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ABSTRACT
AN ASSESSMENT OF THE CURRICULAR CHANGE PROCESS
IN INITIATING CONTENT-BASED INSTRUCTION
IN THE FIRST-YEAR ENGLISH PROGRAM AT BILKENT UNIVERSITY
AND ITS IMPLICATIONS FOR PROFESSIONAL DEVELOPMENT: A CASE
STUDY

Uzel, F. Elif

Ph. D., Department of English Language Teaching

Supervisor: Assoc. Prof. Dr. Joshua Bear

March 2002, 268 pages

This study attempts to describe and assess the initiation and
impiementation stages of the curricular c_hange First-Year English Program
(FYEP) went through during the second half of the 1998-1999 Academic year
and the 1999-2000 Academic year. The data for this study was collected
through individual semi-structured interviews with 15 instructors, the head of
the Program and 7 coordinators. The data was analyzed qualitatively using
content analysis.

Findings indicate that FYEP instructors and coordinators perceive the
curricular change as mainly a shift from the collective skills-based course
design process in‘to an individual content-based course design system.
Instructors reported highly positive feelings about the change process.
However, certain difﬁgulties, such as lack of quality time both to explore the
change process in depth and to prepare for the changes, lack of sufficient

structured support during the process, and lack of sufficient resources to



design and implerhent quality materials and tests were reported among the
major concerns. In addition, the major areas FYEP instructors expressed
need for professional development or support were categorized under the
main headings of course design, classroom methodology, research and
interpersonal skills. Furthermore, the results of the study revealed FYEP
instructors’ preferences for professional development activities. These were
categorized under three major headings of type of professional development
activities, nature of professional devélopment activities and other areas. The
researcher’s conclusions include a list of suggested principles for initiating
curricular change and three sample frameworks for professional development

activities for FYEP.

Keywords: Curricular change, educational change, Turkey, English
language teaching, higher education, professional development, content

based instruction, qualitative research
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BILKENT UNIVERSITESI INGILIZCE BIRIMI OGRETIM
PROGRAMINDAKI DEGIGIM SURECININ DE_GERLENDIRILMESi VE
MESLEKI GELISIM ONERILERI
Uzel, F. Elif
Doktora, ingiliz Dili Ogretimi Bélimii

Tez Yoéneticisi: Dog. Dr. Joshua Bear

Mart 2002, 268 sayfa

Bu nitel aragtirma, Bilkent Universitesi, insani Bilimler ve Edebiyat
Fakiiltesi, ingilizce Birimi 63retim programindaki degisim siirecinin
degerlendiriimesi ve bu degisimle beraber 6§retmenlerin gereksinim
duyduklar konularla ilgili mesleki gelisim 6nerileri saptamak amaciyla
yuratilmistur. Konu alinan kurumda daha énceden beceriye dayali ingilizce
6gretimi yapiimaktaydi; yeni égretim programi igerige odakh 6gretim
yaklagimini benimseyerek, é6gretmenlerin kurslarini bireysel olarak belirli bir
icerige odaklayarak gelistirmelerini ve béylece dil becerileri ile igeridin
birlestirilmesini 6ngérmektedir. Bu galigmada veriler yart yapuandirilmig
goéragme formu teknigine dayanan birebir gériismelerle toplanmustir.
Orneklem 15 ingilizce 63retmeni ve 8 ydneticiden olusturulmustur. Veriler
betimsel veri analizi yéntemi kullanilarak incelenmigtir. Arastirma
sonuglarina gore Iingilizce Birimi 6gretim elemanlan surdirilen égretim
programi degisikligini blylk ¢cogunlukla olumlu olarak kargilamislar; ancak

yine de bazi konularda karsilastiklari bir takim sikintilari ve/veya guglikleri

v



dile getirmislerdir. Yeni programin uygulanmasiyla ortaya gkaﬁ zorluklar:
artan is yiku, yetersiz zaman, kaynak ve arag-gereg, degisimin agsamalarinin
acikca belirtiimemesi ve degisim sureci boyunca yeterli mesleki destegin
saglanmamasi. Buna ek olarak, égretmenlerin bu degisime ayak
uydurabilmeleri i¢in gereksinim duyduklari bilgi ve beceriler de dort ana
grupta degerlendirildi: kurs geligtirme, 6gretim yéntemleri, ara§t|rma'
teknikleri ve iletigsim becerileri. Arasgtirma sonuglari ayrica 6gretmenlerin
yararl olarak gordiikleri ve ingilizce Birimi'nde uygulanmasini istedikleri
mesleki gelisim aktiviteleri' de U¢ ana baglik altinda ele alindi: mesleki
geligim aktivitelerinin 6zellikleri ve tipleri ile diger alanlar. Arastirmanin
sonuglari 6gretim programi degisiminde dikkat edilmesi gereken noktalari ve

6rnek mesleki gelisim aktivitelerini 6zetler.

Anahtar kelimeler: Ogretim programinda degisim, editimde degisim,
Tarkiye, ingiliz dili egitimi, yiiksek 6gretim, mesleki gelisim, icerik odakli

6gretim, nitel arastirma
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CHAPTER |
INTRODUCTION

1.0 Presentation

This chapter consists of five sections. The first section provides the
background to the study in terms of its theme and its context. The second
section introduces the aim of the study and the research questions it seeks to
answer. The third section discusses the significance of the study. The next
section presents the scope and limitations of the study. Finally, the/ last

section provides definitions of some of the terms used throughout the study.

1.1 Background of the Study

The aspiration of all educational institutions has always been and
surely will continue to be to offer the highest quality of education to their
clients, the students. To achieve this mission requires great care and effort
in designing appropriate systems of instruction. In this sense, however,
curriculum development is never complete, because every institution has to
keep up with the ever-changing demands and innovations in order to be able
to renew its curricula. As change is at the heart of our daily lives now, and
the greatest challenge is to be able to respond to its dynamic needs, so are
teachers at the heart of the curriculum change process. As many scholars

have pointed out, unless teachers are actively engaged in the change



process and appréciate the philosophy and rationale behind change, itis
highly unlikely that change will take place effectively (Bishop, 1985;
Pennington, 1989; Cusworth, 1992).

| Engaging teachers in the process of change is one thing. Preparing
them effectively for the new curriculum is also a crucial aspect of curriculum
design and change required by the institutional circumstances. As
Pennington (1989) suggests, faculty development accompanying a curricular
change not only involves recruiting good teachers for the new program, but
also structuring the current staff as a whole to achieve the best possible
match with the new program objectives and structure. First of all, this
requires understanding of the reasons behind change, then being able to
outline the overall goals of the new curriculum, and following this, specifying
the course objectives and generating appropriate materials. Once all of
these conditions are met, it is time for faculty development that responds to
their needs.

Following this brief background, it is essential to give some basic
information about the case institution, Bilkent University, First-Year English
Program (FYEP). In this Program, English courses are offered to five
different faculty groups, namely: the Faculty of Art, Design and Architecture;
the Faculty of Business Administration; the Faculty of Engineering and the
Faculty of Science; the Faculty of Economics and Social Sciences
(Department of Economics only); and the Faculty of Humanities and Letters
(Departments of English and American Literature). The unit offers not only

first-year courses, but sophomore, junior and senior year courses as well.



FYEP has a unit-based structure; hence, teachers work in five different units,
each attached to a faculty and each unit having its own coordinator.

Until the 1999-2000 Academic Year FYEP tried various instructional
approaches including English for Academic purposes (EAP) and English for
Specific Purposes (ESP)--based curricula. During the Spring semester of the
1998-1999 Academic Year, the Provost’s Office, which is responsible for the
academic affairs of the University, issued a mandate which stated that first-
year English courses would be based on a core curriculum aiming to improve
university students’ English language skills, as well as their knowledge base
in various subject areas other than their majors; their critical and creative
thinking skills; and artistic and literary appreciation. Therefore, the impetus
for the proposed research study originates from the curricular change that is
taking place in FYEP.

As a result of the University’s decision, FYEP was faced with the new
challenge of being able to meet these demands. During that semester, a
committee was formed of volunteer FYEP instructors to clearly define and put
forward the goals and objectives of this new curriculum. The broad goals set
out by the Provost’s office were:

¢ to help students improve their general and academic use of
English

+ to broaden students’ perspectives concerning intellectual and
artistic traditions

+ to encourage students to connect what they learn to local and
global contexts

¢ to engage students in their own critical, creative and reflective
learning process

¢ to advocate professional development in the First-Year English
Program

(1999, FYEP Broad Goals Document. A more detailed version of
this document can be found in Appendix A)
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The committee first met to discuss and come to a common
understanding of what these goals meant for them. Later they divided into
smaller teams to work on the broad goals. These small teams produced a
detailed list of objectives suggesting how each broad goal could-be realized
in both ENG 101, English and Composition 1 (Fall Semester course), .and
ENG 102, English and Composition 2 (Spring Semester course). Following
this, the committee members met to share their suggestions. After this, the
documents were collated by the Head of the Program and the coordinators
and then were sent to each unit for comments. Each unit discussed the
goals and objectives in their unit meetings and provided comments and
suggestions. Finally, the Head and the coordinators revised the document in
the light of these comments and suggestions. By May 1999, a full working
document was ready. This document consisted of goals and objectives
pertaining to the “Writing/Research”, “Reading” and “Listening/Speaking”
strands of the curriculum. In addition, the document provides “Principles and
Suggestions” for critical thinking goals, local and global connections goals
and professional development goals (The document can be found in
Appendix B.).

The new curriculum was implemented as of September 1999. FYEP
decided that in order to realize the goals and objectives outlined in the new
curriculum, the best approach would be to adopt Content-based Instruction
(CBI). In simple terms, CBI can be defined as the integration of a particular

content with language teaching aims. Brinton, Snow and Wesche (1989)



define CBI more specifically in the context of post-secondary education. In
this context, CBI refers to the teaching of academic subject matter and
second language skills at the same time. Thus, as they suggest, in CBI the
focus for the students is on:

.. . acquiring information via the second language and, in the
process, developing their academic language skills. Ultimately,
the goal is to enable students to transfer these skills to other
academic courses given in the second language. Thus, both in
its overall purpose and in its implementation, content-based
instruction aims at eliminating the artificial separation between
language instruction and subject matter classes which exists in
most educational settings (p. 2).

FYEP was well aware of the fact that to be successful with a content-
based program their students need to be able to use English for academic
purposes and critical thinking purposes in a variety of content areas. Thus,
they chose CBI as their approach since it provides an appropriate framework
for the realization of the goals and objectives discussed above. As Kasper
(2000) argues:

Through planned, purposeful and academically based activities
that target linguistic and critical thinking skills and engage
students in meaningful and authentic language processing, CBl
fosters a functional language learning environment that goes
beyond simply presenting information in the second language.
This . . . offers ample opportunities for students to use English
to gather, synthesize, and evaluate information . . . (p.3).

To summarize, the impetus for this research study stemmed from the
needs of the case institution — FYEP’s needs throughout this major curricular

change. Thus, the researcher decided to focus on what this curricular

change meant for the instructors and the coordinators in the program and



their needs in terms of professional development to be able to better cope

with the demands of the change.

1.2  Purpose of the Study
The aim of this study is to describe and assess the initiation and
implementation stages of the curricular change FYEP went through during
the second half of the 1998-1999 Academic year and the 1999-2000
Academic year.
Therefore, the study sought answers to the following research
questions:
1. How did FYEP staff perceive the curricular change in its initiation
and the first year of implementation?
1.1 What did the instructors understand from the change and
how did they feel about it?
1.2  What did the head of the program and the unit coordinators
understand from the change?
1.3  What were the similarities and differences (if any) between
the instructors’ and coordinators’ understandings of

change?

2. What were the professional development needs of FYEP
instructors during the initiation and the first year of the

implementation of the curricular change?



2.1 What did the instructors think they need to be able to cope
with the change?

2.2  What did the head of the program and the unit coordinators
think the instructors needed to be able to cope with the
change?

2.3 What were the similarities and differences (if any) between
the instructors’ and administrators’ perceptions of

professional development needs?

1.3  Significance of the Study

This research study was designed to explore the curricular change
process through its initiation and the first year of its implementation in FYEP
and its implications for professional development. The need for this study
became apparent when the unit was faced with the challenge of initiating a
new curriculum. The head of the program and many instructors in FYEP
expressed that they felt there was a need for research into the change
process and its implications for professional development.

The researcher proposes that this research study could help both the
instructors and administrators adapt to the demands that are posed by the
curricular change at the case institution. Through the findings of this study,
FYEP staff will have a chance to reflect on their experiences during the past
two years of the change process and consider acting on the implications.
The results of the study will also be valuable in that they will give an

opportunity to the higher administration of the University (mainly, the Provost



Office, who initiated the change) to see the implementers’ picture of the
curricular change process. It is hoped that the difficulties the instructors and
coordinators will be better understood by the higher administration through
the results of this study.

Furthermore, the study will contribute to the ELT field by describing
the change process involved in adopting a new approach to first-year English
curriculum design which is a relatively new design for English courses offered

in English medium universities' post-preparatory English courses in Turkey.

1.4 Scope and Limitations

The research study is primarily a case study of the change process in
FYEP. It was undertaken to explore in full detail the stages this particular
institution went through during the initiation and the first year of
implementation of the curricular change. As Stake (1995) argues, “A case
study is expected to catch the complexity of a single case . . .. We study a
case when it itself is of very special interest” (p. xi). Thus, this research
study aims at describing this case in its full compiexity. Therefore, the
findings may not apply specifically to other ELT institutions in Turkey and
abroad. Because of this, the study may appear to be quite limited in its
scope. However, the researcher believes that such a case study has the
potential to aid other researchers and similar institutions and guide them in
similar contexts.

The main limitation of the study is its inherent characteristic: being

exploratory. As the new curriculum model for the FYEP courses (CBI) is still



in the exploratory stage, the study encountered various unknowns. Change
is a dynamic process; all the aspects of this process were changing as this
research study was being carried out. Indeed, the new curriculum has been
through a number of minor modifications since the researcher collected her
data. Therefore, the researcher described and assessed the change process
in its initiation and the first year of implementation only. .

A second limitation of the study could be the professional experience
of the informants within the FYEP at the time the new curriculum was first
implemented. The head had been directing the program since September
1998, i.e. for only one year. Of the seven coordinators, only one had been
working in FYEP for longer than two years. Similarly, among the 15
instructors involved in this study, eight had been teaching in FYEP for only
one or two years. In short, of the 23 informants more than haif (14) had been
working in FYEP for less than two years. This situation may have been a
disadvantage for the researcher when trying to gather data about the current
program and the desire for the proposed change since most of the informants
- were not involved in and thus may not have had much knowledge of the
history of the department.

A third limitation of the study is related to the selection of the
informants involved in the study. The total number of instructors involved in
the change was 19 at the time of the data collection. The researcher was
able to contact all of them, but was able to interview only 15 of them.
Therefore, the selection process was based on the voluntary participation

and availability of the instructors. The total number of coordinators involved

. griv KUROLY
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in the change process at the initial data collection was eight. Tﬁe researcher
was able to interview all of the informants from this group as part of initial
administrator interviews. However, when the time came for the final
interviews with the coordinators, of the original eight administrators, three
had left FYEP and had been replaced by two other instructors and one unit
coordinator (all of whom the researcher had already interviewed durin.g the
first set of interviews). Given this complex situation, the researcher decided
not to include the new coordinators in the final administrators’ interview
group. The researcher concluded that since these informants had instructor
rolés during the initial interviews, changing their roles to administrator ones
would have damaged the validity of the data collected.

A final limitation of the study is related to the data sources. The data
sources may seem limited for the following reasons: The researcher used
three sources of data, namely interviews with the instructors and the
administrators during the initiation stage and the first two months of the
implementation; and interviews with the administrators at the end of the first
year of implementation. As the instructors were on summer vacation during
the final interviews, the researcher could not interview them.

Another reason for limited data could be related to the fact that the
course outlines and other instruction materials were not available to the
researcher for analysis. Such a document analysis could have provided a
valuable perspective to the study in terms of understanding the curricular

change.
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In addition, the researcher could have interviewed members of the
higher administration, namely the Provost Office, to better understand their
perspective on the curricular change. Such data could have provided a
richer picture of the change process since it would have involved the initiators
of the change in data collection.

Finally, the researcher could have included the students’ perspective
in the data by surveying or interviewing some students who were involved in
the change and by observing classes. At the time, there was a limited
number of repeating students who had been attending English courses with
the new curriculum. These students had failed English in the previous
semester and had been repeating the course. Their view could have been a
good source of data in comparing the two curricula. However, because of
the possible negative attitude of this group of students’, the researcher chose
not to include them. Classroorﬁ 6t')ééfvations could have been a possibility
for the researcher to see the implementation of the new curriculum in action
and provided her with valuable data. However, as the researcher had no
longer worked in the case department, FYEP, it was not feasible for her to

observe the classes.

1.6 Definition of Terms
Curriculum: In this research study the term should be understood as

“all of the learning experiences that individual learners have in a program of

' Repeating students are perceived to be rather negative towards English courses by the
FYEP instructors. The researcher thought that they would have added an additional variable
to data collection and they would not have reflected a valid picture of the new curriculum
since they would have been prejudiced against English courses in the first place.

11



education whose purpose is to achieve broad goals and related specific
objectives, which is planned in terms of a framework of theory and research
or past and present professional experience." (Hass 1987, p. 5)

Core curriculum: Throughout the study the term should be
understood as an example of a content-based curriculum which comprises of
a body of knowledge and skills that would be taught to all the students. This
knowledge and skills of various modes of experience are believed to be
central to education and human development (Bishop 1985). The term also
suggests that whatever learning experiences the students are engaged in
there are certain ones that are essential to the development of educated
individuals. Hence, the core is made up of these. On the other hand, the
term also implies that this core will constitute just one part of students' total
education program at the university. (Kirk 1986)

Faculty development and professional development: Throughout
the research project the term was used together with "re-training,” "staff
development,” and "professional development.” The term should be
understood in two dimensions: (1) the recruitment of appropriate teachers for
the new program and (2) structuring the current faculty members to respond
to the needs of the curricular change. In other words, it refers to the process
of "reorientfing] teachers to cope with changing conditions . . . which affect
the priorities and objectives . . . of the program." (Pennington 1989, p. 92)
This process will include not only pre-service but also in-service training and

development activities for the instructors.
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Change and Innovation In the related literature these two terms are
sometimes treated differently; the former being an “ongoing and almost
unconscious process” whereas the latter “being a willed intervention”
(Markee 1997, p. 47). Some other researchers, however, use the terms
interchangeably. This research study follows the latter trend for the purposes

of convenience and ease.
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CHAPTER Il
REVIEW OF LITERATURE

2.0 Presentation

This chapter provides a review of literature on educational change and
professional development issues relevant during educational change
processes, the two major themes this study explores. The first section
consists of theoretical background on educational change along with some
relevant research studies. The other section looks at professional
development in education and in ELT and discusses issues related to
educational change. It is believed that this review will help set the thematic

context for the study.

21 Educational Change

2.1.1 Frameworks for educational change

To understand a complex process like educational change,
undoubtedly a framework is essential. In this review of literature, the
researcher will briefly summarize three of the most well known and most
commonly cited models in the field of education.

The first one is Fullan’s staged model. Fullan (1982, 1997) identifies a
series of stages in the management of educational change. They are as

follows:
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1. Initiation, mobilization or adoption: This refers to the process which

leads up to and includes a decision to adopt or proceed with a
change.

2. Implementation or initial use: This usually covers the first 2-3 years of

use. It includes the first experiences of attempting to put an idea or
program into practice.

3. Continuation, incorporation. routinization, or institutionalization: This is

related to whether the change gets built in as an ongoing part of the
system or disappear because of a decision to discard or through

attrition.

Qutcomes do not appear as a major part of the framework, but

nevertheless they still come into the picture. They refer to the results of

the change effort and are generally seen as the degree of school

improvement in relation to given criteria. For example, improved student

learning and attitudes, new skills, attitudes or satisfaction on the part of

teachers and other school personnel.

According to Fullan (1982), this model

presents only the general image of a much more detailed and
snarled process. First, there are numerous factors operating at
each phase. Second, ... itis not a linear process but rather
one in which events at one phase can feed back to alter
decisions taken at previous stages, which then proceed to work
their way through in a continuous interactive way (p. 40).

The strength of Fullan’s model is that he explores the full complexity of

educational change. In addition, he considers all the parties involved in the
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process — from individual teachers to administrators. Thereforé, he attempts
to address multiple realities of all the parties involved. The major criticism
Fullan’s model receives is that in practice the change process is not as
staged and linear as the model suggests.

The second model is Eveard and Morris’s (1985, cited in James and
Connoly 2000) systematic approach. It involves the six stages brieﬂy
summarized below:

1. A preliminary diagnosis: This inijtial stage involves the calculations to be

made about the implications of the proposed change (in terms of its scale,
its requirements, and its feasibility).

2. Determining the future: In this stage the future status of the organization

is described (a descrintion of how the to-be-organization).

3. Characterizing the present: This stage involves describing the present in

terms of the future picture of the organization. In a way, this is when the
gap between the current conditions and the future dreams is determined.

4. QOrganizing the transition from the present to the future: This is when the

people to be involved as the change agents are appointed.

5. Drawing up plans: This stage involves specifying all the activities and
tasks to be undertaken, clarifying target dates, ensuring that the plan is
cost effective in terms of time and resources, and monitoring and
evaluation.

6. Evaluating the change: The final stage involves monitoring and

evaluating the change process.
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Similar to Fullan’s model, this model provides a secure and clear
path for action during the change process. However, it shares its
shortcomings as well, viewing change as a linear and rational process.

The final model to be reported is Lewin’s unfreezing-moving-
refreezing model (James and Connolly 2000). This model consists of
three stages, briefly outlines below:

1. Unfreezing the present: This stage involves some kind of a

justification for the change. This justification comes in the
form of an illustration of the inadequacy of the current
system and imitates a need for change.

2. Moving into a new situation: This stage involves a move to -

the new, desired situation.
3. Refreezing: In this part of the change process, the changes
that take place are to become institutionalized.
The major criticism of this model is that institutions are too
complex to be frozen at instances. Although they may seem frozen from

outside, they may still continue to change from within.

2.1.2 Nature of educational change
Educational change is seen as a complex phenomenon. To be able to
assess a change process, it is essential to understand that the change

process involves the interplay of various factors. Fullan (1993, 1999)

identifies them as “forces.”
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Fullan (1982) asserts that change is a process, not an event. What
happens at one stage strongly affects subsequent stages, but new
determinants also appear.

In the same way, Reid (1994) also suggests that significant change is
not an event, it is a process with several stages and it requires time, patience
and resources. Similarly, Houston (1998) argues that innovation is a process
rather than an event. It includes skills in communication, partnerships and
trust building.

Another very important characteristic of educational change is its
being an ever-changing cyclical process. As opposed to some of the linear
models suggested above, change process is not linear and constant, but
cyclical. This means that different stages throughout the process feed into
one another and continuously affect each other. The causal relationships
might extend both directions.

Although his model is often criticized as being too linear to
accommodate all the complexities of the change process, Fullan (1993)
claims that change is a journey not a blueprint. Change is non linear, loaded
with uncertainty and excitement and sometimes perverse. One individual's
version of the change could be different from the one that should or could be
implemented. Successful implementation consists of some transformation or
continual development of initial ideas.

Because the change process does not have a constant form and
frame of operation, an all-fitting theory of change is not possible. For

example, Fullan (1999) denies the possibility of a “definitive theory of
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change.” In his words, “it is a theoretical and empirical impossibility to
generate a theory that applies to all situations. . ... Theories of change can
guide thinking and action, . . . but . . . each situation will have degrees of
uniqueness in its history and makeup which will cause unpredictabie
differences to emerge” (p. 21).

Similarly, Markee (1997) emphasizes that innovations are dependent
on the context in which they are initiated in. in his words “. . . it is most
unlikely that the specific solutions devised to solve problems in one particular
project will be directly transferable to other contexts of implementation” (p.
180).

Due to all the complexities involved in this unique and dynamic
process, a process of change cannot actually be planned since planned
intervention may not produce the expected outcomes. The multiple
complexities create reactions and this is normal because unplanned factors
will dynamically interfere and effect plans (Senge 1990 cited in Fullan 1993).
One of the participants in Fullan’s (1993) research group defines change as
“.. . aplanned journey into uncharted waters in a leaky boat with a mutinous
crew” (p. 24).

Fullan (1997) suggests that planning to change fails because decision-
makers of change are unaware of the situations that potential implementers
are facing. “They introduce changes without providing a means to identify
and confront the situational constraints and without attempting to understand
the values, ideas and experiences of those who are essential for

implementing any changes.” (p. 206)
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No amount §f knowledge will ever make it very clear what action
should be taken. During the perplexing process of change, decisions are
based on knowledge, on-the-spot decisions, and intuition.

Because of its inherent complexity, unplannedness, and dynamic
qualities change process is often experienced with a considerable amount of
tension and crisis. As Fullan (1993) put it: “Problems are our friends.
Problems are inevitable and you cannot learn without them” (p. 27). Conflict
and disagreement are integral parts of successful change. Smooth
implementation is often a sign of not much changing.

To summarize, educational change is a complex, cyclical
phenomenon involving a great deal of uncertainty, thus frustrations, which

cannot be predicted in advance.

2.1.3 Factors affecting educational change

Educational changes or innovations are influenced by the personalities
and previous experiences of participants as well cultural, social, political,
economic and institutional variables. In order to understand the change
process better and to be able to address the issues necessary for the
success of innovations, a critical look at these factors is essential.

Jenlink et al. (1998) suggest that collaboration, community (open
honesty and a deep commitment by people to learn together and make each
other’s conditions their own), vision (shared values, beliefs and ideal of what
something can be), wholeness (a change in one part necessitates changes in

all parts), shared ianguage, conversation (not arguments or debate) and
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democracy (active participation of all involved) are the most important factors
in facilitating change.

Fullan (1982) emphasizes that the factors affecting implementation
and institutionalization should be considered as an interrelated system.
Effective implementation and continuation depends on the harmonious
combination of all these factors. He provides a list of 15 factors (under three
headings) enhancing successful educational change attempts: The
characteristics of change (the need, clarity, complexity, quality and
practicality of change), local characteristics (the context — including the
history of innovative attempts, support from involved parties, professional
development, time and resources) and external factors (factors outside the
institution) (p. 56).

in the following parts of this section, the key factors which seem to be
most pertinent to the success of educational innovations will be discussed in
relation to implementation of change efforts.

Perhaps the most important factor to be considered when assessing a
- change process is the presence of a common understanding among the
participants as to the purpose, definition and future of change efforts. This
can be referred to as “shared vision” (Senge 1990, cited in Fullan 1993). Itis
essential that such a common understanding be built together with all the
parties involved in the change process (i.e. organizational members and
leaders). The evolving of such é vision takes time and effort.

Another key factor in successful implementation of change efforts is

the extent to which the participants are involved in the process. Fullan
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(1993) claims that “change is too important to leave to the expe&s” (p. 39).
He also argues that the most difficult part of the change process is the fact
that individuals need to develop their own subjective meaning of change
(their new meaning). Change is a process of coming to terms with the
multiple realities of people, who are the main participants in implementing
change. If the leaders fail to be patient, fail to listen and fail to alter their
realities according to the participant’s realities, then change fails (Fullan
1982).

Similarly, Rudduck (1992) argues that change involves the adaptation
and/or abandonment of familiar and comfortable practices. Change should
not be seen as the denial of a teacher’s professional history. It is important
that those who are involved in change are helped to see that there is
continuity in experience and in the professional knowledge that experience
creates. Teachers should also feel that they are not outsiders but they are
partners in the change process. They must feel that they own, and are in
control of the change. Therefore, interaction and collaboration among staff is
essential.

In the same way, White (1991) suggests that change agents should
understand what the receivers’ viewpoint of the innovation is. Failure to do
so will certainly result in difficulties because in the process of innovation,
certain information will need to be disseminated and receivers will have to
reassess, or even renew, their perspectives in the light of what they are

presented with by the change agent. Therefore, understanding and
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negotiation are essential throughout the process and these happen through
communication.

In order to cope with the disorientation and upheavals that threaten
professional status and confidence, individuals need to feel that change is
not something that happens to them and which they cannot control but
instead, something which they are, in principle, seeking and welcoming.

The main reason for failure is the fact that some developers consider
only their meaning of change and do not allow teachers to work out their own
meaning of the change. Fullan (1982) asserts that “success . . . depends on
people. Understanding the orientations and working conditions of the main
actors in schools and school systems is a prerequisite for planning and
coping with educational change effectively” (p. 104). Markee (1997)
suggests “ . . . the best way of meeting these concerns [increased recognition
of change attempts] is to ensure that teachers feel they own the innovations
they impiement” (p. 179).

Reid (1994) suggests that educational change occurs in individuals
first. It is a personal experience. Similarly, Teberg (1999) argues that
change is a very personal process and teachers are known to be at varying
readiness to accept educational change. If the change is going to take place,
teachers need to be involved in decision-making regarding the
implementation of the new curriculum. Understanding the practices and
concerns of those who will be involved in the implementation is the first step

to effective change.
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Cusworth (1995) suggests that change is a multidimensional process
and it is important for teachers to have some control over the change process
itself rather than simply being expected to change.

Sometimes teachers are involved in the decision making scheme
during a change process. They are in a curriculum development committee,
for example. In this case, the way they approach their fellow colleagues is
important. According to Fullan (1982)

Too often teachers on curriculum development teams fail to
recognize that they have benefited from a process of fearning
which others have not experienced. If these teachers try to sell
the product without recognizing that it may not be the most
important thing on teachers’ minds, and without being sensitive
to the need for other teachers to come to grips with the sense
of the innovation, . . . they will be doing exactly what most
developers . . . do. (p. 125)

Churchill and Williamson (1997) report on the findings of a study they
conducted in Australia. in their article, they discuss the new and increasing
demands teachers face, and thus the necessity to change. As a result of
their interviews, they conclude that teachers are more favorable to change
which is internal rather than external and in which they feel more invoived.

Teachers need real support, more than just survival skills to be able to
operate in such a rapidly changing climate. It is much better if teachers are
involved in their own development since the quality of teaching and learning
can only be improved from within the system. Teacher educators can only
help teachers if they are aware of the “new realities” of the teachers and if
they can “use and impart appropriate theories” for the teachers. (p.14)

Carless (1997) reports on the problematic attempts to renew the

curriculum in Hong Kong primary schools. He analyzed the change process
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in terms of five key factors: practicality, ownership, teacher attitudes, teacher
training and resources. As for ownership, he argues that teachers need to
have a feeling of ownership if they are to implement innovations. The Hong
Kong situation did not allow for much teacher involvement in the decision
making process as it is highly centralized. Many teachers felt that the
existing system was working well and did not understand the rationale behind
the proposed change.

For teachers to be able to share a common vision about their
institution as well as be involved in the change process, they need to be clear
about what this change actually involves.

According to Fullan (1982), implementation is more effective when
relatively focused or specific needs are defined and made known to all the
parties involved. Clarity seems to be a major problem in implementation.
Unclear and unspecified changes can cause great anxiety and frustration
among the participants.

Yukl (1994, cited in James and Connolly 2000) argues the necessity of
telling teachers about the progress of change:

Telling people what is happening can help to maintain
commitment to the change, especially if work on the change
process is going on behind the scenes. It can also help to
reduce anxieties that may be the result of fantasies created by
not knowing what is going on. (p. 29)

Carless’ (1997) study in the context of Hong Kong reports that
teachers needed to be clearer about the change process. The language of

the relevant documents was “somewhat academic and abstract” for teachers
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to understand; thué leading to feelings of alienation and disempowerment (p.
357).

Another key issue frequently referred to in the literature is the concern
of time. Fullan (1982) argues that during the implementation of change, time
is generally ignored, because, for many cases, it is a problem that cannot be
solved. Furthermore, unrealistic timelines add to the burdens of
implementation. On the other hand, open-ended timelines are also
problematic. The timeline needs to be neither “unrealistically short nor
casually long” (p. 28).

Collinson and Cook (2000) in their qualitative study explored 10
secondary school teachers’ perceptions of factors which fostered or inhibited
their learning. Time was found to be a key factor. The teachers identified
various aspects of time: Feeling overwhelmed, lack of discretionary time to
learn, lack of discretionary time to share their learning with other teachers,
lack of common time with other teachers, lack 6f time designated specifically
for sharing, lack of uninterrupted time, lack of unpressured time, and lack of
renewal time.

Therefore, it is worth arguing that teachers need time for both
individual and shared learning. In their study, Collinson and Cook (2000)
found that teachers and managers perceive time in different ways. Managers
see time in a more linear sense and try to reallocate time within the given
timetables whereas teachers see time as being multifaceted, complex,
dynamic and nonlinear. They call for “a radical rethinking of time that

includes more flexibility in teachers’ schedules and employment contract,
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allows more teacher-directed time for learning and sharing, reconsiders
expectations and needs of teachers as learners” (p.279).

Cambone (1995) argues that there is a potential for conflict or for
problems arising because of teachers’ constructs of time as “polychronic,”
that is, doing many different things concurrently (p. 515). He lists for
example some tasks teachers perform all at the same time: relationships with
pupils, asking and answering questions, making decisions, setting tasks etc.
On the other hand, the administrators organize time through a “monochronic”
time frame, that is a linear model (p. 515). First of all, he claims if teachers
are to be involved in change in their institutions they need special time to do
it; it needs to be separate from teaching time. Such a separate time can be
created with retreat activities during summer for example.

Secondly, Cambone (1995) believes that a thorough investigation of
the time structures in schools before implementing change is essential to
determine how different cycles of time operate (such as teachers’ time,
students’ time, administrators’ time). Thirdly, he claims teachers need time to
learn new strategies and innovations brought by the change process.

Finally, he suggests that administrators should take teachers’ multi-task
constructs of time into consideration when initiating change and should
understand that simply reallocating some time in the schedules will not
necessarily bring about the intended change.

Adelman and Pringle (1995) report on a survey study on 14 American
schools undergoing some sort of restructuring. They found that lack of time

is a major concern that all schools share. Some schools overiooked the
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need for time to be considered as a factor in the change proceés. On the
other hand, other schools, tried to address the need for time during the
restructuring efforts by allocating extra time needed for the innovations.
However, in all cases they found that school reform took more time than was
allocated.

in like manner, Moffett (2000) highlights the importance of proViding
“adult learning time” for teachers during change implementation. She claims
that change agents “attempt to implement new instructional innovations, yet
fail to provide teachers with the time to study, reflect on, and apply new
research and to learn new skills” (p. 37).

Teachers have different interests and needs. That is why, it is
impossible to expect all of them to be interested in change cr to participate in
it in the same way. Change must be a part of the job. Mare time for teacher-
teacher communication, planning, skills training and trying out should be built
into the regular timetables of the teachers. Additional time needs to be
created and more resources need to be provided.

One of the key concerns raised with regard to the issue of time in
educational change is the necessity of time for teachers to share and reflect
on their experience. Thus, collaborative efforts in the change process are
seen as another key factor in implementing successful change.

Fullan (1982) sees implementation of change as a process of
“resocialization,” and communication among members of the community is
the most crucial aspect of this resocialization. For this reason, teachers need

many opportunities to promote this kind of interaction. As Fulian puts it:
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“learning by doing, concrete role models, meetings with resource consultants
and fellow implementers, practice of the behaviors, the fits and starts of
cumulative, ambivalent, gradual self-confidence all constitute a process of
coming to see the meaning of change more clearly” (p. 67).

Because change is a social process, the interaction between fellow
teachers is crucial and affects the quality of working relationships which is
closely related to implementation. Fullan (1982) lists the qualities of good
working relationships as: “collegiality, open communication, trust, support
and help, interaction and morale” (p. 72).

In the same way, Houston (1998) argues that collaboration among
staff members is crucial and essential. Trust and ownership among faculty is -
essential. A relationship must be built in which all staff can be open and
candid without feeling threatened.

Fullan (1982) argues that teachers especially need opportunities to
communicate with their peers about what the change means. This would
help them to create the indispensable shared vision of change within the
institution. If teachers can have some time to review their practices and
interact with their colleagues about them, they will be more likely to bring
about improvements that they identify as necessary.

The final factor, which will be outlined in this section is the necessity
for staff development. However, training can be greatly misapplied unless it is
understood in relation to the meaning of change and the change process as

a whole. This factor will be discussed in more detail in section 2.3.
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2.1.4 Responses to (or Attitude towards) educational change

The initiation and implementation change will require certain
responses to it. People and institutions may react to change both in logically
and emotionally.

Fullan (1982) asserts that educational change depends on teachers’
actions, thoughts and reactions and the quality of their working conditions is
a determining factor for their performance and attitudes. Change is highly
personal. Teachers need time to think through their experiences and
calculate the rewards and costs. Generally, if the change works the
individual teacher gets little of the credit; if it does not the teacher gets most
of the blame.

To assess a change, teachers use the following criteria:

1. Need — congruence: lIs this change needed? Why is it
needed?

2. Clarity — instrumentality, procedural contents of the change.
What am | going to proceed with this change? Do | have
enough guidance? Am | clear about the expectations?

3. Outcomes / affects on time, energy, new skills. What am my
students or | gain from this change? How much am | going to

have to work? Is it worth it?

When these criteria are considered, it can be clearly seen that
teachers are mostly concerned with the gains and costs of the situation. For

teachers to be willing to change, personal costs in time and energy and
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benefits need to be balanced. Teachers generally get the worst of all the
three criteria. Benefit and clarity are low but the costs are high. The gap
between the benefits promised and those received is usually very large.

Frequently, changes do not work because the change agents or
promoters derive the change process from their own realities and conditions
instead of those of the teachers.

Lee (2000) reports on a study which examines teacher receptivity to
the curriculum change embodied in the new environmental education
guidelines in Hong Kong. A survey questionnaire, based on a “receptivity to
change” instrument, was distributed and case studies conducted. The
analyses revealed that such variables as the perceived non-monetary cost-
benefit of implementing the guidelines, perceived practicality, perceived
school and other support, and issues of concern were predictors for teachers’
behavioral intentions towards promoting environmental education. The
qualitative part of the research also found that, in addition to the factor of
perceived non-monetary cost-benefit, the dominance of organizational factors
may work to shape teachers’ receptivity to environmental education.

In Carless’ (1997) study on the primary school teachers’ receptivity to the
change process in Hong Kong, teachers’ attitudes towards the proposed
change was highly negative at the initial stage since the new curriculum
seemed to them to be complex and impractical. This was partially caused by
the piloting experience conducted before the implementation. Initial piloting
of the new curriculum for an academic year was carried out too hastily and

the teachers who were involved in the piloting were supplied with insufficient
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teaching materials. What is more, there was no rigorous evaluation

mechanism. This experience led to negative reaction towards the new

curriculum.

Because participants in innovations respond to change not only

logically, but also emotionally, change agents may face resistance to change.

James and Connolly (2000) list the main reasons for resisting change as:

Lack of trust. People resist the change because they do not
trust the motives of those proposing it. . . .

Belief that change is unnecessary: If there is no clear
evidence that the need for change is high, then resistance
will also be high. . . .

Belief that change is not feasibfe: . . . . Resistance . . . may
be justified on the grounds that the proposed change will not
work. . . .

Economic threats: Proposed change is likely to be resisted if
it threatens the job security of those affected by it. . . ..

The relatively high cost. . . . . The cost / benefit equation

can be used to resist change. '

Fear of failure: Change requires a new way of working.

The anxieties that people have about their capability to
adapt may cause resistance to change. . ..

Resentment of interference: Some people will resist change
if they see it as an attempt to be controlled by others. . . .
(pp. 19-20)

To cope with resistance to change and to help teachers in the process

of innovation, professional development seems to be suggested as the key

factor (Fullan, 1982; Fullan 1993; Fullan 1997; Markee, 1997; Jenlink , 1998;

James & Connolly 2000; Lee, 2000). The following section discusses

professional development, both in general and specifically relating to change

efforts.
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2.2 Professional Development

2.2.1 Teacher Training and Development in Teaching

Richards (1989) outlines two main approaches which can be used to
develop theories of effective teaching and to derive principles for teacher
education: the micro approach and the macro approach. The former is an
analytical approach which looks at teaching in terms of directly observable
characteristics and involves looking at what the teacher does in the
classroom. The macro approach, however, is more holistic and less
fragmented in that it involves inferring what goes beyond the quantifiable
classroom processes. Activities and learning experiences in the first
approach reflect the {raining view which sees teaching as broken down into
discrete and trainable skills. On the other hand, the activities in the second
approach constitute the education view which focus on "clarifying and
elucidating the concepts and thinking processes that guide the effective
second language teacher. Activities and experiences are needed that help
the novice teacher understand and acquire the means by which the effective
teacher arrives at significant instructional decisions" (p. 14).

