TES is the positive belief of the teachers in a change process (cognitive RFC),
their purpose of acting on the change (intentional RFC), and their level of knowledge
and ability about the change (change efficacy). Since cognitive RFC has the most
influence on affective CTC, it can be interpreted that most teachers are less likely to
be committed to change when they do not have a strong belief that change would be
successful (Morin et al., 2015). In the case of change, school principals must
consider teachers' belief in change, their purpose in acting for change, and their
needs for information about the change. In general, for implementing the change
successfully, MoNE needs to develop teachers' perspectives on change, give them a
purpose to implement change, and increase their level of knowledge about change.
Especially considering self-efficacy, teachers' self-efficacy regarding change can be
increased with seminars organized by MoNE. However, these seminars that will be
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held should address definitely the change and should be specific to this topic. For
example, the seminar should include the following topics; how teachers can increase
their communication skills during change, how they can be involved in the change

process, how they can take a role in the implementation of change, etc.

Furthermore, this study offers theoretical implications in addition to the practical
implications indicated above. Considering that IMBP is a theory developed in the
field of psychology, which is a behavioral science, its use in the field of education
has made this study an interdisciplinary study. This study is the first in the literature
in terms of explaining teachers' CTC with the IMBP. This study contributed to the
literature, especially Turkish literature, in the fields of education and psychology.

5.3 Recommendations for Future Research

Notwithstanding the interesting findings of the study, the findings should be taken
in light of the following limitations, which result in recommendations for further

research.

First of all, the most significant limitation of this study is that all organizational
changes are different (Beycioglu & Kondakg¢i, 2020), and also, individuals
experience the change process very differently. Teachers have all gone through
various changes that have experienced a major impact during the coronavirus
pandemic (Kumar et al., 2021). Considering that everyone has different experiences
with this major change, it can be thought that this change has extremely personal
outcomes. Therefore, the findings of this study are difficult to generalize. The only
common point among teachers is that they all have got through a major change;
apart from that, their schools, cities live in, etc., are different. In addition to that, the
participants of this study were contacted via links shared on social media platforms,
such as Instagram, Facebook, etc., that members of the target population would
come across. Therefore, teachers accessed the scale through a link. On the other
hand, other teachers were unable to participate since they did not encounter the scale

link. As aresult of the exclusion of some teachers who did not come across the scale
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link, coverage bias may have occurred. As a result, this study's findings should not
be generalized to the population represented by the sample because they may not be
suitable for other samples. To avoid these limitations, future studies can focus on

teachers from a single school that has undergone the same organizational change.

Secondly, although the school culture block gave statistically significant results,
support culture and success culture did not give significant values in all three CTC
analyses as a result of individual tests. It is thought that this is because it measures
similar cultural characteristics in two dimensions. In the version of the scale used in
this study, used in another study, these two dimensions were taken as a single
dimension (Yildirim, 2019). Therefore, taking these two dimensions as a single
dimension in studies that will use the perceived norm scale (school culture scale)

developed by Terzi (2005) will prevent roughness in the results of the study.

Furthermore, the study sample was limited to public schools. Private schools may
be included in further research because they have greater facilities and opportunities
in Turkey; that is why they have different organizational cultures (Yavuz & Yilmaz,
2012). Since school culture affects the teachers' CTC, the study results may have

different consequences when private schools are involved.

Finally, as a result of the regression analyses, all predictor variables (attitude,
perceived norm, and self-efficacy) gave statistically significant results.
Nevertheless, all three CTC variances, particularly the two lowest normative CTC
(6%) and continuance CTC (4%) did not yield very high results and failed to explain
the model highly. This may be because novice teachers were included in the study,
as many studies have highlighted that novice teacher will have negative attitudes
toward change because they are new to the school (Bentea, 2013; Cimili-Gok &
Ozgetin, 2021; Kondakg1 et al., 2015) and therefore, have low levels of CTC. Hence,
removing novice teachers from the sample may provide better results in future
studies. Besides, if teachers participate in the decision-making process during the
change (Ceylan et al., 2021), their normative commitment to change can be higher

in variance.
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I. TURKISH SUMMARY / TURKCE OZET

1. GIRIS

Giiniimiiz diinyasinda her sey degisiyor. Antik Yunan Filozofu Herakleitos, "Her
sey degisir. Degismeyen tek sey degisimdir" demistir. Ozellikle koronaviriis
pandemisi basladigindan beri insanlarin hayati her yonden degisti. Artik insanlar
miimkiin oldugunca tiim islerini evden halletmeye c¢alisiyorlar ve arkadaslariyla,
meslektaglariyla hatta aileleriyle fazla iletisim kuramiyorlar. Bu nedenle bu degisim
her biiyiikliikteki organizasyonda orgiitsel de§isime yol a¢maktadir. Degisim
baskilar1 hem organizasyonun i¢inden hem de disindan gelir. Organizasyondaki
degisimin dinamikleri géz oniine alindiginda, organizasyonlarin degigsmesine neden
olan ¢esitli dis faktorler olabilir. Degisim ihtiyaci, tiim orgiitsel degisimin 6zlinde
dahili proseddrleri igerir. Bir organizasyon hayatta kalabilmek i¢in bu baskilarin
oniine gegcmelidir (Polyzoi vd., 2003).

