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ABSTRACT

THE PERCEPTIONS OF TEACHERS AND ADMINISTRATORS ON THE
RELATIONSHIP BETWEEN SOME NON-CURRICULAR SCHOOL FACTORS
AND THE POTENTIAL SUCCESS OF THE NEW BASIC EDUCATION
CURRICULUM

Vatanartiran, Sinem

Ph.D., Department of Educational Sciences
Supervisor  : Prof. Dr. Hasan Simsek

September 2008, 268 pages

The Ministry of Education of Turkey changed the national education programs in
accordance with recent approaches in education as part of the educational reform that
covers basic and secondary levels of schooling in 2005-2006 academic year. This
educational reform that was proposed to change the formerly traditional, behaviorist, and
teacher-centered programs into constructivist and student-centered programs will
obviously have effects on millions of students, educators and families. Its long-term
influence is expected to be seen on the whole society in coming years. The purpose of
this study is to describe how school culture, values on professionalism, perceptions on
the new programs, and organizational structure and leadership of schools will ease or
impede with the implementation of the new national educational programs. A pure
qualitative research design was used to study this problem. Multiple case study was
carried out with semi-structured, face-to-face interviews as the method of data
collection. The data sources for the interviews were teachers and administrators from
four schools of different socio economic regions in Istanbul, one of which was a private
school. Some of the official documents of the Ministry of Education were also used as

supportive evidence to the data collected through the interviews.

Keywords: School Reform, School Culture, Values on Professionalism,

Organizational Structure and Leadership, Perceptions on Constructivist Programs
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BAZI MUFREDAT DISI OKUL FAKTORLERI VE YENI TEMEL EGITIM
PROGRAMLARININ BASARI ILE UYGULANMASI ARASINDAKI ILISKILER
UZERINE OGRETMEN VE OKUL YONETICILERININ ALGILARI

Vatanartiran, Sinem

Doktora, Egitim Bilimleri Boliimii
Tez Yoneticisi : Prof. Dr. Hasan Simsek

Eyliil 2008, 268 sayfa

Milli Egitim Bakanhi@, ilk ve orta Ogretimim kapsayan egitim reformu
calismalar1 ¢ergevesinde, 2005-2006 egitim ogretim yilinda, ulusal temel egitim
programlarinda daha giincel egitim yaklasimlarina dayanan bir dizi degisiklik yapmigtir.
Onceki geleneksel, davramsgi ve ogretmen merkezli egitim programlarini giincel,
yapilandirmaci ve dgrenci merkezli programlarla degistirmeyi hedefleyen bu yeni egitim
reformunun hig siiphesiz milyonlarca 6grenci, egitimci ve aileler lizerine etkisi olacaktr.
Uzun vadede tiim toplumun bu degisimden etkilenmesi beklenebilir. Bu g¢alismanin
amaci, okul Kiiltiirii, mesleki profesyonellikle ilgili degerler, yeni programlarla ilgili
algilar ve kurumsal yap1 ve liderlik gibi miifredat disi faktorlerin, yeni temel egitim
programlarinin uygulanmasini ne Olglide kolaylastirdigint ya da zorlastirdigini
anlamaktir. Caligmada nitel bir arastirma modeli kullanilmistir. Coklu durum ¢alismasi,
yart yapilandirilmig, yliz yiize yapilan gérii§rneler veri toplama yontemleri olarak
kullanilmistir. Arastirma Orneklemini, Istanbul’da bir 6zel, farkli sosyo ekonomik
bolgelerden segilmis ii¢ devlet okulu olusturmustur. Milli Egitim Bakanlifi’na ait bazi

resmi belgeler de, gériismelerle toplanan veriye destek olmasi amac ile kullanilmistir.

Anahtar Kelimeler: Okul Reformu, Okul Kiiltlirli, Mesleki Profesyonellik

Degerleri, Kurumsal Yap1 ve Liderlik, Yapilandirmaci Programlarla Ilgili Algilar
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CHAPTER 1

INTRODUCTION

1.1 Background of the Study

The future of the societies rests on the fundamental educational capabilities of
their individual members who are prepared successfully for the changing world. We are
facing rapid social, economic and technological changes. Today’s students, then, must
be able to react to changing life situations. As education is a lifelong process both for
professional and personal well-being, it is therefore the core institutional variable that

will fuel this continuous social and cultural reform.

The importance of knowledge is increasing in the 21st century and the concept of
“knowledge” is also changing. One of the necessities of going through the knowledge
society is the investment in education. As stated in the 8th Five Year Development Plan
(TTKB, 2005.), “..the biggest contribution to the development of the developing
countries will be the investment in the human resources and the improvement of the
infrastructures.” The basic requirement to form a quality work force offers individuals
an education that has a lifelong learning focus, teaches skills that enable students to be
able to compete in the international markets, improve intelligence, and gives more focus

on discovery and creativity (TTKB, 2005).

The report prepared by the Board of Education (TTKB, 2005) compares the rate
of schooling in EU countries and Turkey. According to this report, the rate of schooling
at the basic and secondary education levels in 100% in EU countries, whereas it is
87,6% at the basic education level and 59,4% at the secondary education level in the
1999-2000 academic year. Schooling at the tertiary level is 54% in EU countries and

29% in our country including the distance education provided by the Anatolian



University. The rate of total expenditures on education to the GNP is 5% average in EU
countries, 6% average in OECD countries, and 3,9% in Turkey for the year 1999. The

quality of our education is questionable in terms of its international comparisons.

In essence, ... what we know as schooling must now change. Our
institutions of education must be reformed in ways in which such
institutions would align themselves with new circumstance, new
challenges, new values, and new theories regarding the nature of the
“human mind.” In Jefferson’s appeal for a new way to construct a
nation, we found the roots for arguing that new educational institutions
must be constructed or reformed. ... Change based on new theoretical
and empirical understandings of the nature of teaching and learning
and the circumstances in which schools organized that teaching and
learning were clearly excellent motives for educational reform (Garcia,
1999).

As seen in the quotation from Garcia (1999), the same concerns for changing and
preparing society for the new century is seen through education. Similarly, the Ministry
of Education of Turkey has started changing the education programs in accordance with
the modern approaches in education as part of the educational reform that covers basic
and secondary levels of schooling. The pilot programs for basic levels were
implemented in 10 cities and 100 schools in the 2004-2005 academic year and the
revised programs were formally put into action nationwide in the 2005-2006 academic

year.

The new programs are based on the following foundations, principles, the
contents, learning-teaching situations, evaluation approaches, and basic common skills

(TTKB, 2005):

1. Social Foundations

The programs:
a. aim the improvement of students psychologically, morally, socially, and
culturally taking their own traditions and customs into consideration.
b. put effort to educate students as individuals who are aware of their
responsibilities and rights and who conform with their environments.
c. are sensitive to the problems that concern the society.
d. are sensitive to the problems of the disabled and gifted students.



g.
h.

accept the idea that democracy requires mutual duty and responsibility
among the individuals and that there are duties as well as rights in
democracy.

give importance to the development of the awareness of showing respect
to human rights.

put effort to the personality development education.

see sports as a tool of socialization.

2. Individual Foundations

The programs:

a. accept that every student is an individual peculiar to himself.

b. put effort to provide the personal happiness and pleasure of success of the
students.

c. are guides for the future life of the student.

d. are sensitive to the expected qualities for the individuals to adapt to the
conditions today as well as future.

e. give importance to the development of the healthy students physically
and psychologically.

f. put forward the importance of learning to learn.

g. are sensitive to the importance of knowledge, layers of knowledge, and
different ways of acquiring knowledge.

h. make the message of students’ being reliable individuals turn into a life

style.

3. Economic Foundations

The programs:

a.
b.
c.

d.
e.

accepts the idea of having a sustainable economic development.

takes into consideration the local economic differences.

take the necessary precautions in order to meet the need of economy for
educated human force.

give importance to raise students with an entrepreneurial spirit.

put forward the idea of being production-focused.

4. Historical and Cultural Foundations

The programs:

a.

b.

see Ataturk’s principles and reforms as one of the main elements of our
human training model.

carry elements that support and develop historical, cultural, and social
heritage.

aim at developing students who are sensitive to their own traditions and
customs but at the same time changing them and themselves without
getting alienated from the society.

see our history as a functional tool for planning the future.



see our cultural and artistic values as tools for personal improvement and
socialization.

See our historical and cultural accumulation as moral tools to make
original contributions to the universal culture.

5. The elements of the programs are based on:

@ o oo o

=

Qs s
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Using Turkish effectively and correctly.

Giving importance to cultural values and art.

Enjoying reading and learning.

Expressing ideas and emotions freely and comfortably.

Supporting the involvement of parents to education.

Using at least one foreign language effectively.

Using information technologies effectively and productively according to
the purpose.

Working as a team and communicating.

Being aware of the changes in the environment and adapting to any kind
of changes.

Being aware that the individuals must determine their own duties and
responsibilities.

Being willing to finding opportunities in our country or in different
countries and putting a conscious effort to evaluate the opportunities.
Being willing to following the rules in life and to do things with an
intrinsic motivation and showing the determination to put into action.
Opposing to conditioning.

Realizing that tolerance is the key for a flexible mind structure.

6. The contents of the programs emphasize that:

Learning is maximized not only dividing life into parts, but with a holistic
content.

The facts, concepts, principles, methodologies and approaches in every
subject area are organized in such a way to make learning easy.

While organizing the contents, the principles of learning and motivation
are taken into consideration.

While creating the contents, the balance of individualization and
socialization is considered.

While organizing the contents, attention is paid to showing facts,
concepts, and principles more than once.

7. Learning-Teaching Situations

a.

b.

It is possible to motivate a child to learn only through stimulating his
desire to research and natural curiosity.

Learning occurs through learning-centered activities when the student is
actively involved instead of the teacher or the student lecturing and
transmitting information.



c. The main aim is to transfer what is learned to different situations and to
use what is learned in a creative and efficient interpretation.

d. The problems seen in the environment of the child, his life style,

economical activities, and geographical factors are the main contents for

learning.

The cooperation of students should be encouraged.

The school is not just four-walls, but the whole environment.

Education should be directed to the sources apart from the textbook.

Students should be encouraged to take part in different social services at

their schools and in their environments.
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8. The Evaluation Approaches

Evaluation is an indispensable part of learning.

The process as well as the product of learning should be evaluated.

c. Follows the development of child with appropriate evaluation and
assessment techniques.

d. The evaluation and assessment system follows all functions of the school
and directs its improvement.

e. The programs accept that following the discipline rules are for the good
of the student and that’s why they encourage students to assume this duty.

f. The programs encourage the use of alternative evaluation and assessment

techniques beside the conventional ones.

ISE

9. Basic Common SKkills Adopted By Each Subject Area Throughout the
Programs:

Critical Thinking Skills

Creative Thinking Skills

Communication Skills

Research-Questioning Skills

Problem Solving Skills

Information Technology Skills

Entrepreneurship Skills

Skills of Using Turkish Correctly and Effectively
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The new programs are based on the student-centered learning and constructivist
approach as expressed by Board of Education (TTKB, 2005). Many shareholders were
involved in the process of evaluating the existing programs in terms of their philosophy
of education, fitting of the basic knowledge, skills, behaviors, and values to the
programs, and integration of the subject areas and doing the needs analysis, designing,

and evaluating the new programs. These shareholders were the teachers, students,



parents, principals, superintendents, NGOs, Faculties of Education of universities, and

publishers of textbooks.

1.2 Purpose of the Study

This educational reform that is proposed to change the traditional, behaviorist,
and teacher-centered existing programs into modern, constructivist, and student-centered
programs will obviously have effects on millions of students, educators and families and
its long-term influence will be seen on the whole society. Although the principles and
philosophy of the educational approach of the program conform to the modern
approaches in education used widely in developed countries, during the implementation
of it, there may be some problems. Because a good idea is a good idea as long as it

proves its “goodness” through the test of life.

“Lost opportunities for developing meaningful literacy and understanding;
boredom and lack of relevance of school to students’ lives; overwhelming emphasis on
factual material resulting in inert, ritual knowledge; and a focus on innate ability rather
than effort and development are among the shortfalls of a skills and workbook
dominated approach to instruction” (Harris & Alexander, 1998, p.117). Harris and
Alexander (1998) states that this situation continues in many schools and classrooms
across U.S.A. and continues to be an important catalyst for change and that teachers,
researchers, and schools play a critical role in the quest for constructivist education.
However, they also mention that although constructivist education has taken a lot of
interest and support widely, yet it has not been so successful to be implemented in many

schools.

Numerous authors have cited and supported various reasons, including
disagreements over educational goals, increasing diversity, focus on
structural changes rather than instructional changes, need for reform in
the governance and management of schools, failure to link critical
institutions in educational reform, increased demands on teachers, the
American tendency toward fads, an overemphasis on child-centered
activities resulting in diminished skill acquisition, and so on (Harris &
Alexander, 1998).



Garcia (1999) stresses the critical importance of the ownership and commitment
by those centrally involved for the success of reform. Teachers and school
administrators must have the responsibility and flexibility to use the most effective
teaching and learning strategies to meet the needs of the students and the parts of the

system must be aligned to provide coherent support for the teachers.