Likewise, Freeman (1989) suggests first a descriptive model of
teaching and then, based on this model, he outlines a framework of
professional development activities based on two different educating
strategies: training and development. In his model, he sees language
teaching as a decision-making process based on four constituents:
knowledge, skills, attitude, and awareness.

Knowiedge [the what of teaching], for the teacher, includes
what is being taught (the subject matter); to whom it is being
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taught (the students, their backgrounds, learning styles,
language levels, and so on); and where it is taught (the
sociocultural, institutional, and situational contexts). Skills [the
how of teaching] define what the teacher has to be able to do. .

. (p. 31).
With the awareness of his/her own teaching, the teacher develops an attitude
that is, "a stance toward self, activity, and others that links intrapersonal
dynamics with external performance and behaviors" (p. 36).

For both Freeman (1989) and Richards (1989) training is a strategy for
direct intervention by the trainer, the peer, the supervisor, the teacher
educator, the mentor or the colleague. The aim of training is to work on
specific aspects of the teacher's teaching. Therefore, it is structured so that it
follows a sequence of clearly identified steps leading to specified outcomes.
The aspects of teaching that can be seen as part of training are "discrete
chunks, usually based on knowledge or skills, which can be isolated,
practiced and ultimately mastered” (p. 39). On the other hand, Freeman'’s
development which Richards (1989) terms education, is a strategy that has |
an indirect intervening influence on integrated aspects of teaching. Of
course, these aspects are not generic as they are in training; on the contrary,
they are individual. Development aims at changing the teacher through
building up or redirecting his/her awareness. Thus, development is a far less
structured and pre-packaged strategy than training.

Freeman (1989) concludes by asserting that the process of language
teacher education demands differing strategies depending on which of the

constituents in his descriptive model are to be focused on. He sees training



and development as two basic strategies which aim at the same target but
have different methods.

The question of having two distinct strategies and the possibility of
integrating them is taken up by Wallace (1991). In his model of the
acquisition of professional expertise, he advocates "reflective teaching" which
combines "received knowledge" and "experiential knowledge." Derived from
Schén (1983, as cited in Wallace 1991) received knowledge consists of the
theories, facts, data often related to some kind of research. However,
experiential knowledge (or knowing-in-action) consists of the professional's
ongoing experience and reflection on this experience. Based on these
concepts suggested by Schén, Wallace puts forward the reflective model of
teacher education. In this model, it is observed that the trainee comes into
the professional education situation with hisfher existing conceptual
schemata or mental constructs. During his/her education, the individual
experiences the interplay of his/her received knowledge and experiential
knowledge and through practice, and reflecting on this practice, s/he gains
professional competence.

Reflective teaching has been seen as a crucial part of teacher
education processes by Richards and Lockhart (1996) as well. For them the
"process of reflecting upon one's own teaching is viewed as an essential
component in developing knowledge and theories of teaching and is hence a
key element in one's professional development. The process is one which
continues throughout a teacher's career. Formal programs of teacher

education represent only an initial, though essential, first phase in teacher
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development." (p. 202) As Zeichner (1992, as cited in Richards and
Lockhart 1996) points out teacher educators must try to guide teachers to
internalize techniques and skills to study their own teaching and help
teachers to take responsibility for their own development.

Pennington (1989) asserts that at the heart of every educational
program is the teachers. It is the teachers who make the program a success
or a failure. Therefore, setting up and developing a good faculty is an
indispensable part of every program. She analyzes the faculty development
process from both the pre- and in-service perspectives and claims that
holistic approaches to pre-service teacher preparation would be more
suitable since they focus on the development of the individual teacher in
personal dimensions that are relevant to his/her professional choices. Such
programs might include increasing teachers' potential for syliabus and
materials design, assessment, planning and conducting lessons, learning to
adapt to change and different demands of the teaching situations. On the
other hand, in-service or on-going faculty development for teachers might
include modules focused on new techniques or materials. In addition, such
prbgrams might help teachers "reorient {themselves] to cope with changing
conditions in the field or in the society at large which affect priorities and
objectives of the school or which require changes in the language program”
(p. 94). However, such a re-orientation might go beyond the "what" and
"how" of teaching; the prerequisite in such change situations might be for
attitude adjustment. "For trainees as well as teachers aiready in service,

work on attitudes may be as essential as work on methods, and may in fact
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be a prerequisite to any successful program to improve teaching. . ." (p. 94).
Based on this premise she suggests a four-stage framework of faculty
development:
(1) Educational awareness: A basic introduction to the interface
of language, culture and education.
(2) Self awareness: Teachers being aware of their own needs
within the new environment
(3) Student awareness: Teachers being aware of their students'
needs and wants.
(4) Methods and Materials: Teachers developing their skills
concerning methodology and materials production (p. 95).

The American Federation of Teachers (AFT) (1995) put forward a set
of guidelines for professional development. They believe that there is a great
need to ensure that teachers understand and are committed to reforms which
are underway in national education in the USA. Professional development
for this reason needs to be designed carefully to prevent it from failing.

Professional development is a continuous process of individual
and collective examination of practice. It should empower
individual educators and communities of educators to make
complex decisions, identify and solve problems, and connect
theory, practice and student outcomes. It should also enable
teachers to offer students the learning opportunities that will
prepare them to meet world-class standards in given content
areas and to successfully assume adult responsibilities for
citizenship and work (p. 4).
The Guidelines are:
1. Professional development makes sure that teachers need deep
knowledge about the content area they are teaching. That is,
professional development must have a purpose of deepening the content

knowledge of the teachers.
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. Professional dévelopmént should have a strong basis in developing
teachers’ knowledge of the pedagogy of that particular content area. That
is teachers need also know how to teach that content as well.

. Professional development should develop teachers’ general knowledge
about the teaching and learning processes and about schools as
institutions, because teachers need to learn a lot about how to manage a
classroom.

. Effective professional development is based on relevant research. This
requires that teachers’ practice needs to examined and/or changed in the
light of research.

. Professional development should help students improve their
achievement. Higher student achievement is the central goal in
education.

. Effective professional development requires teachers to be “intellectually
engaged with ideas and resources” (p.11). Too often teachers are
excluded from decision-making processes. In the in-service training
programs, they are told to teach in a certain way but never given
opportunities to prepare for complex problems they encounter while
teaching. Therefore, good professional development should engage
teachers in thinking about tough issues.

. Effective professional development provides sufficient time, support and
resources to help teachers to learn new content and methodology as well
as incorporate these in their teaching. Professional development is a

process and that is why it needs time. Time is especially essential for
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reflective meetings, networking and observations. Teachers also need to
discuss their experiences with other colleagues. “Essential time should
be built into a teacher’'s workday” (p. 8).

8. Professional development should be designed by participants themselves
in collaboration with experts in the field. Teachers who are not involved in
the design of professional development programs feel isolated and
frustrated. They even feel cynical about it since they think their realities
have not been considered. That is why participants need to be actively
involved in planning professional development.

9. Professional development should take a variety of forms, even ones that
have not been considered. People learn in a variety of ways. Therefore,

teachers need this variety.

2.2.2 Professional Development in Educational Change

Fullan (1982) claims that the amount of training does not make a
difference in the effectiveness of the implementation of change, but it is very
important that whatever training is given, it should combine pre-implementa-
tion training with during implementation training and use a variety of trainers.
One-off workshops prior to or even during implementation are not very
effective and helpful to the teachers. Teachers say they learn best from
other teachers. When teachers are trained as staff developers, they can be
very effective in working with other teachers. Teachers also say that they

need direct outside help -- if it is practical and concrete.
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Similarly, Carless (1997) found that Hong Kong teachefs were not
satisfied with the one-off workshops that were organized to train them for the
new curriculum. They felt overwhelmed by the materials presented during
the workshops and expressed a strong need for ongoing developmental
professional development support systems.
Most forms of in-service training (INSET) are not designed to provide
the “ongoing, interactive, cumulative learning necessary to develop new
conceptions, skills and behavior” (Fullan, 1982, p. 66). Teachers have very
specific concerns and questions when they try to implement thé new
program. Therefore, it is essential that they get appropriate support during
this most critical stage.
Successful teacher training programs:
¢ are effective when they combine concrete teacher-specific training
activities with ongoing support during implementation and regular
meetings with peers and others involved in the change process.

¢ involve decisions about the details of the implementation. That is,
teachers’ participation in decision-making is essential. When a change
process is initiated, certain decisions have to be made at the initial phase.
However, many programs require further clarifications and changes
throughout their implementation. Therefore, teachers’ participation in this
decision-making is indispensable.

Fullan (1982) asserts that three types of knowledge are essential for
educational change: (1) technical expertise related to the content area, (2)

interpersonal skills (the ability to communicate, listen, motivate), and (3)
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conceptual and technical skills which relate to the ability to understand and

organize the educational change process.

Change is unpredictable, so it is important to understand and modify
actions throughout this dynamic process and effectively respond to any
problems that may arise. We need knowledge and skills about change
because we need to plan ahead. These skills and knowledge help us to
identify which factors need to be considered and how. Alf three types are
essential but often number one is given priority and the others are neglected.

To implement educational change teachers need to assess the need
for the change, have certain skills in a range of teaching methods, planning
and evaluation and be able to modify classroom activities as necessary to
meet students’ needs and the needs of the new program.

Having surveyed the literature in the field, Fullan (1982) puts forward
five factors common to successful programs:

1. Professional development should concentrate on teachers’ job related
tasks.

2. Professional devetopment programs should incorporate Joyce and
Showers’ five components in their scheme: theory, demonstration,
practice, feedback and application with coaching.

3. Follow-up is very important. Teachers need some breaks in between
sessions to be able to try out the ideas and practices suggested in the
sessions. Then, they can come back with their experiences.

4. A variety of forms of training need to be involved. Workshops, teacher

meetings, and tutorials.

41



5. Professional development should be continuous. As the implementation

is going on more professional development needs will arise and it will be

necessary to address these needs as they arise.

According to Fullan (1979) in-service teacher education fails for the

following reasons:

w

o s
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1. One-off workshops are widespread but ineffective.
2.

Topics are frequently selected by people other than those for
whom the in-service is intended.

Follow-up support for ideas and practices introduced in in-
service programs occurs only in a very small minority of cases.
Follow-up evaluation occurs infrequently.

In-service programs rarely address the individual needs and
concerns.

.. .. There is a profound lack of any conceptual basis in the
planning and implementing of in-service programs that would
ensure their effectiveness (as cited in Fullan 1982, p. 263).

Curriculum change makes incredible demands on the teachers and as

Clair (1998) asserts, changes and innovations in the field of education

require English as a Second Language (ESL) teachers to develop

professionally in ways that they have not experienced before. She believes

that teachers require professional development to meet the enormous

demands of reform but traditional forfns of development such as one-shot

workshops, pre-packaged seminars, are inadequate and insufficient for

enabling teachers to develop professionally during the process of change.

On the contrary, she claims that they need time and space to explore,

critique and place theif work within the context of change and goes on to

outline the most important qualities of effective professional development :

It is authentic--embedded in the reality of school life and
participatory— and is designed and directed with teachers'
input. It reflects principles of adult learning and shared decision
making. It is focused on individual and organizational learning,
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coherent and long range; rigorous, sustained, and adequate to
facilitate growth, critical reflection, and change; site based; and
integrated with an articulated vision for students (pp. 466-467)
(Hawley & Valli, 1996; Lewis, 1997; Little, 1993; Renyi 1996;
Sykes, 1996, as cited in Clair 1998).

2.2.3 Suggested professional development activities

In addition to the general approaches and guidelines suggested for
professional development when coping with change, a number of specific
activities seem to be most commonly used and found beneficial.

The first of these is the idea of teachers working in groups, in other
words working in close collaboration. As mentioned earlier, the change
process is seen as a new way socialization and close communication among
the parties involved is essential.

Underhill (1992) suggests that teachers develop their self-awareness
and teaching strategies better in groups. He makes four proposals about
teacher development that are quite similar to Clair's (1998) suggested
qualities:

(1) Teacher development is primarily a version of personal
development.

(2) The tacit or overt questions that we ask of our practice can
help or hinder our development.

(3) Seif-awareness is an essential prerequisite for such
development

(4) People in groups can . . . provide a facilitative climate that is
strongly conducive to the development of such self-awareness
(p. 71). |

Underhill (1989) especially focuses on the help of groups in the
professional development process. He claims that the climate of the group is

a caring and sharing one. All the members of the group are volunteers and

they genuinely care for their development; they are committed to the process.
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Therefore, he concl.udes, this atmosphere helps the participants to be honest
both with themselves and with the others involved. Moreover, this supportive
environment enables them to take risks and make the necessary effort that is
essential for deepening their awareness. Finally, he concludes that "teacher
development is no different form of personal development, and as such can
only be self-initiated, self-directed, and self-evaluated. No one else can do it
for us, though other people can be indispensable in helping us to do it"

(p. 79).

Kennedy and Kennedy (1996) conclude that “ in any change process it
is important to involve respected/powerful groups that may influence teacher
behavior” (p. 360).

Similarly, Anderson (1995) argues that teacher collaboration is the
most influential factor in implementing the change process. He reports that in
his studies it was seen that teachers “when given the opportunity to develop
materials together, to plan together, to share teaching ideas with one
another, and to help one another make new connections with content,
teachers did reform their teaching” (p. 35).

Darling-Hammond and McLaughlin (1995) also focus on the need for
collaborative experiences among teachers through innovation attempts.
They advise:

.. . to serve teachers’ needs, professional development must
embrace a range of opportunities that allow teachers to share
what they know and what they want to learn and to connect
their learning to the contexts of their teaching. Professional
development activities must allow teachers to engage actively
in cooperative experiences that are sustained over time and to

reflect on the process as well as on the content of what they are
learning (p. 599).
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Lieberman (1995) criticizes the traditional view of professional
development activities provided for teachers. She claims “in the traditional
view of staff development, workshops and conferences conducted outside
the school count, but authentic opportunities to learn from and with
colleagues inside the school do not” (p. 591). Instead of this traditional view
of professional development, she proclaims activities which involved more
teacher collaboration, discussion and reflection:

if reform plans are to be made operational . . ., then teachers
must have opportunities to discuss, think about, try out and
hone new practices. This means that they must be involved in
learning about, deveioping, and using new ideas with their
students. They can do this in a number of ways: by building
new roles (e.g. . . . peer coach. . .), by creating new structures
(e.g. problem-solving groups . . .), by working on new tasks
(e.g. . . . analyzing or writing case studies of practice), by
creating a culture of inquiry . . . (p. 593).

Lieberman (2000) further refines her views and puts forward the idea
of collaborative teacher development in the form of networks, research
groups, school-university partnerships and professional communities in
schools.

Novick (1996) argues that “professional development activities will
need to help teachers balance the inevitable tension between preparing
children for the world of work and viewing education as lifelong learning and
enquiry” (p. 6). However, in teacher development the one-shot workshop is
still the preferred method for professional development. Besides, teacher
training is generally based on the “transmission model of learning.” How can

teachers teach in ways they have seldom or never experienced? Training is

not related to what happens in the classroom. Instead of this traditional
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model, she lists a number of innovative methods for professional

development.

Teaching for understanding: New approaches in teaching mean that
teachers need to reflect more on their practice. “To facilitate higher order
thinking in children, teachers too must have ample opportunities to
construct their own understandings and theories” (p. 8). Ina study‘ of nine
Northwest schools in the U.S.A., Novick (1995) found that in these
schools the staff did not feel that implementing other people’s ideas of
“best practices” led them to “a sense of competence, purpose and
commitment” (p. 8).

Peer coaching and mentoring: Teachers find ongoing peer coaching
better than typical in-service workshops, because it enables more time to
talk to people who are also changing. One teacher said, “If a teacher
trainer had come into my room and done a couple of workshops and said
‘OK this is the way to teach,’ | would not have changed. However,
because this is now ongoing for several years, | really am seeing changes
in myself “ (p. 8).

Teacher networks (discussed in detail below)

Collaborative activities in general.

Novick’s thesis is that as teaching approaches change, teachers need

to be able to be “actively involved in their own learning process” and

professional development is “intricately interwoven with the daily life of the

classroom” (p. 13).
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Clair (1998), also views teacher study groups (referred to by
Lieberman and Novick as teacher networks) as one of the most useful
activities in coping with change. These groups are sustained experiences for
teachers during which they explore together the issues and demands that are
directly related to their teaching or to their students’ learning. As they are
formed by the teachers themselves, they do not have a set format or
operation; everything involved is decided on together within the group based
on the needs and wants of the participants.

According to Parker (1997, cited in Lieberman 2000), the key
characteristics of networks are a strong sense of commitment, a sense of a
shared purpose, information sharing and psychological support, facilitation,
voluntary participation, equal treatment, and an egalitarian ethos. Successful
networks are involved in negotiating contradictions to find solutions, focusing
on practical concerns, and keeping the balance of inside and outside
knowledge. They are flexible, responsive to participants’ needs, and
encourage learning and improving continually.

Similarly, Darling-Hammond and McLaughlin (1995) propose that
teacher networks are highly beneficial tools for professional development
because they

engage . . . [teachers] in collective work on authentic problems
and bring them face to face with other . . . [teachers] and
possibilities. They provide “critical friends” to examine and
reflect on teaching and opportunities to share experiences
associated with efforts to develop new practices . . . (p. 599).

Lieberman (2000) reports on a sample case, the National Writing

Project, invoiving the use of such a teacher network for professional
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development purposes. It consisted of a 5-week workshop held on a
university campus. Teachers wrote, and shared their writing, and gave
feedback to each other. They also taught model lessons, discussed, and
constructively criticized each other. “The experience of being teacher and
learner, novice and expert, group member and individual, writer and
audience, opens teachers to new possibilities and opportunities” (p. 224).

The impact of networks on the classroom was reported to be very
positive. Observations show that teachers incorporated the strategies,
activities, and philosophical understandings they learned from the training
workshops into their lessons. “The support teachers had found and
continued to enjoy in the . . . project had renewed their excitement about
teaching, contributing significantly to their connection to their students and to
their effectiveness as classroom teachers” (p. 225). Some teachers were
appointed or took up leadership positions to involve other teachers in the
process of teacher development.

Farrell (1998) reports on a research study conducted in Seoul, South
Korea, with three experienced EFL teachers who networked with each other
through forming a group. The teachers had weekly meetings to reflect in
discussion. In addition, they also observed each other and kept a
professional journal. Farrell collected data through field notes, written logs,
group meetings, individual meetings, observations, participants’ written
reaction journals, and written artifacts. The study sought to answer three

questions: What was the content of teachers’ discussions in reflection
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sessions?, What was the level of their reflection (critical or descriptive)? and
Did refiection develop over time?

Farrell found that the teachers discussed group process most, and
teaching second. Personal theories and problems generated a lot of
discussion. The teachers met regularly to reflect on their teaching. Their
reflection did not greatly develop over time. The teachers said that they
joined this reflective group because they wanted and needed to share their
experiences. One teacher said she wanted to become a better teacher. The
reactions to the teacher development group were quite positive. The
teachers thought that others would benefit from belonging to such a group.
They had more confidence but were not immune to outside pressures (mainly
time). They felt that one semester is too short to expect any major
development. Farrell argues that while discussing their work teachers will not
necessarily become more critically reflective. The discussions in this study
stayed mainly at the descriptive level.

Farrell makes five suggestions: Join a group of ESL/EFL teachers;
build in some ground rules; provide for 3 types of time (individual,
development, time frame); provide external input to avoid inhibiting change;
provide for a low affective state some anxiety will be inevitable (in fact
necessary) but too much will impede critical reflection. “If you, as a teacher,
are not thoughtful about your professional work, how do you expect your
students to be thoughtful about their learning” (Henderson 1996, cited in

Farrell, 1998, p. 23).
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CHAPTERlI
METHOD OF RESEARCH

3.0 Presentation

This chapter discusses the method of data collection and analysis
used in this study. The first section presents the overall description of the
research design. The second section describes the informants involved in
the study. The third section provides a description of data collection
instruments and procedures. The final section describes the data analysis

procedures.

3.1 Research Design
This research was designed as a qualitative case study to investigate
the curricular change process FYEP is currently undergoing and its
implications for professional development. As presented earlier in Chapter |,
the study seeks to answer the following research questions:
1. How did FYEP staff perceive the curricular change in its initiation
and the first year of implementation?
1.1 What did the instructors understand from the change and
how did they feel about it?
1.2  What did the head of the program and the unit coordinators

understand from the change?
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1.3  What were the similarities and differences (if any) between
the instructors’ and coordinators’ understandings of

change?

2. What were the professional development needs of FYEP
instructors during the initiation and the first year of the
implementation of the curricular change?

2.1  What did the instructors think they needed to be able to
cope with the change?

2.2  What did the head of the program and the unit coordinators
think the instructors needed to be able to cope with the
change?

2.3  What were the similarities and differences (if any) between
the instructors’ and administrators’ perceptions of

professional development needs?

Although researchers in anthropology and sociology have long used
qualitative methods in research, the term “qualitative research” was not used
until the late 1960s (Bogdan and Biklen, 1992). Various other terms such as
“ethnography”, “case study” and “descriptive research” have all been used
when describing qualitative inquiry. As Bogdan and Biklen (1992) argue,
whatever term is used, “qualitative research” is currently used as an umbrella
term to refer to research strategies that share certain common features: rich

and thick descriptive research data, non-operationalized research questions
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without any controlled variables, an effort to understand eventé in their own
complexity and naturalistic settings.

Qualitative research looks for answers to questions examining various
social settings and the people who live in these settings. According to Berg
(1989), qualitative researchers are most interested in how people organize
themselves and their settings and how they make sense of their envifonment
through symbols, rituals, social structures and social roles. Qualitative
techniques allow researchers to share the understandings and perceptions of
others and to explore how people structure and give meaning to their daily
lives. Tuckman (1994) states that ethnography relies on observations of
interactions and interviews of participants to discover patterns and their
meanings. In view of this, the present study seeks to discover the patterns of
behavior during the change process and their implications for the case
institution.

The characteristics of qualitative research are listed by various
scholars in the field (Patton, 1990 cited in Tuckman, 1994; Bogdan and
Biklen 1992; Berg 1989). Although different categorizations are used, most
of them tend to share five common features. Below is a brief description of
each feature accompanied with a discussion of how they relate to the present
study.

Firstly, qualitative researchers study real-world situations in their
natural settings. The techniques used are nonmanipulative, unobtrusive, and
do not control the environment. Qualitative researchers are open to

whatever emerges in the field. Thus, they do not have any predetermined
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ideas on the outcomes of their inquiry (Patton 1990, cited in Tuckman 1994).
The aim of this study is to describe the change process as it is naturally
happening. The researcher carried out the interviews without any
manipulation of informants’ experiences. What is more, the researcher did
not have any pre-determined ideas about these experiences before the data
collection.

Secondly, qualitative research is descriptive. The data collected by
qualitative methods are full of detailed description. Qualitative researchers
are interested in the phenomena in depth. Because of this, they employ
many direct quotations that reflect people's experiences and perspectives
(Patton 1990, cited in Tuckman 1994). “Qualitative research tries to establish -
an empathetic understanding for the reader, through description, sometimes
thick description, conveying to the reader what experience itself would
convey” (Stake 1995, p. 39). This research study is also highly descriptive in
nature. The sole purpose of the researcher is to attempt to describe the
reality of the informants as they went through this change process and thus
reflect their experiences to the reader. The descriptions quite often include
quotations to best illustrate the perspectives of the informants.

Thirdly, qualitative researchers are concerned with process rather than
outcomes and causal relationships. They do not form hypotheses or try to
explain how and why certain elements or people are different from one
another (Bogdan and Biklen 1992). Another reason why qualitative
researchers attend to process rather than outcome is that they believe

change is constant and ongoing (Patton 1990, cited in Tuckman 1994). In
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relation to this attention to process, qualitative researchers are open to
adapting their inquiry according to changing situations. They avoid adhering
to rigid research designs. This particular study is concerned more with the
process than with any possible outcomes. As the research study was
advancing, so was the change process. The researcher was there to obtain
a picture of how the informants perceive this dynamic change process. The
experiences of the informants were processes in themselves, as well as the
whole experience of change. As a natural characteristic of such a dynamic
seftting, the researcher had to make some minor changes in her design to be
able to best reflect the experiences of the participants. These changes, with
the underlying reasons, are described in detail in section 3.3 of this chapter.

Another key feature of qualitative research is that "meaning" is highly
crucial to qualitative researchers. They are mostly interested in how people
assign meaning to their lives or, as Bogdan and Biklen (1992) refer to it;
“participant perspectives” (p. 32). In this way, qualitative research unravels
inner processes of events and situations. Such dynamics are not obvious
from outside. The present research study is a good example of this
characteristic of qualitative research as the aim of the whole study is to
describe the meaning that participants assign to the change process that
they are going through. Hence, what is essential for the researcher is to try
to depict the meanings and values that informants assign to their experiences
as accurately as possible.

The final important characteristic of qualitative inquiry is that

researchers analyze qualitative data inductively. Qualitative researchers go
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into the details and specifics of their data in order to discover categories,
patterns and relationships. They begin their research from open questions
rather than closed hypotheses (Patton 1990, cited in Tuckman 1994). In the
same way, inductive inquiry is a part of this particular research study since its
aim is to describe and assess the change process. The questions it seeks to
answer are all exploratory; they do not try to establish causal relationships,
but merely attempt to describe the experiences.

To sum up, as Fetterman (1989) points out, qualitative research is the
"art and sciehce of describing a group or culture” (p. 11). Qualitative
researchers or ethnographers are interested in understanding and describing
a social and cultural scene from the "insider's perspective." They assume a
holistic perspective in research to gain a comprehensive, complete and
detailed picture of a group of people, cuiture or phenomenon. The insider's
perspective of reality is of utmost importance and is necessary for an
understanding and accurate description of situations and behaviors. Insiders’
perspectives may not conform to an objective reality, but qualitative
researchers do not strive to put forward such an objective reality. Instead,
they try to understand why members of a social group do what they do or
why a phenomenon happens in the way that it does.

When seen in the light of the five features of qualitative research
described above, the qualitative case study design selected for this study is
appropriate and meaningful. Although the study is mainly qualitative,
quantitative data in the form of descriptive statistics will add depth to the rich

descriptions provided by the extensive data.
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3.2 InformantsA

There are two informant groups involved in the study: instructors and
administrators — the head of FYEP, unit coordinators and other coordinators.
In qualitative research, sampling, choosing the informants to collect data
from, is different from the probabilistic approach of quantitative research. As
Patton (1987) argues, it is essential for the qualitative researcher to choose a
sample purposefully. According to him, the criteria for choosing the sample
should be “information-rich cases for study in depth” (p. 52). In other words,
people from whom the researchers know they would be able to learn a great
deal about the issues under consideration. Following Patton’s suggestion, in
the present study the researcher attempted to choose a purposeful sample.

Patton (1987) lists a number of different strategies for purposeful
sampling: extreme or deviant sampling, maximum variation sampling,
homogeneous samples, typical case sampling, critical case sampling,
snowball or chain sampling, criterion sampling, confirmatory and
disconfirming cases, sampling politically important cases, convenience
sampling. In addition, he clarifies that these categories are not mutually
exclusive and a possible combination of more than one strategy is also
possible. For this research study, the researcher wanted to include the total
population, i.e. all the instructors who were working in the Program during the
previous curriculum (a total of 26 participants). However, she was able to
interview only 23 since the other three were not available. Thus, an example

of opportunistic sampling.
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3.2.1 Instructors

Instructors constitute the main informant group in this study. There
are 15 teachers, all of whom have worked in FYEP for at least one year, but
their total experience in teaching is between 2.5 and 23 years. In terms of
experience and nationality, this group constitutes a heterogeneous mosaic.
Nine of the instructors are Turkish, three of them American, two British and
one Azerbaijani. The group also has a variety of academic qualifications.
Among the 15 instructors, only two of the instructors have terminal bachelor’s
degrees while all the remaining have graduate degrees. Two of the
participants have PhD studies in progress. In addition, many of the Turkish
instructors in the group have attended various teacher training and
development activities such as methodology courses (e.g. CertELT and
DipELT), short courses (e.g. Drama in ELT, Testing, the Lexical Approach)
and trainer training courses (e.g. the Certificate in Teacher Training) offered
by the British Council, Ankara. Other instructors have international teaching
certificates. Apart from these qualifications, the group has also proven their
commitment to professional development by expressing an ongoing interest
in other teacher development activities, such as attending in-house
workshops, seminars, symposiums and local conferences.

The instructors were selected based on voluntary participation and
availability. At the time of data collection, the number of instructors who were
involved in the curricular change was 18. The researcher proposed to
involve the whole population. However, of the 18 instructors, the researcher

was able to contact and collect data from 15. The remaining three instructors
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were unfortunately not available.

These instructors were involved as informants through semi-structured
interviews. Two of the initial interviews were used as pilot tests to finalize the
interview guide. For purposes of enriching the data, the results of these two

interviews were used in data analysis as well.

3.2.2 Administrators

The other group of informants consists of the head of FYEP, the
professional development coordinator, the BilWRITE' coordinator and five
unit coordinators, all of whom have had at least one year’s teaching
experience in FYEP. The total teaching experience of this group of
participants'ranges from five to 26 years. In terms of nationality, five of the
eight administrators are American, two are Turkish and one is Canadian. Six
of them have MA degrees; two have PhD degrees and one has PhD studies
in progress. Among this group of eight, five hold the Bilkent University
School of English (BUSEL) Diploma in Teacher Training?.

All eight administrators were involved in the first round of semi-
structured interviews. However, one unit coordinator, the BilWRITE
coordinator and the professional development coordinator left the program at
the end of the 1999-2000 Academic Year. A unit coordinator and two other

instructors from the initial interviewee group replaced these coordinators’

! BIWRITE is Bilkent University's writing center operated by FYEP. 1t gives support to all students of the
university through an appointment based and/or drop-in tutorial system and other learner training and support
activities and facilities.

2 The Bilkent University Schoal of English Language Diploma in Teacher Training is awarded to the
successful participants of the in-house trainer training course.

58



posts. Therefore, only the head of FYEP and four of the unit coordinators
were involved in the second round of semi-structured interviews.

As with the first group of informants, the first interviews in each round
were used as pilots. However, due to the limited number of participants they

were also included in the data analysis.

3.3 Data Collection Instruments and Procedures

The data in this study was collected through two sets of individual
semi-structured interviews with instructors and administrators of FYEP. The
initial set of interviews was held during the Summer semester of the 1998-
1999 Academic Year and the Fall semester of the 1999-2000 Academic
Year. As part of these initial interviews, the researcher interviewed 15
instructors and seven coordinators, as well as the head of FYEP. The
second set of interviews —the final interviews-- took place during the summer
semester of the 1999-2000 Academic Year, that is, after the completion of
the first year of the new program’s implementation. During this set of
interviews, the researcher interviewed four coordinators as well as the head
of the Program.

Originally, the researcher had planned to collect data about the
initiation and the initial implementation stages of the change process in FYEP
through just one set of interviews, that is, during the summer semester of the
1998-1999 Academic Year and the first few months of the 1999-2000
Academic Year. The reason behind this plan was simple: the researcher had

the aim of describing the participants’ initial reactions to the new curricutum.
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However, after this initial period of data collection and preliminary informal
data analysis, the researcher concluded that although the initial data provide
much useful information about the initiation stage (the preparatory semester
before the actual run of the new courses), it would not be sufficient in
describing the participants’ experiences during the implementation.
Therefore, the researcher decided to collect more data about the
implementation stage of the change process at the end of the first year of
implementation of the new courses.

For this reason, the researcher kept in contact with the Program and
the people working in it. Through this on-going communication with the
Program, the researcher was able to inform herself about the events and
processes taking place in the Program. At the end of the Academic Year, the
résearcher contacted the coordinators and the head of the Program and held

the second set of semi-structured interviews ~the final interviews.

3.3.1 Development of the Interview Guide

The following are the stages the researcher went through in order to
| Ldevelop the interview guides used during the data collection process
throughout the study: |

Stage 1: Building a Framework

To construct the interview questions and to analyze the data collected,
the researcher worked on formulating a framework for the change process
under study. For this purpose, the researcher first reviewed the relevant

literature in the field of educational change. This helped the researcher to
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choose a theoretical framework to understand the change process FYEP
staff are undergoing. Then, the researcher matched this framework with the
research questions.

Below is the framework developed by Fullan (1982) and the way it

corresponds to the FYEP curricular change process:

CHANGE PROCESS (Fullan 1882)

STAGE 1: INITIATION ~ ADOPTION

Description of This stage includes the process which leads up to the decision to adopt
the Stage a change and the preparation which goes into the development of the
new program.

FYEP reference | « The announcement from the Provost office — beginning of 1998 -
1999 Academic Year Spring Semester

« Development of the goals and objectives of the new program - by
the end of May 1999

s = Course and Materials Design: 1998-1999 Academic Year Summer
semester and September 1999,

4

STAGE 2: IMPLEMENTATION - INITIAL USE

Description of This stage involves the first experiences of attempting to put the new
the Stage idea or program into practice. It usually covers the first 2-3 years of use.

FYEP reference | o Started during the 1999-2000 Academic Year. Ongoing.

J

STAGE 3: CONTINUATION - INSTITUTIONALIZATION

Description of This is the final stage in the process and it is the decision of whether the
the Stage new idea or the program gets built in as an ongoing part of the system
or disappears.

FYEP reference | o UNKNOWN

OUTCOMES OUTC*IIES OUTCOMES

Outcomes refer to the results the change is expected to produce. They generally are seen
as the degree of school improvement within a given criteria. For example, better student
learning and attitudes, better teacher satisfaction and attitudes, etc.

With the help of this framework, the researcher was able to prepare
the main questions to explore instructors’ perceptions referring to all three

stages of the framework. The three stages in the framework formed the
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backbone of the interview questions. The researcher generated her
guestions to correspond to the stages in the framework.

Stage 2: Selecting an Interview Type and Questioning

Interviewing is a form of questioning which employs verbal questioning
as its major technique of data collection. Interviews are conducted by people
in everyday life, but, as a method of data collection, interviewing is different in
that it is prepared and executed in a systematic way;, it is controlled by the
researcher to avoid bias; and it is related to specific research questions and a
specific purpose. Interview is employed as the method of data collection in
most research studies, irrespective of the underlying approach.

As suggested by Patton (1990, cited in Tuckman 1994), there are
mainly four types of interviews, which range from the totally informal,
conversational type to the highly structured and closed, fixed-response type.
The type chosen will depend on the context of the study and kinds of
questions to be asked. For this research study, a combination of
standardized open-ended interview and the interview guide approach is
used. In the former method, the interviewer determines the wording and
sequence of questions before the in_terview and asks the same basic
questions in the same order; however, the questions are completely open-
ended. The latter approach, however, involves determination of the topics
and issues in advance in an outline format and allows for changes in wording
and expression according to the course of the interview.

Thus, the researcher chose to adopt a semi-structured interviewing

method based on an interview guide for the following characteristics as
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defined by Sarantakos (1993):

¢ Only open questions are used; that is, questions without fixed
response categories.

* They are generally single interviews; that is, one person at a time.

* The question structure is not fixed or rigid; it allows change of question
order, even addition of new questions where necessary.

» They offer interviewers freedom in presenting the questions, changing
wording and order, and adjusting the interview so that it meets the

goals of the study.

Stage 3: Preparing the Questions and Choosing a Recording Method:

Various scholars classify the types of interview questions. Patton
(1987) classifies interview questions into six categories: experience/behavior,
opinion/belief, feeling, knowledge, sensory, and background/demographic.
On the other hand, Spradley (1979, cited in Goetz & LeCompte 1984)
classifies questions into three groups: descriptive questions, structural
questions and contrast questions, while Berg (1989) provides another
typology which is slightly different from the previous two and concentrates on
the style of questions: essential questions, extra questions, throw-away
questions and probing questions.

The guides for all the interviews consisted of essential and probing
questions. The researcher employed Patton’s (1987) categorization and
asked background/demographic, experience/behavior, opinion/belief and

feeling questions.
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Stage 4: Pilot Testing of the Interview Questions:

The researcher prepared open-ended questions and possible probing
questions based on the framework given in Stage 1 and piloted them with
four interviews. Two of the pilot interviews were held with instructors and the
remaining two were held with coordinators; one for the initial and one for the
final interviews. The outcomes of the pilot experience are as follows:.

a) it was found that there were too many questions and some of them
were redundant.

b) The questions needed some other type of organization since the
interviewees found it difficult to concentrate on the questions.

c) Some of the questions overlapped with others. The interviewees
answered some of the questions even before the researcher asked
them.

d) It took 30 — 40 minutes to conduct each interview.

As a result of the piloting process, the researcher came up with three
main changes to the interview guides. Some of the questions were
combined and thus the number of questions was reduced from 10 to five,
thus allowing for more concentration on issues with relevant probing
questions. In addition, the order of the questions was also changed. The

details will be discussed in the foliowing stage.

Stage 5. _Sequencing the Interview Questions:

in order to be able to gather the necessary information through

interviewing, special attention should be given to question sequencing. This
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is crucial, since if questions are asked in the wrong order, it will be very
difficult to make up for possible losses or missed information. Patton (1987)
suggests beginning interviews with questions about noncontroversial present
behaviors and experiences. Later on, questions eliciting interpretations and
opinions of such activities can be introduced. He states that it is preferable to
ask questions about the present before those about the future and past,
because it is easier for respondents to answer questions about their current
experiences, and will therefore tend to produce good resulits.

Following Patton’s (1987) advice, the researcher designed the
interview guides opening with demographic questions', then moving into the
present situation description, following with the changes happening
(experience/behavior) and the instructors’ feelings about these
(opinion/belief) and finally moving into the instructors’ needs and preferences
in terms of professional development activities for the future (experience and
0pin_ion).

During the pilot testing of the interview guides, the questions about the
change process and preferences about professional development activities
were combined. With the feedback from the pilots, the researcher
sequenced the questions so that the guide opened with questions about the
present situation of the instructors, and then moved into the change process
and the instructors’ opinions and feelings about this change. Finally, the
guide included questions and probes about preferred professional

development activities. This seemed to provide a better flow to the interview

! Only the two interview guides used in the first round of interviews included background questions.
~Since the participants were the same, the final interviews did not include any such questions.
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structure.

3.3.2 Interview Guides

Initial Interviews

The interview guides for both instructor and administrator interviews
have similar background questions. These questions are aimed at collecting
information about the instructors’ professional backgrounds. The second part
of each guide consists of four main questions with accompanying probing
questions. The questions in the interview guides aim at gaining an
understanding of the change process, from initiation through the first
experiences of implementation (as described in the theoretical framework
explained in Stage 3.3.1). The initialization stage refers to the
announcement of the change in the Spring semester of the 1998-1999
Academic Year and the period when the instructors were preparing to
implement the change (throughout the Summer semester and the following
September). The implementation stage refers to the period when the
instructors actually went into their classrooms and taught the courses they
had prepared.

Data collection through these initial interviews started in July 1999 and
continued until mid-October. That is, the researcher mainly collected data on
the initiation and first experiences of the implementation.

The questions in the instructor interview guide (Appendix D) and the
ones in the administrative staff interview guide (Appendix E) are parallel.

That is, in the former one the questions are asked to the instructors directly;
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in the latter the administrative staff's perceptions of instructors’ opinions and
experiences are sought. The first and the second questions are related to
research question 1. Their aim is to collect information about how instructors
view the change process and how they feel about it. The last two questions
concentrate on their professional development needs throughout this change
process and how informants would like these needs to be met. The guide
closes with a final invitation to add any further comments and an expression
of appreciation.

Final Interviews

The guide for the final interviews included only content questions.
This time the researcher’s aim was to collect information regarding the first
year of the implementation stage of the change process. The questions in
this guide were very similar to those of the initial interviews. However, this
time the researcher aimed to collect data about both the implementation
process that FYEP went through for a year and the possibility of the
continuation process (Appendix F).

The first two questions were essentially the same as those asked in
the initial interviews. However, the researcher aiso asked probing questions,
the purpose of which was to focus the interviewees on the implementation
process and what they had observed during their classroom observations
and appraisal meetings. In this way, the researcher sought to explore what
had happened during the first year of implementation. The third question,
which concentrated on professional development preferences, was also the

same as in the initial interviews. However, in addition, the researcher asked
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the interviewees td assess the success of the training and development
workshops that were held during the previous academic year. The
researcher’s aim was to examine the instructors’ preferences. The final
question in the guide was a completely new one. Its purpose was to find out
the interviewees’ opinions about the future of the change process; whether
they think this change would be institutionalized.