Bu calisma, Biitiinlestirici Davranigsal Tahmin Modelini (BDTM) kullanarak
ogretmenlerin degisime bagliliklarini (DB) inceleyecektir. BDTM, uzun yillar siiren
caligmalarin sonucunda Fishbein ve Ajzen (2010) tarafindan son halini almistir.
BDTM, davranigin niyetler altinda gerceklestirildigini destekler. Modelde niyet,
kisinin tutumu, algilanan normu ve 6z yeterliliginin bir sonucu olarak olusur. Niyet
basamagi ihmal edilerek davranisin dogrudan sergilendigi diisiiniiliirse, davranisi
belirleyen {i¢ faktdr vardir: tutum, algilanan norm ve 6z-yeterlik. Bunun yani sira,
DB'yi etkileyen faktorlerden bazilari degisime karsi tutum (Irfan vd., 2021),
organizasyon kiiltiirii (Lim vd., 2021; Raeder ve Bokova, 2019) ve degisimle ilgili
0z yeterliliktir (Wanberg ve Banas, 2000). Bu nedenle bir kisinin DB'si BDTM ile
aciklanabilir, ¢linkii DB ve BDTM'nin tutum, algilanan norm ve o&z-yeterlik

bilesenleri temsil ettikleri anlamlar agisindan benzerdir.
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BDTM gelistirildiginde, ilk olarak saglhik bakimi ve saghgin tesviki ve
gelistirilmesinde kullanilmistir  (Fishbein, 2000). Bu model, davranislarini
degistirmesi gereken saglik sorunlari olan kisiler iizerinde test edilmistir (Fishbein
ve Yzer, 2003). Bunedenle sigara igen kisilere sigaray1 birakmalarini saglamak i¢in
uygulanmistir. Yani, davranig degisikligini 6lgmek icin BDTM kullanilmistir. Baska
bir deyisle, degisimin Ol¢lilmesi BDTM'in yapisina uygundur. Ayrica baglilik,
niyetin ¢ok gucli bir gostergesidir (Jimmieson vd., 2009; Robbins ve Barnwell,
1994). BDTM'de davranigs niyetle ortaya ¢iktigindan, degisim baglaminda
diistintildiglinde BDTM ile baghilig1 analiz etmek miimkiindiir. Bu nedenle, bu
calismada BDTM'yi kullanmak, 6gretmenlerin DB'sini 6lgmek icin ideal bir
cercevedir. Ogretmenlerin DB'si BDTM tarafindan agiklandig1 icin, caligmanin

degiskenleri DB, tutum, algilanan norm ve 6z-yeterliktir.
1.1 Calismanin Amaci

BDTM'yi kuramsallagtiran bu ¢alismanin amaci, Turkiye'deki devlet okulu
ogretmenlerinin bakis acistyla tutum, algilanan norm, 6z-yeterlik ve DB arasindaki
iliskiyi arastirmaktir. Bu c¢alismanin bulgular1 ve sonuglari, BDTM'nin
bilesenlerinin, 6gretmenlerin BDTM'yi kullanarak egitimsel degisime olan baglilig
ile ilgili olabilecegini ortaya koymaktadir. Daha 6nce belirtildigi gibi, BDTM saglik
bakimi ve sagligm tesviki ve gelistirilmesi amaciyla olusturulmustur. Saglik
alanindaki bir¢ok caligma bu modeli kullanmaktadir ( Bleakley vd., 2011; Fishbein
ve Yzer, 2003; Robbins ve Niederdeppe , 2014; Tsochas vd., 2013). Bu calismalar,
aligkanliklarin1  degistirmeye c¢alisan saglik sorunlari olan gruplar iizerinde
yapilmistir. Bu model, 6gretmenlerin degisime olan baghligini incelemek i¢in
olusturulmasa da modelin davranis degisikligi temeli umut vericidir. Literatiirde
ogretmenlerin teknoloji kullanimi (Admiraal vd., 2013; Kreijns vd., 2013;
Vermeulen vd., 2014) ve 6gretmen egitimi (Danter , 2005) ile ilgili literatiirde
BDTM'yi kullanan birka¢ ¢alisma bulunmaktadir. En Onemlisi, literatiirde
korelasyonel ¢aligma kullanilarak 6gretmenlerin BDTM ile davraniglarini agiklayan

bircok calisma varken (Kreijns vd., 2014; Vermeulen vd., 2014), bunlarin higbiri
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ogretmenlerin 6zellikle Tiirk okullar1 baglaminda BDTM'yi kullanarak degisime
baghliklarin1 6lgmemektedir. Bu nedenle bu calisma 6zglin bir Ornektir ve
literatiirdeki boslugu doldurmaktadir. Bu ¢alismanin literatiire katkis1 kisaca; (1)
pandemi sirasinda 6gretmenlerin bagliligi, (2) BDTM ile baglilik arasindaki iliski
ve (3) ogretmenlerin BDTM ile davranislarinin agiklanmasi. Sonug¢ olarak, bu
calisma, koronaviriis pandemisi sirasinda 6gretmenlerin DB'sini anlamak i¢in acgik

ve biitiinsel bir bakis acis1 saglamay1 amaglamaktadir.

Degisken adlarinda okul baglaminda arastirmanin igerigine uygun olarak bazi
degisiklikler yapilmistir. Bunu yapmak i¢in, bu ¢alismada, (1) tutum, 6gretmenlerin
degisime yonelik tutumunu, (2) algilanan norm, okul kiiltiiriinii ve (3) 6z-yeterlik,
ogretmenlerin 6z yeterliligini temsil etmektedir. Buna gore, bu ¢aligmanin 6lgut
degiskeni Ogretmenlerin egitimsel degisime bagllik diizeyidir. Bu c¢alismanin
yvordayict degiskenleri 6gretmenlerin degisime yonelik tutumlari, degisen ¢evrede
okul kiiltiirii ve 6gretmenlerin 6z-yeterlikleridir. Bu nedenle, bu ¢alisma asagidaki

aragtirma sorusuna cevap verecektir:

Ogretmenlerin degisime yonelik tutumlar, okul kiiltiirii ve 6gretmenlerin 6z-

yeterlikleri ve degisime bagliliklar1 arasindaki iliski nedir?
Buna gore, bu soru daha spesifik olarak ele alinirsa:

S 1: Tutum, algilanan norm ve 6z yeterlilik olan BDTM bilesenleri ile degisime

bagliligin “duygusal” boyutu arasinda anlamli bir pozitif iliski var m1?

S 2: Tutum, algilanan norm ve 6z yeterlilik olan BDTM bilesenleri ile degisime

bagliligin "normatif" boyutu arasinda anlamli bir pozitif iligki var m1?