As the implementers of the programs in the classrooms, teachers are a critical
component to any reform in education. Teachers possess beliefs regarding professional
practice and these beliefs may impact their actions. “Research supports the idea that the
teacher is the crucial change agent in paving the way to educational reform and that
teacher beliefs are precursors to change.” (Beck, Czerniak & Lumpe. 2000). Teachers
must destroy “preconceived myths” about learning processes and the potentially
underprepared student and instead they must embrace “pedagogy of empowerment”

(Garcia, 1999).

Besides teachers, leaders play a major part in the construction of organizational
culture by trying to gain the positive engagement of staff and students (Busher & Barker,
2003). However, because of the unequal distribution of power that occurs in all
hierarchical organizations, it is difficult to engage these parties willingly and sincerely.
School leaders who want to improve the quality of learning students experience do so by
changing how teachers and students work through creating a learning organization based
on their vision for successful schooling. Busher and Barker (2003) summarize several

researchers’ ideas about the role of leaders on change:

School leaders also have to limit the resistance of other school
community members to change. This resistance is a normal part or
organizational life as people try to sustain or assert their own values
and beliefs against the coercive power of dominant senior leaders or
external agencies. To counter such resistance, leaders of schools
engage in a variety of micro political strategies.

Successful curriculum change involves transformation of teachers’ behavior,

skills, motivation, conceptions and beliefs about management, teaching and learning.



Transformation leadership is also important in the process of curriculum change and
teacher development. Cheng (1994), in the organization model he developed for
curriculum change at different levels, sees curriculum change and development in terms
of school strategic planning or school development planning at the whole school level.
According to this model, collaborative planning, development school plan (including
school mission, goals, policies, and strategies), school culture, school evaluation, teacher
development, human resource management, participative management, social
interactions, leadership and organizational learning are the issues to be considered when

making a curriculum change.

Blanch (in Gorton & Snowdeﬁ, 1993) studies culture as a control mechanism.
Her research indicates that four core values define school culture: 1) cooperative
community/parent relationships, 2) cooperative teacher relationships, 3) student needs,
4) principals as cultural transmitters. Academically effective school is distinguished by
its culture: structure, process, and climate of values and norms that channel staff and

students in the direction of successful teaching and learning

Erickson (1987, p.23) lists several reasons on studying the notion of culture
when thinking about schools and one of these reasons is that “by seeing patterns of
social organization as grounded in culture and in human agency we identify a reasoned

basis for hope in the possibility of educational reform”.

Garcia (1999) suggests asking a set of critical questions that help guide a

systematic assessment of the existence of such reform of the school culture:

e What is the school vision and mission(s); how are issues of culture
addressed in these; and how are these articulated for and to teachers,
students, district and school administrators and policy bodies, and parents?

e What are the prevailing norms and underlying theories that shape the roles,
expectations, and standards; how do these change as schools create and
implement new policies and practices aimed at developing learning
communities?

e How are students’ cultures addressed in the instructional practices? What
are the effects of these practices?



e What are the resources, experiences, and structures that contribute to the
professional development of the school community; how are these related to
student achievement?

e How do power relationships in society and the educational and local
community get embedded and minimized in the school?

These questions/issues are not all inclusive, but the existence or nonexistence of

new school reform efforts will be understood in addressing them (Garcia, 1999).

The school culture, leadership styles, and the organizational structure of a school
may have impacts on the educational reform of changing the basic and secondary school
programs based on the constructivist approach. They may either ease or impede with the

change process.

The purpose of this study is to describe how the school culture, teacher values,
and organizational structure and leadership of schools will ease or impede with the
implementation of the new national educational programs based on the constructivist

approach through a case study.

1.3 Significance of the Study

The new national educational programs that were piloted in 10 cities and 100
schools in Turkey at the basic school level were put into action nationwide in the 2005-
2006 academic year. Although feedback was gathered from the pilot schools to revise
the program for the coming academic years, the feedback was mostly on the content of
the programs. Nevertheless, there may be non-curricular school factors which may
impede with the successful implementation of this educational reform. This study will be
a feedback on some non-curricular school factors like school culture, teacher values on
professionalism, organizational structure and leadership, and perceptions and their
relationship with the successful implementation of the new programs. The findings will
pave the way for further research studies on the impact of the same or other non-

curricular factors on the new education programs.



1.4 Definition of Terms

Terms used in this study should be read according to the following definitions:

School Reform: As a school as a system, responding and evolving to a new, improved
order, one that is much better suited for the new environment. Regenerating, renewing,

reconfiguring, and recreating the school as a system to better suit its new environment.

Constructivism: a learner-centered curriculum based on the construction of new
knowledge on the existing knowledge through discovery methods, collaborative work,
active learning, problem solving activities, criterion-referenced assessments, and

interdisciplinary approaches.

Transformational Leadership: Developing followers, helping map new directions,
mobilizing resources, facilitating and supporting employees, and responding to
organizational challenges; seeing changes as necessary and striving to create it; creating
the incentives for people to continuously improving their practices and, thus, those of the
organization; helping staff members developing and maintaining a collaborative,
professional school culture, fostering teacher development, and helping teachers solve
problems together more effectively; and ensuring the existing of collaborative goal
setting, shared power and responsibility, continued professional growth, teamwork,
engagement in new activities, periodic reflection, monitored progress, and intervention

when progress stalls.

Participatory Leadership: Seeking involvement of staff and community in decision

making.

School Culture: A pattern of behavior developed and has worked well enough to be
considered valid and to be taught to new members as the correct way to perceive, think,
and feel. The cultural products include values, beliefs, rites, rituals, ceremonies, myths,

stories, legends, language, metaphors, symbols, heroes and heroines. These products or
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dimensions are levers that strategists can use to influence and direct strategy

formulation, implementation, and evaluation activities.

Organizational Structure: Organizational channels of supervision and communication;
delegation — the concept that authority is given to the lowest-level individual who has
the needed information, knowledge, and ability to make a decision; and coequality of
authority and responsibility — the concept that the power (authority) and obligation
(responsibility) to make and enforce decisions related to assigned duties should always

be equal.

Teacher Professionalism: Having values related with professionalism which are:
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CHAPTER 2

REVIEW OF THE LITERATURE

In this part, review of the literature related with the purpose of this study is
presented. Literature on school and educational reform, constructivism, school culture,
organizational structure and school leadership, and teacher values on professionalism

was investigated.

2.1 School and Educational Reform

In this part, first, the definition of school and educational reform is clarified.
Then, factors related to the success or failure of school and educational reforms are

identified.

2.1.1 Definition

Generally, “we think of the purpose of the reform as amending the defective,
vicious, corrupt, or depraved. It also aims to remove an abuse, a wrong, or errors and to
effect changes for the better” (Rich, 1991, p.152). It also implies changes in an attempt

to eliminate imperfections or effect a new form of character, as in an institution.

The reforms are told as sagas of modernization and participation and
collaboration. The salvation themes are also of the future economic progress and the
promise of equity and justice in schools. The new patterns of the reforms are also about
governing who the child is and should be, and who is not that child” (Popkewitz &
Lindblad, 2004, p. 237).

In the fast changing global world, the urgent reason for reforms is educating

citizens who can learn continuously, who can work with diversity, locally and

internationally. As expressed by Fullan (2000, p.7), “it is now an undeniable conclusion
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that the educational system and its partners have failed to produce citizens who can
contribute to and benefit a world which offers enormous opportunity and equally

complex difficulty of finding your way in it”. Rohlen (1999, p.251) argues that:

In essence, the message is that our schools need to teach learning
processes that better fit the way work is evolving. Above all, this
means teaching the skills and habits of mind that are essential to
problem solving, especially where many minds need to interact.

The reforms that are available to schools array along a continuum from those that
are highly specified and provide curriculum, lesson plans, school organizational models,
implementation plans, and professional development. Some reform designs are more
nearly “pre-packaged” (Datnow, 2002, p. 216) that is prepared by central authorities and
coercively offered to the schools. Reform designs also have different foci, with some
focusing more directly on pedagogical practices, and others attempting to change the

school culture or structure (Datnow, 2002).

The reform and movement for change includes encouraging teachers to use new
methods in classroom management, and introducing new systems of governance and
control into school systems. They include changes at the system level as well as changes
at the classroom level (Klette, 2002, p. 268). Restructuring is a rather wide, vague and
unclear term that means many different things. “Sometimes restructuring is associated
with a cognitive, constructivist approach to learning and teaching, while at other times it
is connected with state legislation, control and new forms of bureaucracy” (Klette, 2002,

p. 269).

Reform arguments appeal to (a) quality, (b) quantity, (c) equity, (d) rights, (e)
decision making, (f) restoration, and (g) utility (Rich, 1991, p. 156). In countries where
the educational system is more decentralized, the reform attempts can be initiated by
individual schools or local systems. However, in Turkey, where the educational system
is highly centralized, the reform attempts have always been initiated by the Ministry of

Education in a coercive manner on the schools.
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Although reforms in schools differ in every country in their content, direction

and pace, they have five common factors.

1. They are proposed because governments believe that by
intervening to change the conditions under which students learn,
they can accelerate improvements, raise standards of achievement
and somehow increase economic competitiveness,

2. They address implicit worries of governments concerning a
perceived fragmentation of personal and social values in society,

3. They challenge teachers’ existing practices, resulting in periods of
at least temporary destabilization,

4. They result in an increased workload for teachers: and

5. They do not always pay attention to teacher’ identities — arguably
central motivation efficacy, commitment, job satisfaction and
effectiveness. (Day, 2002, p. 679)

In a study carried out by Rowan (1990), he argues that change strategies are
either based on control or commitments that are the extremes of the horizontal axis of
Figure 2.1. In control initiatives, policy makers develop demanding achievement
standards, institute monitoring systems to ensure compliance, and specify demanding
new duties for teachers. These attributes are reminiscent of the externally defined
change associated with the school effectiveness perspective and certainly were evident
in the actions of the new provincial government. In contrast, the commitment approach
is characterized by the development of innovative working arrangement to increase
teacher collegiality, participation in school-wide decision-making, and commitment to
the profession. Similarly, the stress on commitment is consistent with the school
improvement perspective that was the foundation of the studied secondary school

restructuring process.
The vertical axis represents a tension between external and internal change

forces. Certainly, large scale reform can be driven by external change forces as opposed

to ones reflecting the internal needs of the context or individual educators.
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Quadrant 1 Quadrant 2
Control Commitment
Quadrant 4 Quadrant 3
Internal

Figure 2.1. Paradigmic tensions in large-scale organizational change

(Source: Rowan, 1990, p. 355)

According to Hannay, Ross and Seller (2005, p. 9), Figure 2.1 does present a
means through which to plot and understand the tensions and dilemmas involved in

large-scale organizational change.

Klette (2002, pp. 269-270) argues that redefining roles is one of the central
themes in restructuring. It requires new role definitions for teachers, students,
administrators, and parents. For teachers, restructuring means new conceptions of
teaching, empowerment of the teaching force, demands for greater professionalism, and
more responsibility. Teachers are urged to change their way of teaching from
knowledge transmission to knowledge-guiding and coaching. The role of the teacher is
empowering and enabling students to take control over their own learning. Teachers are
also supposed to take part and be an active voice in developing the goals and purposes
of schooling: to take and make curricular decisions as well as decisions about methods
and ways of working. Finally, teachers are supposed to be much more active in collegial
terms. Collaborative efforts, teaching in the form of coaching, team teaching and the
like are supposed to become part of teachers’ professional repertoire. Collaborative

planning and management have become part of teachers’ professional roles.
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Teachers’ collaboration was one of the key aspects of the British Columbia’s
recent school reform. In the last decade of the 20™ century, British Columbia
experienced an era of policy changes that led to educational renewal. Less than six
months after the release of the report of the Royal Commission on Education in 1988,
the provincial government had made a public commitment of major funding over a ten-
year period to implement the Commission’s recommendations (Grimmett & D’ Amico,
2008, p. 1). The Ministry of Education published the framework of principles and goals
proposed to guide the development of student-centered programs in Year 2000: A
Framework for Learning, in 1990 (Grimmett & D’Amico, 2008). The Year 2000
promoted decentralized decision-making and local educational initiative. This vision of
K-12 education had the potential to vastly improve both teaching and learning in the
province. However, it was also an ambitious and challenging program that required
significant professional creativity and dedication on the part of teachers implementing
it. “Not surprisingly, a good deal of professional collaboration took place in the
province during this policy period to meet such challenges. This professional
collaboration supported groups of teachers who came together to inquire in a focused
way into issues of curriculum, teaching, and student learning” (Grimmett & D’ Amico,

2008, p. 2).

2.1.2 Factors Related to the Success or the Failure of the School and Educational

Reforms

Fullan (1992) claims that successful studies have shown that there are a number
of factors that support positive school change which include purposeful leadership,

teacher collaboration and a central focus upon learning outcomes.