Data collection through these interviews took place during July and

August 2000.

3.3.3 Data Collection Procedures

The researcher first contacted all the instructors, coordinators and the
head of FYEP, explained the aims of the study and asked them whether they
would like to participate. Then, the researcher made appointments with the
available participants.

The researcher adhered to the following procedure for all the
interviews:

1. Giving Information about the interview: All the interviewees were

given information regarding the following: (1) preliminary
information regarding the purpose of the interviews, (2) the aim of
the research study, (3) expected outcomes of the interviews, (4)
interview procedures (taping and question types) and (5) the
researcher’s sensitivity to confidentiality. The researcher obtained
the consent of participants by providing them with an information

sheet and having them sign consent forms (Appendix C).
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2. Carrying Out the Interview: During the interview, the researcher’s

primary role was to listen to the interviewees’ responses to her
guestions. At appropriate times, she probed for further detail and
depth on a particular issue. At times, the researcher rephrased
what the participant said so as to confirm she had understood their
views and to prevent any misunderstandings. In addition, at times
she also asked for clarification. Since the researcher tape-
recorded all the interviews, she was able to maintain eye contact
and a body posture which allowed her to communicate with the
interviewees in a positive and encouraging manner. The
participants’ subsequent expressions of their positive feelings
about the interview which especially emphasized the researcher’s
approach and behavior throughout the interview, indicated that this
had been quite useful. Each interview took approximately 30 to 45
minutes.

3. Conclusion: Atthe end of the interviews the researcher informed
the interviewee that her questions were finished and asked
whether they had any other points they would like to add.
Following this, the researcher thanked the interviewees for their

cooperation and asked how they felt about the interview.

3.3.4 Validity and Reliability Issues during Data Collection
Firstly, the researcher chose interviewing as the method of data

collection to enable her to understand what the participants really think and
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feel about the change process. As Seidman (1998) points out, “At the root of
in-depth interviewing is an interest in understanding the experience of other
people and the meaning they make of that experience” (p. 3). In this respect,
it can be assumed that the study attempted to collect valid data from the
participants.

Secondly, the questions were open-ended, which allowed the
interviewees to share the range of their experiences, opinions and feelings
freely without imposed limitations. There were not any leading or limiting
questions. Therefore, it can be argued that the interview guide helped to
capture the participants’ own reality from their personal perspectives.

Thirdly, the interview questions were piloted with four participants
before they were used with the rest of the participants. This procedure
helped to ensure the validity of the data collection since the questions were
further clarified through this piloting in order to collect data of the utmost truth
and clarity.

Another point that ensured the validity of the data collected was the
fact that the interviewees felt at ease during the interviews, because the
researcher had worked with the informants for varying amounts of time
during the nine years she had been involved with the Program. Some of
them even expressed feelings of appreciation of the researcher in the
process of this research study. There were several positive comments
expressed about the significance of such a research study. Many said that
the findings of this research study woufd be helpful to them in their work.

Finally, all the interviews were recorded for purposes of validity. By

oo\l
70 pERET st
(et on
‘%o@“’“‘“s‘



recording the interviews, the researcher was able to record what the
participants said, word for word. By recording the interviewees’ own words,
the researcher was able to have original data. In this way if something was
not clear, the researcher was able to go back to the tape recording and check
for clarification. According to Seidman (1998), tape recording also helps the
interviewees: “The assurance that there is a record of what they have said to
which they have access can give them more confidence that their words will
be treated responsibly” (p. 97). Although the transcription of the recordings
was time consuming, the researcher believes this is outweighed by the
benefits gained because it ensures validity.

As far as the issues regarding reliability are concerned, the interviews
were conducted with a semi-structured interview guide in which all the
questions and the sequence were fixed, allowing only for rephrasing and/or
probing. Thus, nearly all the interviews followed the same routine, which
contributed to the reliability of data collection.

Furthermore, the researcher describes all the steps she went through
during data collection in a very detailed way to provide a clear understanding
of the design process of the research study. In this way, she aims to assist

any other researchers who would like to carry out a similar study.

3.4 Data Analysis Procedures
Data collected from the two sets of interviews were analyzed both
qualitatively and quantitatively. Qualitative data analysis of this study was

conducted using the content analysis method. As described by Patton

71



(1987), content analysis “involves identifyirig coherent and important
examples, themes, and patterns in the data” (p. 149). Descriptive statistics
were used in the quantitative data analysis.

The researcher went through the following steps during the analysis of
the data collected:

1. Transcribing the data: First of all, the researcher transcribed the

interview tapes word for word using a word processing program.
Having the interviews in computer files proved to be highly efficient
and labor saving when later analyzing data (Seidman 1998). It took 2
to 3 hours to transcribe a 30-45 minute tape. The recordings
generated approximately 100 word-processed pages of raw data.
(See Appendices G, H and | for samples of transcription)

2. Creating an initial broad list of categories: The researcher followed

one of the methods of code creation suggested by Miles and
Huberman’'s (1994): “a priori method.” Before starting to analyze the
transcribed data, the researcher created a list of general categories
(codes), which were inherent in the interview questions (See Appendix
J for the initial categories). Miles and Huberman identify these initial
codes as “provisional start list of codes” These codes are “descriptive .
. ., they entail little interpretation.” Instead, the researcher used them
to “attribute a class of phenomena to a segment of text” (Miles &
Huberman, 1994, pp. 57-58).

Having the start lists codes in hand, the researcher started reading the

text and reducing it to what was of most importance. As Seidman
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(1998) argués, this can be done inductively rather than deductively.
That is, “the researcher must come to the transcripts with an open
attitude, seeking what emerges as important and of interest from the
text.” However, at the same time, no interviewer can enter into the
study as a blank slate. In this case, the start list of codes helped the
researcher to initially annotate the transcripts (p. 100).

After annotating and coding the data by hand using the start list of
codes, the researcher made use of Microsoft Word word-processing
program to make the data accessible and more organized for future
classification. To organize the data, the researcher created one MS
Word file with tables for each interview and transferred all the coded
data (the summarized version) onto the tables. (See Appendices K, L
and M for samples of coding sheets). This can be considered as
“second-level coding”, because during this transfer some initial broad
categories merged into others. Below is a sample taken from one of

these merged tables in Table 3.1:
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Table 3.1: First-level coding sample

Q4: Instructors’ perceptions of professional development and their preferred activities

INTERVIEW QUESTION | CODING DATA / FIRST LEVEL CODING
Definitions of Having certain skills and abilities to cope with problems while
professional teaching.
development Ongoing
CODE: DEF PD
Professional Workshops
development activities | Observations
PhD
CODE: PD ACTVS Research
conferences

Useful / preferred /
beneficia! development
activities

CODE: +PD ACTVS

Observations -- because feedback afterwards
Workshops

PhD

Research

Conferences

Not so useful / not
preferred development
activities

CODE: - PD ACTVS

Discussion groups -- because no tangible or concrete outcomes

Preferred activities for
FYEP

CODE: FYEP

Expertise at content areas

An expert in the Program, someone to go and ask questions and
get answers

Workshops

Peer observations

Anything else that
would make them feel
comfortable

CODE: ELSE

Not want to have huge changes every year. Want to try out a
course a couple of times.

3. Reuvising codes:

During the first- and second-level coding, the start lists of codes were

continuously revised. Seidman (1998) suggests that during this

process of analysis the researchers should keep their categories quite

tentative since they may later decide to change them. Thus, the

categories are constantly being revised throughout the process.

Categories that seemed distant from each other may become closer

and merge into one another in the end. However, other categories
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may still remain quite distinct from one another until the énd. In
addition, Seidman also recommends that in addition to labeling the
text, the researcher should use a notation system in order to maintain
a record of the original place in the transcript. As the researcher had a
MS Word file for each interview data, this allowed her to access the
data easily. |

The researcher found that Seidman’s description of data analysis
proved to be applicable in this study. Some categories were merged
into others while others were split into two or more sub-categories.

4. Merging categories: After completing the second-level coding of the
data and preparing individual tables of summarized data, the
researcher merged all the informants’ perceptions into one for each
interview question. This process generated three sets of tables: (1)
instructor interviews, (2) initial administrator interviews, and (3) final
administrator interviews. The researcher kept these separate
intentionally since one of her research questions sought to find out if
there were any differences between instructors’ and administrators’
perceptions. Table 3.2 is a sample from the merged version of coded

data:
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Table 3.2: Second-level coding sample - Merged Coding

Question 4: Instructors’ perceptions of professional development and their preferred

activities
INTERVIEW QUESTION | FREQUENCY | CODING DATA / SECOND - LEVEL CODING
n= 15
Definitions of s 8 » improvement, furthering career, moving
professional forward, never staying the same
development s reading and research
+ 3 ongoing
CODE: DEF PD ¢« 2 degree work , i.e. PhD, MA studies
s« 2
Professional e« 9 e seminars, conferences, lectures
development activities |+ 8 ¢ reading and research
e« 8 o workshops
CODE: PD ACTVS « 8 e collaborative work — working with a group,
informal discussions, meetings, peer
reviews, team teaching
e  observations
6 ¢ presenting at conferences andfor
5 publishing research
» degree work , i.e. PhD, MA studies
2 e course design process
2

This system of regrouping allowed the researcher to see the recurrent

patterns and she noted the frequencies next to each of the categories.

Following this combination, the researcher further coded the

summarized data to generate more general categories for most of the

data. Generating these broad divisions assisted the researcher in

making sense of her data.

Table 3.3, below, shows a sample of this final version of summarized

data, which the researcher used to write up the resuits:

" The total number of informants is 15 in this set of interviews. However, the frequency
results here do noft indicate the number of informants who mentioned the relevant data.
Instead, they indicate the number of mentions.
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Table 3.3  Final-level coding samplie

Summarized data: Instructors’ interviews question 3: Instructors’ perceptions of their
needs in relation to the change (n 1=16)

ASPECT OF
INSTRUCTORS'
NEEDS

Related to course | Knowledge related to Course design in general - how to 6
design course design design a course
Integrating language and content and 5
various disciplines in the courses
Linking materials, texts — establishing 5
threads

Assessment, especially how to assess
content

Background about CBI

Support during the Clear guidelines, knowing what to do
process Time, not having enough time, time
management probiems

Limited resources, in terms of books,
video materials etc.

Having a model, a real example to see
More feedback on the process

Related to Lesson planning and Designing classroom activities
ciassroom preparation Dealing with long texts
methodology Teaching not testing
Timing and pacing
Lesson planning
Lesson management and | Motivating and.engaging students
execution Adding variety to the lessons

Analyzing students’ needs
Different models of interaction in the
lesson

| SPECIFICATION

E-N

£ BlBIND

Al NN INNIO N =N

3.4.1 Validity and Reliability Issues in Data Analysis

To ensure a valid description of the informants’ opinions and feelings,
the data was analyzed using a set of start list of codes. However, as the
process continued this list was refined, and revised according to the
demands of the data. Therefore, the researcher tried to eliminate any bias;
she focused on the informants’ views based on the codes which were

created using the interview questions as a foundation.

! The total of the frequency counts might exceed the number of informants (n=15) due to the
multiple responses from informants.
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in addition, to avoid confusion the researcher chose to present the
data and the coding in the form of a table. In this way, the researcher was
able to access the data in an objective manner.

Finally, the researcher described the stages she went through in the
data analysis explicitly and clearly to enable other researchers to have a
clear picture of the procedures adopted.

The reliability of the researcher’s coding and analysis was ensured
through inter-rater reliability check with the help of a colleague familiar with
qualitative research. Initially, two interview transcripts were coded by the two
coders using the start list of codes. Then, the coders compared their coding
and discussed the differences. The raters agreed on approximately 75% of
the transcripts. Following this discussion, two more interviews were coded
and this time the agreement went up to 85-95%. Thus, the researcher
concluded that her coding was reliable and continued with the analysis
herself.

After the first-level coding, the researcher asked help from the

| informed colleague again when she was conducting second-level coding and
merging the tables. During this process, the two coders started off by re-
coding or merging the data of two interviews. Following this, the coders
compared their agreement; the inter-coder agreement rate was around 75%.
The coders discussed their coding and merging categories and continued
with coding two more interviews. The results of the second comparison
yielded up to 85% inter-coder reliability. The researcher found this level

appropriate and continued with her second-level coding analysis on her own.
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CHAPTER IV
RESULTS

4.0 Presentation

This chapter discusses the findings of the research study in five
sections corresponding to the interview questions and the research questions
of the study. In each section, the responses given to the relevant questions
from the three sources of data (the instructor interviews, the initial
administrator interviews and the final administrator interviews) are discussed.
In addition, throughout the discussion, instructors’ and administrators’
responses are compared. The first section discusses instructors’ current job
description with in the light of the new curriculum, the second section
| highlights instructors’ perceptions of the change taking place, the third
section brings out instructors’ needs in relation to this change and the fourth
section puts forward their preferred professional development activities. The
final section discusses administrators' perceptions about the sustainability of

the change.

41 Instructors’ current job descrlptlon with the introduction of the
new curriculum

The first question in the instructor and the initial administrator

interviews sought to find out about instructors’ and administrators’ general
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perceptions of instructors’ current work with the introduction of the new
curriculum.
4.1.1 Instructor interviews
The instructors’ responses on their current job description are coded
into five categories: “teaching”, “tutorials”, “course design”, “service to the
department”, and “research/conferences”.! It was found that, the instructors
perceive their current work in very similar ways. Teaching 15 hours and
tutoring for five hours a week were the most common responses in the
“teaching” category. They also perceive their main job to be teaching content
and language skills in an integrated manner. In the words of one instructor:
As far as | know, | am neither completely a language teacher
nor a department teacher. So, I'm in between the two, so this is
something totally new for me. I'm supposed to teach content to
a certain extent but I'm also supposed to get students [to]
practice their language skills. | think I've got two roles to
accomplish in the classroom. So, this is how | get it. (I-4)
Almost all the instructors think designing their courses individually is
the main aspect of the “course design” criterion. Some of the most frequent

responses included the following:

“m expected to prepare a content-based course on my own” (I-
1).

“l prepare the course myself” (1-2).
“We have to prepare a course with all assessments, activities,

finding the texts, establishing connections, and then prepare
exams, all types of assessment” (1-6).

' These categories are the same ones that are used in the annual “Facuity Evaluation
Program” of Bilkent University. All instructors are expected to evaluate their performance
according to these criteria. The researcher chose o use the same headings as probing
questions, because the staff were already familiar with the terms.
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The third category was service to the department. Some‘instructors
did not comment on this aspect at all. Some others said: “I don’t know what
this means.” Among the instructors who mentioned service, the most
common responses were participating in professional development activities,
such as in-house workshops and meetings, as well as being available for
office hours. |
The last category, doing research and being published, proved to be
quite provocative for instructors. The researcher felt that she had touched a
very sensitive point when the instructors started pouring out their frustrations.
Most of the instructor informants felt they were under a certain
pressure to do research and to get published: Examples of responses are:
“It's always repeated how important it is to do research and get published” (I-
1). “They’re forcing us to do research” (I-3). However, they all shared the
same concern that their workload was too heavy to conduct research and
they had neither the time nor the energy to spend on research projects:
“We are expected to do research and publish, but there’s no
time or energy for that. In fact we’re doing research all the
time” (I-4)
“They expect us to do research and get published to get
academic credit, but we can’t publish anything with this
workload” (I-6).
“If they would like is to take part in all of this [doing research,
presenting at conferences and getting published], time shouid
be provided” (1-8)
in addition to lack of time and energy, teachers had another

frustration; the course design process, which they were heavily engaged
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with, was not accepted as research in the faculty performance evaluation
scheme. They reacted bitterly to this:

They’re expecting us to do research but actually what we’ re
doing is, for example, while preparing 101" course and 102?
course, we're also doing intensive research, a lot of reading,
sometimes | feel like I'm writing a dissertation. | read all those
things. We had a meeting a month ago and some people were
saying what we’re doing now, can't this be considered as
research because we don’t have time to do the kind of research
a kind of presentation. The answer was negative. That’'s not
what the university means by research. You have to write a
paper or present somewhere. (I-3)

Instructors felt that they had used all the time available in designing
the new courses and could not understand the reason behind the dismissal
of this major part of their work as “not research”:

Doing research. But the teaching is too much. So there’s really
not enough time for research. And some of the things that we
do as research aren’t counted as research. To design this
course for 101 let’'s say. | spent at least 3 or 4 months reading
around this topic. Finding the materials, it's research in the
end. | came up with a course and not a paper. In that time |
could have written a paper and that could have gone into my
evaluation. Whereas a course design process doesn'’t, which |
think they should give some credit for. (I-13)

All in all, the responses of instructors to the first question in the
interview show general agreement in terms of what they see as the most
important aspect of their work: teaching, tutoring, course design and doing
research. However, instructors do not seem to consider service to the
department as a high priority.

Table 4.1 below summarizes instructors’ responses and the frequency

values. The first column lists the six aspects of instructors’ work and the

! , The code refers to ENG 101, English and Composition I, Fall semester course.
? The code refers to ENG 102, English and Compaosition I, Spring semester course.
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second column specifies the details of the summarized data in terms of these
aspects.
Table 4.1: Summarized data: instructor interviews question 1:

Instructors’ perceptions of their current job in the light of the new
curriculum (n=16)

ASPECT OF WORK SPECIFICATION (')

Teaching related duties + 15 hours teaching (6)

¢ Integrating language and content (4)

e Teaching academic skills (2)

o Teaching first year and fourth year support
courses (2)

Teaching 16 hours

Teaching 18 hours

Teaching critical thinking

Tutorials e Tutoring for 5 hours (6)
Having some tutorials (4)
Tutoring for 2 hours

Service to the department Participating in developmental activities (3)
Working in a group (2)

Being available for office hours (2)

Taking an active part in everything that

happens in the unit.

a b o 0

Course design Designing a course individually (12)
Designing a content-based course (3)

Preparing own materials (2)

oj® @ o

Research, conferences, Compulsory to do research, pressure to do

publishing research, “forcing us to do research” (9)

* No time or energy for research, too busy,
overworked (4)

s Course design process not accepted as
research (4)

e Strong encouragement to pursue PhD studies

General work atmosphere ¢ Supporting new teachers (2)
related issues / other * No official job description for teachers
Evaluation at the end of the year.

" The total of the frequency counts might exceed the number of informants (n=15) due to the
multiple responses from informants.
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4.1.2 Administrator interviews and comparison of instructors’
and administrators’ perceptions

The administrators’ responses to the first question on instructors’
current job description are coded in the same six categories as the
instructors’ responses.

As with the instructors, the administrators perceive teaching 15 hours
and tutoring for five hours are the key duties of the instructors. In terms of
service to the department, they perceive taking part in committees, both in
the department and in other parts of the university, as the most important
form of service. However, this type of service was not mentioned by the
instructors at all. For instructors, the most common form of service was
participating in developmental activities. The administrators also feel that
such activities are important.

One other category, which the instructors did not mention, but was
raised by the administrators, was tutoring in BIWRITE.! The administrators
see tutoring in BIlWRITE as part of instructors’ duties whereas instructors do
not mention this.

The issue of doing research and getting published, which provoked
strong responses from the instructors, was also provocative for the
administrators. They, too feel that there is a definite pressure on the
instructors to conduct research studies: “Research: they’re highly required
to conduct some sort of a research. You are asked to publish papers in

recognized journals. It's not an easy process” (C-3(1)). Like the instructors,

' BilWRITE is Bilkent University’s writing center operated by FYEP. It gives support to all
students of the university through an appointment based and/or drop-in tutorial system and
other learner training and support activities and facilities.
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the administrators perceive this job as being difficuit and highly demanding

due to heavy workload and insufficient time:
Those things. Trying to get something published. But we
recognize that this is actually something very difficuit having 15
hrs teaching and 5 hrs tutorial load. This is very difficult (C-8).
1 just see it as impossible because their teaching load is so high
that if people want to move up in the department | guess there’s
a chance for them to get that position, they have to do
research. (C-2)

Although administrators share instructors’ concern about the lack of
time and energy to carry out research, they do not seem to understand
instructors’ frustrations about the fact that instructors’ investigations and
research during the course design processes are not recognized as research
in the performance evaluation scheme.

Table 4.2 below summarizes the administrators' perceptions of
instructors’ work and the frequency values. The first column lists the six

aspects of instructors’ work and the second column specifies the details of

the summarized data in terms of these aspects.
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Table 4.2: Summarized data: Administrators' initial interviews question
1: Administrators’ perceptions of instructors’ current job description
with the introduction of the new curriculum (n=8)

ASPECT OF WORK SPECIFICATION (f)
Teaching related duties ¢ 15 hours teaching (4)
e teaching
o reflecting on their job
Tutorials s tutoring for 5 hours (4)
¢ having some tutorials

Service to the department |« taking part in committees (4)
¢ participating in developmental activities (2)
BilWRITE tutoring
Course design s designing a course individually (5)
designing a content-based course (4)
Research, conferences, e compulsory to do research, pressure to do
publishing research, highly required to do research (3)

+ too difficult, no time, too busy, overworked (2)

General work atmosphere | « no official job description for teachers
related issues / other e working in a group

4.2 Instructors' perceptions of the change

The second set of questions in the instructor interviews and initial
administrator interviews as well as the first set of questions in the final
administrator interviews sought to explore instructors’ perceptions of the
curricular change in FYEP. The interviewees were asked to describe the
change process by comparing the previous curriculum with the newly
introduced one. The probing questions explored instructors' feelings related

to the change process and their perceptions of the similarities between the

! The total of the frequency counts might exceed the number of informants (n=8) due to the
muitiple responses from informants.
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previous attempts at change and the current one. The responsés were
coded under five main categories: “definitions of change”, “comparisons with
the previous curriculum”, “positive feelings about the change”, “negative
feelings about the change” and “comparison with the previous attempts at

change in FYEP”.

4.2.1 Instructor interviews

When the instructor informants were asked to describe the change
they were going through, the most frequently mentioned issue was the
challenge of designing their courses individually. Most of the instructors
suggested that the change of work habits, moving from coliaborative course
design to individual course design, is the most important change they were
experiencing:

The biggest change is going from working as a group to
‘produce one course to being on an individual basis which
basically I'm very happy about. it's nice to have the freedom to
work on what | want. And not have to keep it in line with what
somebody else is doing (I-13).

Instructors were content with this change in the level of their
responsibility for courses; they telt that they had more freedom as well as
more responsibility. The same instructor said:

If | decide to do an assignment in a certain way | don’t have to
put it to the group. You can make decisions when you want to
make the decisions. And you don’t have to wait to get
everybody’s feedback on that decision. People can work at
different speeds, which is good. You have the freedom to make
changes. If the course is not going well, you can make

changes as you go along, which is not so easy when you have
a whole group of people (I-13).
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Another instructor likened this new autonomy to being set free from

captivity:

We're not doing exactly the same things... We’re not
handcuffed to one another, expected to do exactly the same.
It's much more like ‘what are you doing, oh that looks
interesting’ (1-9)

Some instructors defined the change in terms of the change in the

approach to course design. For them content-based instruction (CBI) was

the change.

Activities, assignments, presentations have changed. All are
based on the content now. All the activities have to be
prepared in more detail than last year. Because everything has
to be based on the content and related to the skills. (I-1)

Our focus is still on language but to a certain extent. Let's say
50% is on language and 50% is this time on content. We are
focusing on one subject. Let's say our subject is “XXX” and we
teach them some of the key terms and some kind of information
basically the content. That's the major change. (1-4)

The prevailing feeling of freedom in the opening question was aiso

expressed when instructors were asked to compare the previous curriculum

with the newly introduced one; they felt that the main difference between the

- two curricula was that in the former one instructors were expected to work in

a small group to design a skills-based curricuium. However, with the

introduction of the new curriculum, the instructors were asked to design

content-based courses individually. They expressed feelings of contentment

with this autonomy. For example:

The change is good for me because I'm more independent. it
all seems like less work rather than trying to get my head round
somebody else’s ideas. (1-9)
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Similarly, instructors described how their individual responsibility has
increased with the introduction of the new curriculum. They felt that
designing a course on one’s own brings an incredible amount of
responsibility which they were not familiar with before. Some instructors
were highly positive about this new responsibility:

Last year we took all the decisions in the small group and one
class was like all the classes. And | don'’t agree with that
approach and | don't think it works. It wasn't working well, there
was a lot of anger and arguments about what we should do. As
things started to change, to design my class all on my own. |
got to design my own class and | got to make my own mistakes.
For me, having all the rules set up for me, when | made a
mistake they weren’'t my own mistakes. | didn’t know how to
correct them and | had to come running back to ask, “so how do
| correct this?” My students are going “do you know what you're
doing?” (1-9)

In spite of giving a positive welcome to this new kind of responsibility,
some instructors felt that individual responsibility in course design may be
risky. This is because they are on their own when designing the course and
if things go wrong, they would be the only one to blame. In other words, they
would be held accountable for everything that goes into the courses:

Yes a radical change is, up to now we were giving the same
course, following the same instructions, giving the same exam.
Now we're given our independence, finally, we can work
individually and design our courses. We can do whatever we
want. But that means it's a great responsibility. If you fail, this
is only your own fault. So that’s a great risk for me. (i-4)

When instructors compared the previous and the new curricula, they
had mixed feelings; they saw the positive side of having total control of a
course they are going to teach as well as the negative side of being buried

under a huge workload. One instructor's words summarize all this:
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The major difference is that we are given the chance to prepare
our course, the materials on our own. It has its advantages and
disadvantages. Ilts advantages, | can use my creativity, I'm
flexible with the material | can see how it works; maybe | can
substitute a text. | can do whatever | want. And this is really
good. The previous years, it was very prescribed. This makes
you a prisoner of your own teaching. That's why this kind of
approach is really good. But it also involves some extra load of
work. Because now you are on your own. You don'’t have any
heip. Even the technical side. So, it's challenging, it's creative
| find it very exciting and this was a very big change, big
transition. (I-8)

When instructors were asked how they felt about the change, they had
both positive and negative things to say. Their responses were coded as
“positive” and “negative” feelings. Having had more freedom and
responsibility in course design, some instructors felt very positive about the
change. They appreciated the autonomy they were given and they explained
that they were much more comfortable since they couid be creative and
experiment with the materials in the way they liked. They felt that preparing
courses on their own is also less time consuming:

’'m happy about that, | like it. I'm happy about, pretty about the
whole thing. It's exciting; it gives people a chance to work on
things they are happier with. And to explore certain things, to
experiment and try new things. (I-13)

I'm always in favor of designing my own course. | like
collaborative work, that's something different. | can go and ask
questions to my colleagues. But, for example, if | go and ask to
design a course with a lot of people it seems to be difficult, it is
a time consuming thing. | have a heavy workload. So, it
requires a lot of meetings. For example, instead of having six
meetings |, myself, can have a meeting with myself and can
find the answer. More freedom. But, that freedom is a kind of
shortcut for me to the target. For example, | can design my
own course in five weeks but if we were a group then we would
design our course in ten weeks I'm sure. Because it's a
problem of finding each other. So we have to be in close
contact with each other and we have to share our ideas maybe
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you agree maybe you disagree maybe you don’t want to teach
my article maybe | want to teach that article, so you see it's a
kind of problem. (I-5)

Other positive responses to this question inciuded the perception of
the change as being enjoyable, challenging for the professional career, more
meaningful and creative. However, there were some negative feelings
associated with the attempts at change. The major concern the instructors
had was related to the amount of work they were asked to do. They were
uncomfortable about the heavily demanding and tiring process they were
going through:

The change is more workload.. . . If | have time like summer
break for example it's not a problem. But when you have to
teach, tutor, read papers, do your PhD as well. They want me
to do research as well. This course design turns out to be a
burden (I-6).

Of course too much work. | mean beyond my energy. Last
year's course was prepared collaboratively. This year | had to
do it all on my own. | have to consider every detail on my own.
Every possible aspect of that topic. Now literally | have no time
I'm expected to repeat the same things with a very different
topic. Plus | have to grade; | have to give feedback to a coupie
of drafts. Plus | have an extra course for literature students
(I-7).

One other concern instructors had related to heavy workload was that
they were asked to work on the design of a completely new course while they
were simultaneously teaching another newly designed course for the first
time. Instructors were asked to design their first content-based course during
the Summer semester of the 1998-1999 Academic year; just before the
implementation of the new style of courses. They felt that they had plenty of

time during summer to prepare their materials for this course. However,
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when they were teaching this newly designed course, they were also asked

to design a new course for the Spring semester. Instructors were

complaining about the lack of time as well as additional stress created by this

scheduling:

The only thing is that it's a bit quick. There are certain things
that haven’t worked out in 101 for example the 150 pages
reading. There’s no time for that to get the feedback from 101
and adjust that for 102. So we're going to go straight into 102
with a limit that we know impossible to do. It just needed to be
staggered a little bit more. Or have time or maybe | know that
we need to have concrete feedback and feedback from
students and feedback from colieagues. (I-13)

1 want to teach the revised version of my course in the second
term. | can improve my course. Opportunity for revision. More
time to do things. 1 don't want to feel stuck with time. (I-1)

The instructors' next concern is closely linked to this issue of heavy

workload: not having enough time to prepare or change being too fast. Most

of the instructors felt that the change process was too fast and they had to

change everything so suddenly. They also felt that there were too many

things they needed to adjust and adapt to. That is why they voiced the

concern that they did not have enough time to prepare and internalize what

was going on:

| only want this department to be stable. That's the only
problem really. Everything’s changing so fast. There's always
turmoil. | don’t know when we're settling down. Of course all
the changes are for the better but maybe they're too much.
How far is this going to get? | really adore my job, | am quite
motivated in the classroom but because | live through so many
changes | really need to adapt. (1-7)

| complained because the things were too fast. One week we
were supposed to do this, next week we were supposed to do
that. . ... Buttime was very important for me. So everybody
needs time to internalize things. It'll take time. (1-2)

92



It's a bit difficult, [a] burden for us in a way. My only concern is
this was a very sudden change. Maybe we needed more time
to think about this and prepare ourselves for what's coming.
They told us we had to choose a subject for the coming year.
We were a bit confused. Which subject to choose, how to
choose it, how to design the exercises etc. (I-4)

One other negative feeling the instructors had about the change

process was that they did not have a clear idea about the whole process due

to their lack of experience in course design as well as their confusion about

the change process. Some instructors felt the change was difficult for them,

because they had not had enough experience in course design beforehand:

it was difficult for me. | don’t know about the experienced
teachers but as an inexperienced teacher, it was difficult for me.
Even though | had a Literature background. We had to prepare
a course from those materials. Syllabus, curriculum. | had no
idea about them before. | don’t have any methodology
background. Activities, assignments, pres,entations have all
changed. (I-1)

Others felt that they were confused about the whole process of course

design since there was ambiguity about the expectations; they were not clear

about the process:

There are too many unknowns. Something’s said today but
denied tomorrow. We're stressed so much. Because of all the
things that happened in the past,’ there’s some sort of
uncertainty. (I-7)

Finally, other negative feelings about the change process expressed

by the instructors included the heavy stress, pressure and feelings of

frustration. However, when the instructors compared the current change with

' Here, the instructor is referring to the previous attempts at change in FYEP. .
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previous curricular changes, they felt that this change was definitely much

better than those, because it seemed clearer, more explained and more

structured.
One thing | like about the present change: at least we knew
long in advance about this. The people and the provost came
and talked to us. We had some time. . .. we knew it was
coming. Psychologically we prepared ourselves. It was told six
months before. Before it was just let’s do it. No preparation. Or
anything. Before we had 1 or 2 weeks to prepare a course. . . .
We had some time to talk to each other. We had real access to
each other. This is much better. Before, the change was not
really explained and described. The people introducing the
changes didn’t really know what they were doing. They were
experimenting. ... This year there are some shortcomings
but at least people know what they want. I'm not sure if they
know how to achieve that but they know what they want (1-8).
This change is more — and less structured. Designing the
course is more structured but implementing it is less structured
(-11).

To sum up, in their responses to the second question in the interview,
the instructors described the change in terms of the increase in their
autonomy and responsibility in course design and CBl. They had mixed
feelings about the process: on the one hand, they were highly positive about
the change, because it brought more freedom and a higher level of teacher
autonomy which led them to be more involved and interested in their job.

The instructors who were teaching in FYEP during previous changes also felt
positive about the current change because it seemed more structured and
more explained. On the other hand, overall, instructors were concerned
about the heavy workioad, sudden and fast changes and ambiguity in the
process. Table 4.3 below presents a summary of instructors’ perceptions of

change and the frequency values. The first column lists the five aspects of
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change and the second column specifies the details of the summarized data

in terms of these aspects.

Table 4.3: Summarized data: Instructor interviews question 2:
Instructors’ perceptions of the change (n=156)

ASPECT RELATED TO CHANGE

SPECIFICATION (f)

Definitions of change

Individual course design, designing own
courses (6)

More independence, more autonomy,
freedom (4)

Content-based courses, CBl approach (4)
More workload (2)

Comparison with the previous
program

Previous program:

Courses were prepared by the group (9)
Courses were prescribed; we were told
what to teach (4)

Skills-based courses (2)

Theme-based courses

Not so serious texts, short texts

Faculty specific

Mass exams

Too broad objectives

ew Program:

Prepare courses individually (7)
More freedom (4)

More responsibility (4)
Content-based courses (3)
Global, mare substantial texts (2)
No mass exams

Clear objectives

Positive feelings about the change

® o 4O & 06 0 0 0 o S O s 0 o 0

® & &6 & o o o

Happy, positive (9)

More freedom, authority, flexibility (9)
Involved, participating, individual choices,
ownership (5)

More comfortable because of individual
preparation (4)

~ Less time consuming because of

individual preparation (2)

More responsibility (2)

Receiving more respect from students (2)
More enjoyable (2)

more meaningful

chalienging

learning a lot

creative

' The total of the frequency counts might exceed the number of informants (n=15) due to the

multipie responses from informants.
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Table 4.3 cont.

Negative feelings about the e too demanding, too much work, too much

change preparation, tiring, teaching and designing a
new course at the same time (8)

o too fast, too sudden, not enough time to
prepare and to internalize (7)

¢ not having enough experience in course design
and/or CBI; a bit confused about the whole
process (6)

o stress, frustration, pressure (3)

Companson with the previous | Previous changes:
changes' o alot of stress and anxiety due to the exam? (2)
Current change:
¢ knowing what’s going to happen in advance,
more clear, more explained, more structured (3)
more training opportunities
more secure
better

4.2.2 Administrator interviews and comparison of instructors’
and administrators’ perceptions

The administrators' interview results were coded in the same
Categories as instructors'. In general, administrators' responses match the
instructors’ opinions. In the same way as the instructors, the administrators
described the change process mainly in terms of designing courses
individually as opposed to the collective course design in the former
curricutum:

| would see a greater personal responsibility in course design
compared to a more collaborative sort of responsibility for
courses there were before. Change of content, the idea that
moving from faculty specific to non-faculty specific and content
based as opposed to theme based. So, and for a iot of people,

| think most people are working independently and so there’s
more independent work | suppose. (C-6)

' Of the 15 instructors involved in this research study, only seven were teaching in FYEP
when the previous curricular change had taken place. Therefore, for this question n=7.

Durmg one of the previous curricular changes, FYEP instructors were asked to sit a
language skills and methodology exam to prove their level of proficiency and expertise in
English and ELT. Those who were not up to the standard or refused to sit the exam were
dismissed from their job.
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I think the biggest change is having more individual

responsibility for course design. Previously they were working

in groups and there’s so much varying experience among

teachers they used to get support from each other within the

group. But now there's so much they have to do on their own.
(C-2)

The main change is the degree of autonomy and responsibility
that they've got. | mean these two are strongly connected to
one another. They were told to go and find a topic that turns
them on and fits with the goals and objectives of the program.
That means that if that doesn’t work or if that doesn’t come up
to the standards you're the one heid responsible for that. That
they can’t blame someone else. And | believe this is really very
positive. it helps to create a better environment. If something
doesn’t work in these circumstances it's less easy to put the
blame on someone else. (C-8(1))

Similar to the instructors’ perceptions, the administrators expressed
both positive and negative views about the instructors’ having greater
responsibility in course design. They understood the enthusiasm and
excitement the instructors felt due to the autonomy introduced with the new
curriculum, as well as the instructors’ feelings about their lack of experience.

Because you're on your own and the deadlines would depend
only on yourself. Because you're responsible for all the
negotiations and mediations that need to be done during the
process. You've got so many decisions to make. In this unit,
people are meeting weekly to share ideas and things but still
there are so many individual decisions to make and that creates
a certain amount of stress. Part of it is because some
instructors don't have enough experience in course design. |
think people appreciate the freedom to design courses. And
yet they are still a bit overwheimed. (C-5(1))

Administrators also share the instructors’ views when they were asked

to compare the new curriculum with the previous one. Like the instructors,
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they felt that changing the course design procedure and having a more
content-based focus were the main differences.

What is different from the instructors’ perceptions in this set of
responses is that administrators saw the individual way of working mainly as
bringing more responsibility. The instructors themselves also perceived this
greater responsibility, but they felt that it was this new freedom they had
which brought it about. It was interesting to observe that none of the
administrators mentioned this feeling of freedom, which many of the
instructors talked so positively about.

As far as the administrators' perceptions of the instructors’ positive
feelings about the change are concerned both parties had highly similar
opinions. In the same way as the instructors, administrators felt that
instructors were happy and positive about the change process, because it
brought individuality and authority.

From the group that I'm teaching in | know that they’re very
positive about this change. That they have control over their
own courses. They are excited about their materials. (C-8)
[The] majority of XXX [a faculty group] instructors think that it is
much better to design your own course than teaching one that
was designed by somebody else. They really love it. No
matter how difficult the process is, it is really wonderful why?
Because it's your baby, it's your design. You say | can design
my own course, people trust me. (C-3(1))

In the same way as the instructors, the administrators thought that
instructors had some negative feelings in addition to all their positive ones

about the change process. They shared instructors’ concern about heavy

workload and demanding and tiring process.
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I think there are two schools [of thought]. There’s those [who]
welcome the change because they found the material sort of
stultifying or boring or whatever, so like the idea of designing
their course according to what they think their students need.
And then there’s the other group who feel quite strongly about
this is one more thing being added on to an already big plate
(C-6).

So what you need to do is, you need to research to design your
course. You need to get an idea first and then you can't sit on
your idea because the goals and objectives are quite bulky,
idealistic and demanding. In an ideal world sure they look quite
striking and fancy and wonderful, fabulous. But in reality it's not
easy to deal with all the requirements. Designing process and
procedure to me is very time consuming and energy
consuming. | remember instructors talking about how
depressing it was even just thinking about the content. And
components of the content. . . . they also say that it's too much
work and especially when they’re implementing 101 and they're
asked to design 102. The requirements are really high. To
meet them you have to work really very hard (C-3(1)).

In addition to the heavy workload, which the new curriculum

demanded, some administrators shared instructors' concerns about “time”

and “experience” issues; administrators felt that instructors were unhappy

because they thought the change was taking place too fast, they did not have

enough experience in course design and they lacked clarity about the change

process:

Several feelings: confusion, rush. The speed of things
changing. . ... | think they [instructors] feel rushed and
confused. (C-1)

Confusion about having to do with communication, what are the
changes, what do these really mean? Their [instructors']
understanding of them. | think there’s still a lot going on with
that. And also another point might be discussion about why
we're doing this. That level of changes are still taking place.
(C-1)
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They’re {instructors] not really happy about the change because
most of us don’t feel confident about designing a CB course on
our own. This is kind of background. They find it difficult. We
all got frustrated. Working in a team and designing a course
together was easy. (C-3(1))

The administrators' perceptions of instructors' feelings during the initial
interviews can be observed in Table 4.4 below. The first column lists the five
aspects related to change and the second column specifies the details of the
summarized data in terms of these aspects.

Table 4.4: Summarized data: Administrators' initial interviews question

2: Administrators’ perceptions of instructors’ feelings about the
change (n=8)

ASPECT RELATED TO CHANGE | SPECIFICATION (f)

Definitions of change ¢ Individual course design, designing own

' courses (6)

o Content-based courses, CBI approach (4)
o More responsibility (3)

Comparison with the previous Previous program:

program ¢ Courses were prepared by the group (4)
e Theme-based courses

« Faculty specific

New Program:

Prepare courses individually (3)

More responsibility (2)

Content-based courses

Not faculty specific

Positive feelings about the change Happy, positive, excited (7)
More freedom, authority, flexibility (4)
Learning a lot

Easier

e i® & & ¢ (0 o o o

Negative feelings about the Too much work, too much preparation,

change tiring, teaching and designing a new
course at the same time (9)
Frustrated, stressed (5)
Too fast, too sudden, not enough time to
prepare and to internalize (3)

+ Not having enough experience in course
design and/or CBI; a bit confused about
the whole process; not clear (2)

! The total of the freguency counts might exceed the number of informants (n=8) due to the
multiple responses from informants.
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Table 4.4 cont.