S 3: Tutum, algilanan norm ve 6z yeterlilik olan BDTM bilesenleri ile degisime

bagliligin “devam” boyutu arasinda anlamli bir pozitif iligki var m1?
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1.2 Cahsmanm Onemi

Bu ¢alisma teoriye, uygulamaya ve arastirmaya katki saglamaktadir. Bu caligma,
ozellikle egitim alaninda DB'yi BDTM agisindan inceleyen ender caligmalardan
biridir; dolayisiyla bu caligma alana teorik bir katki saglamaktadir. Bu yaklasim,
'degisime baglilik' literatiiriine bir katkidir ¢iinkii literatiirde BDTM'yi bir gerceve
olarak kullanan bunun gibi baska bir ¢alisma yoktur. Ote yandan, BDTM'in
cerceve olarak kullanilmasi model i¢in bir testtir. Diger bir deyisle saglik alaninda
gelistirilen bir modelin egitim yonetiminde uygulanmasi da model i¢in gegerlilik

testidir.

Bu ¢alisma teorik 6neminin yan1 sira uygulamaya da énemli katkilar saglamistir.
Elde edilen bulgular sonucunda, degisimin basarili olabilmesi i¢in degisim sirasinda
ogretmenlere nasil yaklasmasi gerektigi ortaya konacaktir. Ornegin, calismanin
sonuglari “duygusal” DB'nin 6gretmenler {izerinde daha fazla etkiye sahip oldugunu
gostermekte, islerini sevdikleri i¢in degisimi destekledikleri sonucuna
varilmaktadir. Bu nedenle degisim sirasinda 6gretmenlerin destegini almak igin is
yiikii azaltilabilir veya maaslar1 arttirilarak isini sevmeleri saglanabilir. Islerini
sevdikleri i¢in kendilerini degisime daha ¢ok adarlar ve degisim basar1 ile

sonuclanabilir.

Son olarak, ¢alismanin DB lizerine arastirmalar i¢in ¢ikarimlari vardir. Bu ¢alisma,
duygusal DB'nin normatif DB ile pozitif, devamlilik DB ile negatif korelasyon
gosterdigini  gosteren bulgular1 agisindan DB literatiiriinii  desteklemistir
(Cunningham, 2006; Raeder & Bokova, 2019). Ayrica, bu ¢calisma BDTM ile ilgili

literatiire ve 6gretmenlerin egitimsel degisime bakis agilarina katkida bulunmustur.
2. YONTEM
2.1 Cahismanin Tasarimi

Bu aragtirma iligkisel bir arastirma olarak tasarlanmistir. Caligma, dgretmenlerin

DB'si ile BDTM'nin niyet bilesenleri arasindaki iliskileri arastirmistir. Yani tutum
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(6gretmenlerin degisime yonelik tutumu), algilanan norm (okul kiiltiirii), 6zyeterlik
(6gretmenlerin degisim oOzyeterligi) ve oOgretmenlerin DB'si arasindaki iligki
incelenmistir. Bu ¢aligmanin yordayici degiskenleri 6gretmenlerin degisime yonelik
tutumlari, okul kiiltiirii ve 6gretmenlerin degisim 6z-yeterligi iken, Ol¢iit degiskeni

ogretmenlerin DB'sidir.

Fraenkel, Wallen ve Hyun'a (2019) gore, korelasyonel analiz teknikleri ¢oklu
regresyon, faktor analizi, yol analizi ve yapisal modelleme gibi sayisiz tiirde
siniflandiriimaktadir. Ote yandan, c¢oklu regresyon, arastirmacilarin bir 6lgiit
degiskeni ile iki veya daha fazla Ongoriicii degiskenin ideal kombinasyonu
arasindaki iligkiyi kesfetmesine olanak taniyan bir teknik oldugu i¢in bu ¢calisma i¢in

uygundur.
2.2 Ornekleme Prosediirii ve Katihmeilarin Demografik Ozellikleri

Bu ¢alismanin hedef kitlesi ilk basta Tiirkiye'nin Ankara ilindeki K-12'deki devlet
okulu &gretmenleridir. Orneklem toplama ydntemi olarak tesadiifi olmayan
ornekleme yontemlerinden yiiz ylize kolayda 6rnekleme yontemiyle verilerin
toplanmasi amaglanmistir. Kolayda Ornekleme yonteminin tercih edilmesinin

nedeni, bu yontemle veri toplamanin daha kolay oldugundandir.

Tablo 3.1'de goriildigii gibi okullarin 6zellikleri, katilimcilardan elde edilen
bilgilerden ayr1 olarak belirlenmistir. Buna gore arastirmaya katilan 6gretmenler
142 (%22,1) ilkokul 6gretmeni, 253 (%39,4) ortaokul 6gretmeni ve 247 (%38,5) lise
Ogretmenidir. Aragtirmaya katilan Ogretmenlerin okuldaki Ogretmen sayilari
farklilik gostermekle birlikte bir okulda en az 10, en fazla 350 O§gretmen
bulunmaktadir (Ort.=43.80, SS =29.06). Ayn1 zamanda okullardaki 6grenci sayilari
da degismektedir. Bir okulda en az 97 6grenci bulunurken bu say1 maksimum 2500

ogrenciye kadar ¢gitkmaktadir (Ort.= 684.21 , SS =475.77).