Four potential explanations for the phenomenon of change without difference in
educational reform are suggested by Woodbury and Gess-Newsome (2002, pp. 765):
systems, cultural and structural context, intent-of-reform, and teacher thinking. These

factors can be briefly explained as follows:
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The school system (i.e., students, teachers, administrators, school buildings,
district personnel, state boards of education, and colleges of education) is not a closed
system but is affected by other social, political, and economic systems such as parents
and families, communities, politicians, state and federal governments, departments of
education, and financial institutions. Talking about a school system as if it were closed
ignores the many system components that could become barriers to intended reform

(Woodbury & Gess-Newsome, 2002, p. 765).

Each of these components of the broad school system creates cultural and
structural contexts for teachers’ work. Cultures of teaching are teachers’ and
administrators’ taken-as-shared sentiments, habits of mind, and patterns of interaction
and behavior. Teaching cultures are characterized by features such as forms and
frequency of collaboration, professional norms, and the definition of group goals.
Structure of a school can also influence behavior in that setting and contribute to shaping
the cultures of teaching. Structures of school settings are factors such as schedules,
physical layout of buildings and space, student and staff demographics, core curricula,
mandated assessments and evaluations, textbooks and teaching materials, technology

availability and use, and budgets (Woodbury & Gess-Newsome, 2002, pp. 765-766).

Reform goals or intentions play a powerful role in the reform’s ultimate effect.
The clarity by which school reform problems are framed affects the strategies employed
and the ultimate success and effect of the reform (Woodbury & Gess-Newsome, 2002, p.
769).

Educational reform becomes complex because what teachers do is greatly
influenced by what teacher think. Empirical evidence suggests that teachers’ knowledge
and beliefs about their subject matter, or teaching and learning in their subject area, are
incompatible with reform intentions often significantly diminish the outcomes of what
were meant to be fundamental reforms. Teachers’ assimilation of new ideas into the
status quo of their practice engenders their reports of making change where none can be

observed (Woodbury & Gess-Newsome, 2002, p. 771).
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Teachers, researchers, and schools play a critical role in the quest for
constructivist education. However, although constructivist education has taken a lot of
interest and support widely, yet it has not been so successful to be implemented in many

schools:

Numerous authors have cited and supported various reasons, including
disagreements over educational goals, increasing diversity, focus on
structural changes rather than instructional changes, need for reform in
the governance and management of schools, failure to link critical
institutions in educational reform, increased demands on teachers, the
American tendency toward fads, an overemphasis on child-centered
activities resulting in diminished skill acquisition, and so on (Harris &
Alexander, 1998, p. 117).

Educational reform measures in the 1990s emphasize teacher empowerment
(Dondero, 1997, p. 218). With teacher professionalism and participation in the decision-
making process being described as goals, the end results often find teachers as passive
recipients of reform initiatives. Negatively affecting the organizational climate is
increased centralization and bureaucratization which reduces the empowerment central
to educational reform. Mandated reforms that do not take into account input of
grassroots educators do not reflect the importance of educators as professionals capable
of making decisions beneficial to the students they serve. Centralized mandates reduce
the freedom of teachers to deal with diverse student abilities and the needs of the
community. Individual teacher autonomy is crucial to the success of the educational

reform movement.

According to Schwager and Carlson (1994), change in schools is difficult to
accomplish. “It is easier to introduce new tools than to change relationships, attitudes, or
values and that innovations requiring individual acceptance are easier to install than
those requiring group or widespread acceptance” (Schwager & Carlson, 1994, p. 390).
Current models of school change suggest two perspectives: the political or top-down

model, and the cultural or bottom-up model.

The political model focuses on exerting strong policy controls derived
through the brokering of various interest groups, often by mandating
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certain changes and outcomes. The cultural model focuses on changing
meanings and values within organizations undergoing change. This
model uses social mechanism, such as innovative and trusted leaders,
to motivate change and the social controls of group norms and values
to moderate how an innovation is translated into practice. (Schwager &
Carlson, 1994, p. 391).

Systemic reforms blend these perspectives on school change, integrating
concerns with participant’s attitudes, beliefs, and behaviors with concerns regarding the
larger context, system, or environment for change. During this process, reorientations in
personal values and philosophy may be powerfully facilitated by supportive and

reinforcing organizational structures and policy influences.

In their article, Khaniya and Williams (2004) examine the effectiveness of two
national educational reforms implemented in Nepal. The results of their study display
the importance of involving teachers in the success of any educational reforms. In these
two reform attempts, teachers, as the front-line interpreters and implementers of the
reform, were not given sufficient thought. Teacher competence would seem to be key to
successful improvements in educational quality. “Teachers were not involved in the
development of the reform. They lacked a sense of ownership. Moreover, the two
projects, with their separate management and activity structures did not help teachers
make the connect their training and the new curriculum” (Khaniya & Williams, 2004, p.
326). For Farrell and Olivier (cited in Khaniya & Willimas, 2004, p. 326), however,
teachers and teacher organizations are the critical starting points for successful

educational change.

There are two school improvement projects that have been shown to have a
positive effect upon teaching and learning outcomes (Harris, 2000). The Improving the
Quality of All Project (IQEA) in the United Kingdom and the Manitoba School
Improvement Project (MSIP) in Canada have been both demonstrated considerable
success in their work with schools (Harris, 2000, p. 1). The IQEA model of school
improvement is based upon a fundamental belief in the relationship between teachers’

professional growth and school development. It is a mode] that includes school and
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university collaboration. Its central premise is that without an equal focus on the
development of capacity, or internal conditions of the school, innovative work quickly
becomes marginalized (Harris, 2000, p. 1). IQEA project seeks to support school
improvement efforts by developing a critical and self critical but supportive school
culture. Much of the IQEA work is taken up in enhancing school’s capacity for
development. It has been shown that “where this is ignored the opportunity for school
development is greatly impeded” (Harris, 2000, p. 1). The basic approach of the
Manitoba School Improvement Program (MSIP) has been to provide funding directly to
schools for school improvement projects and then to provide ongoing pressure and
support. MSIP was designed or developed to incorporate a collaborative and
participatory approach within the school and was school based and teacher initiated. The
study of Harris that compares these two school reforms concludes that the following are

the common features of effective school improvement (Harris, 2000, pp. 4-5):

o External Agency: An essential component of both IQES and MSIP
is the emphasis upon pressure and support for school-based
change. Both projects demonstrate that school improvement
projects cannot progress very far on their own without “agency”
both external and internal. As teachers become more
knowledgeable and the direction that improvement is to take in
their school becomes clearer, they come to see themselves as active
players who have the necessary skills and authority to tackle the
problem.

o A focus upon specific teaching and learning goals

o A commitment to teacher development and professional growth: In
both programs, teachers readily engage in their own development
and the development of their colleagues.

e Professional interchange, collaboration and networking: Both
IQEA and MSIP establish professional communities through their
work with schools. Both schools create a network that provides
teachers with the opportunity to learn from each other and to solve
problems collectively. This professional trust has been shown to be
fundamentally important for schools to move forward.

e Devolved leadership and temporary systems: Schools in both
programs put in place groups of teachers to act as catalysts for
change within the school. In both cases, these groupings are
temporary and do not reflect existing structures within the schools.
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e Formative and Summative Evaluation: The emphasis is placed on
enquiry and reflection as central to school development and
growth.

Another study on a school curriculum reform carried out in Canada in four
different districts concluded similar results in terms of professional collaboration and
development, but also the effective leadership of the schools. Participants in this study
often cited leadership in their schools as very helpful and supportive. Administrators in
this study were establishing a variety of ways to involve staff in the change process.
These included various forms of staff councils and action research teams in the schools

(Drake, 1995).
2.2 Constructivism

In this part of the review of literature, first, constructivism as an educational
philosophy is defined. Then, the teaching and learning principles of constructivism are

investigated.
2.2.1 Definition

Constructivism as a frame of educational theory, discourse, and action has been
achieving increasing prominence in the 1980s and 1990s (Kinnucan-Welsch & Jenlink,
1998, p. 413). There are different perspectives on constructivism, as well. Cognitive
Constructivist Perspective emphasizes the idea that learners create or construct their own
knowledge through acting on interacting with the world. Social Constructivist
Perspective emphasizes the social context in which learning occurs and the importance

of social interaction and negotiation in learning (Woolfolk, 1995).
In the constructivist view, “knowledge is a structure that is subjectively

constructed by individual minds” (Hwang, 2000, p. 332). Constructivists talk of

emergent design and participative methodologies. Among different versions of
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constructivism in literature, the social constructivists argue that our knowledge of the

world arises through our constructions of social reality (Berger & Luckman, 1967).

Constructivist perspective emphasizes the active role of the learner in the
learning process by building understanding and making sense of information.
Constructivist theorists believe that “we actively construct knowledge based on what we
already know and the new information we encounter” (Woolfolk, 1995, p. 275).
Educators and psychologists who take a constructivist approach are among the strongest
voices speaking in favor of student-centered teaching. The ideas and approaches of
scientists like Piaget, Vygotsky, Gestalt, Bartlett, Bruner, and Dewey focus on the
constructive nature of memory, problem solving, creativity, thinking, discovery learning,
and attribution theories of motivation, which are consistent with constructivist

perspectives (Woolfolk, 1995).

In summarizing elements of Piaget’s contributions to the evolving construct of
constructivism, von Glaserfeld (1990, p. 22) suggests, “Knowledge is not passively
received either through the senses or by way of communication. Knowledge is actively

built up by the cognizing subject”.

A professional development experience for three groups of educators, teachers
and administrators, who engaged in challenging their assumptions and practice through
the lens of constructivist pedagogy, was created with the name of The Cadre studies
done in the summer of 1995 (Kinnucan-Welsch & Jenlink, 1998). The purpose of the
project was to “change the classroom delivery of a group of math and science teachers
from a more teacher-directed, information-giving, product-oriented, delivery based on a
behaviorist model of learning to a more active engagement, sense-making, inquiry-,
reflective-, and process-oriented delivery framed from a constructivist perspective of
learning” (Kinnucan-Welsch & Jenlink, 1998, p. 414). Constructivist pedagogy
emphasizes teacher as facilitator of learning opportunities while diminishing the
“teacher-as-expert” status. One of the observations in this Cadre study was that for many

teachers, giving up the expert status was uncomfortable. Cadre was about asking the
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participants to “challenge their own assumptions” about teaching and learning and for
many this challenge to change threatened the inner sense of definition of who they were

as educators.

2.2.2 Teaching and Learning Principles

According to Woolley, Benjamin and Woolley (2004), improvement efforts in P-
12 schools and teacher education programs are increasingly based on constructivist
theories of learning. It is well established that teachers generally teach as they were
taught based on years of observing their own teachers (Woolley et al, 2004, p. 320) and
it is also recognized that it is difficult to change teachers’ beliefs and that powerful

teacher education programs are needed to impact beliefs.

Constructivists believe that students should not be given stripped down,
simplified problems and basic skills drills, but instead deal with complex situations and
fuzzy, ill structured problems. Many constructivists share Vygotsky’s belief that higher
mental processes develop through social interaction, so collaboration in learning is
valued. Constructivists also believe that when students encounter only one model, one
analogy, one way of understanding complex content, they often oversimplify as they try
to apply that one approach to every situation. As expressed by Spiro and his colleagues
(Woolfolk, 1995, p. 483), revisiting the same material at different time, in rearranged
contexts, for different purposes, and from different conceptual perspective is essential

for attaining the goals of advanced knowledge acquisition.

Taking the principles of constructivism into consideration, the constructivist

teaching practices can be summarized as follows:

Constructivist teachers

encourage and accept student autonomy and initiative.

use raw data and primary sources, along with manipulative, interactive,

and physical materials.

3. allow student responses to drive lessons, shift instructional strategies,
and alter content.

[\ I
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4. inquire about students’ understandings of concepts before sharing their
own understandings of those concepts.

5. encourage students to engage in dialogue, both with the teacher and
with one another.

6. encourage student inquiry by asking thoughtful, open-ended questions
and encouraging students to ask questions of each other.

7. seek elaboration of students’ initial responses.

8. engage students in experiences that might engender contradictions to
their initial hypotheses and then encourage discussion.

9. provide time for students to discover relationships and create metaphors.
(Brooks and Brooks cited in Woolfolk, 1995, pp. 101-118)

Talbert (2002) examines the case of math education reform in California to
analyze problems and prospects for reforming high school teaching. It is an education
reform that takes constructivism as a base as the teaching and learning philosophy.
Talbert (2002, p. 353) lists the following changes in teaching and learning during the

math education reform:

e Changed curriculum content: Spiraled learning of concepts versus sequential
coverage of topics; fewer topics addressed in more depth versus emphasis on
topical coverage

e Changed pedagogy: Applied projects, inquiry-based instruction versus reliance
on text

e Changed assessments: performance-based assessments, group projects versus
standardized tests

e Changed curriculum structure: detracted curriculum structure versus hierarchy of
courses and student tracking

e Changed professional community: teacher community professionalism focused
on educational improvement and equity versus control of K-12 teaching through

higher education, bureaucracy, or parent preferences.
2.2.3. Constructivism and School Principals

A current distinction about types of leadership was given impressive weight by

the work of James McGregor Burns’ Leadership (in Wirt and Krug, 1998). Burns
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deductively designated two classic types. One is the transformational leader that occurs
when leaders and followers raise one another to higher levels of motivation and
morality. That occurs when they judge organizational goals as ineffective and then
advance new ones to draw support from followers. On the other hand, fransactional
leadership occurs when one person takes the initiative in making contact with others for
the purpose of an exchange of valued thins within an existing organization. It involves
the classic use of standard-operating procedures in an organization in which change is
not anticipated. For many principals and headmasters, this definition more likely fits the

day-to-day nature of their work (Wirt and Krug, 1998, p. 230).