Comparison with the previous Previous changes:
changes ¢ No control and involvement
e Lots of resentment

The administrators had similar perceptions of the instructors' feelings
about the change process during the final interviews as well. They felt that
after one year of implementation, instructors were still happy and positive
about the change process to a certain extent. What is more, they thought
that instructors were more involved in the process because a number of
committees had been set up which instructors were members of; namely the
curriculum committee, the merit committee, the budget committee and the
conference committee:

I think one thing that led to people having less anxiety is all
these committees. More people are involved at more levels of
decision making in the department in general. There’s a
curriculum committee; we met and we revised the goals and we
continue to meet. There's a budget committee. Conference
committee for awarding grants to people for conferences. It
makes people more responsible for what happens. It'sina
way; there isn’t anybody to blame. Director isn’t standing up at
the top; when people complain they have to complain about
themselves. This way you are responsible for your complaints.
(C-4(2))

1 guess it seems like it's mostly positive. 1 think things are
becoming easier, there’s a lot less anxiety. Because they've
had some experience. People are more interested in their
teaching now. That really helps. I think I think some things are
becoming clear. (C-4(2))

In addition, to the positive feelings of involvement, administrators also
reported that instructors felt much more confident about the course design
process, probably due to having more experience in course design and

knowing more about the process:
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At the moment, | can say that the instructors feel much more
confident about this change.” Because when we started the
new program none of us really knew what we were talking
about, what the expectations were. We had some training but
there were so many questions. Although we tried to answer
those questions in formal and informal meetings still we were
unsure about several things. But at the moment at least we can
see the direction we're moving to. (C-7(2))

What | can gather is that teachers have a lot more confidence
about doing this [designing a course on their own] themselves
now that they've done it. (C-5(1))

However, according to two administrators, although some of the

instructors’ negative feelings had changed by the end of the first year of

implementation of the new curriculum, they still complained about enormous

workload, which caused a lot of frustration and stress. According to one

coordinator, the main source of this pressure came from the fact that they

were asked to design a completely new course while they were teaching

another newly designed or revised course for the first time:

| think that they're satisfied with this approach that we're taking
but if there was a concern and what people are concerned
about, what's stressful is in the Fall: you're teaching a course,
either new or being revised for the first time, and you'’re
designing or revising a course for the Spring. In that period in
Fall there’s often a lot of stress. Like pressure to perform
professionally (C-5(2)).

According to another coordinator, the main reason of the frustration

was having too much to prepare and not having enough time to spend with

family.

| think they’re probably feeling positive about it [the change] and
more comfortable because they have gone through, they have
designed a course several times now. There might be a sense
of considering the pros and cons. | think the people like the fact
that they can design their own course. But | think for most
people it meant a lot more work and now questions especially
people who are married with children, how do | juggle all these

102



thingé. How do | design a good course and spend quality time
with my family? The feedback we got from people say positive
things. (C-8(2))

The administrators' perceptions of instructors' feelings about the
change by the end of the first year of implementation can be seen in Table
4.5 below. The first column lists the three aspects related to change and the
second column specifies the details of the summarized data in terms of these
aspects.

Table 4.5: Summarized data: Administrators' final interviews question

1: Administrators’ perceptions of instructors’ feelings about the change
at the end of its first year of implementation (n=5)

ASPECT RELATED TO SPECIFICATION (f')
CHANGE

Positive feelings about the
change

Happy, positive, satisfied (3)
More confident

Less anxiety

Interested in their teaching
Easier

More comfortable

Negative feelings about the
change

More work, too tiring

Frustrated, stressed, especially teaching and
designing at the same time

A lot of questions, not clear about things, not
enough standardization

[ ]

improved aspects ¢ Course design process clearer for teachers
(2)

Teachers are more confident (2)

Research is easier

Teachers more involved - committees
Teachers more responsible

Teachers are more experienced, because
they designed two courses.

" The total of the frequency counts might exceed the number of informants (n=5) due to the
multiple responses from informants. ,
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4.3 Instructors’ needs in relation to the change

The third question in the instructor interviews and initial administrator
interviews, as well as the second question in the final administrator interviews
sought to explore instructors' needs in relation to the curricular change in
FYEP. The interviewees were asked to list the skills and strategies they
believe instructors should have in order to be able to cope with the demand
of the curricular change. The probing questions further explored the
difficulties instructors had during the initiation and implementation stages of
the change. All three sets of data were coded under four main categories:
needs “related to course design”, “classroom methodology”, “research” and
“interpersonal issues.”

4.3.1 Instructor interviews

The first category of analysis was aspects related to course design.
Most instructors expressed some concern about their performance during the
course design process. Instructors' concerns about course design issues
were summarized under two main categories: knowledge of course design
and support during the process of course design.

Some instructors felt that they had a genéral difficulty in designhing
their courses since they had not had any experience with course design until
then. Therefore, they expressed strong feelings about the necessity of
developmental activities relating to this particular need:

I need some training in course design as well. Some
methodology as well. | don't think my teaching is scientific
enough. It's more like based on intuition. m doing it well but

still | need some support. Activities and tasks for example.
Some variety. Assessment as well. (1-6)
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First of all content, background knowledge about content-based

instruction and also knowledge and probably training in

designing a course. Also designing teaching material. (I-1)

Other instructors had probiems with finding ways to make sense of the

course program as a whole; namely, integrating content and language goals.
With the introduction of the new curriculum, FYEP instructors were expected
to design courses incorporating both content goals and fanguage skills goals
(See Appendix 1A and 1B for detailed lists of goals and objectives). This
change demanded two main types of integration: First, language skills
needed to be synthesized into content area teaching, and second, in order to
meet the intellectual, aesthetic and artistic goals, a minimum of three
academic disciplines needed to be incorporated into the materials.
Informants expressed concern about both elements:

How to deal with the course program as a whole. How to

sequence activities and themes. How to integrate content and

language skills. The time given was too short, everything

happened so fast. | need time to internalize things. This work

is so demanding. (I-2)

Last year we were using simple materials, not too compiex

ones. But this year we have to use a substantial material’

which has intellectual, aesthetic and philosophical qualities.

So, we have to be knowledgeable about that area. So there's a

great big difference. And | don’t know how to handle such

philosophical, intellectual issues, how to integrate these

different disciplines. (I-14)

For the instructors this problem of integration had another dimension

as well: linking or relating materials, activities and assignments throughout

the course program. FYEP instructors found it difficult to establish a

' FYEP goals and objectives mandated the use several pieces of reading materials; at least
one being a primary text, like a novel or piay. The phrase used by the informants,
“substantial material,” refers to this primary text.
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coherent course design with all its materials and activities. They claimed that

having longer and more complex reading materials was a factor for this

difficulty:

We found lots of texts and we include all of them in our booklets
but finding and establishing the links. Qf course, we knew
them. But designing activities to get the students realize those
links are difficult. Writing skillfully designed activities and
establishing the links. (1-4)

Finding materials, having time to read them knowing when to
stop reading, this is one of the biggest ones [difficulties]. And
then | don’t know how my course fell into place. | liked the texts
and somehow they fell into place. But knowing how to geta
point out of the texts, how to link them. (I-13)

The final area instructors had difficulty with was that of assessment;

especially the ambiguity in the assessment of content. Because instructors

were expected to teach content along with language skills, they were

expected to assess it as well. They found this quite daunting:

How to adapt content material to each class hour? and
assessment. How to assess content? (I-1)

For specifically for the new program: assessment, how am |
going to assess content and how am | going to balance
{anguage and content. These are things | still think about.
(I-15)

Dealing with the knowledge base of course design was one thing.

However, the process the instructors went through was also another issue.

Some informants were concerned about the way of introducing the new

curriculum. They felt that they were not provided with clear guidelines as to

what to do and how to appfoach the course design process. Therefore, they

were confused. The first instructor below was talking about how she felt
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during a feedback meeting with her unit coordinator and professional
development coordinator:

They [coordinators] had maybe some different idea. And | had
my own. | thought that was interference [with] my freedom. But
of course they were trying to help me. After they interfered with
my course, | got more demotivated about it. In the beginning,
they didn’t give me clear guidelines. They themselves weren't
very clear about it as well. (I-7)

| wanted basically some understanding of how people were
planning to go through it. | wanted someone at the very
beginning to let us know. Tell me what he expects me to do.
When those things were clear they helped a lot. (I-10)

Other instructors talked about ways this ambiguity could have been
avoided. For them, having a sample applicable to the FYEP context would
have been very useful. They stressed the importance of having a clear idea
about the course design process by analyzing this sample course:

I want a single thing. | want a model [a sample course]. | want
a perfect model from a perfect person. | don't think any of the
courses designed here are perfect. | don't think so. [l need a
perfect model, because] if there’s a perfect model, it'll give me
some guidance. For example, if | say that A is a very bad boy,
will you believe this? No. When you see A and he’s a bad boy,
you'll say “yes you're right.” . . .. So, you have to see it first of
all. We need a model to reach that target and that model [will]
provide answers to many questions [about] design and
everything. How [is his] content design? How [did] he start to
present his topic and how did he end? If | see that model, I'll
feel more comfortable, because when | see that model, | can
evaluate my course myself before students evaluate my course.
(1-5)

In the preparation stage one of the things | needed | think was |
wanted as many examples as | can get. How it was going to
work here. My background was all in American system, a
mixture of L1 and L2 really. | wanted examples, that's why.
(1-10)
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Another concern instructors had about the process of change was
related to one of their negative feelings (as expressed in responses to the
previous question): “lack of time” and “time management problems.” It can
be concluded that this issue was a major concern for instructors since it was
mentioned in questions 2, 3 and 4. (The issue of time is discussed in more
detail in section 4.4.1 below.) In terms of the course design process
instructors felt that they were hampered by time constraints. As one
instructor stated:

Time limitation is my greatest problem. | wish we had more
time to prepare our courses. But | don’'t know how we can solve
this problem. (1-4)
The final problem FYEP instructors had was lack of sufficient
resources. Instructors stated that they were not able to find enough books,
video materials and other such resources when they were designing their
courses. One instructor was very unhappy about the situation and he said:
For example, photocopying things for students. We're
expected to do high quality things for our students, but there
are so few and limited resources. . . . If this book [substantial
material for the course] is in the library, you're lucky you can
use it. OK, the library brings books for you but last year |
ordered one and it took about four months. If | were using it in
my course, it was going to be impossible. The university
doesn’t want to pay for the books that you order through other
means, for example, the internet. The university demands are
for the ideal but they don't provide the necessary resources. (I-
6)
- The second category of instructors’ perceptions of their-needs was
aspects “related to classroom methodology.” Informants’ responses in this

category were coded into two main general categories: “lesson planning and

preparation” and “lesson management and execution.” In terms of lesson
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preparation, the mést common problem instructors had was related to
designing classroom activities. Many of them stated that although they were
comfortable with the texts and other input materials, they found it difficult to
design activities or tasks to teach those materials to their students.

| think | need support in designing activities and most of the
time | present it here like products but | need classroom
activities (I-2)

Because the class has to be run a lot differently | mean we
have to, we need to figure out strategies of not to test reading
but teach reading. What innovative ways to use a text. How
can we direct the class and create a class environment that
allows us to get at these texts and think critically and work with
skills. For me [what] | think I'm going to want is different
models of classroom interaction, ways of using texts in class.
(1-10)

When instructors voiced their concerns about activity design, one of
the most common aspects was dealing with long reading texts in the
classroom. With the introduction of the new curriculum, instructors were
expected to incorporate long, substantial reading material into their courses.
They felt comfortable with the materials on the comprehension level.

- However, they did not feel competent in designing instructional materials to
accompany thase complex reading materials:
How to get activities from them [long reading texts}? Instead of
just reading them, because | enjoyed them what are the
students going to get at with it? Finding a way for them to get
into a difficult text? Getting them to read the material? They
need to read a lot because it's new content. They can’t have a
discussion without knowing about the content. With the shorter
texts last year it was easy to do that, but this year, I'd like to find
ways of dealing with long texts. (I-13)
Dealing with the novel for example. We don’t know how to deal

with these long texts in class. We don’t have a clear idea about
all these. It's a process which is not yet completed. | have to
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go home every night and read and think about classroom
activities. (1-4)

Dealing with long texts how to encourage and motivate them.
How to engage them?. . . . For example, how to prepare critical
questions? | know a lot of theory about critical thinking for
example. But what | need is practical guidance on how to do
that in the classroom. (I-2)

The other main aspect of instructors' responses related to classroom
methodology was the concern for student motivation. Some instructors were
worried that the demanding materials in the new courses might demotivate
students. Therefore, they would have to develop strategies to engage
students and motivate them in the classroom.

How to deal with their [students’] motivation? Their motivation
will be horrible when they compare the classes to the previous
years’ classes. | think the expectation of their reading level is
going to be much higher. It's going to be like an academic
class. It's going to be less like an English class and a lot like a
university course. They're going to react. Their motivational
level with their first year English classes is already bad. | think |
need strategies in how to create that classroom environment so
that it doesn't become read, discuss — read, discuss --- and
read, discuss. (1-10)

How can | motivate my students? The challenge of creating an
active dynamic class. And the activities. You don’t have one-

page, two-page articles anymore; you have 40 pages of a
novel. How to adapt content material to each class hour? (I-1)

Issues related to “doing research” and “finding materials” was the third
category in instructors' percéptions of their needs. Informants’ responses in
this category were coded into three general cétegories: “finding sources”,

“having knowledge in a content area” and “evaluating sources.”
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Instructor informants stated that they had great difficulties in finding
and choosing sources when designing their courses. Some instructors
claimed that their difficulties were caused by not having enough knowledge
about a content area. They thought if they had had a comprehensive
knowledge on a certain content area, it would have been easier for them to
do research, find and choose sources for teaching materials.

You should know a subject well enough to prepare a course on
it; that is, worth studying but that's not possible for everyone.
Someone just doesn’t need to have special interests. For the
second course | was really stuck. | frankly believe that this is
impossible for some people. Not everybody can do it. | was
lucky once. To have the expertise in a content area. (1-6)

One of the most useful skills is being familiar, knowing a
content area. Just being familiar with how a content area works

and going to the library and finding books and working with
large question... organizing question. (I-9)

Other instructors felt that finding materials, especially the substantial
reading material, was the biggest of their problems during the preparation
period. They stated that they did not know where to start their research and
when to stop and design the course with the materials they already had at

hand.

Knowing how to do research as well. Knowing how much
research to do. When to stop reading and start to plan. (I-9)

Trying to choose the right substantial material was a concern.
it's a problem to decide whether that book is the most relevant
book, whether you can fit it in your course. Also incorporating
the academic skills materials into our course. We have the
goals and as a unit we decide that we have to include certain
things in the course. But sometimes it’s difficult to find the
suitable topics to include these. (I-3)
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Another related concern instructors had was that they did not feel

competent enough to be able to evaluate the materials they had found.

OK the topic was clear and you can search about it anywhere.
You can search in the Internet. There are many books in the
library. But which books to take? How to link them? How to
adapt them to teaching? My main difficulty in the preparation.
period was about materials. Which material to take? Am |
taking the right material? That is material selection and
evaluation as | didn’t have enough background about the topic
myself. It was just my interest area. (I-1)

It seems that | still have questions in mind. Can | find a better
article for Chapter 6, for example? I'm not sure if | have found
the best and the most appropriate article for my book.
According to the midyear evaluation all the students are happy.
But am I? No. I still have questions in mind. Can | do better?
How? How can | find the most appropriate source? We have
page limitations. Sometimes | feel I'm locked in a birdcage (I-5) -
A final difficulty instructors had was the limitation mandated on
material selection. According to the course requirements, students shouid
not be studying texts of their own departments in their first-year English
courses. For example, instructors designing courses for Engineering
students are not allowed to choose texts from Engineering or Science related
sources. This concern was especially voiced by instructors from the
Literature group since they were not allowed to use any texts from English or
American literature, which seemed unfair to them. One of them said:
Another difficulty peculiar fo our group: we can’t use texts from
English or American literature. This forces us a bit. For
example, | chose a novel from Jamaican literature but | don’t
know about this literature. Why not study British culture and

literature. | know them very well. | came to this group because
Pm interested in English and American literature. (1-4)
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The last aspect related to the change was “interpersonal issues.” The
instructors’ responses in this category centered mainly on the issue of
“feedback.” Instructors would like to have feedback on their courses on time
and they would like to have more encouragement from the administrators.

Actually | can say that everybody was innocent, it was a new
thing; we had a lot of workshops and we tried to understand
what itis. And we went through a process and throughout that
process some of the steps were not useful for me. For
example, | was supposed to finish the course design within 8
weeks and most of us received the approval [from the unit
coordinator and head of FYEP] in the fifth week. And we had to
revise the course, find sources and re-design it in a week. It
was not very useful. [Researcher’s probing question: So you
mean the feedback was a little late.] Yes, it was quite late.

(1-3) '

Table 4.6 below summarizes instructors’ perceptions of their needs in
relation to the change and their frequency values. The first column lists the
four aspects of instructors’ needs and the second column specifies the

details of the summarized data in terms of these aspects.
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Table 4.6: Summarized data: Instructors’ interviews question 3:

instructors’ perceptions of their needs in relation to the change (n=15§)

classroom
methodology

research

Interpersonal
issues

CASPECT OF |

INSTRUCTORS'

Related to T Kowledgerelated to

course design

GENERAL
CATEGORY

course design

Course deS|gn in general

how to
design a course

Integrating language and content
and various disciplines in the
courses

Linking materials, texts —
establishing threads

Assessment, especially how to
assess content

PN

Background about CBl

elated to T Lessonplannmg and

Support during the
process

Clear guidelines, knowing what to
do

Time, not having enough time, time
management problems

Limited resources, in terms of
books, video materials etc.

Having a model, a real example to
see

NP B ) AN

preparation

__| More feedback on the grocess

Designing classroum activities

Dealing with long texts

Teaching not testing

Timing and pacing

Lesson pianning

Relatedto | Finding sources

Lesson management

Motivating and engaging students

and execution

Adding variety 1o the lessons

Analyzing students’ needs

Different models of interaction in the

b Fmdmgandchoosmg sours—

especially the substantial materiat,
limitation on course content (not

alalpfofalainoio| -

being able to use the source
chosen)
Knowledge of a content | Not having enough expertiseinthe |5
area content area
Evaluating sources Evaluating sources 2
With peers/colleagues | Getting feedback from colleagues 1
With administrators Getting feedback on time 1
Getting feedback and 1

encouragement from administrators

' The total of the frequency counts might exceed the number of informants (n=15) due to the
multiple responses from informants.

114



4.3.2 Administrator interviews and comparison of instructors’
and administrators’ perceptions

Administrators' responses to the third question in their initial interviews
and to the second question in their final interviews were coded according to
the same categories as instructors’ responses: “refated to course design”,
“related to classroom methodology”, “related to research” and “interpersonal
issues.”

Administrators' perceptions of instructors' needs related to course
design largely match with the instructors' perceptions. Administrators also
felt that knowledge related to course design, with all course design
considerations, the integration of language and content, as well as
assessment are crucial areas for instructors to develop.

Another thing is that you have an interesting idea but the next
step is the design issues. How do you design the course so
that your students see how fascinating this subjact is (C-8(1)).
And what do they understand and how much do they know
about the theoretical information? Like we referred to some of
the curriculum design stages a week ago. Were they
sufficient? They need to have some kind of basic information
about course design. For them to understand the change and
the approach we're taking. What does CBI mean? (C-7(1))

Administrators mentioned the same feeling of instructors' not having
enough experience as one of the major concerns instructors had during the
course design process. They empathized with instructors' difficulties:

1 think maybe individually the biggest was how to develop a

course that you haven’t done before. And a lot of the ways we
showed to people. It's very difficult (C-2).

... ifyou're not used to i, if you're not experienced in designing
your own course, you need some kind of support like INSET [in-
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service training] type of support. But it was just one workshop
that we were given and later on we had informal brown bag
series discussions. We discussed and shared exchanged
ideas our frustrations we had gone through. (C-3(1))

Administrators perceived dealing with assessment issues as an

important aspect of instructors' needs during both the initial and final

interviews. In the same way as instructors, the administrators, during their

initial interviews, administrétors felt that achieving standardization and

assessing content were major issues instructors needed to cope with.

Assessment is going to be a biggy. Because it hasn’t been
agreed that people are assessing content. How much will our
assessment be focusing on content? And should it be focusing
on content? This should be a unit wide thing. Most of us have
language assessment things but what about content? There’s
still talk about standardization. | don't know whether that’s
possible or at all desirable. When all of us are teaching
different courses. Different things. So we're all measuring
probably different things (C-6).

Defining the assignments and assessing the content.. Coming
up with relevant assignments to the content is the most difficult
bit (C-3(1)).

Also they need support in preparing exams and tests and
assignments. How much language, how much content?
What's the balance? Should there be a balance? If yes, how
and what? (C-7(1))

When the administrators were interviewed again, after the first year of

implementation, they still had the same feelings about the issue of

assessment. They explained how they tried to find solutions to the problem

of standardization. Since everybody was concerned about this issue of not

having standardized assessment, each faculty group was asked to produce a

set of generic criteria, which would be used by all the instructors teaching in

the same group.
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And then looking at assessment things. What are they
assessing the students on? That's necessary. This time we
included a lot of work to be done at unit level to come to
standardized assessment scales. In terms of percentages, in
terms of what types of things are being tested. Let's say 50% is
going to writing but then looking and saying that for 101 we'd
like all our students to know something about compare contrast
essay. So everyone needs to do a compare contrast essay.
How it connects to your topic whatever that's up to you. But
then coming up with a generic criteria sheet is also essential.
So that people are giving students similar skills even though the
content is different. (C-8(2))

Assessment has always been an issue. Most of our work this
summer as a group was in developing standardized criteria for
the assignments. We had meetings together in pairs which we
then share the results in the group. (C-5 (2))

How much should we ask from the content? Since we're not
the content instructors are we going to be too demanding or
challenging if we ask questions regarding the content or what is
the biggest area we still need to work on? (C-7(2))

Like the instructors, the administrators perceived the problem of
language-content integration as a major issue. [n the same way as the
instructors did, they thought instructors were having problems of integration
on three levels: integrating language and content goals on the course
program (the balance between the two), integrating multipie disciplines and
integrating input texts into a coherent whole:

People were trying to find threads and themes trying to
incorporate all those more airy fairy sort of things like
broadening perspectives, the multi disciplinary approach, all
those critical thinking sort of things, how to incorporate all
those. They found these difficult. How does all this hang
together? It was all too much work for people. (C-6)

Another issue is getting so much into the content that you forget
about the skills. Or, vice versa. (C-8(1))
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The same concerns were reported in the final interviews as well. The
administrators felt that “integrating language and content” was still a major

issue by the end of the first year:

Another issue is the question of integration. A lot of people saw
these goals and imagine a list of goals and [they were]
overwhelmed. They're [the goals] overwhelming if you look at
them as discrete skills. So, you go to a classroom [for the
purposes of observing] someone would have, let's say some
sort of writing skill. For example, summary. So, they would
bring in a text for that day, and they design an activity and they
want the students to read that text and want them to do some
sort of a summary. But, when you look at it, [you say] “Wait
that text isn’t connected to your topic!” . ... They're [students]
going to read this text for content but when they come into a
language goal or a skills goal then they said “let me pick
something else for that.” How can you integrate them? You
have two goals there, but can you make them work together so
that you can kill fwo birds with one stone? They should go
hand in hand. (C-8(2))

We had a workshop on the whole blending of language and
content. It was kind of useful. It was a swap shop thing. ... A
lot of useful things came out of that. Also it came out that
there’s still a lot of confusion and a lot of uncertainty about what
it means teaching language and content and how integrated
they are, how explicit you are about your language goals (C-4

(2)

The balance between content and language. We're trying to

implement content-based courses inserting all basic language

skills but when it comes to assessment especially how to

balance the content with the skills is always a guestion mark.
(C-7(2))

Balancing the disciplines we need to combine is another issue.
In the goals and objectives it has been mentioned that we have
to use at least three different disciplines. S$So, | mean how to
balance those disciplines so that we don’t deal with content as
itis. (C-7(2))
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In terms of the other aspects in the “course design” category, the
administrators had similar opinions to the instructors’ as well. In particular,
they understood “time” was an important issue for the instructors:

Although this change was announced to be a §-year [thing],
everything was imposed on us within a very short period of
time. That time constraint was a big big issue. And some of us
even couldn’t figure out what to do jwith] some aspects of the
course. (C-3(1))

This isn’t a skill. But | think it's something that teachers need.
Time. Time. It has to slow down because during this process
we have to get a clearer understanding of people’s
backgrounds and then think about ways to develop them in the
relevant bits. But there’s so much going on at the same time. If
we plan some developmental things for teachers, there are so
many other deadlines for them to meet. | don't think people
have the time and the energy to take part in increasing their
skills and knowledge base. That's why for me the most
important thing is this slowing down a bit. Otherwise, | could try
and coordinate a dozen sessions this semester but if people
are overwhelmed with so many other things, they’re not going
to take it up. And actually they can’t. It's unirealistic. For this
reason, | think time is what they need. (C-1)

Although administrators agreed with the instructors largely in terms of
instructors' needs related to course design, they still had some different
perceptions. The lack of necessary background in CBl was raised as a major
concern by some administrators whereas instructors did not mention this
aspect as having priority. In the words of a coordinator:

The teachers didn’t have the necessary background information
regarding course design and CBI. This change requires that
we design a CBI course. It is a new concept for all of us. The
teachers have to fulfill all the demanding goais and objectives.
This is very difficult task. We felt kind of confused and
exhausted. We had two things to cope with CBI and the goals

and objectives. Everyone should fulfill all the goals and
objectives, no exceptions. (C-3(1))

119



Another difference between the two parties’ responses was about the
support during the process of change. Instructors felt that having clear
guidelines about the course design process, preferably in the form of a
sample or model, was essential for them to be able to understand the change
process. However, this issue was not raised as a major issue by the
administrators during their initial interviews.

Nevertheless, when administrators were interviewed again after the
first year of implementation, they commented that having a clear
understanding of the change process and expectations was a crucial aspect
of instructors’ needs. It was obvious from their comments that a number of
problems had arisen due to this lack of common understanding and
standardization;

First of all the instructors are to be aware ¢f this change.
Awareness level is really important. | might sound a bit stupid
at this stage but not every instructor is at the same level of
awareness. They know the change. Every instructor knows
that there’s a change but understanding the change is a
different issue. They know the direction but do they really
understand the reason behind this change? Do they know
where this change will end? How? | mean that's really
important. 1 still question these in my mind. Are these things
really clear in everybody’s mind? . . . . A common
understanding is another concern of mine. So each instructor
needs to make sure that they have this common understanding.
(C-7(2)) :

Page limits for writing skills is a problem as well. When we take
a look at the implementation of this goal, we see [a] big
discrepancy. Some units interpreted this component in a very
bizarre way. They assigned this page limit to groups of
students, so [there is] this kind of dilemma among units. We
need a better understanding of the goals and objectives. The
reading of the goals and objectives varied between units and it
posed a big problem. | mean if | expect XXX [a facuity group]
students to turn in an 8-page research paper whereas some
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YYY [another faculty group] students were asked to turn in an
8-page group research project paper. This is not fair. (C-3(2))

A coordinator had the same suggestion that instructors had for a

solution to this problem of clarity: acquiring a model course from somewhere

so that the instructors could analyze it and understand the expectations

better:

I'd like to see, for example, some other curricula or programs
designed in an ESL situation using a CBI model. Some
samples. Because if you're experimenting [with] something
new and if you have a similar situation it provides good
background information. What do the others do? At least we'd
feel empathy. That'd be really useful for the teachers. (C-7(2))

As far as instructors' needs related the classroom methodology are

concerned, the most frequently mentioned issue by the administrators were

“designing classroom activities.” They perceived this aspect of lesson

planning and preparation to be a major problem, both during the initial and

final interviews, since they felt that the length and complexity of the reading

materials would inhibit the students, and instructors might have difficuity with

“teaching” the text:

1 think people are going to face a number of issues while they're
implementing the courses: inability of students to cope with the
reading material. It's longer; it's heavy, dense vocabulary, no
mediation at all. People haven't had time to develop strategies
and ways to tackle the readings. It maybe very stultifying read,
discuss -- read, discuss - read, discuss --. Which could be
stultifying no matter how interesting the material is, because
there’s not enough approaches there. There’s not enough time
to create these different approaches. | think students could
totally burn out reading this long stuff unless we find ways to
deal with all of these problems. (C-6)

The one that is kind of carved in our minds is these high-order
thinking skills, critical thinking and that goal of aesthetic and
intellectual thinking. How to achieve these? That part still
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needs some further attention. Teachers find it difficult to realize
these objectives. Especially designing materials and activities
to meet these goals. They know what it is but the
establishment in practice is very complicated and challenging.
(C-3(2) |

Another issue related with classroom methodology, which was raised
by the administrators, and shared by the instructors as well, was the concern
about student motivation. Administrators seemed to relate student motivation
to activity design. For them the most important aspect of student motivation
is engaging students during class time by setting up meaningful and

challenging tasks:

| guess, | think what people need [to] know: how do you teach
longer texts; so support with getting through 200 pages [of]
something in a matter of a couple of weeks. How do you
motivate your students and how do you find ways to integrate
this into your course. (C-5 (2))

Using long texts is an issue. To handle the texts in an exciting
manner in the classroom for the students and the teachers. For
example, at the end of the semester one instructor tried to go
back to the beginning of the novel and tried to make the
students analyze all the chapters in the final session. That
seemed quite difficult though. Some of the students got lost but
again it's difficult to generalize. Again, in terms of
implementation keeping 15 students’ attention at the peak level
regarding that primary text seems to be bringing some difficulty
for the instructor. (C-7(2))

There area lot of classroom management issues. A lot of
wasted time. People still are not quite sure who they are in the

classroom and how they can manage activities. How to deal
with fong texts in the classroom is a big issue as well. (C-8(2))

In terms of the third aspect related to instructors' needs, “research”,
administrators, once more agreed with instructors, in that they thought finding

and evaluating sources for teaching materials was the most important issue
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in this category. Both in their initial and final interviews, they felt that the
challenge of choosing texts from three different disciplines as well as
choosing the substantial material were difficult for the instructors:

Communication of the vision of what we think education is all
about here has been difficult... For example, we told people to

~ choose texts from three different disciplines. They go ahead
and choose texts from 101 Psychology textbooks, for example.
These texts aren’t really the ones that would turn students on
and they aren't really from respectable writers. So, how to find
such texts from different disciplines has been a real issue.
(C-8(1))

Two of my teachers found it very difficult to find a substantial
text. That substantial text has to be serious, not too
philosophical but it should not be an easy text. (C-3(1))

Some of us are still having difficulty in finding the substantial
text that covers all of the theme components that is going to be
molded in one semester. (C-3 (2))

The issue of “restricted content,” which was raised by the instructors
was also a concern for the administrators. They felt that this restriction of
text selection made life even more difficult for instructors. One coordinator
explains why instructors felt frustrated by this:

The design of the program before was like this. If you had an
interest in literature for example you were put in that group and
now with the new program one of the goals is broadening
students’ perspectives and you're not supposed to teach
literature students literary texts. For some people this is
extremely difficult. (C-8(1))

Another coordinator considers the issue of using translations from
other literature, but feel that it would not be as challenging:

Choosing the substantial text as always. Especially regarding
my group, we can’t use English or American literature based
texts. We have to use translations. Or any other literature

other than these two. That means we have to use translations.
Those texts may not be as interesting as the literary ones.
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They might be more sophisticated but they may not be as
challenging as the literary texts. (C-7(2))

The final issue in this category was the instructors' concern of lacking
expert knowledge in a content area. As with the instructors, some
administrators felt that this was an important issue and knowing how to do
research on the Internet might help them to fill this gap:

There was a fair amount of difference between individual
instructors regarding their mastery of content. So to what
degree do you need to know the content that you're teaching. |
think that there’s a room to talk about that. (C-8(2))

They need to know how to use the Internet well, evaluate
sources quickly, read through a lot of sources quickly and make
decisions. And then sequence things in an intelligent way
(C-5(2))

Table 4.7 and Table 4.8 below summarize administrators’ perceptions
of instructors' needs in relation to the change and their frequency values. In
each table, the first column lists the aspects of instructors’ needs and the

second column specifies the details of the summarized data in terms of these

aspects.
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Table 4.7: Summarized data: Administrators’ initial interviews question
3: Question 3: Administrators’ perceptions of instructors’ needs in
relation to the change (n=8)

ASPECT OF
INSTRUCTORS'
NEEDS

Related to course
design

Relatedto classroom
methodology

related to course
design

” Knowledge T

Assessment espec:a!ly how to 6
assess content
Course design in general —howto | 4

design a course

Integrating language and content 3
and various disciplines in the
courses
Background about CBI 3
Linking materials, texts — 2
establishing threads
Meeting aesthetic and intellectual | 2
goails
Support during | Clear understanding of the change | 2
the process process and expectations
Time, not having enough time, time { 2
management problems
Limited resources 2
Multitasking 1
Having a model or an exdmple to 1

see

Being flexible

Being patient

Lesson p!annmg Des gmng classroom actlvmes 5

and preparation | Dealing with long texts 5
Motivating and engaging students | 2

Lesson Classroom management 1

management

and execution

' The total of the frequency counts might exceed the number of informants (n=8) due to the
multiple responses from informants.
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Table .7 cont.

Related to research Fmdmg sources Flndtng and choosmg sources — 5
especially the substantial material,
limitation on course content (not
being able to use the source
chosen)

Knowiedge of a | Not having enough expertise in the | 2
content area contentarea

lnterpersonal lssues T With Working magroup T _
peers/colleagues
With admin Open to feedback 1

Table 4.8: Summarized data: Administrators' final interviews question
2: Administrators’ perceptions of instructors’ needs in relation to the
change taking place (n=6)

ASPECT OF
INSTRUCTORS' CATEGORY
NEEDS

Related tocourse - Knoledge related lntegratmg Ianguage and T ., T
design to course design content and various disciplines
in the courses

Assessment, especially howto - | 4
‘assess content )
Background about CBI 1
Meeting aesthetic and
intellectual goals

Critical thinking skills
Dealing with vocabulary
Teaching speaking
Teaching writing

Linking materials, texts —
establishing threads
Support during the | Clear understanding of the
process change process and
axpectations

Better understanding of goals, |2
standardization, common
understanding about the
expectations

Time, not having enough time, 1
time management problems
| Heavy workioad - 1

b bk | o | ]

W

' The total of the frequency counts might exceed the number of informants (n=5) due to the
multiple responses from informants.
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Table 4.8 cont.

Related to classroom | Lesson planning Dealing with long texts 5
methodoiogy and preparation Adding variety 1
Reading strategies 1
Lesson Motivating and engaging 3

management and students
execution Classroom management 2
Timing and pace - efficiency 1

Fmdmg and choosmg sources — | 3
especially the substantial
material, limitation on course
content (not being able to use
the source chosen)

Fmdmg sources

Relaed to research

Using the Internet efficiently 1
Evaluating sources | Evaluating sources 2
Knowiedge of a Not having mastery of a content | 2
content area area

Interponal sue Working in groups

peers/colleagues

Instructors’ perceptions of professional development and their
preferred activities

4.4

The last question in the instructor interviews and initial administrator
interviews, as well as the third question in the final administrator interviews
sought to explore informants’ perceptions of professional development in
relétion to the curricular change in FYEP. The interviewees were first asked
to describe what they believe professional development is. Then, they were
asked to talk about specific professional development activities, which they
prefer and they’ think would benefit FYEP. The probing questions further
explored in informants’ reasons. All three sets of data were first coded under
three main categories: “definitions of professional development ”,
“professional development activities ” (useful and not so useful), and “other

kinds of support”.
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4.4.1 Definitions of professional development

Informants’ responses for this aspect were categorized into three:

‘meaning

L2 I 1
+

nature or quality” and “activity mode.”

Instructor interviews

Instructors’ definitions of professional development were quite similar;

most instructors mentioned some sort of “advancement” or “furthering” in

their definitions. In short, whatever aspect of development they were talking

about - learning new skills, developing personally, learning new ideas -- they

mostly perceived professional development as being “ongoing improvement.”

Having people in a working environment share their ideas and
give people an opportunity to learn new things. So that they
never stay the same. They don't settle in their position. (I-13)

Professional development is developing my skills about
teaching, about preparing lesson plans, about preparing in-
class activities, improving my methodology about teaching,
improving my present information about teaching. (1-14)

Doing things that basically further your career. (I-9)
When a teacher doesn't stay the same and moves forward (1-8).
it is actually can be anything that would make me a better

teacher and a better person too. Any knowledge, any books,
any sources, any experience. (I-15)

Yet, for some other instructors professional development work meant

working on degree studies like a PhD. In the words of one instructor:

First of all the person should develop himself in MA in PhD so
that that person can feel more qualified and this gives the
teacher a reason to conduct research, to do scientific things
within an academic environment. (I-5)

When instructors were asked to list the types of activities they

consider as professional development activities, they mentioned a variety of
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activities. These were categorized into four types: one-off activiﬁes, solitary
activities, collaborative activities and structured activities.

Among all the activities, the most frequently mentioned type of activity
was attending conferences and seminars. However, instructors also thought
that collaborative activities, workshops, reading, and research could also be
used for professional development. |

Table 4.9 below summarizes instructors’ perceptions of professional
development and the frequency values. The first column lists the two
aspects related to professional development, the second column presents
the general categories and the last two columns summarize the details along

with the frequency indications.
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Table 4.9: Summarized data: Instructors’ interviews question 4:
Instructors’ perceptions of professianal development (PD) (n=15)

ASPECT GENERAL CATEGORY
RELATED TO

PD

Definitions of
professional
development

Meaning

SPECIFICATIONS

improvement, furthering
your career, moving
forward, never staying the
same

Nature or quality

ongoing
having certain skills to cope
with problems as they arise

Activity mode

Professional One-off activities
development
activities

reading, research

degree work like PhD
studies

Seminars, conferences,
lectures

Njw

©

workshops

observations

Solitary activities

Reading, research
presenting at conferences

and getting published

01 00| Od| 0O

Degree work like PhD
studies

N

Collaborative activities

Working within a group,
discussion groups, informal
sharing groups, team
teaching

Structured activities

Staged course design
rocess

Formal courses

Administrators' interviews

As with the instructors, administrators also defined professional

development as an ongoing process of improvement.

My view of professional development is what you do to develop
yourself within your career. Learning in whatever form it takes.

We’re constantly learning, hopefully. (C-2)

' The total of the frequency counts might exceed the number of informants (n=15) due to the

multiple responses from informants.
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Whenever | hear that word, | think of a process not a product,
because it has a continuity issue in itself that's my
understanding. So, professional development provides a
setting where people who are involved in this process will be
able to improve themseives, broaden their perspectives
regarding different situations, different people, different
administrators, and different students (C-7(1))

To me it is how do you get people from here to there so that
they’re coming with the program. How do you help them keep
up with the changes? (C-8(1))

Any kind of opportunities that | have that helps me do my job
better. In any aspect of my job. Unit wide or individual
opportunities for teachers looking back and reflecting on
classroom (C-5(1))

However, administrators did not define professional development in
terms of activities. For example, some instructors thought that pursuing
graduate degrees, like a PhD, was professional development for them. Itis
interesting to observe that although administrators perceived the pressure on
instructors to do research as part of their job, they did not see such graduate
work as part of professional development.

Table 4.10 below summarizes administrators' perceptions of
professional development and the frequency values. The first column lists
the two aspects related to professional development, the second column

presents the general categories and the last two columns summarize the

details along with the frequency indications.
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Table 4.10 Summarized data: Administrators' initial interviews question
4: Administrators’ perceptions of professional development (PD) (n=8)

W

ASPECT RELATED | GENERAL SPECIFICATIONS f

TO PD CATEGORY

Definitions of Meaning Improvement, furthering 5

professional your career, moving

development forward, never staying the
same

Reflecting on knowledge | 1
and then making changes

accordingly
Keeping up with changes | 1
Nature or quality Ongoing 1
Professional One-off activities Seminars, conferences, 4
development activities lectures
Workshops 4
Observations 3
Solitary activities Reading, research 3
Collaborative Working within a group, 8
activities discussion groups,
informal sharing groups,
team teaching
Structured activities | Formal courses 1

4.4.2 Professional development activities

To find out which professional development activities informants prefer
in order to cope with the demands of the change they were undertaking, all
three sets of interviews had three main questions: “activities informants
prefer in general”, “activities informants do not like” and “activities informants
would like to see implemented in FYEP.” In the analysis, the responses to
these questions were categorized into three main categories: “type of

activity”, “nature of activity” and “other types of support.”