Katilimcilarin genel demografik bilgileri Tablo 3.2'de verilmistir. Arastirmaya
katilanlarin ¢ogu kadindir (%79,3). ilkokul (Ort. = 35,0, SS = 6.6), ortaokul (Ort. =

33.7,SS =5.4) ve lise (Ort. = 34.8, SS = 6.1) kademelerinden katilan 6gretmenlerin
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yas ortalamalar1 kendi aralarinda benzer iken, her okul kademesi toplamina benzer
(Ort. =34.5,SS=6.0), Ayrica 6gretmenlerin yas araliginin 23 ile 64 arasinda oldugu
goriilmiistiir. Katilimcilarin, agirlikli olarak ilkokul diizeyinde (Ort. = 11.2, SS =
6.1), daha sonra lise diizeyinde (Ort. = 9.8, SS = 5.3) ve en diisiik oldugu ortaokul
dizeyinde (Ort. = 10.2, SS = 6.3) calistiklar1 goriilmiistiir. Ogretmenlerin gorev
durumlarina bakildiginda 642 6gretmenin 27'sinin (%4,2) sozlesmeli 6Zretmen,
565'inin (%88,0) 6gretmen ve 50'sinin (%7,8) sozlesmeli 6gretmen oldugu gorildii.
Ayrica 6gretmenlere idari gorevleri olup olmadigi soruldugunda 642 6gretmenden
20'sinin (%3,1) miidiir, 70'inin (%10,9) miidiir yardimcisit oldugu ve 552'sinin
(%86,0) idari gorevde bulunmadigr goriilmistiir. Ayrica katilmcilarin medeni
durumlar1 incelendiginde 642 Ogretmenden 103'liniin (%16,0) bekar, 23'liniin

(%3,6) evli ve 516'sinin (%80,4) bosanmis oldugu gorilmiistiir.
2.3 Veri Toplama Proseduri

Veri toplama siirecine baglamadan once , Olgekleri kullanmak igin 0Olgek
gelistiricilerinden ve katilimcilara 6lgegi uygulamak i¢in Orta Dogu Teknik
Universitesi Insan Denekleri Etik Kurulu'ndan gerekli izinler almmustir. Olgegin
cevrimi¢i versiyonu, Orta Dogu Teknik Universitesi tarafindan lisansiistii
ogrencilere saglanan ¢evrimigi bir 6l¢ek aract olan LimeSurvey ile olusturulmustur.
Cevrimigi Olgek, onam formuyla birlikte alt1 boliimden olusur ve LimeSurvey
tarafindan saglanan bir baglanti aracihifiyla erisilebilir. Olgek, onam formu
doldurulmadan baglamamaktadir; bu nedenle tiim katilimcilar arastirmaya goniillii
olarak katildiklarm1 ve bilgilendirilmis onam formunu onayladiklarint beyan
etmiglerdir (bkz. Ek B). Daha sonra katilimcinin demografik bilgilerinin yer aldigi
boliim bulunmaktadir (bkz. Ek G). Bu boliimde katilimcilar kendileri ile ilgili 11
maddeyi yamitlamiglardir. Calisma icin gerekli ve eksiksiz olmasi gereken
demografik bilgiler boliimiindeki tim maddeler de zorunlu olacak sekilde
ayarlanmistir. Daha sonra katilmcilar sirastyla Tutum Olgegi, Algilanan Norm
Olgegi, Oz-yeterlik Olgegi ve Degisime Baghlik Olgegini doldurarak &lgegi

tamamlamigslardir. Online 6lgek Instagram ve 6gretmen Facebook gruplarinda link
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araciligiyla paylasilmistir ve veri toplama 2021-2022 egitim-6gretim yilinin bahar
donemi olan Nisan 2022'de ti¢ hafta stirmiistiir. Toplanan tiim veriler anonim olarak
saklanmistir. Katilimcilar istedikleri zaman Olgekten c¢ikabilmislerdir. Ayrica
Olcegin toplam 57 maddeden olugmasi nedeniyle katilimcilarin 6lgegi tamamlamasi

icin 25 dakikanin yeterli olacagi belirtilmistir.
2.4 Veri Toplama Aracglan
2.4.1 Tutum Olgegi

Bu c¢alismanin yordayicit degiskenlerinden olan 6gretmenlerin degisime yonelik
tutumlarin1 (BDTM'de tutum) 6lgmek icin Kondake1, Zayim ve Caliskan tarafindan
2013 y1linda gelistirilen Degisime Hazir Olma Olgegi kullanilmistir. Degisime karst
tutum ve degisime hazir olma (DHO) benzer kavramlar oldugundan, tutumu 6l¢gmek
icin degisime hazirlik 6lgegi kullanmanin bir sakincasi yoktur. Bu arag, hazirligi
bireysel diizeyde Olger, ¢iinkii degisim faaliyetleri kuruluslar i¢indeki bireyler
tarafindan baslatilir ve yiiriitiiliir. Olgekte 5'li Likert tipi 12 madde bulunmaktadir.

2.4.2 Algilanan Norm Olcegi

Bu c¢alismanimn bir diger yordayici degiskeni olan algilanan norm, bu caligmada
Algilanan Norm Olgegi olarak adlandirilan Okul Kiiltiirii Olgegi'nin iki boyutu ile
olciilmiistiir. 2005 y1linda Terzi tarafindan gelistirilen Okul Kiiltiirii Olgegi orijinal
olarak 4 boyut ve 29 maddeden olugsmakta olup 5'li Likert tipi bir 6lgektir. Bu dort
boyut destek, biirokratik, basar1 ve gorevdir. Arastirmada bu boyutlar islevsel

oldugu i¢in arastirmaci bu ¢alisma i¢in destek ve basar1 boyutlarini segmistir.
2.4.3 Oz-yeterlik Olgegi

Bu calismada 06z-yeterlik Olgegi olarak adlandirilan degisim sirasindaki 6z-
yeterlikleri (BDTM'de 6z-yeterlik), Holt, Armenakis , Feild ve Harris (2007a)
tarafindan gelistirilmis ve Caligkan (2019) tarafindan Tirkg¢eye uyarlanmistir .
Olgegin uyarlanmis hali, 5'1i Likert 6lcegi ile dort boyut ve 25 maddeden
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olusmaktadir. Orgiitsel degisime hazirlik dlgeginin dort boyutu vardir: uygunluk,
yonetim destegi, kisisel degerlik ve degisim yeterliligi. Bu calismada 6gretmenlerin
degisim Oz-yeterlikleri Olglildiigii i¢in arastirmaci tarafindan sadece degisim

yeterliligi boyutunun kullanilmasina karar verilmistir.
2.4.4 Degisime Baghlik Olcegi

Bu caligmanin 6lgiit degiskeni, Herscovitch ve Meyer (2002) tarafindan olusturulan
ve Toprak ve Aydin (2015) tarafindan Tiirk¢eye uyarlanan Degisime Baglilik Olgegi
ile olgiilen Ogretmenlerin DB'sidir (BDTM'deki niyet). Olgegin Tiirkceye
uyarlanmis versiyonu, 5'li Likert 6l¢egi ile iic boyut ve 16 madde igermektedir. DB
aracinin boyutlar1 duyussal (1-6 madde), normatif (7-11 madde) ve devam (12-16
madde) seklindedir.