After giving these definitions of transformational and transactional leadership,
Wirt and Krug (1998) depart from this tradition of defining the leadership, focus on how
leaders construe the world of goals and actions, and suggest a constructivist theory of
leadership. The construction of the world shapes the school environment as well as its
psychological context that, in turn, shapes participation by followers. This point of view
assumes that the leaders’ construction of reality shapes the behavior of others in the

school system.

With the cognitive scales drawn from earlier validated tests that were designed to
understand how principals’ cognitions frame their professional behavior, they define the

five cognitive dimensions of constructivist U.S. school principals:

1. Defines mission
People who score high in this area often discuss the school’s purpose
and mission with staff, students, and the school community. Further,
they try to make themselves visible in the school building and they
communicate excitement about education to staff and students.

2. Promotes instructional climate
They encourage teachers to innovate. They regularly recognize staff
members’ efforts, write letters of commendation for a job well done,
and ask parents to praise teachers for their good work.
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3. Manages curriculum and instruction
They work to ensure a good fit between curriculum objectives and
achievement testing and actively support curriculum development. Their
primary emphasis as administrator is with instructional rather than
administrative issues.

4. Supervises teaching
People who score high spend time encouraging staff to try their best.
They coach and counsel teachers in a supportive manner. They attempt
to critique teachers as though they were a mentor rather than an
evaluator. They encourage teachers to evaluate their own performance
and set goals for their own growth.

5. Monitors student progress
People who score high in this area regularly review performance data
with teachers and use this information to gauge progress toward the
school’s goals. (Wirt and Krug, 1998, p. 247)

2.3 School Culture

In this part, first, the definition of school culture is made. Then, the relationships
between school culture and school change reforms are probed into. Afterwards, the
relationships between constructivism and school culture are examined. Lastly,
constructivism and school principals’ role in a constructivist school culture are looked

into.

2.3.1. Definition

Culture is defined as “a pattern of beliefs and expectations shared by members of
an organization. These beliefs and expectations produce rules for behavior — norms —
that powerfully shape the behavior of individuals and groups in the organization”
(Stonich, 1982, p. 35). According to Sims (2000, p. 65), culture has become a common
way of thinking about and describing an organization’s internal world — a way of

differentiating one organization’s “personality” from another.
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From the many definitions of culture given in the literature, it would appear that
the most common components are symbols, processes, forms and behavior — all of
which can be observed; feelings, beliefs and values — which have to be inferred from the

observable components; and basic assumptions — which are the core of the culture.

If one considers Lewis’s (1998, p. 254) adaptation of the Schein three-layered
model of observable forms, which reveal feelings, beliefs and values, and which in turn
reveal basic assumptions (see Figure 2.2), each of these terms should be defined clearly
so as to have a deeper understanding of many similar notions of culture replicated by

other researchers.

The first layer is relatively easy to define. The symbols include logos; slogans;
rituals: ceremonies; stories that people in the organization tell; day-to-day work
practices; who the power holders are; criteria for sidelining, appointment and rewarding;
and language. Processes are the methods that an organization uses to carry out its tasks,
such as who reports to whom; the design of work; the mechanisms for integration and
differentiation; management decision-making strategies; performance appraisal and
other review processes for existing staff; the official communication channels; and rules
and regulations about meetings and attendance. Forms are directly observable things
such as the design of physical spaces, facades, buildings; furniture; official documents;
speeches; newsletters; memos. Behavior is the specific day-to-day actions performed by
organizational members. Not all behavior is cultural; while behavior is one embodiment

of culture, culture is not the only determinant of behavior.

The second layer in the organizational chart consists of feelings, beliefs and
values, none of which can be directly observed, but must be inferred from symbols,
processes, forms and behaviors. Beliefs are basic assumptions about the world and how
it works. Values are members’ beliefs about what is ultimately worth having or doing.

Feelings are the emotional reactions.
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Figure 2.2. The three-layered nature of organizational culture

(Source: Lewis, 1998, p. 254)

The third layer in the organizational chart consists of the basic assumptions that
organizational members hold about things relating to the organization. Assumptions
underlie feelings, beliefs and values and, like them, cannot be directly observed, but

need to be inferred.

There is no unified set of values to which all organizational members ascribe,
because all organizational culture is composed of integrated subcultures. However, all
conflict will be able to be overcome by the presence of a transformational leader, who
will be able to unite people with common goals and objectives. The transformational
Jeader will be able to unite the members of the organization, shape their feelings, beliefs
and values and lead them on to greater heights of self-awareness and achievement

(Lewis, 1998:258).

Schein (1990, p. 114) shows some underlying dimensions of organizational
culture in a table (Table 2.1). This table helps to understand the “content” of a culture

with another approach — anthropological typologies of universal issues.
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Table 2.1.

Some Underlying Dimensions of Organizational Culture

Dimension Questions to be Answered

1. The organization’s Does the organization perceive itself to be
relationship to its environment ~ dominant, submissive, harmonizing, searching
out a niche?

2. The nature of human activity Is the “correct” way for humans to behave to be
dominant/pro-active, harmonizing, or
passive/fatalistic?

3. The nature of reality and truth ~ How do we define what is true and what is not
true; and how is truth ultimately determined both
in the physical and social world? By pragmatic
test, reliance on wisdom, or social consensus?

4. The nature of time What is our basic orientation in terms of past,
present, and future, and what kinds of time units
are most relevant for the conduct of daily affairs?

5. The nature of human nature Are humans basically good, neutral, or evil, and
is human nature perfectible or fixed?

6. The nature of human What is the “correct” way for people to relate to

relationships each other, to distribute power and affection? Is

life competitive or cooperative? Is the best way to
organize society on the basis of individualism or
groupism? Is the best authority system
autocratic/paternalistic or collegial/participative?

7. Homogeneity vs. diversity Is the group best off if it is highly diverse or if it
is highly homogeneous, and should individuals in
a group be encouraged to innovate or conform?

School culture is operationally defined as “the collective professional behaviors,
interactions, values, and resources used by the adult school community (teachers,
administrators, and support staff) in creating a positive and effective learning

environment for all students (Khourey-Bowers, Dinko, & Hart. 2004, p. 4).

Culture describes the way things are. It provides the contextual clues that are
necessary to interpret events, behaviors, words, and acts in a setting and gives them
meaning (Corbett, Dickson, Firestone & Rossman, 1987). Culture is also prescriptive in
defining people how to act, regulating appropriate and acceptable behaviors in given
situations. Researchers generally portray school culture as conservative. The norms,

beliefs, and values in a school provide members with a sense of continuity in the face of
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the flux generated by students, parents, administrative changes, and reform movements.
As such, this culture can be a formidable obstacle to behavioral changes at odds with

existing cultural content (Corbett et. al. 1987).

Studies on corporate culture have influenced the educational studies, as well. The
notion of corporate culture was taken into school environment. This is supported by
Duignan who claims that “an institution, such as a school, must have a central code of
values and beliefs that form an essential ingredient in the cultural life of that institution.
Also, the members of the institution must be committed to these values as exemplified in

their actions and behaviors” (Duignan, 1985, p. 4).

Clarke, Hall, Jefferson & Roberts (1981, p. 52) defines culture as “the peculiar
and distinctive way of life of the group or class, the meanings, values, and ideas
embodied in institutions, in social relations, in systems of beliefs, in mores and customs.
Culture is the distinctive shapes in which this material and social organization of life

expresses itself”.

According to Schein (cited in Marshall, 1988, p. 262), some aspects of cultures
are tangible, for example, visible and audible behavior patterns and artifacts. Marshall
(1988, p. 263) explains this as the evidence of school culture in the patterns of deference
in school faculty meetings and in the trophy cases in high schools. Other aspects of
cultures are tacit; they are the invisible patterns of shared beliefs. Teachers’ assumptions
about the nature of proper parental involvement or superintendents’ assumptions about
local control are invisible but very influential elements affecting what happens in

schools

Erickson (1987, p. 14) suggests asking the following question to define culture:
“Given certain kinds of daily experience, what kinds of sense do people make of it, and
how does this sense-making influence their usual actions?” Then, culture is accepted,
learned, and remembered, or rejected, ignored, and forgotten; depending upon where one

sits in the social order.
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2.3.2. School Culture and School Change Reforms

Researchers have proposed many reasons for the dismal portrayal of innovative
efforts: poor administrative planning and a heavy logistical burden on teachers,
insufficient time to learn new practices and inattention to latter stages of the change of
cycle, the need for principals to be more dynamic leaders, and resistance of teachers to
change (Corbett, Dickson, Firestone & Rossman, 1987). As Sarason (cited in Corbett
and et. al., 1987, p. 36) describes, change is greeted with suspicion and reluctance when
expectations for behavior embedded in a new practice, policy, or program do not
coincide with existing conceptions of the way school life is or should be. Elmore (1987)
also lists similar reasons for the failure of reforms: incongruency of reforms with
teachers® cultivated understandings and deliberate judgments about how to teach,
ignoring the constraints under which teachers work, and not presenting a coherent,
practical alternative to standard modes of practice that carries the promise of

significantly better results.

When change is brought to the school system by central decision-makers,
through various formal and informal means of influence, those central office mandates
are complied with (and/or passively resisted) at the classroom level of the school system
(Erickson, 1987) in accordance with their congruency with teachers’ belief systems and

existing cultural norms.

Conway (1985) states that when bringing a reform to schools, we are asking
them to transform themselves by emulating the value orientations of schools of
excellence. We are asking them to undergo culture change, which means a fundamental
change in values and value orientation, which means the most difficult type of
organizational learning. According to Friedlander (1983, p. 193), this idea of

organizational and reconstructive learning is an in-depth change:

In reconstructive learning the organism questions its premises,
purposes, values. For individuals these are represented in one’s goals,
principals, life-style, and beliefs. For the organization they are
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represented by its goals, policies, and norms.... Reconstructive
learning calls for in-depth confrontation of old patterns and the
development of radically different ones. It suggests the construction of
new goals, policies, norms, styles rather than simple modification of
the old.

Corbett et al. (1987) mentions the importance of acceptance of the intended
cultural norms by the school itself and that the higher levels of the educational system
where policies are generated should understand the individual school in terms of their

structure and cultural norms:

There is a tendency from above to view schools as empty vessels that
can be filled and refilled according to changing public concerns and
reform agendas. This tendency rests on the assumption that schools are
value-free, easily adjusted organizations. This, of course, is far from
the case. Schools not only teach values but also have a value structure
embedded in them (Corbett et al., 1987, p. 57)

One major criterion for chahge in school culture is the transformation of
traditional peer relationships into collegial relationships. “Traditional aspects of school
culture’ including professional autonomy and social isolation, can be supplanted by
implementation of a shared leadership model as one component of systemic professional
development by promoting the use of inquiry and collaborative problem-solving
strategies both in the teachers’ meeting rooms as well as in classrooms” (Khourey-
Bowers, Dinko, & Hart. 2004, p. 4). They continue with providing the definitions of
‘shared leadership’ and ‘context beliefs’: Shared leadership is operationally defined as
the culture of collegiality among peers, along with administrative and parental support
for a jointly designed vision of the purposes of schooling. Context beliefs are
operationally defined as the perceptions held by teachers of the presence and
contributions of human and material forms of capital within the school community.
Implementation of reform instructional practices requires that teachers possess beliefs
that are compatible with education reform goals and have self-perceived competency in
implementing reform pedagogy. Reform should be conceptualized as changing the
culture of the school or school district, not merely implementing new strategies. The

prospect of institutionalizing change is dependent on the internal culture and structure of
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the school community, including the interactions among teachers, department chairs,

principals, and other members of the school community.

In times of change, leaders are the frontrunners of the cultural change. Usually,
they are observed to be doing a number of different things to produce the desired
cultural changes (Schein, 1990), for example: Leaders may unfreeze the present system
by highlighting the threats to the organization of no change occurs, and, at the same
time, encourage the organization to believe that change is possible and desirable; key
positions in the organization may be filled with new incumbents who hold the new
assumptions because they are either hybrids, mutants, or brought in from the outside;
leaders systematically may reward the adoption of new directions and punish adherence
to the old direction; organization members may be seduced or coerced into adopting new
behaviors that are more consistent with new assumptions; visible scandals may be
created to discredit sacred cows, to explode myths that preserve dysfunctional traditions,
and destroy symbolically the artifacts associated with them; and leaders may create new
emotionally charged rituals and develop new symbols and artifacts around the new

assumptions to be embraced, using the embedding mechanisms.

However, according to Sims (2000, p. 66), “changing an organization’s culture is
more difficult than developing a new one”. This view is consistent with an idea basic to
organizational change and development efforts — that changing individual and group
behavior is both difficult and time consuming. The human tendency to want to conserve

the existing culture is referred to as “cultural persistence” or inertia (Sims, 2000, p. 66).