' The total of the frequency counts might exceed the number of informants (n=8) due to the
multiple responses from informants.
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Instructor interviews

The instructors’ most preferred activity type was observations and

workshops. For some instructors, observations were useful and beneficial

because they were very supportive and the reflection afterwards was useful

for them:

They're useful in terms of teaching techniques. Observing
someone means that you have a notion of how a teacher has to
act in the classroom. So that you can critically examine his or
her teaching. This is good if someone is more experienced
than you. You can benefit from her past experience. But it's
also good to have somebody of your equal. Then you can
share ideas, exchange your views as well (I-4).

I’'m impressed with the observations here. Before, all the
observations | had were like inspections. The inspector comes
into the college and if he’s not happy with the teaching the
college closes down. There's that pressure. Whereas here the
observations do seem supportive. | learned a lot from that.
Just to get little things from somebody else is nice. Just getting
a new way of thinking about classroom issues. (I-12)

When instructors’ preferences for activities in FYEP are considered,

observations, again, take the priority. More than half of the instructors

mentioned observations as a desirable type of professional development

activity in FYEP. One example:

Peer observations will be nice. The themes of courses are
different but we deal with the same goals and long texts. | think
it'll be nice to see other teachers’ activities, assignments,
methodologies, and assessment procedures. (I-2)

The other highly ranked professional development activity, workshops,

were perceived as beneficial since they provided the key staff development

opportunity during the preparation stage of the change. Some instructors in

FYEP ran a series of workshops on CBI and course design when instructors
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were working on the design of their first courses.” The researcher believes
that this immediate feedback is a key factor for this popularity:

| think most useful workshop was the basics of CBIl and the
things along that line. Something that is both theoretical and
practical. Why you’re doing it and how you can do it in the
classroom. That really hits the nail on the head. (I-9)

However, when instructors’ suggestions for activities for FYEP are
considered, a further type of workshop was mentioned by them. Although
instructors still welcomed the in-house workshops, some of them felt that
other kinds of workshops given by “outside experts” could also be very
beneficial. One instructor voiced her reasons:

Experts are useful. [ think we should invite some people
knowledgeable in the field. | know that we have to use our own
potential here. But, | have a feeling that we, we’re too much
fixed with our own potential here. 1 still believe that there are
people who have already achieved something. Why not them?
We can invite some experts. | want professionals not for a long
time, but we need consultants from time to time. Workshops by
expert people. . . .. | don’'t want this to be long and time
consuming. | want to have this from somebody who is best in
the field. | know that this person is good in this and | take what
he says. | don’t want to waste my time. | want experts. (I-8)

In addition to workshops and observations, instructors found
collaborative activities very useful. They felt that activities like informal
sharing in groups, working within a group, discussion groups and even
discussions on the e-mail list, were quite beneficial, because they allowed
them to share their ideas and problems.

A lot of productive collaboration is really useful. We share
ideas and problems we have. Communicating within and
across units. Keeping that kind of teacher training all

throughout the year not just during summer. Keep iton. You
really need it when you're teaching. (I-10)
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| like to share ideas. That's what we do here; we tell each other
the things we try out. The atmosphere is quite friendly. | dont
feel bad when | say, “l need help”. | know my friends will tell
me their ideas. This is like informal but still useful (I-2)

For the reasons mentioned above, most instructors thought that
informal sharing activities needed to be an indispensable part of professional
development in FYEP. They felt that they could not only share ideas, but
also materials as well.

It's good for exchanging not only ideas but also texts. We
should always be in contact with each other although we’re
doing something different in terms of content. Maybe we
should have small group meetings. Some of us are doing
subjects which are very close to each other. Maybe we can
find similar ideas. (1-4)

One common quality that was raised by some instructors about such
- group activities is the necessity of having a structure; somehow, instructors
felt that there should be some kind of organization or an inherant structure to

these group activities. Some instructors suggested:

We can have group discussions. We can meet once in a while,
in turns each of us could read an article and present that article
to the group and then we can discuss it as a group. This
makes people go and do research. This saves time because
not everybody can go to the library all the time. We take turns.
it can take different forms. Like sharing activities or Internet
sites. But | think more importantly we need articles, in this way
we develop a theoretical background. To make people know
what's happening. (1-8)

The regular meetings in the department is useful. Also just
chatting with other colleagues about courses is also useful. But
| guess we can have it in a more structured manner. This can
be better. (I-14)

Maybe informal meetings. “Next week we’re discussing this,
come along if you're interested” but they need to be, kind of,
structured. It needs to be voluntary too. People should be
using the e-mail list more as well. (I-13)
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Another popular professional development activity among the
instructors were structured activities like formal courses, action research
projects and the structured course design procedure, which was followed in
the Unit. Among those who mentioned these as beneficial, the most
common reason was that it sounded “more professional” and “more
concrete.” That is why they would like FYEP to run structured courses:

| would prefer formal ones. 1 didn’t attend the brown bag
discussions'. Because | didn’t have time and it wasn’t formal. .
. . [Courses] sound more professional. (I-2)

If the aim is professional development, we need some concrete
suggestions at the end of it. Professional development courses
| can take part in. Definitely a kind of training going on while
you're teaching according to the needs of the people. A
development course for new teachers and probably for
experienced teachers as well. We had a lot of workshops that
were supposed to be supporting and helping us | wouldn't
consider all of them useful. They were time consuming. (I-1)

I think | need an on the job training course. . . . I'd like to attend
courses given either in Bilkent or at the British Council (I-14).

In addition to courses, some instructors perceived the course design
process in stages (scaffolding each stage) very useful. They thought the
structure gave them a direction and helped them to manage their time better:

Designing this course has been extremely useful for
professional development. All the research it involves. And the
collaboration it involves. This has been probably the most
useful professional development related to teaching I've ever
had . . . . Designing this course. We had to do reading, we had
workshops and we had discussions. This seemed like a very
informal course. It was useful for me, because | was involved
in the designing of the goals so that made me involved. Then
we had these couple of workshops to slowly take us through. It
is step by step. That aspect of getting into groups and sharing
what we have. It really helped alot. (1-10)

' A series of informal discussion sessions held during funchtime by voluntary instructors.
The topics of such sessions were announced on the e-mail discussion list and voluntary
instructors joined the discussions.
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One final structured activity some instructors mentioned was doing
research in the classroom. Some instructors would prefer such “action
research” projects since it would allow them apply the findings immediately in
the classroom.

Doing research as well. Things like action research and
exploratory teaching will be very useful as well. It's really good
to have ongoing research while you're teaching. Us reading
and conducting research and then applying it to our classes.
(1-10)

In addition to various type of activities, instructors described the
qualities of professional development activities they would preferred and
would like to see implemented in FYEP. The most frequently mentioned
characteristic was “being practical.” Instructors thought that, at times, they
felt that some workshops or meetings were not beneficial since they thought
they were not practical. One instructor explained why he were not happy
with some workshops:

To be honest when | go into a workshop | feel like I'm

supporting my colleagues rather than developing myself. | want

to get something as well. If | can apply the theory bit to my own

teaching that's really nice too. The ideas should hook together

really rather then listening to this activity and then listening to

another activity. They really need to stick together. (I-12)

It can be concluded that the instructor informants would like the

professional development activities, in this case workshops and meetings, to
have a practical side with clear aims and outcomes. They felt that because

they had such a heavy workload and because they were constantly under

time pressure, the professional development activities which they “were able

137



to” attend needed to be worth attending. Some instructors gave examples of

external activities they had attended earlier.

[The instructor is referring to an in-house workshop.] OK we
were put into groups and we were supposed to exchange
ideas. We were doing it anyway without the workshop. There’s
automatically exchanging ideas, suggestions anyway. We
weren't doing anything different in the workshops. There
weren't concrete aims and outcomes. No concrete questions or
suggestions. If | can get something — something concrete at
the end of the workshop something, [which] | can use in my
course and also if | had done something concrete during the
workshop, then it is useful. They [the session leaders] could
give the steps of course design if they want to help us during
the process before | start preparing the course. The
brainstorming [about choosing a theme for the courses] came
after we decided [on] our topics. (I-1)

[The] British Council’s CertELT' program is a very good one.

That 1 year program provided me the opportunity to put my

theory into practice how can | reflect linguistic competence into

performance simply. It taught me that how can | produce

interesting classroom activities. It was practical. (I-5)

In addition to these qualities, some instructors also mentioned having

a “variety of activities.” They thought, because FYEP had a wide mosaic of
teachers with varying levels of knowledge and experience, a single, “one-fits-
all” professional development program would not cater for the variety of
needs. They also felt that if such a variety existed, this would make it
possible for instructors to choose the professional development activity,
which best suits their needs. This concern was closely linked to having an

on-going needs analysis of the professional development needs of FYEP

instructors.

! Certificate in Teaching English: A pre- or in-service teacher training certificate course
offered by the British Council Turkey. It aims to give inexperienced teachers of English a
basic methodological knowledge base in ELT.
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| don't think we need a single program for all the instructors
because people have different needs. For example, well, FYEP
needs [a] teacher training course you have to take for four
months. Or, let's say that the instructors need to attend the CBI
design course for 4 months. It won’t be very good. | may not
have problems with course design but | may have problems
with other things. So | don’t think we should have a single
unique program. (I-5)

If | have options, which | can choose from, then | can gain a lot.
But if somebody forces me to go into something then | can’t
benefit much from it. All experiences give me something. But if
I have a choice then it's better. Plus in in-service professional
development opportunities needs assessment is essential.
There have been instances in the past where | was forced into
an in-service workshop series which | know most of the stuff.
Then it wasn'’t useful at all. It was just a waste of time. Maybe
we were a mixed group then. Some people didn’t know the
things the session leader was giving, but then we need needs
analysis. Then such things should be geared towards those
people. ... People should be asked what they need support in
and then those needs should be catered for. It is essential to
have such needs analysis. (I-15)

In addition to describing various useful professional development
activity types and qualities, instructor informants put forward other
suggestions for professional development in FYEP. In relation to the nature
of the department, instructors felt that “having stability, certainty and clarity,”
were essential. As discussed in section 4.2.1, some FYEP instructors
reported that they were tired of the “too frequent” curricular and managerial
changes, which had happened in the past.

If | believe that, [if] I'm confident about this is going for about 5
years, | don’t want to have huge changes every year. This is
something really discouraging for the instructors. [lt] creates
lack of motivation. If I'm happy about my course, it's going

really well, then | shouldn’t be changing my course next time all
over again. | want to teach this next year as well. (I-3)
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In the same way, the issue of not having sufficient time for preparation
and development was repeatedly brought up as well. Instructors felt that
they deserved more decent resources, in the form extra time, better salaries,
a wider range of resources.

It seems that this year we're under a lot of pressure to do exira
things. But we weren'’t really given any extra time for that.
Same money but more work. (I-12)

More pay, more photocopy, more support for conferences.
More resources would be really nice because our library in ESL
and composition isn’t that great. If we could have our own
place which we keep specific books [in]. Maybe we can pass
around the books or other resources among us. (I-10)

We need time. Preparing a course and teaching at the same
time. That drives me crazy. A beftter salary. More resources. |
don't want to spend money on something personally reaily.
Other fringe benefits. (1-6)

Finally, some instructors raised the concern of not getting positive
encouragement or a type of appreciation of all the hard work they were
doing. Despite all the stress and frustration, instructors thought they were
still performing really well within this new curriculum. Therefore, they thought
~ they needed some “concrete” recognition of this achievement. “Thank you”
letters and positive feedback were suggested as examples:

Maybe we want some appraisal. If we have done well, we
should receive a letter which says “Thank you for your hard
work!” Some sort of encouragement or a reward. (I-4)

The only thing | can say is we need positive reinforcement.
That they're doing a good job. Looking at the positive rather
than the negative. (I-11)

For all of these | think we need some sort of rewarding at the

end. To motivate us, | think we need such encouragement.
(I-15)
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Table 4.11 below summarizes instructors’ perceptions of breferred
professional development activities and the frequency values. The first
column lists the aspects related to professional development, the second
column presents the general categories and the last two columns summarize

the details along with the frequency indications.

Table 4.11: Summarized data: Iinstructors’ interviews question 4:
Instructors’ perceptions of preferred developmental (PD) activities
(n=15)

ASPECT GENERAL SPECIFICATION
RELATED TO PD | CATEGORY
Preferred . One-off activities | Workshops 7
professional Observations 7
development Conferences 3
activities Solitary activities | Reading, research 3
Presenting at conferences and getting
published
Degree work like PhD studies 3
Collaborative Informal sharing groups, discussions | 4
activities
Structured Formal courses with a certificate at 3
activities the end
Course design process in stages 3
Action research 1
Nature of Practical activities 3
preferred Activities with concrete and ciear 2
activities aims and outcomes
Having a variety and having a choice | 1
Not so useful / not | Nature of Not having clear aims or outcomes 4
preferred activities
development Type of activities | Workshops - sharing all the time but | 3
activities not getting much out of it

! The total of the frequency counts might exceed the number of informants (n=15) due to the
multiple responses from informants.
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Table 4.11 cont.

Preferred One-off activities In-house workshops 9
professional Observations 9
development Woarkshops by experts 3
activities for Solitary activities | Reading 3
FYEP Collaborative Informal sharing activities, study 1
activities groups, discussions, sharing and 2
getting feedback, e-mail discussion
list
Structured Formal courses, more structured 5
activities support
Nature of preferred | Based on needs analysis 1
- activities Variety 1#
Other kinds of Nature of FYEP Stability, certainty clarity 6
support Cooperation and collaboration 4
Appreciation of hard work 3
encouragement
Proper observation cycles with pre- 2
conferences
Resources More time
More resources e.g. photocopying
facilities, books, videos
Pay rise 2
Nature of course Revise the same course and teach it |2
design process again, not design a new course

Administrator interviews

As with the instructors, the administrators' perceived collaborative

types of activities, such as informal discussion groups, an e-mail discussion

list', and meetings where instructors share ideas, as quite useful for

professional development.

I think just knowing more about each other’s courses would be
a helpful strategy. Because if you're only doing your own

course design and if you haven’t done this thing before it's
really easy not to have a large pool of resources and vision.
Having to see that you have 20 different options for doing
something. Just teacher training perspective. The more
options you know the more you can choose from. More idea
sharing is useful. (C-2)

' A discussion list (forum) set up on the e-mail for FYEP instructors.
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For this reason, they thought having more of this kind of “sharing”

activities in FYEP would benefit the instructors throughout the change

process. They felt that there was great potential among Unit members

themselves for working on professional development and this should be

utilized.

Maybe more sort of swapping ideas within and across units.
Workshops as well. Getting practical ideas through idea
sharing. Everybody has ideas. That’s what is nice about it.
We have how many teachers? 35 maybe, I'm sure every one
of them has a good idea to share. It seems we should find
ways to take advantage of the experience. (C-2)

A communication between [groups of instructors in FYEP] is
really important. Each group has knowledge which can benefit
all the teachers. It's a matter of finding out how much each

- knows and then finding a way to get them share. There are

people here who have experience in planning content courses
and teaching them and there are ELT focused people. They
both have things to offer to each other. If that knowledge is
more shared, interpretations of this change and what it means
and what we are expected to do will be more shared as well.
(C-1)

Suggested collaborative activities by administrators were similar to the

ones suggested by the instructors: informal gatherings to discuss issues, an

e-mail discussion list and more social activities for FYEP members.

informal group chats to discuss an issue or to talk about ideas
[are useful], because sometimes people’s ideas can trigger
other people’s ideas. | like that, it's a mixture of formal and
informal. | like to pin down why we're doing what we're doing.

‘That happens in the small chat groups. | also like to have

specific topics for such meetings. Different people like different
things. This is my preference, informal chat groups and team
teaching as well. (C-6)

Social things, trying to get people more active on the list [e-mail
discussion list], for discussion. C-4 (2)
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.. .types of activities that seem to benefit people are ones
where you bring in your own stuff and you bring in your issues
to talk about. (C-5 (2))

In the same way as the instructors, some administrators perceived
structured activities as being highly beneficial for FYEP instructors.

My favorite is organized course in-service. You're asked to
read the appropriate materials so that you have time to digest it.
Then you come to the session with some background
information and during the session, what you can do is to
exchange ideas. And after those sessions you apply them.
That's my favorite. (C-3(1))

In a way I'm talking about a series of courses, sessions at least
at the beginning. Then they can gradually become less
frequent. (C-7(1))

Some administrators understood instructors' desire to attend courses
which could be run in FYEP. They thought that the instructors needed the
extrinsic motivation of “certificates” or “diplomas.” However, they felt that
FYEP, unfortunately, had neither the necessary staff nor the relevant
resources to be able to set up such courses.

Of course, some people are suggesting that we should have a
course. That'd be great but we don’t have the resources for
that. We don’t have people [=staff] for that. . .. .| guess
people would like to have a course because they need
recognition, like extrinsic motives certificates, money. (C-4 (2))

They wanted to have a kind of a series of structured workshop
series where they would end up having a certificate in the end.
They'd like to have ongoing development rather than one off
workshops. They’d like to have, for example, an 8-week long 2-
4 hours per week input sessions. They'd like to have these
sessions during the teaching time, but they'd like to have
reduced timetable. If it happens during summer time, they'd
like these not to be completely compuisory. (C-7(2))

Another useful structured type of professional development activity for

administrators was “the course design process.” Like the instructors, they
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thought that instructors benefited from the “step-by-step” procedure of course
design.

We put them [the series of tasks in course design] in steps. |
think, looking back at it now, with the second course design |
think it was a good strategy. Giving people this in steps. Start
big and then get down to the 15-week idea [a syllabus
template]. It was painful but it was helpful. (C-2)

In addition to formal courses and a staged course design process,
administrators also agreed with the instructors in that they thought instructors
would like to have opportunities for classroom research. Two coordinators
commented:

Maybe, when they’re [instructors] teaching the course, they can
be asked at the end of first unit to develop an action research
[project] to investigate the major problem they're facing during
the implementation. In this way, all the professional
development you're [=they are] doing is relevant to your
[=their] teaching and useful to you [=them]. (C-5(1))

Then, we can also encourage teachers to do some action
research, even collaboratively. They can experiment some
techniques in their classrooms. It can be part of their
professional career as well. They can present it elsewhere.
(C-7(1))

Besides, all these types of activities, both during the initial and final
interviews, two coordinators agreed with some instructors' suggestions of
having “outside consultation.” They felt that consulting “outside experts”
would greatly aid the course design and evaluation process:

If experts could come and talk to us after a full year is over, like

counseling, this would be really nice. How to modify, how to revise?

(C-3(1))

And also, if there’s a person who has experience in CBIl in an ESL

context, why not bring that person here and we can ask our questions
to this person and share our experiences (C-7(1)).
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Providing a structured support is essential, | think. It would be very
wise to invite an expert that has a lot of experience in this critical
thinking. . . .Outsider support, a week or two weeks training session
would be of great value. | mean it's worth affording [=paying for] such
support. (C-3 (2))

All in all, it can be concluded that the administrators' and instructors'
perceptions of preferred professional development activities match very well
as far as the various types of professional development activities are
concerned. When the nature of developmental activities is considered, there
is also agreement between the two parties. As with the instructors, the
administrators also felt that having “practical” and “a variety” of activities
along with “ongoing needs analysis” were important qualities of effective
professional development activities.

Being ready to try something new today, that element of being
ready to risk something is the biggest thing. And I think
professional development opportunities which don’t encourage
or require you to do that don’t make a change. Professional
development activities have to have a doing thing. OK,
workshops and sessions are nice but do something with them.
Apply them. . . . They have to do something and they should be
willing todo it. . . . . personally believe that the change comes
by doing. It depends on people’s impetus. (C-1)

| addition in all types of PD activities participants should be
actively involved. They shouldn’t be passive listeners or input
receivers, but they should be actually active who'll be the
implementers (C-7(1))

To have ongoing needs analysis and ask people look you need
to do this and that what do you need in terms of professional
development and then providing them with that. (C-8(1))

Conducting ongoing needs analysis is very beneficial. This is

how you can determine professional development needs.
(C-3(1))

146



When administrators were asked to assess the success of

professional development sessions provided in FYEP during the first yearof —

implementation, most of them, again, referred to the “practicality” issue.

But | guess they liked the sessions . . . [given in the beginning
of course design process]. People thought they were useful.
And probably anything that was practical. Things which can
make practical difference. Something concrete. (C-8(2))

However, some administrators had one concern which the instructors
had not voiced: instructors’ not being willing to take an active role in such
practical workshops or meetings. One coordinator thought that the reason
behind this unwillingness, might be related to instructors’ heavy workioad and
the time constraints they were working under:

We need to convince people that they should be excited about
going to workshops and doing something over there; putting
their heart and soul into it, instead of just sitting there. When
we try to do workshops during the semester people are too
busy and overworked, when we try to do them over summer,
they start to disengage, | don’'t know. And also you have to
work against the idea that people wanted to be handed
something instead of creating something C-4 (2)

With workshops, it has so much to do with people’s energy
level the time of the year and the day. It's like teaching: it's
tough -- teachers become students immediately. They turn off
and they expect things to be done for them. It seems it’s
dependent on their psychological condition. Trying to break this
seems to be the key issue. ... .Like sometimes when | really
think that good things are happening, they walk away thinking
that nothing’s happened. But teaching can't be that way.
Nobody can give your teaching, nobody can hand it to you.
You have to do it yourself. The closer things are connected to
what people are actually doing seems to be better as well. C-4

(2)

The same coordinator reflected on one of the workshops she had

given and explained why instructors thought it was beneficial. She
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highlighted the problem of ownership and responsibility. According to her,

responsibility of professional development is not possible as far as the
workload is concerned.

One workshop . . . was really successful. it took a lot of
planning and preparation. ... | took most of the responsibility
of what will happen in that session. It ended up pretty well and
people were involved in it. But you can’t do that all the time; |
can’t do that all the time. Nobody can do that all the time.
Because | guess it's too much work. Sometimes in a workshop
you feel this disturbing thing from teachers that they think will |
get enough of this session? But it can't be that way. [t can’t be
giving all the time. [Researcher’s probing question: “Why do
you think they liked your workshop?”] Because it was about
CBIl and the first part of it. Because it brought some theory and
research into it. it brought some contradictory views as well.
And people’s inner beliefs. We have people with experience in
training and they should take responsibility of what they know.
One person can't do it all. Each group is going to be
responsible for doing a workshop next year. C-4 (2)

Another coordinator shared the same concern about instructors'
energy level and commitment when assessing the professional development
activities in the Unit. His comments highlighted the dilemma administrators
had about whether to make workshops mandatory, thus forcing instructors to
attend, or to make them voluntary, thus running the risk of poor attendance.
A solution to this problem was suggested:

In practice when you'’re teaching, when you're tutoring, when
you have all sorts of other commitments, it's very difficult to
attend. What theoretically sounded something good and what
people practically can do: there‘'s a huge gap. So . . .we felt
uncomfortable [with instructors’ attendance to the workshops.]
We talked about it; [about] what to do. Maybe we can make it
partly mandatory, suggesting you have to attend X number of
workshops. One of the things that's changed this year is that
we've got a merit pay system. And so, right now, there’s work
going on about how people would be evaluated. It fits with the
University’s plan of evaluating people according to their

148



research, teaching and service. That might be a way to say to
people: “OK we’re keeping records of who had attended which

session. This is one of the things we'll be looking-atduring—————

evaluation. If you do it, you can benefit.” (C-8(2))
Besides the issue of “practicality” and “involvement,” having a “variety”
of activities was suggested by administrators. They felt that because
everybody has different learning styles as well as different needs, it was

essential that FYEP had a “variety” of professional development activities.

Everybody learns differently. Some people might learn in a
more structured way, others might read and others may just
discuss. (C-2)

Everybody’s so different, everybody’s got different learning
styles (C-6)

The final category for this interview question was the “other kinds of
support” in FYEP. in the same way as the instructors had, administrators
pointed out having “stability” in the department and achieving a “common
understanding” for standardization as two of the key concerns:

Because in this program people have undergone different
changes, they have seen three different directors, three
different expectations, three different approaches and
programs. So, people are really fed up with this change and
they'd like to see continuity. (C-7(2))

Getting an idea about what's coming in the future. This
[general dissemination of information] is essential. Not
everybody knows the same information [and] that's not good.
And then a couple of rumors start because of that. . Maybe in
the beginning of the process you don't expect everybody to
know why, but now they have to. They have to be involved.
(C-2)

We need a better understanding of the goals and objectives.

The reading of the goals and objectives varied between units
and it posed a big type of problem. (C-3 (2))
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In addition, the “time constraints” and “heavy workload” issues were

raised by the administrators in this question, once again. As with the

instructors, they felt that instructors' workload was very heavy and more time
needed to be spent on reflecting on the work done and evaluating it before
progressing to working on a new course:

Another point of concern is the workload. In the future maybe
the university will see that, yes, you're publishing, and you're
doing research, so let's cut your teaching load so that you can
do more research. | hope we can keep up the morale so that
we can prove this to the university. (C-8(1))

Lots of opportunities for choice of development and a release of
some of the pressure. | think there’s too much pressure and
people we can't deal with everything all at once. So slow down,
let's examine what we're doing here. Take more time for
analysis take more time for evaluation of differing programs.

It's still a pilot | think. It's a mass pilot. But no evaluation terms
have been set in place. Take it easy it can't all be done in a
day. This is a huge change. And it requires different thinking
skills, it involves different mental capacities for people and |
mean even for me. | can’t continue here because the
expectations are too high. | know that pressure is high.
Presenting and publishing. (C-6)

in the same way as the instructors, some administrators referred to
the promise, which they had been given in the initiation stage that this
~change was going to be a 5-year project. They were desperately asking for

reassurance that this initial promise would be kept:

I need to hear that this is a 5-year change. If we can get this

kind of reminding, then it'd be a big relief on behalf of [the].

This is just a trial year. So that we know we can make

mistakes. We need to learn from the mistakes. Give us some

time. It's my main concern. Right now we don’t have time for

lunch. That's a lot!!! (C-3(1))

Another suggestion for achieving this certainty was to reduce

‘instructors’ teaching load so that they can have more time to reflect on their
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new courses and give feedback to the administrators for the future running of

~_ the program:

All XXX [a faculty group] instructors feel that it'd be really nice if
we could teach 10 hrs instead of 15 for example. Less hours is
to me an important issue to be taken into account. (C-3(1))

Slow down, get feedback. It’s something I've been pushing.
Before we go into [the] 102 course, for example talk about
what happened with 1012. And there needs to be more formal
plans of getting feedback from the teachers about the change.
Getting feedback from the teachers is really really important.
And it must be acted upon. There has to be some sort of
teacher input in how the process is changing according to their
feedback. (C-1)

In addition to “more time” and “less work,” like the instructors,

administrators mentioned the need for having more resources in FYEP.

Besides this,

they also brought up the concern for academic rank, which the

instructors had not raised:

| think monetary benefits [are essential.] But, in terms of one
[other] problem is that people have the academic rank [of]
instructor. And they're not happy with that. The amount of
work they do and the quality of the work that they do. That isn’t
fair. It might be possible that in the future, the base rank won't
be instructor and people with PhDs might be eligible to go up
the scale. (C-8(1))

Finally, some administrators also felt that receiving positive

encouragement is crucial for instructors. As far as the workload instructors

wera dealing with was doncerned, adminisirators feit they should be given

constructive feedback ori how well they were performing:

People need to keep hearing that they're doing a good job,
assuming they're doing a good job. But when you gather the
whole group and tell them that they're doing a good job. Maybe
it's not a good thing. People need to get information on how
well they're doing. (C-5(1))

! ENG 102, Spring semester course.
2 ENG 101, Fall semester course.
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Positive reinforcement. Like, for example, we don't do that very
often; something like a written and oral appreciation of hard
work. People would like to have it. Not only from the
coordinator but from the director as well. Something formal |
mean. Even an e-mail message at the end of the year
congratulating everybody is a good idea. (C-7(2))

Table 4.12 and Table 4.13 below summarize administrators'
perceptions of preferred professional development activities and the
frequency values. The first column lists the aspects related to professional
development, the second column presents the general categories and the
last two columns summarize the details along with the frequency indications.
Table 4.12: Summarized data: Administrators’ initial interviews

question 4: Administrators’ perceptions of preferred professional
development (PD) activities (n=8)

ASPECT GENERAL SPECIFICATION ?
RELATED TO PD | CATEGORY
Preferred | One-off activities In-house workshops 3
professional Observations 2
development Workshops by experts 1
activities Solitary activities Reading, research 3

Collaborative Informal sharing groups, 5

activities discussions, email list

Structured activities Formal courses with a certificate | 2

at the end
\ Course design process in stages | 1
Nature of preferred Practical activities 1
activities Activities with concrete and clear | 1
| aims and outcomes
1 o | Systematic follow up to activities | 1

Not so usefullnot Nature of actwmes Gro up activities 1
preferred Type of activities Workshops - sharing all the time | 1
development | but not getting much out of it
activities Conferences — too limited 1

' The total of the frequency counts might exceed the number of mformants (n-8) due to the
multuple responses from informants.
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Table 4.12 cont.

Preferred
professional
development
activities in FYEP

support

[ Nature of

One-off activities Workshops _2—

Observations 1

Symposium, other conferences | 1
Solitary activities Reading 1
Collaborative informal sharing activities, study | 2
activities groups, discussions, sharing and

etting feedback, e-mail list

Structured activities Formal courses, more structured | 1

support

Action research 2
Nature of preferred Ongoing needs analysis for 3
activities developmental activities

Variety 3

Voluntary activities, not 1

compuisory

Practical things

Stability, certainty, clarity

Cooperation and collaboration

Lowering workioad

Getting academic rank

Resources

More time

More resources e.g.
photocopying, books, videos

Pay rise
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Table 4.13: Summarized data: Administrators' final interviews question
3: Administrators’ perceptions of preferred professional development
(PD) activities (n=5)

ASPECT GENERAL SPECIFICATION
RELATED TO PD | CATEGORY
Preferred Type of activity In-house workshops 3
professional Symposium 2
development Informal collaborative activities, 1
activities sharing :
Nature of activity | Activities with concrete outcomes 2
Activities with clear aims 2
_Ongoing developmental activities
Not so usefullnot Nature of actlvmes One-off workshops 1
preferred Compulsory workshops
development Instructors too busy, no time for
activities _ rofessional development A
Preferred One-off activities | Workshops 1
professional Observations 3
development Evaluation or counseling by an 2
activities outside expert
Solitary activities | Reading 1
Collaborative Informal sharing activities, study 3
activities groups, discussions, sharing and
getting feedback, e-mail discussion
list
Structured Formal courses, more structured 3
activities support
Action research 1
Nature of Ongoing needs analysis for 1

preferred activities | developmental activities

Other kmds of Nature of FYEP Stabdlty 1

support Availability of the professional 1
development coordinator

Social gatherings 1

Encouragement for conferences 1

Resources More time 2

' The total of the frequency counts might exceed the number of informants (n—5) due to the
multipie responses from informants.
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4.5 Administrators' perceptions of the sustainability of the change

When administrators were asked about the possibility of sustainability
of the change in FYEP, they responded as “It depends,” unanimously. They
thought that under certain conditions the attempts at change could be
sustained. These conditions were: “stability and continuity” in the
department and “commitment of the University in terms of financial support
and resources.”

There are two answers to that. If the institution continues to
support it, | think it'll be sustained. But that really depends on
the institution. It depends on the salaries going up, we must be
hiring more qualified people. It depends on the director staying
as well. I think it's a Bilkent thing. Things don't get
institutionalized because people don’t stay there pushing for the
things to happen. Because how many times this department
had changed in the last 10 years. The way this change is done
| think it's sustainable. Because it's done fairly systematically,
carefully and slowly. Step by step. Also getting people
involved in decision-making. If the turnover stays good, then it
all depends on the institution (C-4(2))

It fulfills the needs of the students, the instructors, the
administrators and the Provost office. But people who are
knowledgeable about this topic need to stay in this unit. We're
40 instructors 20 are non-native speakers of English. If we
want to see a sustained level of program we need to accept
that people will be staying here for a while at least. We don't
need another director for example (C-7(2))

Will this become institutionalized? Here’s what | think that
depends upon: will the market support such a program? Are
there enough teachers who want to do this kind of work? And
that's both teachers from overseas and teachers locally. And |
. think in both cases that depends on salary increase. Because |
think there are teachers out there and it's not easy to find them,
who want to design their own courses, work in a group and do
this kind of demanding job. | think that now we're stretched
beyond our means for staffing. | think there are people who are
qualified out there. But there aren’t many of them. And we're
competing with other private universities. Actually we’re not
competing. Right now we’re not competitive at all. So | hope
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this would be something that doesn’t get rolled back. But |
don’t know. (C-5(2)).
Table 4.14 summarizes administrators' perceptions of sustainability of
change. The first column refers to the two categories and the second column
presents the specification with the frequency values.

Table 4.14: Summarized data: Administrators' final interviews question
4: Administrators' perceptions of the sustainability of the change (n=5)

CATEGORY SPECIFICATION (F)
YES or NO e depends (5)
CONDITIONS ¢ stability and continuity (5)
¢ commitment of the institution in terms of

monetary support, salaries going up,
resources

turnover staying good

if market supports it

wish

To sum up, this chapter discussed the findings obtained from the three
sets of data, namely the instructor interviews, the initial administrator
interviews and the final administrator interviews in the light of the main issues
in the research questions: “instructors’ perceptions of the change”,
“instructors’ feelings about the change” and “instructors’ professional
development needs.” In the following chapter, Chapter V, conclusions are

drawn in the light of these results.

! The total of the frequency counts might exceed the number of informants (n=5) due to the
multiple responses from informants. _
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CHAPTER V

CONCLUSIONS

5.0 Presentation

This chapter presents the conclusions obtained from the study in two
sections: The first section discusses the implications for practice. In this
section, the nature of the change process and the factors affecting the
implementation of change are discussed in the light of the findings. The
second section discusses the impliéations for further research. Where

applicable, reference is made to specific literature reviewed in Chapter |l.

5.1 Implications for practice

In this section, the issues related to the nature of the change process
and the factors involved in the successful implementation of change are
discussed with reference to the findings of the research study and relevant
literature.

5.1.1 Nature of the change process

Change should be understood as a process, rather than an event
(Fullan 1982, 1997; Reid 1994). Such a flexible perception of the change
process will allow the implementers to have a more comfortable approach to
change. The findings of this study indicate that teachers prefer the change
process to be seen as an ongoing process (as a pilot, not as an event). That

is why many of the teachers expressed dissatisfaction with the sudden and
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radical implementaﬁon of the new curriculum. They felt that dissemination of
essential information and a clear vision of the change process were
sometimes missing.

Therefore, it can be concluded that the change process needs to be
implemented in a staggered mode — step by step. Since the circumstances
change so often, an effective feedback mechanism needs to be built into the
scheme. Continuous reviéion is inevitable. However, this needs to be built
into the system right from the beginning.

In addition to this “fluid” scheme of the change process, the process
also needs to be context-specific. Change should be defined not in terms of
a blueprint, but in terms of contextual factors. As Fullan (1982) suggests,
“One individual’s version of change can be different from the others” (p. 54).
Similarly,:Markee (1997) also suggests that a context-specific and person-
specific approach to change is essential. The results of this study show that
even within the case institution there were different interpretations of the
meaning of change and some teachers and administrators complained about
the poor dissemination of informatioh.

Therefore, it can be suggested that for a change scheme to be
successful, all parties involved need to have both a shared vision of the
vmeaning of change and a personal interpretation which would aid them in

feeling part of the change process.
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§.1.2 Factors affecting the initiation and implementation of
change

Various factors have been identified as influential in the successful
initiation and implementation of 6hange processes (Fullan, 1982, 1997,
Rudduck, 1992; White, 1991; Jenlink, 1998, Teberg, 1999). The first of these
factors, and probably the most important, is the need for active involvement
of the implementers of change in the change process. According to Fullan
(1982), the most difficult part of the change process is the fact that individuals
need to develop their own subjective meaning of change (their new
meaning). Teachers should feel that they have control over change and that
there is continuity in their experience. The findings of this research study
indicate that teachers were happy to be involved in the major decisions taken
for the new curriculum. The establishment of various committees allowed the
instructors to take responsibility for their work. [n addition, teachers also
expressed positive comments about the collaborative activities that allowed
them to express their opinions about the change and to learn others’ ideas.
Similar results were reported in Teberg's (1999) case study.

Therefore, it can be concluded that for the change process to work,
the implementers need to be involved in the process as much as possible.
Having teachers participate in committees where further work is done for the
new program and creating opportunities for them to communicate with one
another about their feelings regarding the change process would create a
more participative environment for the change.

Secondly, creating a real need for the change is essential for the

attempts at change to work best. If teachers understand the reason behind
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the change, there will be a greater chance for them to participaté in the
change. Such a need could be generated by a comprehensive evaluative
study of the current program and a needs assessment study for the
stakeholders. In this way, teachers will feel that there is a “rationale” for the
change. Some informants in the current study expressed concern over the
absence of such analysis; they found it hard to believe that the changé was
necessary in the first place. Another concern indicated by this study’s
participants was the absence of a formal evaluation scheme. Teachers and
administrators expressed concern over the absence of rigorous data
collection opportunities for formative evaluation.

Therefore, it can be suggested that a key factor in the initiation of
attempts at change should be an effective analysis of the needs of the
clients, i.e. students. By conducting this needs analysis, change agents
would communicate the real need for change to the implementers and thus
clarify the reasons for the initiation of change for them. In addition, an
appropriate scheme for evaluation should be planned and initiated
simultaneously with the attempts at change. Such a system would ensure
that data related to every stage of the change process is gathered from all
the parties involved (i.e., teachers, administrators, higher administration,

- students) and acted upon. In other words, ongoing formative evaluation
would feed the perspectives of all the parties into the change process and
help the change agents to improve the process in the ways to best cater for

the teachers’ and students’ needs. In this way, the implementers will feel that
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they are involved in the change and they have control over what is happening
to them.

Thirdly, clarity of the change process (and thus all parties’ having a
shared, common understanding of what the change means) is essential for
the successful initiation and implementation of attempts at change.
According to Fullan (1983) and Jenlink (1998), unclear and unspecific
change attempts may create anxiety and unease. The findings of this
research study seem to reveal a similar view for the informants concerned.
Both the teachers and administrators felt the need for a common
understanding of the meaning of change and the expectations. A number of
respondents claimed that because there were no clear guidelines in the
beginning, they felt “lost” or “confused” and thus could not adapt to the
change process.

Therefore, it is possible to suggest that a clear presentation of the
attempted change and what this demands of the teachers is highly critical to
the successful implementation of change. In addition, the changes and
revisions that may possibly be made to the expectations need to be
conveyed effectively to all the parties involved. Dissemination of critical
information like this is significant.

Another factor that affects the change process is the issue of time.
This is two-fold: teachers need both individual and collaborative time. They
need time to learn and time to think about and reflect on their teaching and

learning. For this to take place, they need uninterrupted time. Moreover, if a
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change is going to be implemented, additional (or special) time needs to be
created for teachers (Cambone 1995).

The findings of the current study suggest that the major concern that
the instructors had about heavy workload was related to insufficient time
allocated for all the work they had to carry out. In particular, they expressed
discontent with teaching and designing a new course at the same time. This
result seems to bear out the findings of the research conducted by Collinson
and Cook (2000). They report time as being a key factor in the
implementation of change and contend that teachers need to have sufficient
preparation and reflection time to enable them to cope with change. In
addition, they highlight the importance of having both individual and shared
learning time for teachers. Moffett (2000), likewise, argues for the necessity
of providing “adult learning time” for teachers during implementation of
change. She asserts that -it is essential for teachers to have the necessary
preparation, reflection and application time. The results of the present study
appear to be notably similar to those of these two studies. It can be
concluded that FYEP instructors need to have increased time for preparation,
reflection and learning and that they favor collaborative reflection activities.

For this reason, it can be concluded that time is a key factor in
implementing change. The implementers of change need sufficient
preparation time as well as reflection time. There is a strong need to
organize special time for change efforts; teachers should not be asked to
implement new brocedures in addition to their other responsibilities without

the provision of additional time.
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Another critical factor affecting the change process is the need for
collaboration and effective communication among participants. As Teberg
(1999) suggests, change is a personal process and teachers may vary in
their readiness to accept change. Therefore, it is suggested that interaction
among members could help teachers learn by doing, discussing and
coaching (Fullan, 1982; Houston, 1998). The results of the present study
indicate that FYEP teachers also expressed a strong need for reflection and
sharing activities.

in like manner, Kennedy and Kennedy (1996) argue that “ in any
change process it is important to involve respected/powerful groups that may
influence teacher behavior” (p. 360). Lieberman (2000) puts forward the idea
of collaborative teacher development in the form of networks. Similarly,
Darling-Hammond and McLaughlin (1995)'propose that teaclier networks are
highly beneficial tools for professional development because they are both
individual and collective ways of learning for teachers. The findings of
- Farrell's (1998) study suggest that joining a teacher network proved highly

beneficial. FYEP instructors also thought that informal gatherings — in the
-form of networks — had proved very useful for them.