2.5 Veri Analizi

Analiz siirecinde arastirmaci eksik veri kontroliinii ve veri temizligini yapmustir.
DFA'daki hata kovaryanslari i¢in modifikasyon indeks sonuglari elde edilebilmesi
icin 40 katilimcidan alinan veriler ¢alismadan ¢ikarilmistir. Daha sonra, veri analizi
icin hem tanimlayic istatistikler hem de ¢ikarimsal istatistikler kullanilmistir. Veri
analizi, en son siirim olan IBM SPSS Statistics 28.0.0 yardimi ile yapilmistir.
Birincil analizler yapilmadan once, katilimcilara en son siiriim olan IBM SPSS
AMOS 26.0 Yazilhim Paketi ile uygulanan 6l¢egin faktor yapisini belirlemek icin
Dogrulayic1 Faktdr Analizi (DFA) yapilmistir. Olgiit degiskeninin {i¢ boyutunun
(degisime baglilik) ii¢ yordayici degisken (tutum, algilanan normlar ve 6z-yeterlik)
tarafindan nasil tahmin edilebilecegini incelemek icin calismada ii¢ hiyerarsik
regresyon analizi kullanilmistir. Sonug olarak, Tip I hata oranindan kaginmak i¢in
anlamlilik diizeyi (o) yeniden diizenlenerek kritik olan .017, alfa diizeyi iice

boliinerek (.05/3 =.017) belirlenmistir (Field, 2017).
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3. SONUCLAR

Bu c¢alismadaki siirekli degiskenler icin ortalamalar, standart sapmalar ve iKi
degiskenli korelasyonlar degerlendirildi. Tablo 4.1, bu ¢alismada incelenen siirekli
degiskenlerin ortalamalarimi ve standart sapmalarmi gostermektedir. Tabloda
goriildiigii gibi 6gretmenlerin yas ortalamasi 34'tiir (Ort. = 34.45 , SS = 5.98).
Orneklemdeki dgretmenlerin yaklasik on yillik deneyimi vardir (Ort. = 10.26 , SS =
5.86). Ortalama 6gretmen biiytikliigi 43 (Ort. = 43.80, SS = 29.07) iken, ortalama
ogrenci biiylikligi 684 (Ort. = 684.21 , SS = 475.77) idi. Biligsel boyut (Ort. = 4.09,
SS = .83), DHO boyutlar1 arasinda en yiiksek ortalamaya sahipti. Ardindan, kiiciik
bir farkla sirasiyla niyetsel DHO (Ort. = 3.99, SS = .76) ve duygusal DHO (Ort. =
3.98, SS = .97) izledi. Okul kiiltiirii boyutlar1 i¢in basari kiiltiiriiniin ortalamasi (Ort.
=3.52, SS =.92)) destek kiiltiirii ortalamasindan (Ort. = 3.39 , SS = .90) yuksektir.
Degisim etkinligi a¢isindan, ortalama puani 4.18'dir (Ort. = 4.18, SS = .63).
Duygusal DB (Ort. = 3.69 , SS = 1.05), normatif DB (Ort. = 2.95 , SS = .69) ve
streklilik DB (Ort. = 2.86 , SS = .51) i¢in ortalama puanlar en yiiksekten en diisiige

siralanabilir.

Bu calismanin degiskenleri arasinda iligkilerin olup olmadigini belirlemek igin
¢oklu regresyon analizi kullanilmistir. Bu ¢alismada, ¢oklu regresyon analizi
tiirlerinden biri olan hiyerarsik ¢oklu regresyon kullanilmistir. Bu ¢alismada 6lgiit
degiskeni, duygusal DB, normatif DB ve devam DB olarak siniflandirilan degisime
baghliktir (DB). Diger tiim degiskenler yordayici degiskenlerdir (6rnegin,
demografik degiskenler, DHO boyutlari, okul kiiltiirii boyutlar1, degisim etkinligi).
Calismanin birden fazla hiyerarsik ¢oklu regresyon analizi igermesi nedeniyle bu
calismada Bonferroni diizeltmesine ihtiyag duyulmustur. Bonferroni diizeltmesi,
cesitli bagimli veya bagimsiz istatistiksel testler ayn1 anda tek bir veri seti tizerinde
calistirildiginda, anlamlilik diizeyi olarak da bilinen p degerlerinin bir
diizenlemesidir. Bonferroni diizeltmesini belirlemek icin , yapilan istatistiksel

testlerin sayisina boliinerek .05 kritik 6nem diizeyi diizenlenmistir. Boylece ii¢ ayr1

142



hiyerarsik ¢oklu regresyon analizi yapildigindan Bonferroni diizeltmesi ile

anlamlilik diizeyi .017 (.05/3) olarak belirlenmistir (Armstrong, 2014).

Hiyerarsik coklu regresyon analizleri yapilmadan once artiklarin normalligi, es
varyanslilig1 ve dogrusalligi, hatalarin bagimsizligi, ¢oklu dogrusalligin yoklugu ve
etkili gézlemler gibi varsayimlar test edilmistir. Bu ¢alisma sonuglarini etkileyecek

herhangi bir aykir1 deger yoktu.

Duyussal DB i¢in genel modelin anlamli olup olmadigi belirlenmistir. Bunun igin F
ve p hesaplandi. Genel model anlamhidir (F (11,630) = 37.38, p <.017). Bu, BDTM
bilesenlerinin (biligsel DHO, duygusal DHO, niyetsel DHO, destek kiiltiirii, basar1
kiiltiirti ve degisim etkinligi) okul demografisi degiskenleri, 6gretmen demografisi
degiskenleri ve beklenti diizeyini kontrol ettikten sonra "duygusal" DB'yi 6nemli
olglide 6ngdrdiigli anlamina gelir. Ayrica en iyi yordayiciy1 belirlemek i¢in Tablo
4.9'da gosterildigi gibi sr ? incelenmistir. Bu nedenle biligsel DHO, duyussal boyutu

tahmin etmenin en dikkate deger ve anlamli yordayicisidir.