In times of change, especially in times of change for schools to become a
learning organization, principals should improve the school’s administrative structure,
provide professional development for all stakeholders, improve the channels of
communication within the school and between the school and its outside community,
and empower staff and parents to take leadership roles within a flatter and less
threatening leadership structure. These are all focused on learning, confidence, trust and
satisfaction (Voulalas & Sharpe, 2004). According to the results of the research carried

by the same authors, the prime means for overcoming philosophical barriers was for
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principals to disseminate their vision more effectively among all stakeholders, encourage
further input to the vision by the stakeholders and explain the reasons for change. The
“traditional” culture was the main psychological obstacle reported to be standing in the
way of transformation. To change the culture also required the most effort and time of

principals/executives.

The same study also showed that the prime leadership characteristics were the
ability of leaders to maintain professional awareness and to be exemplary learners
themselves. Other important leadership behaviors were giving support and advice in
times of crisis, building supportive and collegial terms, sharing the vision, and keeping

the vision alive through difficult times.

According to another research study carried out by $ahin (2008), some of the
practices of school principals help to create a positive school climate. These practices
can be summarized as distribution of responsibility based on volunteerisim, democratic
management, respect even to marginal ideas, having mutual responsibility by
shareholders, getting together for a lot more informal circumstances, participation in
decision-making, teamwork, transparency and democratic approaches, organizing
ceremonies that create positive communication between the administrative staff and the
students, principal’s being with the teachers all the time instead of sitting in the office,
principal’s visiting the teacher’s classes instead of calling the teachers to the principal’s

office, principal’s taking risks in favour of the teachers and the students.

A research carried out by Ozdemir (2006) examined a similar concept on the
relationships between the school principals and school culture by using a questionnaire
on 251 school inspectors. According to the results, the expected behaviors of the school

principals to create a positive school culture were listed below:
e Keeping the promises

¢ Following the basic values in whatever the principal does or says

e Sharing the success
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e Being knowledgeable about the educational policies
e Trying to improve the working conditions
e Creating a vision as what kind of school it should be

e Expressing the mission of the school in every appropriate situation

In terms of introducing and publicising the school culture to the environments, the

principals are expected to show the following behaviors:

¢ Organizing graduation ceremonies

e Organizing sports activities

e Celebrating the foundation anniversary of the school

e Organizing knowledge competitions

e Organizing cultural activities like poetry reciting, drama, and exhibitions

e Organizing meetings that would enable teachers to know about the parents more
¢ Organizing traditional alumni events

e Preparing archive/brochures/database/introductory pamphlets, etc. to present the

school’s history, facilities, and activities

As the implications of his study, Ozdemir suggests that school principals first learn
about culture and the history of culture when forming the school culture, then determine
the basic values that will form the school culture, and then try to decrease the negative
parts of the school culture by positively reinforcing the positive parts of the school
culture. He even concludes that if the school principals ignore the creation of a school
culture and sharing that culture with the environment, the school culture may turn out to

be harmful.

2.3.3 Constructivism and School Culture

Popkewitz and his colleagues (1982) implemented a research study on the
responses of six elementary schools to the Individually Guided Education (IGE)

program. The researchers discovered three different responses to IGE. The first response
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labeled as “technical” was characteristic of three schools, the fourth school was
characterized as adopting a “constructive” approach and two further schools were said to
have developed an “illusory” practice. The differences between the forms of adoption of

IGE in these schools can quite easily and appropriately be read as differing outcomes of
various cultural politics.
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Technical schools were characterized by their emphasis on using IGE to manage
the tasks of schooling in ways that were technically efficient. Knowledge was regarded
as infinitely subdivisible, continues testing was fundamental to the success of the
program; both classroom interactions and pedagogical practices were dominated by
management concerns. The consequences of this technical orientation were serious for
both pupils and teachers. As a result of the testing program and of the infinite hierarchy
of standardized objectives to be mastered, pupils are to be regarded as deficient. The
objective of the program was to detect and remedy deficiencies in the child’s stock of
knowledge and skills. The dissociation and fragmentation of knowledge and work in
these schools produces a definition of professionalism that limits the purposeful quality

of teaching. Schooling is thus robbed of its imaginative and liberating character.

Constructive school, on the other hand, provided a major contrast with the
“technical” schools. The conception of knowledge emphasized the ways in which
knowledge is created, knowledge was seen as related to and arising out of the solution of
problems, the pedagogy was child centered and saw children, not as deficit systems, but
as lively, inquiring, growing, dynamic individuals. Teachers saw themselves as
professionals, responding continuously to the activities of pupils by introducing
appropriate knowledge, setting up problem situations to which such knowledge was
relevant, helping pupils to work with each other to devise solutions, and generally

guiding the intellectual and social agenda of the classroom.

In the Jllusory schools, there were facts and subjects to be taught and while the
schools displayed many of the ceremonies and rituals of a formal curricular practice, the
social processes and daily activities appeared to have no substantive meaning. That is,
while the formal ceremonies of IGE took place, little learning occurred (Popkewitz et al,

1982).
What this study shows, among other things, is that the formal authority system of

the school that articulates a particular curricular and pedagogical practice is heavily

influenced by the interpretation and adaptation of that formal structure by the members
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of the school. The culture of the teachers, their interpretation of the educational practices
advocated by IGE, and their interpretation of and interaction with the cultures of the
pupils and the wider society led to various differences in the settlements that were
reached in each school. Essentially, the educational practice of the school was an

outcome of the cultural politics characteristic of each particular site.

When defining culture as beliefs and meaning systems, Tatto (1998) also builds a
relationship with constructivism and culture. According to him, infusion of social
constructivism theory into teacher education has prompted focus on change in teachers’
cognition and thought processes with teachers creating their own socially constructed
teaching. Constructivist educators agree that teacher change requires learning
opportunities supporting in-depth examination of educational theories and practices in
light of teachers’ beliefs and experiences if they are to help pupils develop conceptual

understanding of subject matters and a critical view of education.

According to Khourey-Bowers, Dinko & Hart (2004, p. 6), “effective
implementation of reform-oriented (constuctivist) pedagogy depends on a classroom
dynamic of shared leadership, openness to new ideas, acceptance of ambiguity, and
valuing of group efforts”. These same traits should be modeled through professional
development activities in which teachers have opportunities to confront new and
different ways of thinking and acting, to discuss and examine new ideas, to try out new
strategies in different situations, to receive feedback on the use of new ideas and skills,
to reflect on these experiences, and to revise their approaches (National Research
Council cited in Khourey-Bowers, Dinko & Hart, 2004, p. 7). In the setting of
professional development, reflection provides the opportunity to assess and evaluate new
strategies and to integrate proposed changes into the culture and needs of the school

community.
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2.4 Organizational Structure and School Leadership

This part first defines what organizational structure and school leadership mean.
Secondly, the existing school structure and leadership in Turkish schools are examined.
Finally, the effects of organizational structure and leadership on change and school

culture are looked into.
2.4.1 Definition

There are mainly three approaches to organizational structure: the bureaucratic
model, the participatory management model, and the school as a social system model

(Lunenburg & Ornstein, 1996).

The pioneering work on bureaucracy is credited to the famous German
sociologist Max Weber, who made a comparative study of many organizations existing
at the turn of the twentieth century. From this study, Weber evolved the concept of
bureaucracy as an ideal form of organizational structure (Lunenburg & Ornstein, 1996,

p-27).

According to Weber (in Lunenburg & Ornstein, 1996, pp. 27-28), the ideal

bureaucracy possesses the following characteristics:

Division of Labour. Divide all tasks into highly specialized jobs. Give
each jobholder the authority necessary to perform these duties.

Rules. Perform each task according to a consistent system of abstract
rules. This practice helps ensure that task performance is uniform.

Hierarchy of Authority. Arrange all positions according to the principle
of hierarchy. Each lower office is under the control of a higher one,
and there is a clear chain of command from the top of the organization
to the bottom.

Impersonality. Maintain an impersonal attitude toward subordinates.
This social distance between managers and subordinates helps ensure
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that rational considerations are the basis for decision making, rather
than favoritism or prejudices.

Competence. Base employment on qualifications and give promotions
based on job-related performance. As a corollary, protect employees
from arbitrary dismissal, which should result in a high level of loyalty.

Hall (cited in Punch, 1969, p. 45) was able to isolate six fundamental
characteristics of bureaucracy: hierarchy of authority, specialization, rules for

incumbents, procedural specifications, impersonality, and technical competence.

Lunenburg and Ornstein (1996, p. 29) mention some of the dysfunctions of
bureaucratic models. According to them, a high degree of division of labor may reduce
the challenge and novelty of many jobs, which can eventually result in reduced
performance, absenteeism, or turnover. Second, heavy reliance on bureaucratic rules can
cause inefficiency or inertia. Rules often become ends in themselves rather than the
means toward an end. Third, Weber advocated that hierarchy of authority helps
coordinate activities, maintains authority, and serves a communication function. In
practice, however, it typically has only a downward orientation. Many subordinates
withhold information from superiors and are frustrated because they do not have an
opportunity to participate in decision making. Fourth, Weber proposed that employment
and promotion be based on qualifications and performance. This he felt would reduce
favoritism and personal prejudices. Because performance is difficult to measure in many
professional jobs, the tendency is to base promotions more on seniority and loyalty than

non-competence and merit.

Two salient aspects of bureaucratic organization are formalization (formal rules
and procedures) and centralization (hierarchy of authority) (Hoy & Sweetland, 2001).
Coercive rules and procedures punish subordinates rather than reward productive
practices. Instead of promoting organizational learning, coercive procedures force
reluctant subordinates to comply. According to the research studies done by several
researchers and cited in Hoy and Sweetland (2001), formalization promoted alienation,

and undermined job satisfaction, and positively associated with absenteeism and stress
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and negatively related to job satisfaction and innovation. Likewise, school formalization
is typically related to negative consequences. Coercive rules and procedures are difficult

to change because revision is typically viewed as a threat to the existing power balance.

Centralization of authority is the locus of control for organizational decision
making; it is the degree to which employees participate in decision making (Hoy &
Sweetland, 2001). High centralization means that decisions are concentrated at the top in
the hands of a few, whereas low centralization indicates that the authority for making
decisions is diffuse and shared among many. Authority is concentrated at the top and
flows down the chain of command. High centralization is often is coercive. Directives
from superiors are to be followed without question. The central purpose of hierarchy is
to guarantee disciplined compliance (Hoy & Sweetland, 2001). Hindering centralization
refers to a hierarchy and administration that gets in the way rather than helps its
participants solve problems and do their work. In such structures, the hierarchy obstructs
innovation, and administrators use their power and authority to control and discipline

teachers.

Participatory Management Model represents an extension of the bureaucratic
model. The excessive rigidity and inherent impersonality of the bureaucratic approach
stimulated interest in participatory management. These new theories of organization
place greater emphasis on employee morale and job satisfaction. This management
stresses the importance of motivating employees and building an organization for that
purpose. The organization is structured to satisfy employees’ needs, which will in turn

result in high worker productivity (Lunenburg & Ornstein, 1996, p. 30).

Ause (1985, p. 293) believes that “an inevitable tension exists between a school
district’s educational and bureaucratic responsibilities”. Many school districts put their
energy into carrying out a bureaucratic one. And as a district’s concern over control,
procedure, and precedent grow, the conformity and creativity of the teachers decline.
The intensity of bureaucracy, therefore, is related with teacher professionalism, too,

which will be examined under that part.
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Chubb and Moe (1990) identified the bureaucratic structure of schools as the
greatest impediment to improvement and trace that structure to the politics of democratic
control. Democratic authorities seek to impose higher-order values on the schools via
hierarchical controls. Bureaucracy increases as a means of control and as a means of
protection. Mawhinney (1999, p. 591) also suggest that “bureaucracy is dysfunctioanlly
expensive, drawing funding away from the instructional program and inhibiting the

initiative of professionals”.

According to Pratte and Rury (1998, p. 76), the teachers’ creativity and
autonomy is killed with bureaucracy and predetermined or “prepackaged” curricula.
They believe that the rise of bureaucratically organized school systems and centralized
administrative authority dating from the mid-nineteenth century is related with the
process of “deskilling teachers”. Bureaucratic forms of organization and administrative
discretion in decision-making have been most influential in limiting teacher autonomy

over the past century.

The literature on effective leadership has specified a broad range of behaviors
that contribute to effective instructional management. Some studies have found a
relationship between principal leadership and student achievement. Two important
studies, summarized by Bossert, Dwyer, Rowan, and Lee (1982, p. 36) predict most of
the current findings from the successful schools research. The earlier of these, the
Hemphill study, used the “in-basket” approach to examine principal behavior. Eight
separate factors describing principals’ performance on the in-basket tasks were isolated.
Four factors — exchanging information, maintaining relationships, preparing for
discussion, and amount of work — were apparently correlated with a high performance
rating of principals by both superiors and subordinates. Four other factors had a negative
correlation with performance rating: discussing before acting, complying with
suggestions, analyzing the situation, and directing others. The image of an effective
principal that emerged from this study was that of a decisive, hard-working individual,

one who kept in close contact with people and who acted as an information center.
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The second study, the Gross and Herriott study, used an indicator of Executive
Professional Leadership (EPL) and examined both the factors promoting this form of
leadership and its impact on school effectiveness. They key to Gross and Herriott’s
conception of leadership was the idea that the effective principal continually attempts to
improve the quality of his or her staff’s performance. This involved demonstrating a
high concern for instruction, supporting staff development, and discussing work with
teachers. A central finding was that leaders with high EPL increased teacher morale and
performance, thereby increasing student achievement. The image of the effective
principal emerging from the Gross and Herriott study was of an individual who
encouraged and supported the teaching staff rather than directed them, and one who

strongly emphasized effective performance.