The last and the most important factor is the professional support that
should be provided before and during implementation of change. For change
attempts to succeed, professional development is essential and it should be
provided in a certain mode. According to Fullan (1982), professional
development activities should be relevant to teachers’ job tasks; should

include theory, demonstration, practice, feedback and application with
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coaching; should héve a structured follow-up procedure; should include a
variety of activities to cater for the diverse needs of teachers; and should be
ongoing. In addition to Fullan’s factors, AFT (1995) guidelines assert that
there is a need for sufficient time and resources as well as active teacher
involvement. The findings of the current study suggest that FYEP teachers
felt the same way: They expressed a strong need for ongoing and structured
professional development support, stating that the lack of such support
during the initiation and the first year of implementation led to numerous
difficulties.

Therefore, it can be concluded that appropriate professional
development support is the key factor affecting initiation and implementation.
Considering the principles discussed above, the researcher suggests three
sample frameworks for professional development activities in i-YEP. These

will be discussed in detail in 5.1.4 below.

5.1.3 A suggested framework for change initiation
Based on the discussion in the previous section in the light of the
results of the study, the researcher proposes the foltowing guidelines for

institutions attempting to initiate change.

164



1. Needs analysis
a. Involving all the parties: students, teachers, administrators,
higher administrators
b. Systematic — triangulation of different sources of data: It is
essential that different sources of data be used during needs
analysis to increase the validity of the results. In addition, itis

crucial to consider all the parties’ needs and wants.

Students’ wants

Target situation anag‘ ‘y situation analysis?

DETERMINATION OF THE NEEDS
Teachers’ evaluation Administration’s evaluation

2. Rough Planning & Initiation
a. Fluid, flexible, transparent. Since change cannot be perceived
as an end-product and since many changes might be
experienced during this long process, the rough planning during
the initiation should not be a rigid one. On the contrary, it

should be fluid allowing for flexibility. Furthermore, the planning

' Target situation analysis refers to the analysis of students’ needs in their future lives. E.g.
later, in their university studies or career (Weir, 1993).

2 present situation analysis refers to the analysis of students’ current abilities and
competence. This is used to define students’ needs in comparison to target situation
analysis (Weir, 1993).
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should be undertaken as transparently as possible\ so that
important information is disseminated to all the parties involved.

b. Involving all parties — teachers involved in the decision making
process. Teachers should feel that they have control over
change and that they can contribute to the planning. For this
reason, it is essential to involve teachers in decision—making.

c. The trio effectively set up at the very beginning: curriculum —
training and support — evaluation procedures. For attempts at
change to be successful, appropriate evaluation and
professional development and support activities need to be set
up, along with the curriculum. Just implementing a new
curriculum without appropriate plans for professional support
and evaluation, would inevitably fail since it cannot respond to
the heavy demands of change. Therefore, it is essential for
change agents to consider how they are going provide help and
support to the teachers and how they are going to evaluate the

new program.
CURRICULUM

TRAINING AND SUPPORT EVALUATION
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d. Piloting with volunteers and experienced teachers — staggered
approach: piloting as a feedback & developmental mechanism.
Teachers will inevitably be at varying degrees of readiness to
accept the new program. Therefore, it is essential that the
change is not undertaken all at once, involving all the teachers
of the institution. The more piloting done and the more
feedback collected the better for the successful implementation
of the change. For this reason, a number of different piloting
attempts should be conducted; each improved or revised based
on the previous one’s feedback.

e. Piloting used as a training and support mechanism for
inexperienced teachers. In addition to being a feedback
mechanism to improve the program, piloting could also be used
as a training or support mechanism for less experienced
teachers. If piloting attempts are conducted with experienced
and voluntary teachers, they are more likely to succeed. Their
experiences in turn can be used as training opportunities for
other teachers. In this way, less experienced or less confident
teachers will have a chance to see the new program in practice
and learn from their colleagues’ experiences. Such a system is

outlined below:
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INITIATION STAGE

Volunteers working on the piloting of the new program

v

Collect systematic formative data from students, teachers, and administrators

v

Share their experiences with other teachers
(in the form of peer observations, teacher networks, discussion groups etc.)

v

Feedback and training for new or inexperienced teachers

v

Revise the program together

v

IMPLEMENTATION

3. Implementation

a. Slow: As described above, staggered, allowing for flexibility.

h. Well supported, allowing for learning and reflection: See below.

c. Sufficient time and resources: Special time should be created
for teachers to prepare new courses, reflect on their experience
and learn from one another. This should be built into time
tabling constraints.

d. Evaluation — formative and summative (3-way: teachers,
students, administrators). During the implementation of the
new program two forms of evaluation data should be collected:
(1) formative: ongoing, in due course with the purpose of
improving the program during implementation; (2) summative:

at the end of implementation, at a commonly agreed time
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during implementation with the purpose of deciding whether to
continue with the new program. In other words, to judge
institutionalization or continuation.

SUGGESTED FORMATIVE DATA COLLECTION METHODS

¢ Questionnaires to students every month (three times a semester)

e Questionnaires to teachers every month

¢ Interviews with a class representative from each class every month
¢ Interviews with all teachers twice a semester

o Class observations (of volunteer teachers) twice a semester

o Document analysis (course outlines, instructional materials, student

writing etfc.) once a semester

4. Continuation
a. Summative data: see above.
b. Final evaluation

SUMMATIVE DATA COLLECTION

e Student questionnaire
e Teacher questionnaire
e Teacher Interviews

¢ Document collation and comparison
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51.4 Samble frameworks for professional development

Considering the results of the study, the researcher concludes that
what FYEP needs in the short term is an initial framework for professional
development. The results suggest that all FYEP staff find structured types of
professional development activities beneficial and would like them to be
implemented in FYEP.

For these reasons, the researcher proposes the following three
sample frameworks for FYEP. The first is a suggestion for “formal courses”
in FYEP. The suggestion is based on FYEP instructors' repeated references
to courses, certificates, ongoing development and etc. The proposed
courses are developmental in nature (not formally assessed like UCLES
courses, but based on feedback), comprising input sessions, peer
observations, an extended research project, discussion sessiovi's and
presentations of the research project at the end of the coufse. Possible
topics for such a course could be: materials selection and production,
assessment in CBIl and so on. Table 5.1 contains the details of a suggested
course.

The second framework is an “action research” project group. In this
professional development activity, a group of instructors would get together
to do classroom research on a common area of concern. Such a
collaborative activity would give teachers an opportunity to participate in a
collaborative activity, but in a structured manner. In this way, teachers would
have the chance to allocate special time to think about their teaching and

course design, as well as to reflect systematically on them with a view to
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improvement. An action research cycle adapted from Wallace (1998), which
is presented in Table 5.2, provides a possible framework for such a project.

The final suggestion pertains to the setting up of “teacher networks.”
These could be set up internally or externally. FYEP instructors could set up
the network among themselves only or they could choose to set up the
network on a wider basis, perhaps even internationally. The external network
could be set up using the discussion lists or chat rooms (eg. Yahoo groups)
on the internet.

Such a developmental activity could help teachers in that it would not
be as structured as formal courses or even the action research group. Still,
however, it would have a certain structure, which would help them to stay in

touch periodically. A sample framework can be found in Table 5.3.
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5.2 Implications for further research

It is believed that the present study will make a necessary contribution
to FYEP through its recommendations on effective implementation of
change, as well as through the sample frameworks for professional
development. ltis also believed that the results of this study will offer
insights to similar institutions planning to initiate change.

On the other hand, since this study has been conducted in FYEP only,
it may not be possible to apply it more generally to other ELT institutions in
Turkey and abroad. Therefore, the first implication of the study would be to
explore the attempts at change in other institutions. In this way, comparative
case studies might be set up.

Furthermore, as this study only focused on teachers’ and
administrators’ perceptions of the new curriculum, the learners’ perspective in
the assessment of the change was necessarily somewhat limited. Therefore,
the researcher believes that an evaluative study on student learning with the
introduction of the new curriculum would be very useful.

A final implication for further research is to evaluate the sample
professional development frameworks suggested in this study. It would be
vital to explore and analyze how teachers would respond to such schemes in
order to provide opportuniﬁes for ongoing improvement to them. Just as it is
hoped that the FYEP instructors will persevere in their endeavors to develop
their work on their new curriculum, so should researchers persevere in their

endeavors to help teachers such as these succeed.
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APPENDIX A
FYEP BROAD GOALS DOCUMENT

This 1s the original document that was produced by Daren
Hodson, Head of FYEP, during the 1998-1999 Fall Semester
to aid the Goals and Objectives Committee work and was
later revised and expanded by the Committee in May 1999.
(An expanded version of the document can be found in
Appendix 1B.)

The goals of the First-Year English Program are:

¢ to help students improve their general and academic use of English by:

improving reading skills that will allow students-to read and
understand texts of various lengths and from various disciplines with
greater accuracy and fluency, to analyze texts for main points and
details, and to become more aware of their own vocabulary needs;
improving aural language skills that will help them to identify with
greater confidence main points and details after listening to English
primarily in an academic context;

improving processed-based written language skills that will prepare
them to communicate more effectively in common academic genres,
to learn about themselves and their world through writing, and to
improve their ability to construct more nuanced and sophisticated
research-based texts;

developing basic research and documentation skills;

improving oral language skills that will prepare them to participate

more clearly and confidently in classroom discussion, to make oral
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presentations before an audience, and to formulate and réspond to
questions, as well as to continue to improve through self-evaluation of
speech;
¢ encouraging students to improve their study and computer skills.
¢ to broaden students’ perspectiVes concerning intellectual and artistic
traditions by: |
¢ engaging students with substantial material (texts, individuals, films,
art, etc.) that will broaden the education that they will receive within
their faculty at Bilkent University (i.e., broaden in this context means to
provide students with material that will not be discussed in their usual
course of study);
¢ analyzing important intellectual, ethical and aesthetic issues from a
multi-disciplinary perspective.
¢ to encourage students to connect what they learn to local and global
contexts by: |
s helping students to identify ramifications of course content for their
local context (social, political, ecological, educational, religious, etc.);
¢ putting students in contact with local organizations, people, events,
etc., through guest speakers, field trips, conferences, efc.
¢ putting students in contact with global organizations, people, events,
etc., through emaii, WWW, international media, New York Live, etc.
+ to engage students in their own critical, creative and reflective learning

process by:
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¢ allowing students to actively contribute to the course — both in terms of
content, assignments, assessment, and feedback — in pedagogically
sound ways;

e encouraging students to monitor their own learning processes;

¢ asking students to provide constructive feedback on the course and
the instructor that will be used to change the course;

e promoting learner autonomy;

¢ designing courses and materials that may call into question beliefs
and perspectives commonly held by students;

¢ encouraging students to make connections within and outside of class
in creative, critical ways;

¢ designing materials that encourage students to articulate for
themselves and others their own convictions and to reflect on how
their thought changes throughout the course;

o creating a learning environment which validates students’ ideas and
encourages them to respect and engage each other;

e providing one-to-one and small group tutorials.

to advocate professional development in the First-Year English Program, by:

e supporting and rewarding research;

e promoting better teaching through systematic reflection in the form of
peer and/or other types of observation, action research, etc.;

¢ encouraging facuilty to explore innovative approaches to course design

either collaboratively or independently;
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¢ insuring that faculty receive regular feed-back concerning their job
performance;
e supporting faculty in course design and materials development.
¢ to establish a built-in evaluation system of the First-Year English Program
so that both formative and summative evaluation of the new program will

efficiently take place.
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APPENDIX B

FIRST-YEAR ENGLISH PROGRAM GOALS AND OBJECTIVES

This is the original document that was produced by Daren
Hodson, Head of FYEP, and the "“Goals and Objectives
Committee” members in May 1999. (A short version of the
document can be found in Appendix 1A.)

Writing/Research Goals:

+ to help students improve their general and academic use of English by:

s improving process-based written language skills that will prepare them to
communicate more effectively in common academic genres, to learn about
themselves and their world through writing, and to improve their ability to construct
sophisticated research-based texts;

» developing basic research and documentation skills;

¢ encouraging students to improve their study and computer skilis.

Writing/Research Objectives:

By the end of English 101, students will be able:
1. to write at least 6-8 pages of revised essay writing;
2. to understand that writing is a process and be exposed to strategies/techniques for:
e pre-writing
* outlining and drafting
» revising; negotiating, giving and acting upon feedback
s editing/proofreading
to organize ideas in an appropriate manner for writer's audience and purpose;
to accurately and appropriately summarize work of others without plagiarising;
to write papers using basic word processing;
to complete one library-based research assignment (not necessarily a writing
assighment).

ook

By the end of English 102, students will be able:
to write at least an eight-page paper in which students cite, summarize, and synthesize
research;

2. toincrease student proficiency in process-based writing;

3. to continue to develop students’ ability to organize ideas in an appropriate manner for

writer's audience and purpose;

to evaluate and assess sources (written and electronic) to be used in writing;

to integrate and synthesize work/research of others into own writing;

to use a documentation style, including the following skills:

s summarizing, paraphrasing and quoting

» creating a reference list

* avoiding plagiarism

to conduct a BLISS, Internet and electronic database research {such as Yahoo or

Uncover);

to write papers using word processing.

oo~

~

o
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Reading Goals:

< to help students improve their general and academic use of English by:

* improving reading skills that will allow students to read and understand texts of
various lengths and from various disciplines with accuracy and fluency, to analyze
texts for main points and details, and to become aware of their own vocabulary
needs.

Reading Objectives:

By the end of English 101, students will be able:

1. to evaluate a reading situation and select the most appropriate strategy (skimming,
scanning, close reading);

2. to use common pre-reading strategies (accessing background knowledge, predicting,
building context, etc.);

3. toread at least 150 pages (in total), in accordance with the following criteria:

» at least one text should be a primary, substantial text, supported by numerous other
texts

» texts should come from at least three separate academic disciplines

* texts should model writing tasks when feasibie

» texts should be within reach of students’ intellectual and language abilities

to analyze texts critically by:

* recognizing the importance of a text’s context and purpose (audience, genre,
message, and tone)

» distinguishing main ideas from supporting ideas

» distinguishing fact from opinion

5. to summarize texts;

6. to take notes on texts;

7. toincrease their vocabulary implicitly through extensive exposure and explicitly through
some instructed component (e.g., strategy training, vocabuiary in context, practice
exercises, etc.).

»

By the end of English 102, students will be able:
1. to evaluate and critique texts in terms of their claims and credibility;
2. tointegrate and synthesize information gained from reading with their background

knowledge;

3. toread at least 150 pages (in total), in accordance with the following criteria:

» atleast one text should be a primary, substantial text, supported by numerous other
texts

» texts should come from at least three separate academic disciplines

» texts should model writing tasks when feasible

* texts should be within reach of students’ intellectual and language abilities

to analyze texts critically by:

s recognizing the importance of a text's context and purpose (audience, genre,
message, and tone) )

» distinguishing main ideas from supporting ideas

» distinguishing fact from opinion

»

5. to summarize, paraphrase and cite texts;

6. to take informed stances toward texts through criticizing, interpreting, judging,
appraising, confronting, and justifying one’s own and other’s values/opinions;

7. to take notes from reading for research-based writing purposes;

8. toincrease their vocabulary implicitly through extensive exposure and explicitly through

some instructed component (e.g., strategy training, vocabulary in context, practice
exercises, etc.).
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Speaking/Listening Goals:

% to help students improve their general and academic use of English by:

* improving aural language skills that will help them to identify with greater confidence
main points and details after listening to English primarily in an academic context;

* improving oral language skills that will prepare them to participate more clearly and
confidently in classroom discussion, to make oral presentations before an audience,
and to formulate and respond to questions, as well as to continue to improve through
self-evaluation of speech.

Speaking/Listening Objectives:

By the end of English 101, students will be able:

to take notes on spoken English (lectures, films, radio broadcasts, etc.);

to orally summarize spoken and written material;

to present at least one oral presentation;

to listen actively and to ask questions and respond appropriately in classroom
discussions.

PO

By the end of English 102, students wili be able:
1. to critically evaluate spoken English-language materials;
2. to summarize and incorporate spoken English-language materials into student research
(documentaries, interviews, radio broadcasts, etc.);
3. to present at least two oral presentations
* one assessed oral presentation (at least 10 minutes long)
* one non-assessed presentation (summary of texts, summary of previous lessons,
explanation of opinion, etc.)
4. to listen actively and to ask questions and respond appropriately in classroom
discussions.
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First-Year English Program Principles & Suggestions

Intellectual/Artistic Traditions Goals:

*

oo

to broaden students’ perspectives concerning intellectual and artistic traditions
by:
engaging students with substantial materials (texts, individuals, films, art, etc.) that
will broaden the education that they will receive within their faculty at Bilkent
University (i.e., broaden in this context means to provide students with materlal that
will not be dlscussed in their usual course of study);
analyzing important inteliectual, ethical and aesthetic issues from a multi-disciplinary
perspective.

In order for the program as a whole to more clearly interpret and accomplish these goalis,
certain terms must be defined.

“Substantial materials”:

=]

Faculty should consider as primary texts for their courses works from noteworthy
authors, artists, and scholars, In other words, a class on biology might use Stephen J.
Gould — a recognized naturalist, biologist, and Harvard Professor — as a primary text
rather than a biology textbook. However, these texts should be within reach of the
intellectual and language capacity of students.

These primary texts should be more conceptual and less news-based and pertain to
philosophical, intellectual, and aesthetic issues. This does not necessarily mean,
however, that students should read only “classics” or canonized texts and writers.

In general, students should be exposed to texts they will not encounter in their faculty
courses. The primary text(s) for literature students should not be literary. This does not

absolutely exclude literature from the course, but literary texts should not be the focus for

the course.

The number of substantial primary texts should be at least one (1) in ENG 101 and ENG

102. The primary texts should be supplemented by a number of shorter texts.

“Multi-disciplinary perspectives”.
Q The courses should explore issues from at least three (3) disciplines by incorporating

texts from various academic disciplines (i.e., history, literature, art, sociology,
psychology, etc.).
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First-Year English Program Principles & Suggestions

Critical Thinking Goals:

O/
0"

to engage students in their own critical, creative and reflective learning process by:

allowing students to actively contribute to the course — both in terms of content,
assignments, assessment, and feedback - in pedagogically sound ways;
encouraging students to monitor their own learning processes;

promoting learner autonomy by broadening the focus of courses to include
exploration and discovery as fundamental curricular goals;

designing courses and materials that encourage the consideration of perspectives
different from those commonly held by students;

encouraging students to make connections within and outside of class in creative,
critical ways;

designing materials that encourage students to articulate for themselves and others
their own convictions and to reflect on how their thought changes throughout the
course;

creating a learning environment which validates students’ ideas and encourages
them to respect and engage each other;

providing one-to-one and small group tutorials.

Bilkent First-Year English 101 and 102 will engage students in their own critical, creative and
reflective learning process by:
a allowing students to actively contribute to the course — both in terms of content,
assignments, assessment, and feedback — in pedagogically sound ways.
Content and feedback:

.

Giving student feedback on course content serious consideration in course revision.
Having students choose texts from a group selected by the teacher.

Designing courses that lead gradually to a unit in which content is entirely selected by
the students.

Administering at least one mid and one end of semester written course evaluation
that is specific to the course. A

Having each unit compile, analyze and share feedback and use it in
revising/redesigning courses.

Additionally, having student ‘jam sessions’ (e.g., informal bramstorm-hke sessions) to
collect more informal oral feedback, including using a class representative to preserit
students’ ideas, etc.

Assignments:

Having students contribute to refining/defining assignments provided by the teacher.
Having students choose between several options of assignments.
Having students create/develop an assignment as a part of the assignment.

Assessment:

Having students analyze and/or evaluate a given assignment criteria.
Having students create criteria for assessment.
Having students design quiz, reading test, or other assessment tools.

Bilkent First-Year English 101 and 102 will engage students in their own critical, creative and
reflective learning process by:
O encouraging students to monitor their own learning processes.

Including self-assessment in course design.

Incorporating reflective writing tasks that ask students to consider particular
processes of learning they have experienced and how they have deveioped through
them.

Having students write reflective diaries/journals.
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Bilkent First-Year English 101 and 102 will engage students in their own critical, creative and
reflective learning process by:
O promoting learner autonomy by broadening the focus of courses to include exploration
and discovery as fundamental curricular goals.
* Including student-initiated independent projects such as finding out about opera, for
example, in Ankara and writing a report about it.
+ Asking students to research/explore topics around some type of independent study.
+ Including assignments that emphasize discovery and uncertainty in addition to
traditional argument and problem/solution types of tasks.

Bilkent First-Year English 101 and 102 will engage students in their own critical, creative and

reflective iearning process by:

0O designing courses and materials that encourage the consideration of perspectives
different from those commonly held by students.

* Creating courses whose subject matter covers a variety of cultural backgrounds and
perspectives.

* Designing text-based assignments that ask students to examine how and why their
own beliefs differ from others’.

* Selecting content areas of local and global importance that students may not be very
familiar with and that will challenge and complicate beliefs and values they may have
developed throughout their lives.

¢ Building into the course texts and activities that address the more general notion of
“change” and human development (e.g., what is gained and lost by value shifts?
Why are both tradition and change valuable to an individual and society?).

« Adopting teaching practices that are intellectually challenging, but not emotionally
threatening. For example, a sensitive role play activity (“What would you do if your
best friend toid you he/she was gay?”) needs to be done in a tolerant atmosphere in
which students know they will be listened to.

Bilkent First-Year English 101 and 102 will engage students in their own critical, creative and
reflective learning process by:
O encouraging students to connect classroom experience with social and personal
experience in creative, critical ways.
Having students to invite speakers to the class.
Using materials that students bring to class
Having students do interviews and polling
Encouraging students to make use of internet resources, such as chat rooms,
listserves and email penpals.
» Designing activities that use role-play
* Relating discussion topics to the Turkish experience
* Planning field trips

Bilkent First-Year English 101 and 102 will engage students in their own critical, creative and
reflective learning process by:
D creating a learning environment which values students ideas and encourages them to
respect and engage each other.
Discussing classroom management and operation with the students
Addressing teacher/student expectations explicitly
Using the physical environment to maximize student/student interaction
Modelling and encourage active listening skills
Teaching functionally appropriate language forms (e.g., agreeing, disagreeing,
clarifying, etc.).
« Facilitating activities such as debate, discussion and presentation.
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Bilkent First-Year English 101 and 102 will engage students in their own critical, creative and
reflective learning process by:

O designing courses and materials that encourage students to articulate for themselves

and others their own convictions and to reflect on how their thought changes throughout

the course.

Assigning and using for reflection pre- and post-unit writing tasks (or video mini-
presentations, or audio recordings) where students express their positions on course
content issues, and how their beliefs have been influenced by encounters with those
who think differently from them.

Having students keep Journals to reflect on how their thinking has changed
throughout the duration of the term. Periodically, giving reflective assignments asking
students to do the same.

Perhaps, earlier in the term, using texts and activities which examine the value of
self-reflection and how certain authors use writing to reflect on their lives (again, not
to limit the medium, since could take forms other than writing).

Using texts featuring characters who have undergone fairly dramatic changes (e.qg.,
The Autobiography of Malcolm X, Metamorphosis, etc.).
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First-Year English Program Principles & Suggestions

Local and Global Connections Goals:

o,
0‘0

to encourage students to connect what they learn to local and global contexts by:

s helping students to identify links between course content and their local context

(social, political, ecological, educational, religious, etc.);

« putting students in contact with local organizations, people, events, etc. through guest

speakers, field trips, conferences, etc.);

* putting students in contact with global organizations, peopie, events, etc, through e-

mail, WWW, international media, NY Live, etc.

General suggestions:

a

To help students become familiar with technologies such as the Internet, email, word-
processing, etc., either through workshops, use of class time, or BilWrite visits.

To expose students to at least one outside speaker/presenter each semester and/or take
students on a field trip.

To encourage students to compare how cultures differ in respect to particular issues.
To have students connect classroom topics to contemporary issues where appropriate
through classroom discussions, texts, writing assignments, out-of-class extension
activities, etc.

To encourage students to connect their research papers to local and global issues and
to contact local and international organizations as they complete their research.To
encourage students to complete original research in local community.
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First-Year English Program Principles & Suggestions

Professional Development Goals:

< to enhance professional development in the First-Year English Program by:

* supporting and rewarding research

e promoting better teaching through systematic reflection in the form of peer and/ or
other types of observation, action research, etc.

* encouraging faculty to explore innovative approaches to teaching and course design
either collaboratively or independently

» toinsure that faculty receive regular written feedback concerning their job
performance

+ to support faculty in course design, testing, and materials development through
appropriate training and ongoing

+ establishing and maintaining an up-to-date resource room

¢ promoting competence in using new and old technology

a supporting and rewarding research
* to establish a research interest group that will meet once a month to discuss ideas
and draft materials as well as to provide support and training in research skills;
* to advocate release time for research studies;
* to develop increased financial support for presenting at conferences (national and
internationat)
* to develop an equitable system for distributing funds for conferences.
a promoting better teaching through systematic reflection in the form of peer and/ or other
types of observation, action research, etc.
* - to support and train faculty in observation skills (lesson planning, conferencing,
feedback, etc.);
« tointroduce faculty to a variety of options for professional development (e.g.,
teaching logs, microteaching, discussion groups, workshops).
Q encouraging faculty to explore innovative approaches to teaching and course design
either collaboratively or independently
¢ to insure that faculty receive regular written feedback concerning their job
performance
» to support faculty in course design, testing, and materiais development through
" appropriate training and ongoing support
* to provide sufficient and relevant resources within budgetary constraints;
* to insure that sufficient documentation of courses are kept (materials, tests, syliabi,
sample student papers);
» to monitor the quality of the designed courses and to provide constructive feedback.
Q establishing and maintaining an up-to-date resource room
+ to build a resource collection consisting of books on teaching methodology and
techniques, classroom research, observation, teacher development, etc.
* to set up a proper maintenance system for the management of materials.
O promoting competence in using new and old technology
* toincrease teachers' knowledge of the technical facilities available on campus
(locations, operating times, etc.);
* to encourage faculty to improve their knowledge of technological resources by
providing workshops and by promoting autonomous learning;
» to promote the use of the First-Year English Program email list by sharing questions
from the research interest group and from unit staff meeting.
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APPENDIX C

INFORMED CONSENT FORM

Dear .......coovviiiiiiiiiiennn,

| am conducting a research project on designing a framework of professional
development activities for the First-Year English Program faculty upon the
introduction of the core curriculum as part of my Ph.D. in ELT dissertation. The
purpose of the study is to develop a framework of professional development and
support strategies and activities for instructors who are facing a major change in
their program.

The interview we will have is a part of this study. Your participation is
voluntary and there is no risk involved. All responses will be kept confidential. That
is, nobody, except for me, will see or hear your responses, and your names will not
be used in the reports. Therefore, do not hesitate to respond to the questions
honestly.

If you have any questions about the study, you may contact either me or the
study supervisor. Thank you very much for your cooperation.

Elif Uzel-Ansoy

elif@bilkent.edu.tr

X- 2268

The Study Supervisor:

Prof. Dr. Sabri Kog

Chairperson, Department of Foreign Languages Education
Faculty of Education

Middle East Technical University
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INFORMED CONSENT FORM

| agree to participate in a research study on designing a framework of
professional development activities for the First-Year English Program faculty upon
the introduction of the core curriculum. | am aware that there is no risk involved in
my participation. | understand that | may withdraw from the study at any time. [ will
take part in an interview as a part of this study. | know that this interview will be
recorded. | understand that my participation is completely confidential and that my

name will not be used in the reports.

Name
Signature

Date

The Researcher:
Elif Uzel-Arnisoy
elif@bilkent.edu.tr
X- 2268

The Study Supervisor:

Prof. Dr. Sabri Kog

Chairperson, Department of Foreign Languages Education
Faculty of Education

Middle East Technical University
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APPENDIX D
INITIAL INSTRUCTOR INTERVIEW GUIDE
Preliminary Information

Hello, you know that | am a Ph.D. student in the Department of
Foreign Language Education at METU and | am doing my dissertation study
at the moment. As part of this study | am undertaking these interviews. | am
here to talk to you about the curricular change we are undergoing, the
demands this change make from you as an instructor and possible
professional development activities which can be provided in the unit to
support you during this transition period.

My hope is to understand our instructors' ideas about change,
professional development and their preferences. So, | am really interested in
what you have to tell me about your opinions on this subject.

What you say to me is completely confidential. | will not pass on
anything that you tell me. And [ will not use your name in anything 1 write.

| would like to tape our conversation since it will be very difficult for me
to follow our conversation and take extensive notes. Moreover, | do not want
to miss anything that you will tell me. Is it OK with you? Actually, I'd like to
show you my transcription when | am finished with it.

The interview will take approximately 30 minutes. Do you have any

questions? Shall we start then?
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Questions

interviewee: Date:

A. Background Questions:

First I'd like to ask you a few background questions to get to know your
professional history better.

1. How long have you been teaching in general and specifically in the

FYEP?

2. What are the degrees that you hold? Any additional certificates or

diplomas?

3. Have you attended any other professional development activities before?
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B. Content Quesfions:

1. Can you briefly talk about your present job description to me? As an
instructor in the FYEP, what are you expected to do with the introduction
of the new core curriculum program?

PROBES:
» Teaching
= Research
= Service to the department (course design)
2. What do you think/feel about the change that is taking place right now?
PROBE: Compare your responsibilities/duties then and now. What

are the changes you are living through?

PROBE: Have you ever lived through such a curricular change before
in the FYEP? If so, can you compare them? Different? Similar?
Easier? More difficult?

3. As an instructor, what skills and strategies do you think you should have
in order to be able to cope with these changes and with the new
program?

= PROBE:. What are the difficulties you are living through right now
during the course design process? Any problems you face?

= PROBE: Implementation Stage: What are the difficulties you are
living through during the implementation of the course? Any

problems?
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4. Every instructor has different ideas about "professional development".

When | say "professional development” to you, what does it mean to you

personally?

Alternative: Can you describe what you believe professional

development is?

PROBES:

What are some of the activities that you can think of as part of
professional development? Useful ones? Not so useful ones?
Why do you believe so?

What would be some of the professional development activities
that you see as necessary and useful to cope with the changes
right now - in the course design process? (When? Where?
How?)

Implementation Stage: Any PD activities to cope with the changes

during the implementation stage?

ALTERNATIVE: What would you like to see happen so that you

can feel good and comfortable about this change?

5. My questions are finished. Do you have any other comments that you

would like to add?

Thanks a lot for your cooperation!ll | appreciate it a lot....

201



APPENDIX E
INITIAL ADMINISTRATOR INTERVIEW GUIDE
Preliminary Information

Hello, you know that | am a Ph.D. student in the Department of'
Foreign Language Education at METU and | am doing my dissertation study
at the moment. As part of this study | am undertaking these interviews. | am
here to talk to you about the curricular change we are undergoing, the
demands this change make from you as an instructor and possible
professional development activities which can be provided in the unit to
support you during this transition period.

My hope is to understand our instructors' ideas about change,
professional development and their preferences. So, | am really interested in
what you have to tell me about your opinions on this subject.

What you say to me is completely confidential. | will not pass on
anything that you tell me. And | will not use your name in anything | write.

I would like to tape our conversation since it will be very difficult for me
to follow our conversation and take extensive notes. Moreover, | do not want
to miss anything that you will tell me. Is it OK with you? Actually, I'd like to
show you my transcription when | am finished with it.

The interview will take approximately 30 minutes. Do you have any

questions? Shall we start then?
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Questions

Interviewee: Date:

A. Background Questions:

First I'd like to ask you a few background questions to get to know your
professional history better:

1. How long have you been teaching in general and specifically in the

FYEP?

2. How long have you been a coordinator / the head in the FYEP?

3. What are the degrees that you hold? Any additional certificates or

diplomas?
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B. Content Questions:

1. Can you briefly talk about the present job description of the instructors in
the FYEP to me? As instructors in the FYEP, what are they expected to
do with the introduction of the new core curriculum program?

PROBES:

» Teaching

* Research

» Service to the department (course design)

2. What do you think the instructors think/feel about the change that is
taking place right now?

= PROBE: Compare their responsibilities/duties then and now?

What are the changes they are living through?

* PROBE: Do you know if any of them have lived through such a
curricular change before in the FYEP? If so, can you compare
them? Different? Similar? Easier? More difficult?

3. As a coordinator, what skills and strategies do you think instructors
should have in order to be able to cope with these changes and with the
new program?

* PROBE: What are the difficulties they are living through? Any
problems they face?

* PROBE: Implemeniation Stage: What are the difficulties they are
living fhrough during the implementation of the courses? Any

problems?
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4. Every teacher has different ideas about "professional development".
When | say "professional development” to you, what does it mean to you
personally?

Alternative: Can you describe what you believe professional
development is?

PROBES:

= What are some of the activities that you can think of as part of
professional development? Useful ones? Not so useful ones?
Why do you believe so?

» What would be some of the professional development activities
that you see as necessary and useful for the instructors to cope
with the changes right now? (When? Where? How?)

= [Implementation stage: Any PD activities that are useful for the

teachers during the implementation?

= ALTERNATIVE: What would you like to see happen so that the

instructors can feel good and comfortable about this change?

5. My questions are finished. Do you have any other comments that you

would like to add?

Thanks a lot for your cooperation!!l | appreciate it a lot....
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APPENDIX F
FINAL INTERVIEW GUIDE
Preliminary Information

Hello, you know that | am a Ph.D. student in the Department of
Foreign Language Education at METU and | am doing my dissertation study
at the moment. As part of this study | am undertaking these interviews. | am
here to talk to you again about the curricular change you are undergoing, the
demands this change make from your instructors and from you as a
coordinator and possible professional development activities which can be
provided in the unit to support the staff during this transition period.

My hope is to understand our instructors' ideas about change,
professional development and their preferences when they have completed
one academic year with the implementation of the new program. So, | am
really interested in what you have to tell me about your opinions on this
subject.

What you say to me is completely cbnﬁdential. | will not pass on
anything that you tell me. And | will not use your name in anything | write.

| would like to tape our conversaticn since it will be very difficult for me
to follow our conversation and take extensive notes. Moreover, | do not want
to miss anything that you will tell me. s it OK with you? Actually, I'd like to
show you my transcription when | am finished with it.

The interview will take approximately 30 minutes. Do you have any

questions? Shall we start then?
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Questions

interviewee: Date:

1. What do you think the instructors think/feel about the change as one year

with the implementation of the new program is over:

PROBE: Overall, how do they feel now as they have had two

experiences with course design and are heading for a third?

2. What skills and strategies do you think instructors should have in order to

be able to cope with the change and with the new program during the

next academic year?

PROBE: What are the difficulties they have lived through?
PROBE: Were there any particular difficulties they were faced with
during the second trial of course design? (i.e. Spring Semester)
PROBE: | believe you did some appraisal meetings with the
instructors and observed their lessons. What conclusions can you
draw from these sources as far as the instructors’ needs are

concerned?

3. What would be some of the professional development activities that you

see as necessary and useful for the instructors to cope with the changes

at this stage?

PROBE: Assessment of the 1%! year of Implementation:

o Which PD activities that were held last year do you think instructors
benefited from the most? (and were happy with?) Why?

o Which ones do you think they did not benefit so much from? Why

not?
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¢ PROBE: What would you like to see happen so that the‘instructors
can feel good and comfortable about this change?

4. Do you think this change would be a sustained one? That is, one that will
be institutionalized in the future. If yes, by when do you envision it
happening?

e PROBE: What can be done to increase the likelihood (or
possibility) of institutionalization (continuation)?

5. My questions are finished. Do you have any other comments that you

would like to add?

Thanks a lot for your cooperation!!! | appreciate it a lot....
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APPENDIX G
SAMPLE TRANSCRIPT
INSTRUCTOR INTERVIEWS
INFORMANT CODE: I-3

RESEARCHER’S QUESTIONS, PROBES AND COMMENTS IN CAPS.

1. CAN YOU BRIEFLY TALK ABOUT YOUR PRESENT JOB
DESCRIPTION TO ME? AS AN INSTRUCTOR IN THE FYEP, WHAT
ARE YOU EXPECTED TO DO WITH THE INTRODUCTION OF THE
NEW CORE CURRICULUM PROGRAM?

I’'m expected to teach a content area together with academic skills like
writing, speaking reading all those things. Preparing my own course,
exams and grading criteria as well. | also teach a grammar course.
RESEARCH? They're forcing us to do research. They're expecting us to
do research but actually what we’re doing is for ex while preparing 101
course and 102 course we're also doing intensive research a lot of
reading sometimes | feel like I'm writing a dissertation. | read ali those
things. We had a meeting a month ago and some people were saying
what we’re doing now can'’t this be considered as research because we
don’t have time to do the kind of research a kind of presentation. The
answer was negative. That's not what the university means my research.

You have to write a paper or present somewhere.
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2. WHAT DO YOU THINK/FEEL ABOUT THE CHANGE THAT IS TAKING
PLACE RIGHT NOW?
I'm kind of happy with the changes because we’re also teaching content
and we're also learning a lot. We’re able to improve ourselves. This year
what | realized is that we received more respect from our students they
pay more attention to what we're doing in class before we were just doing
materials. For ex in the writing class we were mainly focusing on
rhetorical patterns. When | talked to my students about this course, they
told me that they really feel that they're learning something even though
they find this course a bit more demanding challenging when compared to
previous courses. WHAT ABOUT YOU AS AN INSTRUCTOR? WHAT
ARE THE CHANGES FOR YOU? Of course we have to get an idea
about the content area that we’re teaching. This requires a lot reading
and a lot of research. And sometimes it requires expertise. Sometimes
we can't be sure about certain material we're dealing with. And we don't
want to go to class without being sure about the material. Sometimes we
try to fill in the gaps by asking colleagues. I'm happy because we'll be
dealing with the same topic next year as well and of course we’ll do some
slight changes but our course is going fine. So | think we have to come
up with a topic that is controversial that the students can do some critical
thinking about. It makes students think. The problem is sometimes the
content may overweigh the academic bit so sometimes we can get into
such kind ofé trap but on the whole satisfied. | feel secure about what I'm

teaching. But | feel a bit tired. | can’t find enough time.

210



3. AS AN INSTRUCTOR, WHAT SKILLS AND STRATEGIES DO YOU
THINK YOU SHOULD HAVE IN ORDER TO BE ABLE TO COPE WITH
THESE CHANGES AND WITH THE NEW PROGRAM?

Trying to choose the right substantial material was a concern. It's a
problem to decide whether that book is the most relevant book, whether
you can fit it in your course. Also incorporating the academic skills
materials into our course. We have the goals and as a uhit we decide
that we have to include certain things in the course. But sometimes it's
difficult to find the suitable topics to include these. There mightbe a
problem with the timing. Actually we have prepared 2 booklets. And now
we have to delete some of them. We can’t cover everything we prepared.
ANYTHING ELSE? ARE YOU COMFORTABLE WITH EVERYTHING
ABOUT THE CONTENT BASED INSTRUCTION? Of course not really. |
need to know a lot of content information. We have a colleague who
knows a lot about our topic. She helps us a lot. If she weren’t there our
course would have had some problems. We would have had some gaps.
She helps us to fill in those gaps. SO CAN WE SAY THAT YOU FIND IT
DIFFICULT TO RELATED MATERIALS, TOPICS TO ONE ANOTHER?

Yes certainly
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4. EVERY |NS'fI§UCTOR HAS DIFFERENT IDEAS ABOUT
"PROFESSIONAL DEVELOPMENT". WHEN | SAY "PROFESSIONAL
DEVELOPMENT" TO YOU, WHAT DOES IT MEAN TO YOU
PERSONALLY?