Normatif DB igin genel model anlamhdir (F (11,630) = 3.47, p < .017). Okul
demografisi, 6gretmen demografisi ve BDTM bilesenlerinin beklenti diizeyini
kontrol ettikten sonra, BDTM bilesenlerinin (biligsel DHO, duygusal DHO, niyetsel
DHO, destek kiiltiirti, bagar1 kiiltiirii ve degisim etkinligi) "normatif" DB’yi énemli
Olciide yordadigini gosterir. Ek olarak, Tablo 4.10'da gosterildigi gibi en iyi tahmin
ediciyi bulmak icin sr? incelenmistir. Bu nedenle, normatif boyutu tahmin etmek

icin en goze ¢arpan ve anlamli yordayici biligsel DHO'dir.

Devamlilik DB'si i¢in genel model anlamlidir (F (11,630) = 2.38, p <.017). BDTM
bilesenlerinin (bilissel DHO, duygusal DHO, niyetsel DHO, destek kiiltiirti, basar1
kiiltiirti ve degisim etkinligi), okul demografisi, 6gretmen demografisi ve BDTM
bilesenlerinin beklenti diizeyi i¢in kontrol edildikten sonra "devam eden" DB'yi
onemli olgiide Ongordiigiinii gostermektedir. . Ek olarak, sr 2, Tablo 4.11'de
gosterildigi gibi en iyi tahmin ediciyi belirlemek icin test edildi. Bu nedenle,

duygusal DHO, devam boyutunda en belirgin ve en gii¢lii yordayicidir.
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4. TARTISMA
4.1 Sonuclarin Tartisilmasi

3 Olglit degiskenin hiyerarsik regresyon analizi sonuglar1  birlikte
degerlendirildiginde, diger ¢calismalar ( Cimili-Gok ve Ozgetin , 2021; Foks , 2015;
Sezgin , 2010; Toprak ve Aydin , 2015) dogrultusunda varyans biiytikliikleri
sOyledir: Bu caligmada en 6nemliden en kii¢iige dogru siralandiginda, duygusal DB
%40 1ile ilk sirada yer almakta, bunu %6 ile normatif DB ve %4 ile devam DB
izlemektedir. Bulgularin kanitladig1 gibi, duygusal DB en biiyiik varyansi sergiledi.
Bu, duygusal faktorlerin orgdtlerde énemli bir etkiye sahip olmasiyla agiklanabilir
(Morin vd., 2015). Buna uygun olarak 6gretmenlerin is ve meslektaslari ile duygusal
bir bag kurduklar1 gozlemlenmistir. Daha 6nce belirtildigi gibi, bir bireyin olumlu
duygusal baghligi ve degisime bagliligi, modelin yiiksek varyansini agiklayan
duygusal DB (Herscovitch & Meyer, 2002) olarak adlandirilir. Ote yandan, normatif
DB, degisime yonelik psikolojik durumun seviyesi ve degisime olan bagliligin
psikolojik derecesidir (Herscovitch ve Meyer, 2002). Yani duygusal bir géstergeden
cok sorumluluk duygusu ile iligkili oldugu goriilmiistiir. Bir 6gretmen degisim
sirasinda yiiksek derecede normatif bagliliktan kaynaklanan bir davranis
sergiliyorsa, bunun nedeni degisimin basariyla tamamlanmasi gerektigidir (
Bouckenooghe vd., 2014). Ayrica, duygusal DB ve normatif DB arasinda pozitif bir
korelasyon vardi ( Cunningham, 2006; Jaros , 2010; Raeder & Bokova, 2019). Baska
bir deyisle, 6gretmenler degisime duygusal olarak bagl hale geldikg¢e, bu degisimi
gerceklestirmenin kendi sorumluluklart oldugunu hissederler. Ayrica, siireklilik
DB'si duygusal faktorlere odaklanir ¢ilinkii degisimi uygulamaya direnmenin bazi
maliyetleri vardir (Herscovitch & Meyer, 2002) ve bu maliyetler bireylerin
duygularmi etkiler (Jaros , 2010). Ogretmenler, orgiitsel iiyeligi kaybetmenin
yliksek maliyetini diisiindiikleri icin degisimi taahhiit edebilirler (Foks , 2015).
Ornegin, (1) ekonomik maliyetler — eger bir dgretmen degisikligi uygulayamazsa
isini kaybedebilir veya (2) sosyal maliyetler — eger bir 6gretmen degisiklige karst

cikarsa, degisikligi kabul eden meslektaslar1 tarafindan dislanabilirler. Ayrica,
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duygusal DB ile devam DB arasinda negatif bir iliski vardi (Cunningham, 2006;
Neves, 2011; Raeder ve Bokova, 2019) . Yani duygusal olarak degisime kendini
adamis Ogretmenler degisimin basarisiz olacagi endisesinden, diger bir deyisle
kaybetme korkusundan kurtulurlar. Kisacasi, duygusal ve normatif DB, bireylerin
degisimi uygulamak icin "Ozglir" se¢imini yansittiklari i¢in, bireylere olumlu
duygular ifade eder. Siireklilik, bireylerdeki nétr veya olumsuz duygulari ifade eder,
clinkii DB, degisime direnmenin yiiksek maliyetleri nedeniyle degisime "zorlanmig"

bir durumu yansitir (Herscovitch ve Meyer, 2002; Jaros , 2010).