Bossert, Dwyer, Rowan and Lee (1982) summarized the results of these two
important studies on effective principals and successful schools by distinguishing four

areas of principal leadership:

1. Goals and Production Emphasis: Principals in high achieving schools tend to
emphasize achievement. Principal’s performance in this area is apparently central to the

establishment of a school climate that supports achievement.

2. Power and Decision Making: Effective principals are more active and powerful in

decisions. They are also effective within the community.

3. Organization/Coordination: Effective principals devote more time to the
coordination and control of instruction. They do more observations of the teachers’
work, discuss more work with teachers, are more supportive of teachers’ efforts to

improve and are more active in setting up teacher and program evaluation procedures.

4. Human Relations: Effective principals apparently recognize the unique styles and

needs of teachers and help teachers achieve their own performance goals, a process that
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may fulfill teachers’ higher order needs. They also encourage and acknowledge good

work (Bossert et al, 1982, pp. 37-38).

These findings indicate that the managerial behavior of principals is important to
school effectiveness. However, Bossert et al suggests that no single style of management
seems appropriate for all schools. A study by Salley and associates (cited in Bossert et
al, 1982, p. 38) identifies a broad number of factors — including size, shape of the
administrative hierarchy, characteristics of the staff and students, as well as the
principal’s background and the socio-economic context of the school — all of which have

effects on principals’ work activities.

Another study carried out in Turkey at the elementary school level on 116
inspectors, 450 teachers and 90 school principals aimed at investigating the extent that
teacher productivity is influenced by the relationship between elementary school
principals’ managerial behaviors and the personal variables of teachers. This study was
carried out by Atakli (1994) and the results of the study showed that the following

managerial behaviors of the school principals found to be inadequate:

Taking decisions together with the related people on using the research

studies related with education, resource books, and resource people.

- Supplying educational tools, maintaining them and distributing them to the
teachers.

- Organizing educational site visits for teachers and students.

- Having the libraries and the archives be organized and used.

- Organizing necessary in service training programs.

- Auditing whether the home works are given according to the related rules

and regulations.

- Using unbiased and motivating performance evaluation methods.

All of the sample group stated that the majority of the principals’ managerial

behaviors have an impact on the productivity of the teachers. The results also showed
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that the following principal behaviors have a high level of impact on teacher

productivity:

- Showing exemplary behaviors to the teachers on implementing the jointly
taken decisions.

- Taking decisions together with the related people on using the research
studies related with education, resource books, and resource people.

- Determining the roles and duties of the people at and outside the school.

- Having negotiation skills and solving disputes.

- Having open communication with teachers.

- Playing the situational leadership roles in different situations.

- Being unbiased.

Bossert et al (1982, p. 40) show Figure 2.4 to present the relationship between
leadership and organization. This figure shows that a principal’s instructional
management behavior affects two basic features of the school’s social organization —

climate and instructional organization.

Another point of view about the school structure is expressed by Coughlan
(1970, p. 14), in his research study that examines the ways in which teacher work values
affect group development within two different types of school organization systems. He
runs this study using Homans’ interactionist framework. According to this schema, the
social system of any work group in a formal organization is made up of interdependent
“external” and “internal” system activities, interactions, and sentiments. The group’s
external system is defined in part by the formal organization structure, administrative
policies, and the organization’s resources, technology, and physical layout. It is also
defined in part by the background characteristics of its members, including the dominant
motives that they bring with them into the work setting. The internal system, on the
other hand, is the non-required or emergent activities, interactions, and sentiments. It
consists of the elaboration of group behavior that arises out of the external system and

reacts upon it. It is called internal because it is not directly conditioned by the
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environment. It is an expression of the sentiments toward one another developed by
members of the group in the course of their life together. Using this model as his basic
framework, Barnes (cited in Coughlan, 1970, p. 15) suggests the terms “closed” and
“open” to describe the external system of a work group in formal organization.
Closedness and openness in external systems reflect themselves differently in the
internal system of a group in terms of member job autonomy (activities), interaction
opportunities (interactions), and upward influence (sentiments). In the relatively closed
system, external system values and goals tend to stress productivity and traditional
concepts of bureaucratic rationality. These serve to discourage subordinate autonomy,
interactions, and upward influence. In the more open system, external system values and
goals tend to emphasize technical expertise, quality, and developmental work. These

serve to encourage subordinate autonomy, interactions, and upward influence.

o o Principal
District Characteristics ——— Management

/ Behavior

Personal Characteristics
\ School Climate \

Student Learning

/

External Characteristics Instructional Organization

Figure 2.4: A Framework for Examining Instructional Management

(Source: Bossert et al, 1982, p. 40)

The results of Coughlan’s study (1970, pp. 24-30) show that in a more closed
framework, administrators would be relying more on the formal power of their position
and/or rules rather than on their personal characteristics and/or on mutual influence in
dealing with teachers in order to reach organizational objectives. The reliance of formal
leaders on power rather than on persuasion would tend to generate a competitive status

structure of “countervailing power” in the internal system of the work group.
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The relatively open system, on the other hand, encourages teacher job autonomy
and upward influence between status levels in the school. This would lead to
overlapping and feedback between the external and internal systems of the teacher work
group. Through frequent interaction, administrators would come to share many values
and goals and develop many social bonds with teachers in the group. As a consequence,
the needs of teachers for autonomy and mutual influence would become incorporated
into the external system. Administrators would be relying more on their personal
characteristics and/or on mutual influence rather than on the formal power of their
position and/or on rules in dealing with teachers in order to reach organizational
objectives. The reliance of formal leaders on persuasion rather than on power would
tend to generate a cooperative status structure and “supportive influences” in the internal
system of the work group. The relatively open system encourages frequent collegial
interaction which would tend to increase feelings of attraction and respect among group
members, resulting in many close friendships and/or consultative partnerships. The more
highly interactive and egalitarian work environment would also enhance the potential of
group members to arrive at an understanding and toleration of the contributions or lack

of same by all work value types to group development.

In their study of three secondary schools on school climate and leadership,
Dinham, Cairney, Craigie and Wilson (1995) found out that the leadership of each
school, particularly that of the principal, had influenced school climate, educational
performance, and teacher, student and community satisfaction. At school 1, the principal
had a strong influence in setting the general “tone” of the school, acting as a pivot for
school activity and maintaining close contact with the leading teacher, deputy and head
teachers. The principal’s style was an “open door” and staff was given autonomy,
positive reinforcement and recognition on a continuing basis. There was a strong and
close working relationship of the senior staff and the principal. Generally the staff had a
strong sense of collegiality and “cohesion” which communicated positive images of the

school to students and the community.
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At school 2, there were some communication difficulties at the senior level
which were tending to lower school morale, thereby communicating some negative
images of the school to students and the community. Generally there appeared to be a
lack of collaborative decision making in the school, particularly between head teachers
and the senior executive. Most of the teaching staff seemed to feel that they were not

adequately consulted or informed about decisions.

School 3 also displayed some communication difficulties at the senior level,
which seemed to be detracting from the school’s generally good reputation. There were
some differences in the style between the principal and deputy. The principal maintained
an enthusiasm for the school, encouraged innovative schemes and used an “open-door
policy”. He was seen as being approachable and successful in public relations and

promoted the school and its interests widely.

Dinham et al (1995, pp. 52-53) drew the following conclusions out of their study

on the school leadership:

e An open-door policy and principal accessibility and approachability are
important, particularly to staff and students, but this may come at a price
in terms of the principal’s capacity to deal with a heavy workload.

e “Hands on” leadership and attention to detail are also important, but .
need to be balanced with preparedness to delegate to others and to
encourage and recognize the performance of delegated functions.

e Consultation and collaboration have important symbolic as well as
practical benefit. On the other hand, lack of consultation and poor
communication can have deleterious effects on staff morale and
cohesiveness. Staff desire committed, positive and decisive leadership,
but they also want to be listed to and their views considered by their
leaders.

e The principal needs to be a source, facilitator and conduit for both
formal and informal communication within and without the school and

to utilize consciously a variety of communication measures.

e It is important for the principal to espouse and encourage forward
thinking, a sense of purpose and a collective vision.
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e A balance needs to be struck between attention to detail, policies and
procedures (small picture) and to the more symbolic and intangible
aspects of school organization, culture and reputation (big picture).

2.4.2. Existing School Structure and Leadership in Turkish Schools

The Ministry of Education is a highly centralized and hierarchical organization.
There is a vertical control and horizontal coordination in the whole organization, that is
both the Ministry and the schools. The structure of the whole organization has a

bureaucratic model when the main principles of this model are concerned:

Division of Labour: All tasks are divided into highly specialized departments (e.g.:
Vocational Schools, High Schools, Legal Counseling, etc. in the central organization of
the Ministry). Job descriptions of each position are described in detail by laws and

regulations (MEB, 2000).

Rules: Every task to be carried out by each position is determined through laws and

regulations in detail.

The job description of the school principals are explicitly defined by the Ministry
of Education (MEB, 2000):

Plans the management of the school in accordance with laws, rules,
regulation, charters, directive, notices, plans, programs, and orders,
organizes, coordinates, and controls. Evaluates the staff performance
and takes precautions to obtain high efficiency. Delegates
responsibility and authority to his subordinates so that the work can be
handled more rationally and creates opportunities for his subordinates
to train themselves in the areas they need. Determines the personnel to
be rewarded. Fills in the employment records of the personnel. If asked
by his superior, prepares reports about the activities of his school,
takes into consideration the suggestions made by his subordinates.
Evaluates the work he has done.

49



Hierarchy of Authority: Each lower officer is under the control of a higher one, and

there is a clear chain of command from the top of the organization to the bottom.

The organization looks like to be a more System 1 Organisation defined by
Likert (in Lunenburg and Ornstein, with little upward influence, centralization, and

decisions made at the top, and little commitment to developing human resources.

The aim of the Ministry of Education aims at “planning, designing,
implementing, following up and inspecting all educational services of all educational
organizations, teachers, and students in every level of the Ministry” (MEB, 2000, p.
178). As it is clearly seen in this aim, the Ministry takes almost all of the decisions
regarding education through laws and regulations. Such decisions include designing
curricula for all grades and making them implemented in the same way everywhere in
Turkey, choosing course materials, organizing the opening day ceremonies of the
schools, starting the stoves of the schools in the mornings in villages, organizing social
activities and founding social clubs at schools, forming discipline committees, protecting
school buildings against fire, designing in-service training programs for teachers,
opening and running libraries, recruiting personnel and teachers, collecting donations,
etc. (MEB, 2000). Even very minor decisions that can be taken by the principals of the
schools are already given by the Ministry of Education through laws and regulations. All
that a principal should do is to read the MEB Ile Ilgili Mevzuat and follow the decisions.
The Ministry does not involve the principals and school teachers who are the actual
implementers of all school related activities. There is a routine in school and things are
made very clear by the Ministry and its laws and regulations to entail unity in education

all around Turkey.

2.4.3 The Effects of Organizational Structure and Leadership on Change and
School Culture

The US educational system has passed through three major eras of reforms after

1980. The first one was between 1980 and 1987 called the Intensification Era, the
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second one was the Restructuring Era between 1986 and 1995 and the last one is the
Reformation Era started in 1992 and still continues (Murphy & Adams, 1998). The
major policy mechanism employed in the reforms in the Restructuring Era was power
distribution. The bureaucratic infrastructure of education was subjf;cted to close scrutiny
and found to be failing. The focus of improvement in this era was on the organizational
arrangements of schooling. Restructuring would require a shift from mechanistic,
structure-reinforcing strategies to a professional approach to reform. These reforms
initiated the decentralization/site-based management. Decentralization means simply
that power transfers from higher to lower levels of the government structure, generally
from states to school districts and from school districts to schools (Murphy & Adams,

1998).

Hanson (1998, p. 112) define decentralization as “the transfer of decision-making
authority, responsibility, and tasks from higher to lower organizational levels or between

organizations”. He also notes three basic kinds of decentralization:

1. Deconcentration (transfer of tasks and work but not authority).

2. Delegation (transfer of decision-making authority from higher to lower
levels, but authority can be withdrawn by the center).

3. Devolution (transfer of authority to an autonomous unit which can act

independently without permission from the center).

Murphy (1999, p. 9) also states the importance of school leadership during the
times of change and that “the school improvement literature shows fairly clearly that
schools are unlikely to be strengthened by either teachers or administrators working on
their separate side of the street. ... Teaching and administration must be connected so
that organizational forms and administrative structures take form around the most

productive work on the core technology of schooling.”