You should have certain professional skills, abilities to cope with the
problems while you're teaching. WHEN DO YOU FEEL YOURSELF
PROFESSIONALLY DEVELOPED? You acquire all the skills and
abilities. This’s an ongoing process. For ex when | first started teaching
here | wasn’t professional at all. | had to go to class without knowing
much, may be we should have some workshops. ANY ACTIVITIES AS
PART OF PROFESSIONAL DEVELOPMENT? Workshops, being
observed. That helps sometimes it can be stressful but that helps
because the person who observes you comes up with a list of points that
you can think about so you can improve yourself. WHAT ABOUT
WORKSHOPS, DO YOU FIND THEM USEFUL? Yes they're useful.
ANY OTHER ACTIVITIES? May be you can do your PhD and doing
research. WHAT ABOUT CONFERENCES? Yes certainly. WHAT
ABOUT SITTING IN TEACHER GROUPS AND DISCUSSING ISSUES?
Sometimes they might not be that useful. WHY NOT? Sometimes |
mean if you actually expect to get a result out of what you're doing that
can be useful. If you're discussing something that is not tangible that
might be a problem. | prefer to have more seminars, workshops and
being observed rather than getting together in small groups. ACTIVITIES
FOR FYEP? We should have expertise. For example, we should try to

approach this content area from different multidisciplinary perspectives
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but again we need expertise. From history, anthropology, psychology and
etc, these are broad areas which require expertise but | haven't studied
history or anthropology. HOW DO YOU THINK WE CAN SOLVE THIS
PROBLEM? XX suggested that we can actually go and talk to people
who have had education in these fields. But that seems not to be too
relevant. There should be a person who is knowledgeable in that field in
our department. Like now we have X she is of great help. Resource
people. If | don’t have enough knowledge about the content area I'm
trying to teach, my course will be a failure. What about the student here?
The students will suffer. And | don’t want them to suffer. And | don’t want
to be embarrassed in front of my students. Some workshops and peer
observations are useful. TOPICS FOR WORKSHOPS how to prepare
course material. How to find material. Design activities that can actually
get most of the students participate. How to deal with long reading.
ANYTHING ELSE THAT CAN MAKE YOU FEEL COMFORTABLE
ABOUT THIS CHANGE? If | believe that I'm confident about this is going
for about 5 years. | don’t want to have huge changes every year. This’s
something really discouraging for the instructor. Creates lack of
motivation. If 'm happy about my course, it's going really well, then |
shouldn’t be changing my course next time all over again. | want to teach
this next year as well. YOU WANT TO TRY IT OUT A COUPLE OF
TIMES.

COMPARE THIS CHANGE WITH THE ONES PREVIOUS? This is
better | think. It's really demanding. You're asked to do a iot. May be

take people who have majored in philosophy, history. as well. But they
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should provide other instructors with help. “If you're doing tﬁis course
you can consult this person, he’s knowledgeabile in this field” sometimes
we wanted to consult someone last year but there was nobody to consult.
We need people with different backgrounds. COMPARE this’s better.
The previous change we were in a panic because of the exam. And we
weren't feeling secure about it. To feel secure in a place that you’ré
working is very important. If you don’t feel that, then it's a problem. This

change is better.
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APPENDIX H
SAMPLE TRANSCRIPT
INITIAL ADMINISTRATOR INTERVIEWS
INFORMANT CODE: C-1

RESEARCHER’S QUESTIONS, PROBES AND COMMENTS IN CAPS.

— A — o Fo — — Y — — — —— ——" —— ——— — T S T—— S T— o> o
—— —n — — e — o T s . " ——— — — —— — — T — — o o — —

1. CAN YOU BRIEFLY TALK ABOUT THE PRESENT JOB DESCRIPTION
OF THE INSTRUCTORS IN THE FYEP TO ME? AS INSTRUCTORS IN
THE FYEP, WHAT ARE THEY EXPECTED TO DO WITH THE
INTRODUCTION OF THE NEW CORE CURRICULUM PROGRAM?
That's a really ihteresting guestion. | mean we need a solid teacher
description; we don’t’ have one actually. Not having that raises lots of
issues énd questions bothwfor teachers are supposed to do on a daily
bésis and thinkin(_c.; about development. My sense is that people have
fdifferent expectatiormyls of what teachers are supposed to be doing. | think
thére are some things that are ’shared among some people and among
the unit as a whole but there’s quite a bit of variation as well. WHAT ARE
YOUR EXPECTATIONS? Teachers teach, tutorials, grading, designing
their own course. A new thing is éssessment and assignments. It's a big
lack that we don’t have such a document. HOW ABOUT RESEARCH
AND OTHER SERVICES TO THE DEPARTMENT? They're there. They

need to be doing that. Whether that's completely fair with a teaching load
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of 20 hrs a week. And whether teachers feel that they need to be doing

research. | don’t know as | understand it's part of their job description.

. WHAT DO YOU THINK THE INSTRUCTORS THINKIFEEL ABOUT
THE CHANGE THAT IS TAKING PLACE RIGHT NOW?

Several feelings: confusion, rush. The speed of things changing.
Confusion about having to do with communication, what are the changes,
what do these really mean? Their understanding of them. | think there’s
still a lot going on with that. And also another point might be discussion
about why we’re doing this. That level of changes are still taking place. |
think they feel rushed and confused. ARE THEY HAPPY? | will not use
the word “happy” | think it'll be optimistic. | don’t believe that they're
under these circumstances. it'd be really nice. But to date there hasn’t
been much of that. | feel that they feel there's a change and that change
is more working. A lot of things related to course design are new. This
new evaluation scheme is new too. Working more and a bit more difficult
work. The speed is a bit part of it. Speed is huge and perhaps and as
part of it the management of that change | mean for whatever reasons
that change is happening really fast that just adds to the feelings of
confusion. It's more. THEY USED TO WORK IN GROUPS BUT NOW
THEY WORK ON THEIR OWN. Sure it's a burden for them. HOW
ABOUT HISTORY? My understaniding is that there have been curricular
changes in tﬁe past. Most of the comments I've heard have been a lot of

negative repercussions about the changes. A lot of people leaving or
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were told to leave. Again it was rushed and the teachers weren'’t involved

in the process.

. AS A COORDINATOR, WHAT SKILLS AND STRATEGIES DO YOU
THINK INSTRUCTORS SHOULD HAVE IN ORDER TO BE ABLE TO
COPE WITH THESE CHANGES AND WITH THE NEW PROGRAM?
This isn’t a skill. But | think it's something that teachers need. Time.
Time. It has to slow down because during this process we have to get a
clearer understanding of people’s backgrounds and then think about ways
to develop them in the relevant bits. But there’s so much going on at the
same time. [f we plan some developmental things for teachers there are
so many other deadlines for them to meet. | don’t think people have the
time and the energy to take part in inc_reasing their skills and knowledge
base. That's why for me the most important thing is this slowing down a
bit. Otherwise | could try and coordinate a dozen sessions this semester
but if people are overwheimed with so many other things, they're not
going to take it up. And actually they can’t. It's unrealistic. For this
reason | think time is what they need. WHAT DO THEY NEED? AS A
SKILL OR STRATEGY? | think we have at least 2 very different groups
of teachers in this program: there are those who have ELT background
and teaching certifications and there are those who have advanced
degrees and doctorates in humanities and social sciences and have some
experience with teaching EFL students. And there’s another group of
teachers which as far as | know all are Turkish and have BAs some of

them have done some bit of ELT work outside, some courses and things
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like that. But sbme haven’t. A communication between 3 is really
important. Each group has knowledge which can benefit all the teachers.
It's a matter of finding out how much each knows and then finding a way
to get them share. There're people here who have experience in planning
content courses and teaching them and there’re ELT focused people.
They both have things to offer to each other. If that knowledge is more
shared, interpretations of this change and what it means and what we are
expected to do will be more shared as well. MORE SPECIFIC ISSUES.
Within each of these groups, there are different issues to consider.
Assessment, classroom management, motivating students, how to handie
long readings. But [ can’t. Long texts is common, assessment is
common across. Meeting those fuzzier goals, like aesthetic and

intellectual is also difficult.

. EVERY TEACHER HAS DIFFERENT IDEAS ABOUT "PROFESSIONAL
DEVELOPMENT". WHEN | SAY "PROFESSIONAL DEVELOPMENT"
TO YOU, WHAT DOES IT MEAN TO YOU PERSONALLY?

Professional development for me is reflecting on and getting new
knowledge and then making changes related to any of the things | do.
What | think of professional development is centering around what |
believe our job description as an instructor is. But | think that | believe
that that’s closely connected to how you perceive yourself. | see myself
as a teacher. Some people see themselves as a poet. In which case
there’s a different relationship going on. | believe this year especially with

the new position that | get it's going to mean training and administration.
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USEFUL PROFESSIONAL DEVELOPMENT ACTIVITIES | definitely
benefited from observation, more from observing than from being
observed. Really observing other people. You learn so much from
seeing other people. Working on extended projects that are dealing with
classroom or teaching data issues. That if a constant element of
reflection is there. it's constantly feeding back. HOW ABOUT
WORKSHOPS, CONFERENCES, TEAM TEACHING. Team teaching |
have done. In my mind it's in observation. Conferences, no! You take a
couple of ideas away but not so essential. Small groups. LIKE
TEACHER STUDY GROUPS. 1| have done that with extended research if
research is there may be useful. Reading is a really big thing but again
reading and getting ideas and putting them into practice is the greatest
thing. Being ready to try something new today that element of being
ready to risk something is the biggest thing. And | think PD opportunities
which don’t encourage or require you to do that don’t make a change. PD
actvs have to have a doing thing. OK workshops and sessions are nice
but do something with them. Apply them. FYEP TEACHERS WOULD
BENEFIT. They have to do something and they should be willing to do it.
Giving up time. This is the thing I'm concerned about, given the time
element | don’t’ know how much doing can be done. | personally believe
that the change comes by doing. It depends on people’s impetus. May
be somebody wants to give a workshop because she wants to experiment
with things. That’s fine. | believe what is essential is creating activities
and environments for people to do that. WHAT CAN BE CONCRETE

ENVIRONMENTS IN FYEP? Encouraging observations. Encouraging
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reading and discussion in groups. Workshops but perhaps ihcluding
something at the end encouraging people to say what are you going to
do. I'm thinking like at the end of a post conference the question is what
are you going to do? When you have a session or a workshop that it has
that element to it. That the teachers get to that point to think what can |
actually do in my class to try out. Sometimes that's left out. There are
different focuses but the emphasis should be there. Whether thét’s
followed up with. | still don’t know. Personally that's enough for me. To
get to that point and try it out. The other part of me is saying what if |
follow her and sit down and talk about how she did the try out and what
she experienced. For peer observations there has to be a trust thing
there. It's got to be a spontaneous thing as well. I'm coming into your
class to see what this means for my class. If the trust thing isn’t there,

| people will see it as a supervisory thing. Sometimes people feel that they
have to look at negatives in observations and it’s not like that. WHAT
WOULD YOU LIKE TO SEE HAPPENING SO THAT THE TEACHERS
CANY FEEL COMFORTABLE, ANYTHING ELSE? Slow down, get
<fe‘édback. Ii’s something I've been pushing. Before we go into 102
course for ek talk about what happened with 101. And there needs to be
more formal plans of getting feedback from the teachers about the
change. Getting feedback from tﬁe teéchers is really really important.
And it must be acted upon. Theré has to be some sort of teacher input in

how the process is changing according to their feedback.
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APPENDIX |
SAMPLE TRANSCRIPT
FINAL ADMINISTRATOR INTERVIEWS
INFORMANT CODE: C4(2)

RESEARCHER’S QUESTIONS, PROBES AND COMMENTS IN CAPS.

1. WHAT DO YOU THINK THE INSTRUCTORS THINK/FEEL ABOUT THE
CHANGE AS ONE YEAR WITH THE IMPLEMENTATION OF THE NEW
PROGRAM IS OVER. OVERALL, HOW DO THEY FEEL NOW AS
THEY HAVE HAD TWO EXPERIENCES WITH COURSE DESIGN AND
ARE HEADING FOR A THIRD?
| guess it seems like it is mostly positive. | think things are becorming
easier, there’s a lot less anxiety. Because they've had some experience.
People are more interested in their teaching now. That really helps. |
think | think some things are becoming clear. You know we had started
getting people with PhDs from otner fields. Now | think it's a very very
bad idea. | don't support it at all. If your concentration is in the content
area and you haven't got the pedagogical formation how do peopie learn
and what it means to learn things then it seems that you just caught up in
the content and there’s it looks like a lecture class. It’'s like anything that
comes along. There’s a certain fear at first you don’'t know what's going

to happen. | think one thing that led to people having less anxiety is all
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these committees. More people are involved at more levels of decision
making in the department in general. WHAT COMMITTEES? There's a
curriculum committee; we met and we revised the goals and we continue
to meet. There's a budget committee. Conference committee for
awarding grants to people for conferences. It makes people more
responsible for what happens. It's in a way; there isn’t anybody to blame.
Director isn’t standing up at the top; when people complain they have to
complain about themselves. This way you are responsible for your

complaints.

. WHAT SKILLS AND STRATEGIES DO YOU THINK INSTRUCTORS
SHOULD HAVE IN ORDER TO BE ABLE TO COPE WITH THE
CHANGE AND WITH THE NEW PROGRAM DURING THE NEXT
ACADEMIC YEAR?

| think | mean | have few strong opinions on this. Things like teaching
writing, giving feedback, what it means what exactly are you trying to get
a student do when they're writing an essay. | think there’re some
problems. People are coming from different backgrounds where writing
was much more limited in length and depth. They emphasize grammar,
superficial things. It's just a different way of Iookihg at writing. That's
something we need to work more on. We had a workshop on the whole
blending of language and content. It was kind of useful. It was a swap
shop thing. éut when only 4 people brought things. A lot of useful things
came out of that. Also it came out that there’s still a lot of confusion and a

lot of uncertainty about what it means teaching language and content and
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how integrated they are, how explicit you are about your language goals.
And so | think that's something we need to be talking about. We need to
convince people that they shouid be excited about going to workshops
and doing something over there; putting their heart and soul into it,
instead of just sitting there. When we try to do workshops during the
semester people are too busy and overworked, when we try to do them
over summer, they start to disengage, | don’t know. And also you have to
work against the idea that people wanted to be handed something instead
of creating something. WHAT PARTICULAR DIFFICULTIES DID THEY
GO THROUGH? For a couple of people they were just normal teaching
issues. Getting people involved. People are also dealing with the
integration of language and content. That seems to be the key issue,

blending language and content.

3. WHAT WOULD BE SOME OF THE PROFESSIONAL DEVELOPMENT
ACTIVITIES THAT YOU SEE AS NECESSARY AND USEFUL FOR THE
INSTRUCTORS TO COPE WITH THE CHANGES AT THIS STAGE?
WHICH PROFESSIONAL DEVELOPMENT ACTIVITIES DID THEY FIND
USEFUL? The symposium’, people got involved and there was outside
support as well to share our experiences with them. With workshops it
has so much to do with people’s energy level the time of the year and the
day. It's like teaching: it's tough teachers become students immediately.

They turn off and they expect things to be done for them. It seems it's

" The Annual Symposium organized by FYEP to share research findings and classroom
practice among colleagues from FYEP and other Bilkent University departments teaching
post-preparatory school English courses.
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dependent on théir psychological condition. Trying to break this seems to
be the key issue. There were some workshops, when there's enough
provocative stuff presented, and when people have a chance to get into
groups and talk about it that when things seem to happen. But I'm not
sure if people have a sense of things did happen. Like sometimes when |
really think that good things are happening, they walk away thinking that
nothing’s happened. But teaching can’t be that way. Nobody can give
your teaching, nobody can hand it to you. You have to do it yourself. The
closer things are connected to what people are actually doing seems to
be better as well. One workshop that | did for my teacher training class
was really successful. It took a lot of planning and preparation. And also
because | was doing it for a course | took most of the responsibility of
what will happen in that session. It ended up pretty well and people were
involved in it. But you can'’t do that all the time; | can't do that all the time.
Nobody can do that all the time. Because | guess it's too much work.
Sometimes in a workshop you feel this disturbing thing from teachers that
they think will | get enough of this session? But it can’t be that way. It
can't be giving all the time. WHY DO YOU THINK THEY LIKED YOUR
WORKSHOP? Because it was about CBI and the first part of it. Because
it brought some theory and research into it. It brought some contradictory
views as well. And people’s inner beliefs. We have people with
experience in training and they should take responsibility of what they
know. One person can't do it all. Each group is going to be responsible
for doing a workshop next year. Of course some people are suggesting

that we should have a course. That'd be great but we don’t have the
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resources for that. We don't have people for that. Also we should try to
do more reading together. | guess people would like to have a course
because they need recognition, like extrinsic motives certificates, money.
ANY OTHER ACTIVITIES? | can't think of anything else. ANYTHING
ELSE THAT WOULD MAKE THEM FEEL MORE COMFORTABLE?
Social things, trying to get people more active on the list, for discussion.
Encouraging people to go to conferences. HOW ABOUT PEER
OBSERVATIONS? They should be voluntary but strongly encouraged.
People need to get a stronger sense of what you could do. May be a
workshop of what is possible with peer observation. Because I think
sometimes people fall into a trap of observing to see what’s good or bad.
. DO YOU THINK THIS CHANGE WOULD BE A SUSTAINED ONE?
THAT IS, ONE THAT WILL BE INSTITUTIONALIZED IN THE FUTURE.
IF YES, BY WHEN DO YOU ENVISION IT HAPPENING?

There are two answers to that. If the institution continues to support it, |
think it'll be sustained. But that really depends on the institution. It |
depends on the salaries going up, we must be hiring more qualified

| people. It depends on the director staying as well. | think it's a Bilkent
thing. Things don't get institutionalized because people don’t stay there
pushing for the things to happen. Because how many times this
department had changed in the last 10 years. The way this change is
done | think it's sustainable. Because it's done fairly systematically,
carefully and slbwly. Step by step. Also getting people involved in
decision-making. If the turnover stays good, then it all depends on the

| institution.
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APPENDIX J

INITIAL LIST OF BROAD CATEGORIES
START LIST OF CODES
(generated based on the interview questions)

INSTRUCTOR INTERVIEWS: INITIAL LIST OF BROAD CATEGORIES

Question 1: Instructors’ perceptions of their current job with the
introduction of the new curriculum

TEACH = Teaching related duties

TUTS = Tutorials

SERYV = Service to the department

CD = Course design

R = Research

GEN WORK/OTHER = General work atmosphere related issues

VVVVVY

Question 2: Instructors’ perceptions of the change taking place

> DEFN = Definitions of change
» COMP W/ PROGRAM = Comparison with the previous program
» FEEL = Feelings about the change
= + = Positive
= - = Negative
» COMP W/ CHANGE = Comparison with the previous changes

Question 3: Instructors’ perceptions of their needs in relation to the
change taking place

> NEEDS CD = Related to course design

» NEEDS METH = Related to classroom methodolegy
> NEEDS R = Related to research

» NEEDS OTHER = Other

Question 4: Instructors’ perceptions of professional developmsent
and their preferrad activities

> DEF PD = Definitions of professional development
PD ACTVS = Professional development activities
+ PD ACTVS = Useful / preferred / beneficial development
activities
- PD ACTVS = Not so useful / not preferred development activities
FYEP =Preferred activities for FYEP
ELSE = Anything else that would make them feel comfortable
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INITIAL COORDINATOR INTERVIEWS

INITIAL LIST OF BROAD CATEGORIES

Question 1: Coordinators’ perceptions of instructors’ current job
description with the introduction of the new curriculum

TEACH = Teaching related duties

TUTS = Tutorials

SERV = Service to the department

CD = Course design

R = Research

GEN WORK/OTHER = General work atmosphere related issues

VVVVVYY

Question 2: Coordinators’ views on instructors’ perceptions of the
change taking place

> DEFN = Definitions of change
» COMP W/ PROGRAM = Comparison with the previous program
> FEEL = Feelings about the change
= + = Positive
= - = Negative
» COMP W/ CHANGE = Comparison with the previous changes

Question 3: Coordinators’ perceptions of instructors’ needs in
relation to the change taking place

» NEEDS CD = Related to course design

» NEEDS METH = Related to classroom methodology
» NEEDS R = Related to research

> NEEDS OTH = Other

Question 4: Coordinators’ perceptions of professional development
and their preferred activities

Definitions of professional development

DEF PD = Definitions of professional development

PD ACTVS = Professional development activities

+ PD ACTVS = Useful / preferred / beneficial development
activities

- PD ACTVS = Not so useful / not preferred development activities
FYEP = Preferred activities for FYEP

ELSE = Anything else that would make instructors feel comfortable

VVYV VVVY
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FINAL COORDINATOR INTERVIEWS
INITIAL LIST OF BROAD CATEGORIES

Question 1: Coordinators’ views on instructors’ perceptions of the
change taking place after 1 year is over

» FEEL = Feelings about the change
= + FEEL = Positive
» - FEEL =Negative

Question 2: Coordinators’ perceptions of instructors’ needs in
relation to the change taking place

> NEEDS CD = Related to course design

> NEEDS METH = Related to classroom methodology

» NEEDS R = Related to research

> NEEDS OTH = Other

Question 3: Coordinators’ perceptions of preferred professional
development activities
» ASS PAST YEAR = Assessment of previous year's activities
= + ACTVS = Useful / preferred / beneficial development
activities
= - ACTVS = Not so useful / not preferred development
activities
> FYEP = Preferred activities for FYEP
» ELSE = Anything else that would make instructors feel comfortable

Question 4: Sustainability of the change

» Y/N =Yesorno
» TO DO = Things that can be done to increase the likelihood
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APPENDIX K
SAMPLE INDIVIDUAL SUMMARIZED DATA’
INSTRUCTOR INTERVIEWS
INFORMANT CODE: I-3

Question 1: Instructors’ perceptions of their current job with the
introduction of the new curriculum

START LIST OF CODES SUMMARIZED DATA FROM THE TRANSCRIPT
Teaching related duties Content area + skills
Tutorials
Service to the department
Course design Own course, criteria, exams
Research, conferences, Forcing us to do research
publishing Course design not accepted as research
Quote: “They’re forcing us to do research.”
General work atmosphere
related issues

Question 2: Instructors’ perceptions of the change taking place

START LIST OF CODES SUMMARIZED DATA FROM THE TRANSCRIPT

Definitions of change

Comparison with the
previous program

Feelings about the Happy
change — Positive Teaching content and learning a lot, 'm improving
| receive more respect from students
Feelings about the Need to know a content area, it requires a lot of reading time,
change — Negative but there’s no time
Feel tired
Comparison with the Better ,
previous changes Previous change was panicking because of exam but now it's
more secure

* See Appendix 4A for the raw data (transcript)
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Question 3: Instructors’

change taking place

perceptions of their needs in relation to the

START LIST OF CODES

SUMMARIZED DATA FROM THE TRANSCRIPT

Related to course design

Choosing substantial material
integrating content and language
Relating materials to topics, linking threads

Related to classroom
methodology

Timing
Designing classroom activities
Dealing with iong reading texts

Related to research

Other

Question 4: Instructors’

their preferred activities

perceptions of professional development and

START LIST OF CODES

SUMMARIZED DATA FROM THE TRANSCRIPT

Definitions of professional
development

Having certain skills and abilities to cope with problems
while teaching.
Ongoing

Professional development
activities

Workshops, observations, PhD, research, conferences

Useful / preferred / beneficial
development activities

Observations -- because feedback afterwards
Workshops

PhD

Research

Conferences

Not so useful / not preferred
development activities

Discussion groups -- because no tangible or concrete
outcomes

Preferred activities for FYEP

Expertise at content areas

An expert in the Program, someone to go and ask
questions and get answers

Workshops

Peer observations

Anything else that would
make them feel comfortable

Not want to have huge changes every year. Want to try
out a course a couple of times.
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APPENDIX L
SAMPLE INDIVIDUAL SUMMARIZED DATA®
INITIAL ADMINISTRATOR INTERVIEWS
INFORMANT CODE: C-1

Question 1: Administrators’ perceptions of instructors’ current job with
the introduction of the new curriculum

START LIST OF CODES SUMMARIZED DATA FROM THE TRANSCRIPT
Teaching related duties Teach

Tutorials tutorials

Service to the department

Course design Design own course

Design assessment
Design assignments

Research, conferences, publishing

General work atmosphere related No official job description so different expectations
issues from teachers

Question 2: Administrators’ perception of how Instructors’ feel about
the change taking place

START LIST OF CODES SUMMARIZED DATA FROM THE TRANSCRIPT
Definitions of change Individual work
Cemparison with the previous Used to work in groups now on their own
program
Feelings about the change - Happy — but too optimistic not really like that
Positive
Feelings about the change - Confusion, rush, what do the changes really mean?
Negative More work.
Comparison with the previous A lot of negative repercussions about the previous
changes curricular changes

A lot of people leaving or were told to leave

It was rushed, and teachers weren't invoived

* See Appendix 4A for the raw data (transcript)
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Question 3: Administrators’ perceptions of instructors’ needs in
relation to the change taking place

START LIST OF CODES

SUMMARIZED DATA FROM THE TRANSCRIPT

Related to course design

Assessment

Reiated to classroom
methodology

classroom management

motivating students

dealing with long readings

meeting the fuzzier goals like aesthetic and intellectual
ones.

Related to research

Other

Time.

QUOTE: It has to slow down during this process we
have to get a clearer understanding of people’s
backgrounds and then think about ways to develop them
in the relevant bits.

There is so much going on at the same time. People do
not have enough time to participate in professional
development activities

Different groups of teachers, needs analysis essential to
cater for the needs

Question 4: Administrators’ perceptions of professional development,
their preferred activities and their suggestions for FYEP teachers

START LIST OF CODES

SUMMARIZED DATA FROM THE TRANSCRIPT

Definitions of professional
development

Reflecting on and getting new knowledge and then
making changes related to any of the things | do.

Professional development
activities

----same as below-—

Useful / preferred / beneficial
development activities

Observations

working on extended projects

study groups

reading and putting them into practice

any opportunity that makes you top put things into
practice.

QUOTE: Professional development activities have to
have a doing thing.

Not so useful / not preferred
development activities

Conferences, just to take a couple of ideas

Preferred activities for FYEP

Practical things and voluntary, reading and discussion
groups, peer observations

An expert in the Program, someone to go and ask
questions and get answers

Workshops

Peer observations

Anything else that would make
them feel comfortable

Slow down, get feedback
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APPENDIX M
SAMPLE INDIVIDUAL SUMMARIZED DATA®
FINAL ADMINISTRATOR INTERVIEWS
INFORMANT CODE: C-4(2)

Question 1: Administrators’ perceptions of instructors’ feelings about
the change at the end of the first year

START LIST OF CODES SUMMARIZED DATA FROM THE TRANSCRIPT
Feelings about the change - Interested in teaching
Positive Less anxiety

Feelings about the change -
Negative

Improved things Easier

Teachers more involved — committees heiped more
people are involved in the change

They are more responsible

less anxiety because more experienced

things becoming more clear

committees

Question 2: Administrators’ perceptions of instructors’ needs in
relation to the change taking place

START LIST OF CODES SUMMARIZED DATA FROM THE TRANSCRIPT

Related to course design Integrating language and content -- how to teach content
and language together
still a lot of confusion about CBI

Related to classroom Teaching writing

methodology giving feedback to students’ writing
getting students involved

dealing with long texts

Related to research

Other People are too busy and overworked so they do not have
time for professional development. Over summer, they
start to disengage so they are not effective. Time is an
issue.

* See Appendix 4A for the raw data (transcript)
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Question 3: Administrators’ perceptions of professional deveiopment,
their preferred activities and their suggestions for FYEP teachers

START LIST OF CODES

SUMMARIZED DATA FROM THE TRANSCRIPT

Useful / preferred /
beneficial development
activities

Symposium

provocative workshops

closely connected to people’s work, well prepared, some
theory and research together

activities with concrete outcomes.

Not so useful / not
preferred development
activities

Teachers are too busy, no energy and no time

well-prepared sessions better for people but nobody can do it
all the time

QUOTE: One person cannot do it all.

Preferred activities for
FYEP

Courses (but no staffing and resources for that) because
people need recognition, like extrinsic motives certificates and
money

reading together

observations voluntary but strongly encouraged

Anything else that would
make them feel
comfortable

Social things, discussion list, encouraging for conferences

Question 4: Administrators’ perceptions of the sustainability of the

change

START LIST OF SUMMARIZED DATA FROM THE TRANSCRIPT
CODES

YES OR NO Depends

CONDITIONS e YES: if the institution continues to support it

conditions: salaries going up, having more qualified people,
director staying, the change is more staged this time step by step,
systematic, continued involvement, turnover staying good (not so
frequent)

NO: frequent changes, poor turnover.

" The Annual Symposium organized by FYEP to share research findings and classroom
practice among colleagues from FYEP and other Bilkent University departments teachmg
post-preparatory school English courses.
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APPENDIX N

SUMMARIZED DATA
(COLLATED FROM ALL INFORMANTS)

INSTRUCTOR INTERVIEWS

Question 1: Instructors’ perceptions of their current job with the
introduction of the new curriculum

START LIST OF CODES SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=15, 1)

Teaching related duties

15 hours teaching (6)

integrating language and content (4)

teaching academic skills (2)

teaching first year and fourth year support courses
2)

teaching 16 hours

teaching 18 hours

teaching critical thinking

Tutorials tutoring for 5 hours (6)
having some tutorials (4)

tutoring for 2 hours

Service to the department participating. in developmental activities (3)
working in a group (2)

being available for office hours (2)

taking an active part in everything that happens in

the unit.

Course design designing a course individually (12)
designing a content-based course (3)

preparing own materials (2)

Research, conferences, compulsory to do research, pressure to do

publishing resgarch, “forcing us to do research” (9) [p. 13, p.
21)

o no time or energy for research, too busy,
overworked (4) [p. 13, p. 21, p. 29]

e course design process not accepted as research

(4) [p. 21]

strong encouragement to pursue PhD studies

General work atmosphere
related issues / other

supporting new teachers (2)
no official job description for teachers [p. 25]

evaluation at the end of the year.

! The total of the frequency counts might exceed the number of informants (n=15) due to the
multiple responses from informants.

2 These page numbers refer to the pages in the coding sheets (word-processed data). The
researcher made such notes to directly quote from the data later on.
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Question 2: Instructors’ perceptions of the change taking place

START LIST OF CODES SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=16, )
Definitions of change « individuai course design, designing own courses

(6)
s more independence, more autonomy, freedom (4)

[p. 34]
s content-based courses, CBI approach (4)
e more workload (2)

Comparison with the previous
program

Previous program:
e courses were prepared by the group (9) [p. 34]
s« courses were prescribed; we were told what to
teach (4) [p. 30]
skills-based courses (2)
theme-based courses
not so serious texts, short texts
faculty specific
mass exams
too broad objectives
ew Program:
prepare courses individuaily (7) [p. 50]
more freedom (4)
more responsibility (4)
content-based courses (3)
global, more substantial texts (2)
no mass exams
clear objectives

Feelings about the change ~
Positive

happy, positive (9) [p. 22]

more freedom, authority, flexibility (9) [p. 34]

involved, participating, individual choices,

ownership (5) [p. 50]

¢ more comfortable because of individual
preparation (4) [p. 6]

e less time consuming because of individual

preparation (2)

more responsibility (2)

receiving more respect from students (2)

more enjoyable (2)

more meaningful

challenging

learning a lot

creative

0....".‘.2......

Feelings about the charige -
Negative

too demanding, too much work, too much

preparation, tiring, teaching and designing a new

course at the same time (8) [p. 22]

e too fast, too sudden, not enough time to prepare
and to internalize (7) [pp. 6, 14, 26)

« not having enough experience in course design
and/or CBI; a bit confused about the whole
process (6)

s stress, frustration, pressure (3)
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Question 2 cont.

Comparison with the previous
changes

Previous changes:
e alot of stress and anxiety due to the exam® (2)
Current change:
e knowing what'’s going to happen in advance, more
clear, more explained, more structured (3) [p. 58]
» more training opportunities
more secure
o  Dbetter

Question 3: Instructors’ perceptions of their needs in relation to the

change taking place

START LIST OF CODES

SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=16, f)

Related to course design

e course design in general — how to design a course
(6)

o integrating language and content and various

disciplines in the courses (5)

linking materials, texts — establishing threads (5)

assessment, especially how to assess content (4)

clear guidelines, knowing what to do (4)

background about CBI (2)

having a model, a real example to see (2) [p. 19]

more feedback on the process

Related to classroom
methodology

designing classroom activities (7)
dealing with long texts (6)

motivating and engaging students (5)
adding variety to the lessons (2)
timing

analyzing students’ needs

teaching not testing

modeis of interaction

lesson planning

Related to research

ol ¢ ¢ o ¢ @ o ¢ o0 o ¢ ¢ o o

finding and choosing sources — especially the
substantial material, limitation on course content
(not being able to use the source chosen) (9) {I-1,
p.2,1-3,p. 2, |4, p. 4]

¢ not having enough expertise in the content area
(5) (1-6. p. 2]

evaluating sources (2)

Other

time, not having enough time, time management
problems (4)

limited resources (4) [p. 27]

feedback needs to be on time

feedback from colleagues

adaptation skills [p. 27]

computer skills

encouragement from administrators

® During one of the previous curricular changes, FYEP instructors were asked to sit a
language skills and methodology exam to prove their level of proficiency and expertise in
English and ELT. Those who were not up to the standard or refused to sit the exam were

made redundant.
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Question 4: Instructors’ perceptions of professional development and

their preferred activities

START LIST OF CODES

SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=16, f

Definitions of professional
development

 improvement, furthering your career, moving
forward, never staying the same (8)

reading, research (3)

ongoing (2)

degree work like PhD studies (2)

having certain skills to cope with problems as they
arise

Professional development
activities

seminars, conferences, lectures (8)

reading, research (8)

workshops (8)

peer collaboration activities such as working with a
group, discussions, peer reviews, team teaching —
informal sharing activities (8)

e observations (6)

presenting at conferences and getting published
(5)

formal courses, structured series of activities
degree work like Ph D studies (2)

course design process (2)

Useful / preferred / beneficial
development activities

workshops (7)

observations (7) [p. 48]

informal sharing activities, discussions, group work

(4)

conferences (3)

o formal courses, structured series of activities with
a certificate at the end (3)

o degree work , PhD studies because this is more

concrete (3)

reading and research (3)

course design process in stages (3)

practical activities (3)

activities with concrete and clear aims and

outcomes (2)

having a variety and having a choice [p. 60]

action research

Not so useful / not preferred

o activities with no clear aims or outcomes (e.g. peer

development activities observations, workshops, discussion groups) (4)
o workshops — sharing all the time but not getting
: much out of it (3)
Preferred activities for FYEP ¢ informal sharing activities, study groups,

discussions, sharing and getting feedback, e-mail
discussion list (12)

workshops (9)

observations (9)

formal courses, more structured support (5)
workshops by experts (3)

reading (3)

encouragement for degree studies

needs analysis for professional development
expertise in content areas

not a single type of activity, but variety
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Question 4 cont.

Anything else that would
make them feel comfortable

stability, certainty clarity (6) [p. 28]

more time (4) [p. 2]

cooperation and collaboration (4) [p. 44]
appreciation of hard work encouragement (3) [p.
16, p. 44]

more resources (3)

better salary (2)

revise the same course and teach it again, not
design a new course (2)

+ not walk-in observations [p. 20]
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SAMPLE SUMMARIZED DATA
(COLLATED FROM ALL INFORMANTS)
INITIAL ADMINISTRATOR INTERVIEWS

Question 1: Administrators’ perceptions of instructors’ current job with
the introduction of the new curriculum

START LIST OF CODES SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=8, f')
Teaching related duties e 15 hours teaching (4)
e teaching
o reflecting on their job
Tutorials e tutoring for 5 hours (4)
e having some tutorials
Service to the department e taking part in committees (4)
e participating in developmental activities (2)
BilWRITE? tutoring
Course design e designing a course individually (5)
designing a content-based course (4)
Research, conferences, e compulsory to do research, pressure to do
publishing research, highly required to do research (3)
s too dlfflcult no time, too busy, overworked (2) [p.
69)°
General work atmosphere » no official job description for teachers
related issues / other e« working in a group

' The total of the frequency counts might exceed the number of informants (n=15) due to the
multlple responses from informants.

2 BIlWRITE is Bilkent University’s writing center operated by FYEP. It gives support to all
students of the university through an appointment based and/or drop-in tutorial system and
other learner training and support activities and facilities.

* These page numbers refer to the pages in the coding sheets (word-processed data) The
researcher made such notes to directly quote from the data later on.
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Question 2: Administrators’ perceptions of how Instructors’ feel about
the change taking place

START LIST OF CODES SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=8, 1)
Definitions of change e individual course design, designing own courses

(6)
e content-based courses, CBI approach (4)
 more responsibility (3)

Comparison with the previous | Previous program:

program e  courses were prepared by the group (4)
o theme-based courses

e faculty specific

New Program:

prepare courses individually (3)
more responsibility (2) [p. 62]
content-based courses

not faculty specific

Feelings about the change —
Positive

happy, positive, excited (7)

more freedom, authority, flexibility (4)
learning a lot

easier

Feelings about the change - e 100 much work, too0 much preparation, tiring,

Negative teaching and designing a new course at the same
time (9)
frustrated, stressed (5)
too fast, too sudden, not enough time to prepare
and to internalize (3) [p. 86]

+ not having enough experience in course design
and/or CBI; a bit confused about the whole
process; not clear (2)

Comparison with the previous | Previous changes:
changes * no control and involvement [p. 62]
o |ots of resentment
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Question 3: Administrators’ perceptions of instructors’ needs in
relation to the change taking place

START LIST OF CODES

SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=8, )

Related to course design

e assessment, especially how to assess content (6)

+ course design in general — how to design a course
(4)

o integrating language and content and various
disciplines in the courses (3)
background about CBI (3) _

o linking materials, texts — establishing threads (2)
clear understanding of the change process and
expectations (2)

Related to classroom
methodology

designing classroom activities (5)

dealing with long texts (5)

motivating and engaging students (2)
meeting aesthetic and intellectual goals (2)
classroom management

Related to research

~ finding and choosing sources — especially the
substantial material, limitation on course content
(not being able to use the source chosen) (5)

e not having enough expertise in the content area

2

Other

s time, not having enough time, time management
problems (2)

o limited resources (2)
e  multitasking

e patience

e open to feedback

e modeis

o flexibility
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Question 4: Administrators’ perceptions of professional development,
their preferred activities and their suggestions for FYEP teachers

START LIST OF CODES SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=8, )

Definitions of professional e« improvement, furthering your career, moving

development forward, never staying the same (5)

keeping up with changes
reflecting on knowledge and then making changes

accordingly
e ongoing
Professional development s peer collaboration activities such as working with a
activities group, discussions, peer reviews, team teaching —

informal sharing activities (8)

seminars, conferences, lectures (4)
workshops (4)

reading, research (3)

observations (3)

formal courses, structured series of activities

Useful / preferred / beneficial informal sharing activities, discussions, group
development activities work, email discussion list (5)

workshops (3)

reading and research (3)

observations (2)

formal courses, structured series of activities with
a certificate at the end (2)

course design process in stages

practical activities [p. 68]

activities with concrete and clear aims and
outcomes

systematic follow-up

activities run by experts

Not so useful / not preferred s conferences
development activities e workshops

group activities

Preferred activities for FYEP e ongoing needs analysis for professional
development (3)

¢ not a single type of activity, but variety (3)

informal sharing activities, study groups,

discussions, sharing (2)

workshops (2)

action research (2)

observations

formal courses, more structured support

reading

practical things

voluntary activities, not comnpuisory

conferences, symposium
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Question 4 cont.

Anything else that would
make them feel comfortable

more time (3) [p. 76]

cooperation and collaboration, feedback (2)
lowering workload (2)

more resources

better salary

clarity, more involvement [p. 72]

getting the academic rank
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SUMMARIZED DATA
(COLLATED FROM ALL INFORMANTS)

FINAL ADMINISTRATOR INTERVIEWS

Question 1: Administrators’ perceptions of instructors’ feelings about
the change at the end of its first year of implementation

START LIST OF CODES SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=5, f)

Feelings about the change - e happy, positive, satisfied (3)
Positive more confident

less anxiety

interested in their teaching
easier

more comfortable

Feelings about the change - e more work, too tiring

Negative o frustrated, stressed, especially teaching and
designing at the same time

» alot of questions, not clear about things

improved points more clear for teachers (2)

teachers are more confident (2)
research is easier

teachers more involved — committees
teachers more responsible

teachers more experienced

' The total of the frequency counts might exceed the number of informants (n=15) due to the
multiple responses from informants.
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Question 2: Administrators’ perceptions of instructors’ needs in
relation to the change taking place

START LIST OF CODES SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=5, )
Related to course design o integrating language and content and various

disciplines in the courses (5) [pp. 98, 102]
assessment, especially how to assess content (4)
background about CBI

linking materials, texts — establishing threads
mastery of content

clear understanding of the change process and
expectations (2)

Related to classroom
methodology

dealing with long texts (5)

motivating and engaging students (3)
classroom management (2)

meeting aesthetic and intellectual goals
critical thinking skills

timing and pace - efficiency

dealing with vocabulary

teaching speaking

teaching writing

giving feedback to students’ writing
reading strategies

adding variety

Related to research finding and choosing sources — especially the
substantial material, limitation on course content
(not being able to use the source chosen) (3)
evaluating sources (2)

using the internet

Other s  Dbetter understanding of goals, standardization,
common understanding about the change process
(3)

e time, not having enough time, time management

problems

heavy workload

working in groups

flexibility

muitimedia

% These page numbers refer to the pages in the coding sheets (word-processed data). The
researcher made such notes to directly quote from the data later on. ,
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Question 3: Administrators’ perceptions of preferred developmental
activities and their suggestions for FYEP instructors

START LIST OF CODES SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=5, /)

Useful / preferred / beneficial |« symposium (2)

development activities e  workshops (3)
e activities with concrete outcomes (2)
e activities with clear aims (2)
s ongoing developmental activities
e informal sharing activities

Not so useful / not preferred o one-off workshops

development activities e compulsory workshops [p. 107]
L

teachers too busy, no time or energy “one person
cannot do it alllll!”