Ayrica, destek kiiltiirii ve basari kiiltiirli olan algilanan normun her i¢ DB modelinde
bireysel testleri istatistiksel olarak anlamli ¢ikmamistir. Ayrica, destek kiiltiirii ile
basar1 kiiltlirii arasinda yiiksek bir iliski vardir. Bu, destek kiiltiirii ve basari
kiltirtintin biiyiik 6l¢tide iliskili oldugunu ve bunlarm higbirinin DB'nin (¢
boyutunda 6nemli miktarda benzersiz varyansi agiklamadigini ortaya koymaktadir.
Bu, destek kiiltlirii ve basar1 kiiltlirlinlin tek boyutlu olarak aragtirmaya dahil
edilmesi gerektigi anlamimna gelmektedir. Bu calismada kullanilan Terzi (2005)
tarafindan gelistirilen algilanan norm ol¢egi (okul kiiltiirii Glgegi) baska bir
calismada da kullanilmistir. Bu ¢alisma dogrultusunda Yildirnm'in (2019)
calismasindan da benzer sonuglar elde edilmistir. Hem destek kiiltiirii hem de basari
kilturd benzer konulari 61¢tiigii igin tek bir boyut olarak o ¢alismaya dahil edilmistir
(Yidirim , 2019).

4.2 Teori ve Uygulama i¢cin Cikarimlar

Diinyanin geri kalan1 gibi, Tiirk egitim sistemi (TES) pandemi kosullar1 nedeniyle
degisti. Degisimin uygulayicisi olan 6gretmenlerin bagliligi, degisimin basarisini
etkileyebilecek bir faktor olarak onerilebilir. Bu nedenle, ¢aligmanin bulgulari,
ogretmenlerin DB'sini ve bunun BDTM ile iliskilerini gsterdigi icin dnemli pratik

sonuclara sahiptir.

DB'yi genel anlamda ele alirsak, "insanlar ve degisim hedefleri arasindaki hayati

bag1 saglayan yapistirici" (Conner, 1993, s.147). Bu yapistiricinin ne oldugu
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aragtirilldiginda, insanlarin degisimi desteklemelerinin ¢esitli nedenleri oldugu
gozlemlenmektedir (Herscovitch ve Meyer, 2002). Baz1 insanlar islerini sevdikleri
icin ya da orgiitin amaclar1 kendi amaclariyla Ortlistiigii i¢in Orgiitsel degisime
kendini adamistir; bu nedenle, degisime katilirlar. Baz1 insanlar, kuruluslar1 onlar1
zorunlu kildig1 icin DB'yi gosterir. Ote yandan, bazi insanlar degisime direnirlerse
ne kaybedebilecekleri konusunda endise duyabilirler (Allen ve Meyer, 1990).
Literatlirde orgiitsel degisime baglilig1 etkileyen faktorlerden bazilari sunlardir:
orgut kulttra ( Cimili-Gok ve Ozgetin , 2021), yonetici ile iliski (Lim vd., 2021), is
motivasyonu (Lim vd., 2021), degisimle ilgili 6z-yeterlik (Chen vd., 2001), DHO (
Thien , 2019), degisime yonelik tutumlar (Anggraeni , 2020), liderlik ( Giovanita &
Mangundjaya , 2017), isten ayrilma niyetleri (Choi & Kwon, 2009). Degisim
taahhidi, bu c¢alismada kullanilanlar disindaki  yukaridaki  faktorlerin
birlestirilmesiyle de dlgiilebilir. Bu calisma, DB'yi etkileyen degiskenler arasinda
degisime, organizasyon kiiltliiriine ve degisim etkinligine yonelik tutumlari
incelemistir. Ayrica degisime baglilik hem tutum hem de davranig olarak
gbzlemlenebilir. Bu caligmada, tanimdan ve DB 0lgegi 6rnek maddelerinden
goriildiigli gibi bir tutum ele alnmustir. Tutum, davranista karsilik gelen
degisiklikler olmaksizin baglilikta bir degisiklige yol acabilir. Ote yandan,
baghliktaki degisiklikler hem davranistan hem de tutumdan kaynaklanabilir
(Werner vd., 1995).

Okuldaki degisim siirecini engelleyen ve motive eden d6gretmenlerin davraniglarini
belirlemede miidiir ve MEB'e yardimci1 olmaktadir. Bu sonuglara dayanarak,
degisimin basarili olmasi i¢in okullar igin pratik ¢ikarimlar yapilabilir. Sonuglar,
ogretmenlerin DB'sinde en yliksek varyansin duyussal DB'ye sahip oldugunu
gostermistir. Bu nedenle 6gretmenlerin duygusal DB'leri 6nemlidir ¢iinkii DB'leri
duygusal faktorleriyle tanimlanir. Buna gore, genel bir bakis agisiyla, 6gretmenlerin
calismalarinin miidiir tarafindan takdir edilmesi (Bahadur Bhujel , 2021; De Castro
& Jimenez, 2022) ve degisime iligkin goriiglerinin alinmasi (Thornburg & Mungai,
2011) degisiklik sirasinda DB'lerini artirmak i¢in ¢ok dnemlidir. Ayrintili olarak
incelendiginde, duygusal DB'yi etkileyen yordayici degiskenlerin boyutlarinin
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biligsel DHO, niyetsel DHO ve degisim etkililigi oldugu bulunmustur. Bu nedenle,
TES'de orgiitsel bir degisiklik uygulanirken, 6gretmenlerin bir degisim siirecine
(biligsel DHO), degisime yoOnelik hareket etme amaclar1 (niyetsel DHO) ve bu
konudaki bilgi ve becerilerine iligkin olumlu inanglar1 (degisim yeterliligi) dikkate
alinmalidir. Biligsel DHO, duygusal DB iizerinde en fazla etkiye sahip oldugundan,
cogu dgretmenin, degisimin basarili olacagina dair giiclii bir inanglar1 olmadiginda,
degisime daha az bagli olduklar1 seklinde yorumlanabilir (Morin vd., 2015). Okul
miidiirleri, degisim durumunda 6gretmenlerin de§isime olan inancini, degisim i¢in
hareket etme amaclarmi ve degisimle ilgili bilgi ihtiyaglarim1i géz Oniinde
bulundurmalidir. Genel olarak, degisimin basarili bir sekilde uygulanabilmesi i¢in
MEB'in 6gretmenlerin degisime bakis agilarmi gelistirmesi, onlara degisimi
uygulama amacit vermesi ve degisimle ilgili bilgi diizeylerini artirmasi
gerekmektedir. Ozellikle 6z-yeterlik konusunda 6gretmenlerin degisime ydnelik 6z-
yeterlikleri MEB tarafindan diizenlenen seminerlerle artirilabilir. Ancak yapilacak
bu seminerler kesinlikle degisimi ele almali ve bu konuya &zel olmalidir. Ornegin
seminer asagidaki konulari igermelidir; 6gretmenlerin degisim sirasinda iletigim
becerilerini nasil artirabilecekleri, degisim siirecine nasil dahil olabilecekleri,

degisimin uygulanmasinda nasil rol alabilecekleri vb.