Datnow and Castellano (2001, p. 221) mention the importance of reshaped role

of the principal to craft school cultures that help set the foundation for change and as an
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active and ongoing supporter of reform, which is critical to the success of a school-wide
change effort. This may require a change in the principal role with the effect of reform
accompanied by role ambiguity or overload and by a loss of a sense of identity. They
also add that even when principals are supportive of reform, their ability to provide
effective leadership may be hampered by their own experience, training, or beliefs or by

their lack of understanding of the reform itself.

The study of school leadership should begin with the assumption that
administrators have their own specific culture, according to Marshall (1988, p. 263),
because their career socialization process requires separation from teachers, special
formal and informal training, particular rites of passage, and development of new
reference groups and orientations to the education system. Marshall also states that
previous studies of school leadership have emphasized training, socialization, skills,
effectiveness, and roles. Each of these foci, especially socialization and roles, is part of
the study of the culture of school administration. We need to identify aspects of that

culture that are serving as inhibitors to progress.

Engaging in school change requires principals to move from being managers of
status quo to facilitators of reform. Datnow and Castellano (2001) summarize the ideas
of several researchers at this point: Principals should know to balance when to be
directive and when to step back and allow teachers to direct reform efforts; principals
need to be willing to take risks associated with losing some of their control; this is
difficult for some principals who may end up maintaining the status quo instead of

empowering teachers.

Datnow and Castellano (2001, p. 235) share the results of a research study done
on Success For All Schools (SFA) in California — a reform movement focusing on
reading instruction - that included six elementary schools. The authors state that
although implementation of SFA brought about positive role changes for principals by
increasing their involvement with reading instruction, working with the SFA design

team pushed a few principals into authority roles with which they were not comfortable.
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Both of these role changes appeared to directly confront existing school cultures and
principals’ leadership styles. Some of the principals in this study tried to buffer teachers
from the design team’s criticism, similar to the principal in another study who protected
teachers from the complaints of aggressive parents in an effort to maintain
organizational harmony. By protecting teachers from negative feedback, the principals
in SFA schools avoided “rocking the boat” and thus helped to ensure the stability of
SFA in their schools. The major role change for principals was that SFA brought more
focus on teaching and learning. It created an opportunity for principals to be involved in
and knowledgeable about classroom instruction, which is often seen as critical for
successful school change. Principals spent more time personally involved with reading
instruction, thereby enhancing their credibility as instructional leaders and supporters of

the reform.

Similar ideas about the change of role of the principal are also expressed by
Cheng (1994). He suggests that in order for a curriculum change or reform to be
effective, some changes in the organizational model should also occur. Curriculum
change and teacher competence development happen in a three-level context of school
organization including the “individual level”, the “group level/program level”, and the
“whole school level”. At the whole school level, the components are suggested as
school-based teacher development, human resource management, staff development
program management, participative management, organizational culture, strategic
leadership,  instructional  leadership,  transformational  leadership,  social

interactions/climate, and organizational learning.

The challenges brought to schools by restructuring have been cited as reasons for
advocating transformational leadership in schools (Barnett, McCormick & Conners,
2001, p. 24). Transformational leadership is well suited to the challenges of current
school restructuring with the potential for building high levels of commitment in
teachers to the complex and uncertain nature of the school reform agenda and for
fostering growth in the capacities teachers must develop to respond positively to this

agenda. It is the transformational leadership style that is sensitive to organization
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building, developing shared vision, distributing leadership and building school culture

necessary to current restructuring efforts in schools.

Transformational leaders are trusted, seen as having an attainable mission and
vision, are followed and emulated, influence, motivate and inspire those around them by
providing meaning and challenge to their followers’ work, encourage their followers to
be innovative and creative by questioning assumptions, reframing problems, and
approaching old situations in new ways, and relate to followers on a one-to-one basis in
order to elevate goals and develop skills (Barnett et al, 2001, p. 26). Transformational
leadership is more facilitative of educational change and contributes to organizational
improvement, effectiveness and school culture. However, “it is possible that, in reality,
transformational and transactional leadership practices are interwoven and that
transactional leadership is effective when it manages to incorporate transactional
practices in a way that is sensitive to teachers and is accepted by them” (Eden cited in

Barnett et al, 2001, p. 42).

The Third International Mathematics and Science Study completed in 1995
(Woodbury & Gess-Newsome, 2002, p. 766) recognize the effect of structural and
cultural contexts by stating that “the U.S. vision of mathematics and science education is
splintered. We are not where we want to be. We must change. But the required change is

fundamental and deeply structural.”

The second-order, or transformative, innovations seek to alter the fundamental
ways in which organizations are put together and the manner in which people within
those organizations interact with each other by introducing new goals, structures, and
roles that transform familiar ways of doing things (Woodbury & Gess-Newsome, 2002,
p. 769). Second-order change involves an adoption of new ways of thinking, acting, and

organizing rather than an assimilation of new ideas into existing patterns.

Researchers widely confirm the principal’s central role in establishing,

reinforcing, and realigning the school culture, as well as in promoting collegiality,
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professional community, and a collective sense of purpose and responsibility among the
faculty (Kardos, Johnson, Peske, Kauffman, & Liu, 2001, p. 257). According to Kardos
et al, that role may be as an “instructional leader”, a “transformational leader”, a
“facilitative leader”, or a “head learner”. The principal may rely on “ideas, values, and
commitment” or may combine “passion, purpose and meaning” with the more practical,
structural tasks of leadership. The study that Kardos et al led amongst 50 first-year and
second-year teachers in a wide range of Masschusetts public-school settings showed
these teachers’ ideas about their principals. The teachers’ words about the principals
they regarded as exemplary could be drawn from a textbook list of leadership traits:
visible, encouraging, has high standards, sets clear expectations, consistent with

discipline, supportive, and collaborative.

School leadership in a professional community is socially constructed and
culturally sensitive. Leadership evolves as administrators and teachers collaborate,
support each other’s growth, and redefine their systemic roles as professionals (Hoerr,

1996).

In 2002, the New Brunswick government in Canada published its policy
statement on education, called Quality Schools, High Results, thereby beginning the
most recent efforts to improve public education in the province (Williams, 2006, p. 1).
One of the focus areas of this reform was developing a collaborative school leadership.
According to Williams (2006), although the policy statement acknowledged the
importance of effective administration, it centered on the role of principals in providing
strong leadership in instruction, inspiring and motivating teachers, and advancing
learning in their school communities. More specifically, the policy challenged principals
to become agents of change “who create schools which are learning centers” (Williams,
2006, p. 1), which it defined as placed that advance learning through collaboration and
the exchange of ideas and best practices. In fact, Williams (2006, p. 1) state that “upon
closer examination, many of the goals set out in the government’s quality learning

agenda may depend upon transforming the current hierarchical model of school into that
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of a professional community”. The New Brunswick government introduced school

leaders to the concept of the Professional Learning Community that require principals:

a) accept and promote teacher competence by providing teachers with
opportunities to lead,

b) deviate from the hierarchical model in matters related to teaching
and learning, and most importantly,

¢) maintain the school’s social legitimacy by focusing staff efforts on
the improvement of student learning.

To be successful, principal leadership must balance the hetrarchical approach of
an adhocracy with the hierarchical approach of a bureaucracy. This means taking on the
role of co-learner and collaborator in some matters and that of supervisor and school
authority in others (Williams, 2006, p. 3). The purpose of the study carried out by
Williams was to determine if principals were likely to use a collaborative leadership
style and exhibited the associated decision making behaviors deemed essential in a
professional learning community. To decide on the decision making behaviors, Williams
used Rowe’s Decision-making Style Grid: a) Directive — task oriented and low in
cognitive complexity, b) Behavioral — people oriented and low in cognitive complexity,
c) Analytical — task oriented and high in cognitive complexity, and d) Conceptual —
people oriented and high in cognitive complexity. Williams suggested that the New
Brunswick reform initiative favored the adoption of the conceptual style. The study
showed that the reform entails the transformation of schools from hierarchical
organizations into professional learning communities. Professional learning

communities require a different form of leadership, a conceptual style:

that mobilizes teacher participation and shares both decision making
and accountability among educational stakeholders. Principals who
adopt a conceptual decision-making style center their relationship with
teachers on support rather than control. They are comfortable with
ambiguity and share their decision-making authority. They build
leadership capacity among their colleagues while maintaining a long
term focus on student achievement (Williams, 2006, p.9).

The study showed principals’ capacity to lead from a conceptual perspective. It

showed that the majority of the principals were open to a collaborative approach to
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leadership. Principal leadership, however, as measured by the school review process
reflected a preference for the technical-rational approach. Williams explained the reason
why principals persisted in using a leadership style that failed to foster teacher

collaboration as the following:

The reasons may stem from the fact that the current hierarchical
system in education reinforces a directive, analytical approach. As
Deming so correctly stated, eighty-five percent of a person’s
performance is determined by the system in which they work.
Principals are simply behaving in a manner that they perceive the
system expects of them (Williams, 2006, p. 9).

2.5 Teacher Values on Professionalism

This part first defines what teacher professionalism means and what values this
concept owns. Secondly, the effects of teacher values on change and school culture are

examined.

2.5.1 Definition

Opinions about the nature of teacher work and notions of teacher professionalism
are constructed by different groups in society. According to Bryan (2004, p.141),
“yarying groups will see teachers’ purposes and roles as different. Each of these groups
has a clearly defined agenda, underpinned by values. Notions of teacher professionalism
are, therefore, value-laden”. Teachers’ professional work can be seen to be increasingly
influenced by politics, characterized by “recurring waves of reform” (Stronach & Morris

cited in Bryan, 2004, p. 141).
Professionalism has been the subject of many studies over the last century.

Hargreaves (2000, p. 153) has presented the development of professionalism as passing

through four historical ages in many countries:
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The ‘pre-professional’ (managerially demanding but technically simple
in terms of pedagogy); the ‘autonomous’ (marked by a challenge to the
uniform view of pedagogy, teacher individualism in and wide areas for
discretionary decision taking); ‘collegial’ (the building of strong
collaborative cultures alongside role expansion, diffusion and
intensification); and the ‘post-professional’ (where teachers struggle to
counter centralized curricula, testing regimes and external surveillance,
and the economic imperatives of marketization).

The professional teacher is “self-governing” and has greater responsibility in
implementing curriculum decisions for children’s learning — a system of capabilities and
capacities that are homologous but not reducible to the sensitivities and awarenesses
inscribed in a pedagogical constructivism that organizes the lifelong learner (Popkewitz

& Lindblad, 2004, p. 238).

Reforms have changed what it means to be a teacher as the locus of control have
shifted from the individual to the system managers and contract has replaced covenant
(Bernstein cited in Day, 2002, p. 681). Yet, Day (2002, p. 681) claims that being a
professional is still seen as an expectation placed upon teachers, which distinguishes
them from other groups of workers. Professionalism in this sense has been associated
with having a strong technical culture (knowledge base); service ethic (commitment to
serving clients’ needs); professional commitment (strong individual and collective

identities); and professional autonomy (control over classroom practice).

To be professionals, teachers require a foundation of professional knowledge
upon which to base instructional decisions (National Council for the Accreditation of
Teacher Education cited in Fueyo & Koorland, 1997, p. 336). As professionals, teachers
must base decisions on systemic knowledge, foster inquiry and the discovery of new
knowledge. In this respect, teachers act as researchers. Teachers as researchers observe
and analyze their plans and actions and their subsequent impact on the students they
teach. By understanding both their own and their students’ classroom behaviors, teachers

as researchers make informed decisions about what to change and what not to change.
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Hofstede (1991, p. 7) offers an onion model (see Figure 2.5) which represents the
ways in which practices and values interrelate. This complex interrelation is at the heart
of constructions of professionalism — both those constructed by teachers and those

constructed for them.

symbols
heroes

rituals

Figure 2.5: Values and practices

(Source: Hofstede, 1991, p. 7)

In this Figure, the outer layer is made up of the obvious symbols one sees when
entering a new culture. This could be the classroom itself, the furniture, the architecture,
even the school building. It could also refer to the “words, gestures, pictures or objects
that carry a particular meaning which is only recognized by those who share that
culture” (Hofstede, 1991, p. 7). The second layer, ‘heroes and heroines’, refers to those
who are highly regarded within a culture, like head teachers. Rituals, making up the third
layer of the onion, are culturally essential. Rituals can be understood as the ways in
which classrooms are routinely organized for classes. Hofstede groups symbols, heroes
and rituals under the umbrella term ‘practices’. All these practices are visible to the
youtside viewer, but “their cultural meaning, however, is invisible and lies precisely and
only in the way these practices are interpreted by the insiders” (Hofstede, 1991, p. 8).
However, deep within the onion is the core. This core is formed by values, which cannot
be observed by outsiders. The relationship between the three outer layers of the onion

and the core of values illuminate the complexities of teacher professionalism. Teachers’
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professional values may be influenced, changed, shaped, or confirmed by changing

practices.