Preferred activities for FYEP

o formal courses, more structured support (3) [pp.
103, 111]

o observations (3)

ongoing needs analysis for professional

development

workshops

action research

reading

expert evaluation or counseling

Anything else that would
make them feel comfortable

more time, no time for professional development
)

stability [p. 111]

availability of the professional development
person

social gatherings

e-mail list

encouragement for conferences [p. 111]

Question 4: Sustainability of the change

START LIST OF CODES SUMMARIZED DATA FROM FIRST AND SECOND
LEVEL CODING (n=5, )

YES or NO o depends (5)

CONDITIONS 'stability and continuity (5)

commitment of the institution in terms of monetary
support, salaries going up, resources [p.108]
turnover staying good

if market supports if [p. 108]

wish [p. 108]
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APPENDIX O
TURKISH SUMMARY -~ TURKCE OZET
BILKENT UNIVERSITESI iNGILiZCE BiRiMi OGRETIM PROGRAMINDAKI
DEGIiSiM SURECININ DEGERLENDIRILMESI VE MESLEKI GELISIM
ONERILERI
GIRiS

Batun egitim ve 6gretim kurumlannin temel amaci 6§rencilerine en
kaliteli egitim ve 6grenim gérme olanaklari hazirlamaktir. Bu misyonu
gerceklestirebilmek ustiin bir gaba ve dikkat gerektirir. Bu baglamda,
program gelistirme sireci hi¢ bir zaman tam olarak sonlanmaz, ¢inku batian
egitim ve 6gretim kurumlari siirekli degisen ve yenilenen isteklere cevap
verebilmek igin programiari devamii yenilerler. Degisim, egitim hayatinin bu
kadar iginde oldudu igin biz 6Gretim elemanlarinin da baslica gorevi
degisimierin getirdigi yeniliklere ayak uydurabilmektir.

Pek ¢ok yazarin da belirtti§i gibi de@isime ayak uydurabilmenin ana
yollarindan birisi de, degisimin altinda yatan nedenleri anlayip
kavrayabilmenin yanisira buniar kendi yagantimiza nasil uyarlayacagimiza
ve yeniliklerle nasil basa ¢ikacagimiza da karar verebilmektir (Fullan 1982,
Fullan 1997, Bishop 1985, Pennington 1989, Cusworth 1992). Bu noktada
da mesleki gelisim genis bir yer kaplamaktadir. Ogretmenlerin degisimle bas
ederken neler hissetikleri, ne gibi zorluklaria kargilastikiari ve ne gibi gelisim
yontemierine gereksinim duydukiarini arastirmak degisimin basarisini
saglamak igin gok 6nemli olarak degerlendirilmelidir. iste bu iki nokta bu tez

calismasinin amacini olusturmaktadir.
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Tez ¢aligmasina konu olan kurum Bilkent Universitesi insani Bilimler
ve Edebiyat Fakiiltesi'ne bagli olarak galigan ingilizce Birimidir (iB). Bu birim
Bitkent Universitesi’nin belli fakiltelerindeki' 6grencilerine yardime: ingilizce
dersleri vermekle yukiumiadiar. 1999-2000 Akademik yilina degdin Birimin

ogretim programi “beceriye dayah™

bir metodia gelistiriliyordu. Ancak 1998-
1999 Akademik yilinin Bahar Yarnyilinda Universite’nin Akademik islerden
sorumlu rektér yardimeiligi ofisi® tarafindan bolumlerde egitim géren
Gniversite 6grencilerinin Ingilizce dersleriyle ilgili yeni bir yaklagima gidilecegi
duyuruldu ve ilgili bélumlerin bu konuyla ilgili gerekli calismalari baglatmalan
istendi. Bu yeni yaklagim “icerik odakh 6gretim™ (I00) olarak sunuldu.
i0O’niin ilkelerine gore dgrenciler ingilizce derslerinde yalnizca dil
becerilerini ve ifade yeteneklerini geligtirmekle kalmayip belirli icerik hakkinda
da bilgilerini genisletmeleri yararlidir. Baska bir deyisle, belirli bir konu
baglaminda yapilan dil caligmalari 6grencilerin dilin gercek yagsamda
kullanimint agik¢a gérmelerini saglamakta ve onlara dili gercek islevieriyle
kullanmalarini 6gretmektedir. Universite yoénetiminin verdigi bu karafla
beraber IB de yeni d6gretim programi gelistirme calismalarina bagladi.
Oncelikle bu yeni programin hedefleri ve amaglari Birimin iginden
olusturulan bir komite tarafindan tim égretmenlerie bilgi aligverisinde

bulunularak belirlendi (Bkz Ek A ve Ek B). Bu yeni hedeflere gore iB

derslerinin amaglar yalnizca égrencilerinin dil becerilerini gelistirmekle

' Glizel Sanatlar, Tasarim ve Mimarlik Fakiltesi — Tum bélumler, iktisadi idari ve Sosyal
Bilimler Fakiiitesi — iktisat B&élum{, igletme Fakiltesi — Tum Bélimler, insani Bilimler ve
Edebiyat Fakiiltesi — ingiliz Dili ve Edebiyati ile Amerkan Kiltiiri ve Edebiyati Bélumleri,
Mihendislik Fakuitesi —~ Tim Béiimler, Fen Faklitesi — Tum Bolumler.

? skills-based |

® Provost's Office

4 Content-based instruction
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kaimayip enteliektiiel ve sanatsal bakig acilarini yani sira elestirel disinme
becerilerini ve yaraticiliklarini da gelistirmeyi igeriyordu.

Yeni 6§retim programi 1999-2000 Giiz Yariyil itibariyle uygulamaya
konuldu. Bu yeni programa goére Giz ve Bahar Yariyillarinda verilen birinci
sinif Ingilizce 101 ve ingilizce 102 derslerini I00 yaklagimiyla iB 6gretmenleri
bireysel olarak hazirlamaya basladilar. Bu tez ¢alismasinin baslama nedeni
de IB 6gretmenlerinin bu degisime ayak uydurmalarina yardimci olmak
disuncesiydi.

Buna gore bu tez caligmasi su iki arastirma sorusuna cevap bulma
amaciyla baglatildi:

1. IB égretim elemaniari 6gretim programinda gerceklestiriimekte
olan degisimini nasil algihiyoriar?
a. IB dgretmenlerinin algilamalar nasil?
b. IB yoéneticilerinin algilamalari nasil?
c. Iki grubun algilamalari arasinda fark var mi?
2. IB 6gretmenlerinin siregelen degisime uyum saglayabilmeleri
1I¢in ne gibi mesleki gelisim gereksinimleri var?
a. IB égretmenlerinin algilamalari nasil?
b. IB yéneticilerinin algitamalari nasil?

c. lki grubun algilamalar arasinda fark var mi?

Aragtirma Yéntemi

Bu ¢alisma nitel bir arastirmadir. “. . . nitel arastirmayi gbzlem,

goéragsme ve dokiiman analizi gibi nitel veri toplama yéntemilerinin kullanildigi,
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algilanin ve olaylarin dogal ortamda gergekgi ve bitincii bir bicimde ortaya
konmasina yonelik nitel bir stirecin izlendigi arastirma olarak tanimiamak
mimkindar” (Yiidinm ve Simsek 2000 s. 19).

Arastirmanin baginda aragtirmaci yayin taramalariyla birlestirdigi
bilgiler 1siginda bir kavramsal yapi olusturarak ¢alismanin temel diregini
ortaya gikardi. Buna gére aragtirmaci Fullan’dan (1982,1997) aidigi yapiyi

IB'nin siirecine uyarladi. Bu uyarlama agagida agiklanmistir:

DEGIiSiM SURECI (Fullan 1982)

1. ASAMA: BASLANGIC — HAZIRLIK

Asama tanim Bu agama degisim kararimin alinmasindan baslayarak uygulamaya
gegilmesine degin devam eden kisimdir.

IB uyarlamasi e Rektérlik Akademik isler Ofisi'nden yapilan agiklama (1998-1999
Akademik Yili, Bahar Yariyili bagi)

o Yeni 6gretim programinin hedef ve amaglarinin olugturulmasi
(Mayis 1999)

e Kurs ve materyallierin gelistiriimesi: 1998-1999 Akademik Y1l Yaz
Doénemi ve Eylil 1999.

2. ASAMA: UYGULAMA - ILK KULLANIM

Asama tanimi Bu agama bir 6nceki asamada planlanan yenilikierin ilk kullanildig:
uygulama bélumind icerir. Genellikle bu asama 2-3 yil devam eder.

IB uyarlamasi e  1999-2000 Akademik yilinda bagiadi ve halen devam etmektedir.

3. ASAMA: DEVAMLILIK ~ KURUMSALLASMA

Asama tanim Bu son agamadir ve planlanip uygulanan degisimin devamiifik kazanip
kazanmayacagidir. Bu dedisim ya kurumsaliagip devamiilik
kazanacaktir ya da yeni bir degisim ortaya ¢ikip bir siire¢ daha
baglatacaktir.

IB uyarlamasi e BILINMIYOR.

Orneklem, veri toplama araglari ve veri analiz siireci
Bu arastirmanin drnekiemi IB’'nde calisan ve degisim siirecine tanik
olan 6gretim gorevlilerinden olusturuldu. Degisimin s6z konusu oldugu

tarihte IB’nde 25 adet eleman goérev yapmaktaydi. Aragtirmaci bunlardan
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23'l ile temasa gegérek veri toplayabildi. Orneklemin 15 bireyi iB
ogretmenileri, geri kalani da 8 yéneticiden olusturuldu.

Aragtirmaci veri toplama yontemi olarak “gérigme formu kullanarak
gérusme”yi kullandi. Bu yénteme gdre gériigmeci “6nceden hazirladigi konu
veya alanlarla sadik kalarak, hem 6nceden hazirlanmig sorulari sorma, hem
de bu sorular konusunda daha ayrintili bilgi alma amaciyla ek sorular sorma
6zgurlagine sahiptir’ (Yildinnm ve Simsek 2000, s. 95). Bu tez
arastirmasinda arastirmaci 3 birbirine benzer gérisme formu kullanarak 3
grup gorusme gerceklestirerek verilerini toplamigtir. Her bir gérisme
yaklagik 30-45 dakika surmastir. Aragtirmaci tum géragmeleri teybe
kaydetmigtir. Arastirmaya katilan tim Kigilerden yazili olarak izin alinmigtir.
(izin belgesi igin bkz. Ek C)

Birinci grup goérismede 15 iB dgretmeniyle degisim siirecinin
baslangiciyla uygulamasinin ilk bir kag ay icerisinde goriigild. ik iki
goériasme pilot olarak kullanildi ve bunlarin sonuglarina gére gerekli
degisiklikler yapilarak goriismelere devam edildi. Ikinci grup gériismede ise
7 adet iB koordinatorii ve Birim bagkaniyla gorisiildi. Bu gériismelerde de
ilk gérigme pilot olarak kullanildi.

Her iki gorigme formu birbirine paralel sorular iceriyordu.
Ogretmeniere sorulan sorular dolaysiz bir bigimde onlarin duygu ve
dusiincelerini ortaya gikarmaya yénelikti. ikinci grup gériisme sorularinda ise
yoneticilere dolayl bir bicimde égretmenlerin duygu ve diisiinceleri hakkinda
ne disgundikleri soruldu. D&rt sorudan olusan bu gériigsme formiarinda

arastirmaci 6gretmenlerin degisimi nasil algiladiklarini, bu konuda neler
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hissetiklerini, bu siirecte ne gibi zorluklarla kargilastikiari ve ne gibi destege
gereksinim duyduklarini ortaya ¢ikarmaya caligti. (Bkz. Ek D ve Ek E)

Ugtincii grup gériismeler ise degisimin birinci yili tamamlandi§inda
(1999-2000 Akademik Yili Yaz Dénemi) 5 yoneticiyle gergeklestirildi. Bu
goriasmelerin ilk G¢ sorusu ilk gérigmelere benzer nitelikte olup ayrica
ybneticilerden gecen bir yillik uygulama siirecinde yasananlari da
degerlendirmeleri istendi. (Bkz. Ek F)

Bu aragtirma siirecinde betimsel veri analizi yéntemi kullanildi.
(Yildinm ve Simsek 2000). Bu yénteme gére veriler daha énceden belirlenen
temalara gére 6zetlenir ve yorumlanir. Arastirmaci bu temalari’ arastirma
sorularina goére belirlemisti. (Tema bagliklari igin bkz. Ek J)

Tam goriagmeler tamamlandiktan sonra kaydedilen veriler 6ncelikle
yazili hale getirildi? ve tim veriler ayn ayri dokiimanlar halinde MS Word
programi formatinda kaydedildi. Bunu takiben arastirmaci daha énceden
belirlemis cldugu tema basliklariyla verileri ilk olarak taradi. Bu ilk okuma ve
analiz sirasinda aragtirmaci tematik cerceveye gore verileri igledi ve gruplara
ayirmaya cahisti. (Ornekler igin Bkz. Ek K, Ek L ve Ek M). Bdylece ilk tema
listesi bir kez degiserek gelisti. Bundan sonra aragtirmaci bulgularn tam
olarak tanimlayabilmek igin ayri ayri olan dokiimanlan birlestirdi. Baska bir
deyigle ayri ayri kigilere ait olan bulgular bir soru altinda toplanarak
birlestirildi. Béylece arastirmaci sik sik tekrar edilen verileri buigu niteligiyle

tanimlamig oldu. (Ornekler icin Bkz. Ek N).

! start list of codes
2 transcription
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Bu analizlerin bitiminde aragtirmaci bulgulan yorumlamak igin
tamimlanan bulgularin arasindaki iligkileri tarayarak ve 6gretmen ile yonetici
yanitlarini kiyaslayarak degerlendirme yapti. Uzunca siiren bu analiz

surecinde aragtirmaci tim katilimeilardan ¢gok miktarda alinti kullandi.

Aragtirmada Gegerlik ve Giivenirlik

Bilimsel bir aragtirmanin inandiricih@i biyik dlcide sonuglarinin
gecerli ve glvenilir olmasiyla iligkilendirebilir. Bu aragtirmada da aragtirmaci
nitel bir yaklasim ile ¢alisiyor olsa da hem veri toplama araglarinin hem de
analiz tekniklerinin gegerlilik ve giiveniliriliini sorgulamig ve rapor etmistir.

Bu arastirmay!i gecerli kilan en 6nemli unsur ¢aligmanin nitel olarak
gergeklestirilip katilimcilarin gergekten neler disiindiklerini yansitmaya
calismasidir. Boylece arastirma érneklemden gecerli veri toplamigtir, ¢inki
derinlemesine sorularla gériisme yéntemini benimsemigtir. Bunun yanisira
gbrismede sorulan sorular agik uglu oldugundan kisilerin kendilerini hi¢ bir
kisittama altinda kalmadan istedikleri gibi ifade etmelerine olanak saglamisgtir.
Boylece katimcilarin esas bakig agilan bagka bir filtreden ge¢cmeden
kaydedilebilmistir. Gegerligi artiran baska bir unsur da gériisme formlarinin
esas gorugsmelere baglamadan 6nce pilot ¢calismayla denenmesi ve gerekli
gorilen degisiklerin yapilarak gecerli veri toplamaya tam olarak uygun hale
getirilmesidir. Buna ek olarak goérismeler sirasinda kisilerin kendilerini rahat
hissetmeleri saglanmig ve her hangi bir veri kaybina u§ramamak icin tim
gbrusmeler kisilerin izniyle teybe kaydedilmistir. Béylece arastirmaci not

alma telagina diugmeden katihmcilarla tam bir yogunlagma ve dikkatle iletisim
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kurabilmigtir. Bu yontemin katilimcilar tarafindan olumiu olarak karsilandigs
gbzlenmigtir.

Yukarida kisaca 6zetlenen veri toplama sirecindeki gegerlik
Slgltlerine ek olarak aragtirmaci veri analizi sirasinda da gegerlik konusunda
¢aba g6stermistir. {lk olarak bitln veriler bilgisayara (MS Word) aktarifip
herhangi bir bilgi kaybina engel olunmustur. Boylece arastirmact tim verileri
ayni anda kontrol edebilmistir. Bununla beraber, veri analizine baslamadan
Once arasgtirma sorularinin ve kavramsal yapinin isiginda tema bagliklari
olusturdu. Bu sayede arastirmact analiz siireci sirasinda herhangi bir
6nyargidan bagimsiz kalabilmistir. Ayrica aragtirmaci tiim analiz sireci
boyunca verilerini tablolastinimis bir bigimde saklamistir. Boylece hem
veriler olabildigince nesnel bir hal aimig hem de herhangi bir karigiklia
meydan verilmemigtir.

Gecerlik digutlerine ek olarak arastirmanin givenirligiyle ilgili olarak
calismalar yapilmistir. Veri toplama siirecindeki gérismelerde aragtirmaci
g6zlem formu teknigiyle belirli bir siralamada énceden belirlenmis sorular
sorarak bitlin katilimcilara ayni siralamayla ayni sorularin sorulmasini
saglamistir. Bu sayede veri toplamada olusabilecek farkliliklar engellenmis
ve dolayisiyla da ¢alismanin givenirligi arttirnlmigtir.

Veri toplama sirecinin yanisira analiz siirecinde de arastirmaci
guvenirlik testleri yapmugtir. Arastirmaci elde ettigi verilerin analizinde bir
bagka ara§t|rmac16an yardim alarak ulagtid§: sonuglar dogrulamigtir. ilk ve

daha sonraki tanimlama galigmalar sirasinda bu kisiyle yapilan kiyaslamalar
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varilan sonuglarin arastirmacinin kendi gorisiinden ¢ok elde edilen verilere
dayandigini géstermektedir.

Son olarak, arastirmaci tez ¢aligmasinda gerek veri toplama gerekse
veri analizi stireci boyunca gegirdiklerini detayli olarak anlatmigtir. Bu
sayede ilerde bu konuda nitel aragtirma yapmak isteyecek arastirmacilara yol

g6stermesi dugunilmistir.

Bulgular

iB 6§retmen ve yéneticileriyle yapilan gériismeler sonucunda toplanan
veriler dért ana kisimda yorumlanmistir. ilk olarak, 6§retmenierin yeni
programin uygulamaya konulmasiyla gérev ve sorumiuluklarinin ne oldugu
ve yeni programla getirilen degisim tanimlanmigtir. Bu konuda hem
6gretmenler hem de yéneticiler fikir birli§i icersinde IB 6gretmenlerinin temel
gérevierinin 6Jrencilerin hem akademik ingilizce becerilerini gelistirmek hem
de belirli bir icerik hakkindaki bilgilerini gelisgtirmek oldugunu ifade ettiler.
Bagka bir deyige 6gretmenler kendilerini ne tam olarak bir “Ingilizce
6gretmeni” ne de tam olarak bir “igerik brangi 6Gretmeni” olarak
gérmemektedirler. Aksine iglerinin bu iki u¢ arasinda bir yerlerde olduguna
inaniyorlar.

Yeni programla getirilen yeni bir gérev de daha énceden grup olarak
gelistirilen kurslarin ve hazirlanan materyal ve testlerin artik bireysel olarak
yapiimasiydi. Ogretmen ve yoneticiler bu sorumlulugun kesiniikle yeni bir
yaklagim oldugﬁ konusunda hemfikirdiler. Bahsedilen diger bir gérev de

bilimsel arastirma yapmak konusuydu. Bu konu oldukg¢a keskin yanitlar
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getirdi. Cunkl 6gretmenler kendilerinden beklenen oldukga fazla miktarda i
ylkine ek olarak bir de aragtirma yapma beklentisini kaldiramadiklarin: ifade
ettiler. Bunun yanisira kendilerinin bireysel olarak gerceklestirdikleri kurs
hazirlama strecinde yaptiklan ¢caligmalarin “aragtirma” olarak
degerlendirilmemesinden yakindilar. Y6neticilér de 6gretmenlerin bu
sikintilarini paylasiyorlardi.

Veri analizinde ikinci ana bolumi 6gretmenlerin degisimi algilayis
bicimleri olusturdu. Bu etapta 6gretmenlerin degisimden ne anladiklari, yeni
programi daha énceki programla kiyaslamalari, s6z konusu degisimle ilgili
olumlu ve olumsuz diigiinceleri ve daha énce iB’'nde yaganan degisimlerie bu
“yeni” degisimi kiyaslamalari yorumlandi. Buna gbre 6gretmenlerin biyik
coguniugu grup olarak gcaligmadan bireysel olarak ¢alismaya dénmeyi ve
beceriye dayali 6gretim metodundan iOO’e gecmeyi dedisimin temel
ozellikleri olarak algiladiklarini belirttiler. IB 6gretmenleri bu yeni gelen
bireyselli§i 6zgdirliik ve 6zerklik olarak nitelediler ve bundan ¢ok memnun
olduklarini ifade ettiler. Buna ek olarak, artan 6zgurliik ve 6zerklikle beraber
artan sorumlulukiardan da bahsettiler. Pek ¢ok 6gretmen sorumiuluk
duygusunun da kendileri igin yararii oldugunu belirtti. Ancak bazilari da bu
ek sorumluluklarin tzerlerinde baski olugturdugunu ve bu tarz bireysel
sorumiulugun daha 6énceki kollektif sorumluluga goére daha riskli ve zor
oldugunu ifade ettiler. |

IB d6gretmenleri genel olarak dedisimden memnun olmakia beraber
- bazi yakinmalari da dile getirdiler. Onlar i¢in degisimin olumlu yénleri

yukarda da ifade edilen 6zgurlik, 6zerklik ve bireysel ¢aligma olanaklariyla
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beraber yeni progfamln daha eglenceli ve kariyerlerine daha uygun
olmasiydi. Tum éJretmenler degisimi kesinlikle olumlu kargilamiglardi.
Ancak, bunun yanisira degisimin ek is yuku getirdigini ve bu yikin de baski
ve yorgunluga neden oldugunu da eklediler. Bu ek yiik, 6zellikle, yeni bir
kursu ilk kez sinifta uygularken diger bir kursu da bagtan hazirlama gérevinin
verilmis olmasiydi. Pek ¢ok 6gretmen degisimle beraber Uzerlerine oldukc¢a
fazla is yukl bindigini, bu ylki kaldiracak zaman ve diger kaynaklarinin
olmadigini belirttiler. Zaman konusundaki diger bir endise de degisimin ¢ok
¢abuk bir bicimde gerceklestiritmis olduguydu. Bazi 6gretmenlere gére
degisimin beraberinde getirdigi aligilacak ve disiinilecek o kadar ¢cok sey
vardi ki gogu zaman ne yapacaklarini bilmez durumda kalmiglardi. Bu
kargasayi da degisimin gereginden hizli bir sekilde gercgeklestiriimesi
cabalarina baghyorlardi. Onlara gére bes yillik bir siireye yayilacagi s6zi
verilen bu degisim birden bire gerceklestiriimisti.

iB yoneticileri de 6gretmenlerle hemen hemen ayni gérisleri
paylastiklarini ifade ettiler. Onlara gére de 6gretmenler bu program
degisikligi ile daha fazla sorumluluk ve 6zerklik altina girmiglerdi.
Ogretmenlerden farkll olarak yéneticiler bunun égretmenlere 6zgdirliik
getirdiginden hi¢ bahsetmediler.

Ogretmenlerin degisimle ilgili duygu ve dusinceleri konusunda da
yoneticiler ayni fikirdeydiler. Onlara gére 6gretmenler asin bir ¢aligma yika
ile kargt karsiya kalmiglardi ve her ne kadar bu degisim hakkinda ¢ok olumiu

gdriglere sahip olsalar da bu yik onlara ¢ok yorucu geliyordu. Ayrica bu
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sire¢ hakkinda zaman zaman yeterince bilgi sahibi olamamalar: da ek bir
baski getiriyordu.

Uygulamanin birinci yilinin sonunda yéneticilerle yaptlan
gorusmelerde 6gretmenlerin bir yillik bu dénem sonunda degisim hakkinda
hala olumlu distndukleri, ancak is yuki ve zaman konusundaki
yakinmalarinin da hala devam ettikleri ortaya ¢tkti. Buna ek olarak
6gretmenlerin kurs hazirlama konusunda daha deneyimii olduklarindan daha
rahat ¢alistiklari belirtildi.

Verilerin Ggiincl ana béluma iB égretmenlerinin bu degdisime uyum
saglayabilmek i¢in ne gibi bilgi ve becerilere sahip olmalari gerektigiyle
ilgiliydi. Bu konuda yapilan analizler dért ana baslik altinda toplandt: kurs
hazirlama, yéntem, arastirma ve iletisim. IB dégretmenleri ve yéneticileri bu
basliklarda agsagi yukari benzer noktalara yogunlastilar. Pek ¢ogu kurs
hazirlarken karsilastiklan zorluklardan ve hissettikleri eksikliklerden s6z
ettiler. Bu konudaki en 6nemli endige 6gretmenlerin kurs hazirlama hakkinda
yeterli deneyime sahip olmayiglariydi. Kimi 6gretmenler bu isi hayatlarinda
ilkk defa yaptiklarini ifade ettiler.

Diger bir gereksinim de kursun genel cergevesinin ¢izilmesi ile ilgiliydi.
Yeni program geregi 6gretmeniler dil becerileri ile hedeflenen 6zel igerikten
anlaml bir sentez olugturmak zorundaydilar. Buna gére ingilizce hedefleri ile
icerik hedefleri i¢ ige girerek uygun bir biitiin olusturmahyd). iste 6gretmenler
g¢ogunlukla bu konuda zorluk g¢ektiklerini dile getirdiler. Ayni sorun éigme ve
degerlendirme igin de s6z konusuydu. Buna baglh olarak s6z konusu

maieryalleri (okuma pargalarn, alistirmalar vb.) birbirine anlamli bir sekilde
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baglamak da sorun olmustu. Ozellikle okuma pargalarinin daﬁa onceki
programda okutulanlara gére daha uzun ve kavramsal olarak daha agir ve
yuki olmasi da 6gretmenlere ek bir zorluk getirmisti.

Ogretmenler ayrica bu siregte kendilerine her zaman acikga yol
gosterilmedigi konusunda da fikir birligi icerisindeydiler. Kurslari agsama
asama hazirlamanin onlar igin epey yararli oldugunu diastinmekie befaber,
inceleyip yardim alabilecekleri érnek bir programin ya da kursun olmayisini
blylk bir eksiklik olarak gordikierini belirttiler. Agiklikla ilgili pek ¢ok sorunun
bu yéntemle rahatca ¢ozilebilecegini ifade ettiler.

(B 6Fretmenleri ydntem konusunda da en ¢ok uzun okuma
parcalarinin sinifta islenmesi konusunda zorluk ¢ektiklerini ifade ettiler. Uzun
okuma pargalarina alistirma hazirlamak, bu pargalar iglernirken 6grencilerin
motivasyonunu saglamak ve degisik alistirmalarla derslere farklilik katma gibi
konulardan bahsettiler.

Ogretmenlerin gereksinimlerinin sonuncusu da aragtirmayla ilgiliydi.
IB d6gretmenleri hem kaynak hem de arag-gere¢ bulmak konusunda zorluk
yasadiklarini ifade ettiler. Bir grup 6gretmen de Rektorlilk ofisi tarafindan
one sardlen “simirh igerik” konusunda dert yandilar. Bunun kurs
hazirlamalarini kisitladiini ve biyiik zorlukiar yarattigini belirttiier.

IB yéneticilerinin 6gretmenierin gereksinimleri konusunda séyledikleri
biiyiik élgiide 6@retmenierinkilerle uyusuyordu. Ogretmenlerden farkli olarak

yoneticiler 6gretmenlerin IO0 konusunda yeterli bilgive sahip olmadiklarini ve

' Akademik islerden sorumlu Rektdr Yardimcihidi'nin yeni programi ortaya koyarken
istediklerinden biri de iB égretmenlerinin okuttukiari grencilerin kendi branglariyla ilgili icerik
segmemeleri konusuydu. Buna gore, 6rnegin, Edebiyat Bblimierine ders veren (B
6gretmenleri bu alanlardan konu secemeyeceklerdi.
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bunun 6gretmenlerin islerini epeyce guglestirdigini ifade eftiler. Ancak
égretmenler bu konuyu o kadar zor bulmamisiardi. Bunun yanisira
yoneticilerin degdisim siireci konusunda 6gretmenlerin bilgilendiriime
konusunu ancak bir yil sonra dnemli bir eksiklik olarak gérdikleri ortaya ¢ikti.
Oysa 6gretmenler bu konuya uygulamanin en basinda dikkat ¢cekmislerdi.

Verilerden ¢ikarilan en son ana baglik da 6gretmenlerin bu
gereksinimlerini ne gibi mesleki gelisme ydntemleriyle kargilanacagi
konusuydu. Bu konudaki veriler li¢ ana kisimda toplandi: gelismenin tipi,
dzellikleri ve diger etkinlikler. Gérigme sonuglarina gére iB 6g§retmenleri en
cok gozlemlerden ve seminerlerden’ memnundular. Ayrica grupca
gerceklestirilen gelisme aktivitelerini oldukga yararl buldukiarini da eklediler. -
Soéz ettikleri grup aktiviteleri: Birim iginde gerceklestirilen tartigma toplantilari,
kiick gruplarda paylasim toplantilari, e-posta tartigma gruplari vb. Buna ek
olarak 6gretmenler bu tir grup aktivitelerinin belirli bir dizenle
gerceklestiriimesi halinde daha faydali olacagini ifade eftiler. Buna 6rnek
olarak, 6gretmenilerin belirli zamanlarda bir araya gelip, belirli bir konuda
arastirma yapip sonuglarini paylasmalar® verildi.

IB 6gretmenlerinin séz ettikleri bagka bir aktivite de yine belirli bir
diizen gerektiren hizmet igi egitim kurslarniydi. Pek ¢gok 6gretmen bu tarz bir
aktivitenin kendilerine 6nemli yararlar saglayacagini belirttiler. Buna ek
olarak 6Jretmenler pratik ve amagclarn agik¢a ortaya konmus tarzdaki mesleki
gelisim aktivitelerini yararh buldukiarini ifade ettiler. Bagka bir deyisle IB

6gretmenieri is hayatlarinda aynen kullanabilecekieri ve hedeflerini

! workshop
2 collaborative developmental activities
® bir gesit eylemli arastirma gibi
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kendilerine uygun buldukian aktivitelerden yararlanmak istediklerini belirttiler.
Ayrica, iB’'nde epey cesitlilikte 6§retmen bulundugundan ayni gesitlilikte
mesleki gelisim olanaklarinin olmasi gerektigini savundular. Bu baglamda,
stiregelen gereksinim deg“;erlendirmesi1 yapiimasi gerekliligini ifade ettiler.

iB 6gretmenlerinin biyik gogunlugu mesleki gelisim aktivitelerinden
bagka kendileri icin gerekli olan bagka seyler soruldugunda iB'nde olmasi
gereken &zellikleri “stabilite, kararhlik ve saydamlik™ olarak vurguladilar.
Bunlar 6zellikle degdisim sirecinin kurumsallasabilmesi ve 6gretim
elemanlarinin i yagsamlarindaki mutiuluk ve tatmini arttirmasi agisindan
dnemli géruimista. Orneklem iginde yer alan ve iB'nde daha 6énce de
gelistiriimek istenen degisimlere taniklik etmis olan 6gretmenler ve yéneticiler
bu konuyu oldukga vurgulayarak, “artik ¢ok sik ortaya atilan degisimlerden
sikildiklarini” ifade ettiler.

Orneklem iginde yer alan yéneticilerin dile getirdikleri farkli bir konu
mesleki geligsim aktivitelerine 6gretmenlerin katilimi hakkindaydi. Cogu
ybneticiye gore 6gretmenler bu konuda daha aktif bir rol Gstlenmeliydiler.
Diger bir kag yoneticiye gore ise disardan gelecek kalifiye bir egitmen® ya da
baska bir profesyonelin yardimi da alinmahyd..

- Her iki grup katilimcinin da Gzerinde bastirarak durduklari konu
oégretmenlerin gerek mesleki gelisim icin gerekse kurslara yonelik hazirhiklar
yapmak icin daha fazla zaman, kaynak, ara¢ ve gerece ihtiya¢ duyduklariydi.

Verilerden ¢ikarilan bu bulgulara gére aragtirmaci agagidaki sonuglara

ulasmigtir.

! ongoing needs assessment
? stability, certainty and clarity
* teacher trainer '
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Sonuglar

Aragtirmaci verilerin analiziyle ulastigi sonuglari iki ana baglik altinda

incelemistir. ilki uygulamalarla ilgili 6neriler, digeri de arastirmayla iigili

oneriler.

Uygulamalarla ilgili dneriler

Bu arastirmanin sonuglarina géz éniine alinarak IB benzeri bir

kurumda degisim sureciyle ilgili dikkat edilmesi gereken baglica prensipler

siralanabilir:

Dedisimin dzellikleri ile ilgili dikkat edilmesi gereken noktalar:

Degisim ortaya birden bire ¢ikiveren, kisitli sonuglara dayanan bir olgu
olmaktan ¢ok bir sireg olarak algilanmal ve uzunca bir sire aldigi
unutulmarmahdir.

Degisim agamall ya da dereceli olarak planlanmali ve uygulanmalidir.
Boyle bir siirecin surekli degiskenlikler gdsterecedi géz éniine alindiginda
asamali olarak kaydedilecek bir degigim hem her agamada geriiletimle
degerlendirilip gelistirilecek hem de sirecte ortaya ¢ikabilecek olan
aksakliklara karg! 6nlem alinip yarar sagylanacaktlr.

Her degisim bulundugu ortama ait olarak degerlendirilmelidir. Bagka
ortamlarda denenmig programlar illa ki her programda basar saglayacak
demek degildir. IB 6§retim programi ortami, galisanlari ve égrencileriyle
bir sartlar biitiinG olarak de§erlendirilirse bu arastirmanin sonuglari da
ancak bu sartiar altinda gerceklesir. Dolayisiyla benzer ortamlarda
calisan kigilerin bu 6nemli noktay kavrayarak kendi durum ve sartlarina

uygun degisim modelleri Gretmeleri dodru clacaktir.
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o Bir degisim sﬂreéinin olumlu olarak kargilanabilmesi icin 6nemli bir baska
etken de o degisimi uygulayacak olan kigilerin, yani 6gretmenlerin, bu
degisim sirecine ne derecede katildiklandir. iB égretmenleri zaman
zaman eksik bilgilendirildiklerinden ve/veya karisikliga distiklerinden
yakinmislardi.

Degdisimde etkin olan etmenler:

e Uygulayicilari de@isimin her agsamasinda tam olarék bilgilendirip saydam
bir yonetim sergilemek ve her tirlls karar agamasinda onlarnn da
gériglerini almak olumiu sonuglar verecektir. iB 6gretmenleri Birimde
kurulan komiteler araciligiyla bu karar agamasina katkida bulundukiarini
ve bundan memnun olduklarini dile getirdiler.

¢ Degisimin amaclarinin anlagilabilmesi igin gergekte bu degisime neden
karar verildigi bilimsel olarak arastiriimali ve agiklanmahidir. Eger
6gretmenlerden degisime ayak uydurmalari bekleniyorsa, énce onlarin
buna inanmalari ve glivenmeleri gerekir. Bdylesine bir aragtirmada ancak
bilimsel olarak gergeklestirilecek olan gereksinim degerlendiriimesiyle
ortaya ¢ikacaktir. Bazi iB 6gretim elemaniari iB'nde degisim éncesinde
bdyle bir galigmanin gerceklestiriimemesinden duyduklan rahatsizhdi dile
getirmiglerdir.

¢ Degisim surecinin olabildigince agik ve berrak olmasi yine uygulayicilarin
yenilikleri tam olarak anlayabilmeleri agisindan kilit olabilecek bir
etmendir. Eger 6gretmenler tutarsiz ya da Usti kapali, agik oimayan
dokiiman veya gérislerle karsilasirlarsa siireci anlayamayacak, kafalari

karnistigindan 6tiirii degisime olumiu bakmayacaklardir. iB
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6gretmenlerinden bazilar ve tim ydneticiler zaman zaman bu tarz
karigiklarin oldugunu ve bunlarin olmamasi gerektigi konusunda goris
bildirmislerdir. Ozellikie énemli bilgilerin herkese ayni anda ve ayni
sekilde dagitiimasina dikkat edilmesi gerektigine parmak basmiglardir.
Degisim planlarimin basariyla sonuglandirilabilmesi icin diger 6nemli bir
etken de zamandir. B égretmenierinin en ¢ok yakindiklari konularin
basinda yeterli zamana sahip olmayislariydi. Bu baglamda, ne olursa
olsun bir degisim slirecinde dgretmenlere “6zel” zamanlar saglanmasi
gerekir. (B d6Fretmenleri hem ders hazirlamak hem aragtirma yapmak
hem de degisimin getirdigi yenilikleri diigtinip degerlendirmek igin ek
zamana gereksinim duydukiarini belirttiler. Bu ylizden benzer durumiarda
ogretmelere gerekli olan ek zaman taninmalidir. Bu degisimin basarisi
agistndan oldukga dénemilidir.

Degisim siirecinde uygulayicilar birbirleriyle siki bir iletisim icinde olmak
zorundadirlar. Kendilerini izole hissetmeden grupga paylasma
olanaklarina katilarak kendilerini daha giivende hissedebilirler. iB
dgretmenleri kiclik gruplarda yapilan toplantilardan ve bilgi aligverisinden
¢ok memnun oidukiarini ve bu olanakiarin kendilerine ¢ok yarar
sagladigini belirttiler.

En son, ve belki de en 6nemli etmen, degisim sirecinde gerekli mesleki
gelisim desteginin saglanmas:dir. Ogretmenler pek ¢ok yenilikle
karsilagradan 6nce bu konuda onlar hazirlayacak (bir nevi hizmet

dncesi) ve buna ek olarak siire¢ sirasinda, yani 6gretmenler yeni
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programi uygularken siiregelen mesleki gelisme ya da destek
saglanmalidir.

Bu tez gcaligmasinin sonunda arasgtirmact iB’nin gereksinimlerine uyan
uc adet mesieki gelisim programi hazirlamistir. Bunlarin detaylari tezin
“Conclusions” kisminda incelebilir.

1. Belirli bir yapiya sahip, uzun déneme yayilan hizmet ici egitim kursiarl
2. Eylemili arastirma gruplari

3. Ogretmen haberlesme aglar

Gelecekteki aragtirmalarla ilgili dneriler

Arastirmaci bu tez ¢aligmasinin getirdigdi tavsiyeler ve yorumiarla iB'ne
bu degigim sirecinde yardimci olacagina inanmaktadir. Ancak daha sonra
bu tir arastirmalan gerceklestirecek olan kisilere de bazi tavsiyeleri dile
getirmek ister:

Bu arastirma iB’nde gercekiestiriimis sinirh bir nitel calismadir.
Dolayisiyla sonuglar da ancak iB'yle sinirlidir; ancak benzer kurumlarda bu
tiirde yapilacak bir aragtirmayla kiyaslama yapilabilir. Buna ek olarak, bu
calisma sadece 6gretmenlerin gorislerini arastirmay! amaglamigtir. Bu
nedenle ogrencilerin bakis agisina yer verilmemistir. Ogrenci géruslerinin ele
alinacag bir calisma iB'nde gerceklestiriimekte olan degisim sirecine yararii
katkilar saglayacaktir. Ayrica bu aragtirma sonuglariyla 6nerilen mesleki
gelisme aktivitelerinin uygulamaya konulup degerlendirilmesi ilerideki

arastirmalar igin yararl olacaktir.
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