Ayrica, bu caligsma, yukarida belirtilen pratik ¢ikarimlara ek olarak teorik ¢ikarimlar
da sunmaktadir. BDTM'nin bir davranig bilimi olan psikoloji alaninda gelistirilmis
bir teori oldugu diisiiniildiigiinde egitim alaninda kullanilmasi bu c¢aligmay1
disiplinler arasi bir ¢alisma haline getirmistir. Bu ¢alisma, dgretmenlerin DB'sini
BDTM ile a¢iklama agisindan literatiirde bir ilktir. Bu calisma literatiire ozellikle

Tiirk edebiyatina egitim ve psikoloji alanlarinda katk1 saglamigtir.
4.3 Gelecekteki Arastirmalar icin Oneriler

Bu calismanm en 6nemli smrliligi, tiim orgiitsel degisikliklerin farkli olmasi

(Beycioglu ve Kondakg1, 2020) ve ayrica bireylerin degisim siirecini ¢ok farkli

deneyimlemeleridir. Ogretmenlerin tiimii, koronaviriis pandemisi sirasinda bilyiik

etkisi olan ¢esitli degisikliklerden gecti (Kumar vd., 2021). Bu biiyiik degisimle
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ilgili herkesin farkli deneyimler yasadig: diisliniildiiglinde, bu degisimin son derece
kisisel sonuglari oldugu diisiiniilebilir. Bu nedenle, bu calismanin bulgularini
genellemek zordur. Ogretmenler arasindaki tek ortak nokta, hepsinin biiyiik bir
degisimden ge¢cmis olmalari;; bunun disinda okullari, yasadiklari sehirler vs.
farklhidir. Buna ek olarak, bu c¢aligmanin katilimcilari, hedef kitlenin iiyelerinin
karsilasacagi Instagram, Facebook vb. sosyal medya platformlarinda paylasilan
baglantilar araciliiyla iletisime gecilmistir. Bu nedenle 6gretmenler dlgege bir
baglant1 araciligiyla ulagmislardir. Diger Ogretmenler ise oOl¢ek baglantisiyla
karsilasmadiklar1 i¢in katilamamislardir. Olgek baglantisma rastlamayan bazi
ogretmenlerin dislanmasi1 sonucunda kapsam yanliligi olugsmus olabilir. Sonug
olarak, bu calismanin bulgular1 diger 6érneklemler i¢in uygun olmayabileceginden
orneklemin temsil ettigi evrene genellenmemelidir. Bu sinirlamalardan kaginmak
icin, gelecekteki calismalar ayni oOrgiitsel degisime ugramis tek bir okuldaki

ogretmenlere odaklanabilir.

Ikincisi, okul kiiltiirii blogu istatistiksel olarak anlamli sonuglar vermesine ragmen,
okul kiiltiiriiniin boyutlar1 olan destek kiiltiirii ve basar1 kiiltiirii bireysel testler
sonucunda her iic DB analizinde de anlamli degerler vermemistir. Bunun benzer
kiiltiirel 6zellikleri iki boyutta 6lgmesinden kaynaklandigi diistiniilmektedir. Bu
calismada kullanilan 6lgegin baska bir ¢alismada kullanilan versiyonunda bu iKi
boyut tek boyut olarak alinmistir (Yildirim , 2019). Bu nedenle Terzi (2005)
tarafindan gelistirilen algilanan norm 6l¢eginin (okul kiiltiirii 6lgegi) kullanilacagi
calismalarda bu iki boyutun tek boyut olarak alinmasi arastirma sonuglarindaki

plrizlerin 6niine gececektir.

Ayrica ¢alisma Orneklemi devlet okullar ile smirlandirilmistir. Ozel okullar,
Tiirkiye'de daha fazla imkén ve olanaklara sahip olduklari icin farkli orgiit
kiiltiirlerine sahiptirler; bu nedenle, sonraki arastirmalara dahil edilebilirler (Yavuz
ve Yilmaz, 2012). Okul kiiltiirii 6gretmenlerin DB'sini etkilediginden, 6zel okullar

s0z konusu oldugunda c¢aligma sonuglar1 farkli sonuglar dogurabilir.
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Son olarak, regresyon analizleri sonucunda tiim yordayict degiskenler (tutum,
algilanan norm ve 0z-yeterlik) istatistiksel olarak anlamli sonuglar vermistir.
Bununla birlikte, tic DB varyansinin tiimii, 6zellikle en diisiik ikisi, normatif DB
(%6) ve devam DB'si (%4), cok yliksek sonuglar vermedi ve modeli yiiksek diizeyde
aciklayamadi. Bunun nedeni, aday &gretmenlerin okula yeni basladiklar igin
degisime kars1 olumsuz tutumlara sahip olacaklarini (Bentea , 2013; Cimili-Gok ve
Ozgetin , 2021; Kondake1 vd. , 2015) ve bu nedenle diisiik DB seviyelerine sahip
olduklar diisiiniilmektedir. Bu nedenle yeni 6gretmenlerin 6rneklemden ¢ikarilmasi
ileriki caligmalarda daha iyi sonuglar saglayabilir. Ayrica degisim sirasinda
ogretmenler karar verme siirecine katilirlarsa (Ceylan vd., 2021), degisime normatif

bagliliklar1 varyansta daha yiiksek olabilir.
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