However, Bryan adds something else to this concept of onion layer, which is the
soil. The soil is the context within which the onion exists. “The soil can be understood as
the political climate within which the onion grows” (Bryan, 2004, p. 146). This soil
necessarily affects the onion; it may nourish it and develop it, or, if it is poor soil, cause
the onion to wither. Constructs of professionalism, then, can be understood as a complex
interplay between the way in which professionalism is presented to teachers from
external forces, the way in which teachers are presented in policy texts and the way in
which teachers regard their own work. A consideration of externally constructed notions
of professionalism and teachers’ own personal constructs is central to an understanding

of teacher professionalism today (Bryan, 2004, p. 147).

Bryan summarizes the reform efforts of the Blair government on English
teaching through the National Literacy Strategy, which has been the most far-reaching
government intervention into the English curriculum in England to date (2004, pp. 141-
142). Literacy Strategy Consultants were established to train teachers, head teachers and
governors, and quantities of resource materials were sent into schools. This was a
standardized curriculum, designed to raise literacy standards. A consequence has been
the potential changes to the concept of teacher professionalism. Indeed, constructs of
teacher professionalism can be seen to have been of prime concern to the Labour
government. Prime Minister Tony Blair stated that he regarded teachers as representing
the forces of conservatism. This instantly took autonomy away from teachers, together
with the right to call oneself a ‘professional’ in terms of autonomous practice.
Professionalism in this sense is reconceptualised as teachers’ ability to show
government, through the inspection system, that they are following policy
documentation. The style of writing within the policy texts was authoritative and
readerly, leaving little room for teachers’ personal interpretations. These policy texts can
be seen as an attempt to position the teacher as the deliverer or transmitter of centrally

determined literacy policy. Thus, teacher professionalism was fundamentally altered.
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The summary of Bryan shows that professionalism is interpreted as autonomy,
creativity, space for and ability of personal interpretation, and flexibility for the written

standard curriculum.

Pratte and Rury make an interesting comparison of the teaching as a ‘profession’
and blue-collar workers to bring another perspective to professionalism (1988).
According to Pratte and Rury (1988, pp. 72-73), the critical issue and point of distinction
between teaching and the traditional professions, is power or control over the conditions
of work. They argue that teachers presently exercise relatively little authority in the day-
to-day determination of their work life. The structure of schooling inhibits the autonomy
of teachers. The work of most teachers is more similar to that of blue-collar workers in
manufacturing than it is to that of professionals. The middle-class status of teachers has
obscured this reality, along with the “loose-coupling” characteristic of school
organization. In fact, teacher — especially those in big city school systems- exercise little

control over their day-to-day work lives.

Like the auto worker, the teacher does not determine the schedule,

location, or general content of his or her work. Because of
standardized tests and school — or district-wide educational objectives

(determined by experts or administrators), teachers are often

confronted with teaching schedules that function in much the same

manner as the assembly line. The routine of filing lesson plans and

proscriptive teaching plans to meet federal and state guidelines, along

with uniform textbook policies, further adds to the regimentation of
teachers’ work. ... Teachers are affected in ways similar to other

workers employed in structures shaped by advanced technologies. The -
point is that most workers, including teachers, are controlled by the

organizational character of their jobs as much or more than by the

direct control of management (Pratte & Rury, 1998, pp. 73-74).

According to a study run by Koorland (1992), teachers reported that if they
conducted research and consequently deviated from the prescribed curriculum,
administrators would view them as oppositional. They feared that their standing in their

school or school system would be compromised. Feeling out of line on the part of the
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teachers reflects a limited regard toward development of innovative practice and

underscores the self-perception of the teacher as laborer, not as professional.

Gitlin (cited in Pratte & Rury, 1998, p. 74) addresses the issue of teacher
autonomy in terms of the “indirect” control that is exercised not by management but in
the form of the curriculum as a result of his ethnographic study of an Individually
Guided Education (IGE) school. Teachers’ use of predetermined curriculum prevented
them from questioning the underlying values, knowledge, and attitudes, primarily
because they were preoccupied with the standardized tests given during each grading
period. The curricular form made it difficult for teachers to question what was or should
be taught and envision alternative ways to present material and evaluate lessons. He
claims that the physical layout of the building, the dispersion of teachers, and their
varying lunch schedules and/or preparation periods restricted collegial communication.
This competitive non-interaction between teachers weakened their autonomy over the
teaching enterprise. Gitlin also found out that teachers were specifically discouraged

from questioning and making judgments about curricular form and content.

Teacher professionalism is also supported by Dondero (1997, p. 218). He states
that the environment in which a teachers works is closely linked to the organizational
climate of the school. Organizational climate is strongly related to the amount of control
over individual workers and the manner in which this control is exercised is directly
affected by management style. Teachers see schools as effectively functioning
organizations when there is more professionalism and when decision making is more
participative and less centralized. “Creativity, innovation, and good worker morale are

the keys to organizational effectiveness” (Dondero, 1997, p. 219).

Dondero (1997, p. 220) dwells on the organizational climate and educational
effectiveness. He states that a climate that affects the organization in a positive manner
provides an environment in which members enjoy extremely high esprit. The teachers
work well together and are not preoccupied by busy work or routine reports. The

principal facilitates the accomplishments of teacher tasks while at the same time

62



provides an environment that permits friendly relationships. In the environment, teachers
obtain job satisfaction and are sufficiently motivated to overcome difficulties and
frustration, working things out, and to keep the organization moving forward. An
organization with a participative environment and less centralized control is viewed as a
more effective organization by teachers. Organizational climate appears to be a critical

factor in the study of teacher autonomy.

Chubb and Moe take the attention to the lack of professional autonomy and

discretion as a result of bureaucracy as stated below:

Schools and their personnel are granted a measure of discretion by
technical necessity, but detailed formal specifications is legislative
mandates and administrative regulations are voluminously imposed on
all concerned, so that the school’s scope for discretionary action is
sharply narrowed — and the discretion that remains is then insulated
from political control through extensive reliance on civil service,
tenure, (nominal) professionalism, and other structural means. Schools
are thus subject to democratic control, but they are purposely made
difficult to control. Schools are filled with “professionals”, but their
personnel are systematically and intentionally denied the discretion
they need to act as professionals. Schools give the appearance of
substantial autonomy, but what they have is insulation without
discretion — which is not autonomy at all (1990, p. 45).

Teachers in most countries across the world are experiencing similar government
interventions in the form of national curricula, national tests, criteria for measuring the
quality of schools and the publication of these on the internet in order to raise standards
and promote more parental choice (Day, 2002, p. 678). Although school contexts
continue to mediate the short term effects of the intensification of work which is a
consequence of such reforms, the persisting effect is to erode teachers’ autonomy and

challenge teachers’ individual and collective professional and personal identities.
According to Ause (1985, p. 295), professionalizing teaching demands that

teachers function collegially, have opportunities for intellectual growth, participate in

the debate on educational philosophy and policy, and assume a greater role in shaping
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the education of the youngsters they teach. Yet, the imbalance between schools’
educational and bureaucratic responsibilities makes it difficult to reach these ends. Ause
(1985, p. 295) offers several reasons for this, one of which is that teaching and
supervision schedules make it nearly impossible for most teachers to observe one
another’s classes, share ideas, seek reassurance, or receive support from colleagues.

Educators work in isolation..

Collegiality and working together and their relationship with professionalism
were also investigated by Khourey-Bowers, Dinko and Hart (2004). According to them,
when teachers do work together to deal with problems of curriculum and instruction,
they cultivate collegiality, openness, and trust. In an 18-month case analysis of study
group as a professional development model, clear patterns of personal and professional
growth emerged. Personal patterns included self-confidence, a higher degree of

professional commitment, and a heightened awareness of self as learner.

Kardos, Johnson, Peske, Kauffman and Liu (2001, p. 254) believe that since
1980, many researchers have studied professional culture — sometimes calling it teacher
culture, adult culture, professional community, or teacher community — and have sought
to identify the conditions that promote positive working relationships among teachers.
They share the results of Little’s study run in 1982 which found that students performed
better in schools where teachers work as colleagues rather than as independent
instructors. Similarly, the results of a study on 78 Tennessee public elementary schools
run by Rosenholtz showed that teachers in “learning enriched”, as opposed to “learning
impoverished” schools worked collaboratively toward achieving the same instructional
goals, had common norms and expectations about their work and relationships, and
relied on mechanisms for feedback and evaluation based on shared agreements about

their purposes and standards.
According to Urbanski (1998, p. 449), “what impedes effective teaching and

learning is not that teachers are the problem; it is that teachers work within outmoded,

unprofessional systems. By taking responsibility for redesigning schools and abandoning
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unexamined practices and policies, we can restructure the teaching profession in ways

that promise more productive schooling.”

Urbanski (1998) suggests strengthening teaching in ways that reflect the features
evident in other genuine professions through shared knowledge base, standards,
professional preparation, induction, continuous learning, promotion, conditions,

discretion, and accountability. Each of these are summarized below:

Shared Knowledge Base: Besides knowing their subjects well, teachers must also know
how to teach these subjects effectively to all students; they must understand human
development, how the brain works, and how learning occurs; they must base their
teaching on what is know from research as well as from experience with effective

practice; and they must know how to connect learning to students’ lives and experiences.

Standards: Teachers must be involved in setting high and rigorous standards for their

profession. These standards must then be enforced through peer review.

Professional Preparation: Teachers must have access to the most current knowledge

available to meet their students’ needs.

Induction: New teachers should be ushered in support from experienced and expert

colleagues who would assist them and guide their practice during the initial year(s).

Continuous Learning: Teachers must be learners, they should not stop learning the day

that they start teaching.

Promotion: Tt should be possible to promote teachers in teaching without compelling
them to leave teaching. Through expanded career opportunities, highly accomplished
teachers should be able to assume roles as mentors to new teachers, curriculum and staff
development experts, adjunct instructors in teacher-education programs, and even as

principal teachers responsible for leading a school’s instructional program.
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Conditions: Teachers need and deserve a professional level of compensation and
professional treatment. They should not be burdened with noninstructional duties and

should have the resources necessary for effective practice.

Discretion: Teacher empowerment has little to do with transferring administrative roles
to teachers. Teachers want to teach, not administer. What teachers do want, however, is

more say about what to teach, how to teach it, and how to assess student learning.

Accountability: We must replace the current emphasis on bureaucratic accountability

(following established procedures) with a new emphasis on professional accountability.

Empowerment, which is an important teacher value in terms of professionalism,
has been defined as “a process whereby school participants develop the competence to
take charge of their own growth and resolve their own problems” (Johnson & Short,
1998, p. 149). Empowered individuals believe they have the skills and knowledge to act
on a situation and improve it. According to Hwang (2000) “When companies are trying
to be more flexible and adaptable to change with reduced hierarchy, increased local
decision making, and individual autonomy, it requires empowered individuals to
consider the interconnections and the consequences of their local decisions. They need

to be responsible and empowered systems learners” (Hwang, 2000, p. 330).

2.5.2 The Effects of Teacher Values on Change and School Culture

According to Ause (1985, p. 293), creative and successful teachers feel their
efforts go unappreciated by a school bureaucracy more interested in record keeping than
education. And to the extent that our schools have become more concerned with their
bureaucratic responsibilities at the expense of their educational obligations, they have
had an increasingly difficult time attracting and retaining good teachers. The difficulties
that teachers face with so many bureaucracies would be not being able to organize field

trips with less than six weeks’ notice or getting the approval of the director of
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curriculum before using a supplementary material. In time, the autonomy of teachers

would decline together with their creativity.

While this is the picture for the teachers related with teacher professionalism
and bureaucracy, the similar constraints are felt by school administrators, too. They
often “complain that federal mandates, state law, and master contracts prevent them
from offering this kind of autonomy” (Ause, 1985, p. 294). Obviously, removing these

obstacles would require major structural changes.

Ause (1985, p. 295) suggests as a solution restoring a balance between the
school’s bureaucratic and educational missions by vesting greater professional decision
making in teachers, by shifting responsibility from the central office to the classroom.
School districts can accomplish this by establishing centralized and generalized

standards and highly decentralized means of achieving them.

Murphy and Evertson (1990) include empowerment as an integral part of reform.
Redefining the traditional links between power and personnel means changing beliefs,
attitudes, and cognitive structures regarding roles, accountability, and rewards. For
teacher empowerment to be effective, teachers must be willing and prepared to accept

leadership roles.

To initiate and sustain a successful change in school communities, teachers need
to be challenged to face their current reality and to inquire into their tacit assumptions
about school. Challenging current reality requires teachers to collectively discuss and
consider the reasons to doubt. This process enables teachers to articulate new meaning;
thereby creating internal understanding and motivation for the need to change

(Schechter, 2004, p. 173).
Day (2002, p. 683) gives examples of two school reforms — an §-year study of

English primary schools and a study of secondary schools — in the former one some

tensions were experienced in adapting to the new values in the reforms and in the latter,
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at least temporarily, many teachers’ professional identities, in which their values were
embedded, were undermined by the reforms. According to Day (2002, p. 683), teachers’
sense of professional, personal identity is a key variable in their motivation, job
fulfillment, commitment and self-efficacy; and these will themselves be affected by the
extent to which teachers’ own needs for autonomy, competence and relatedness are met.
Reforms have an impact upon teachers’ identities and because there are both cognitive
and emotional, create reactions which are both rational and non rational. Thus, they
ways and extent to which reforms are received, adopted, adapted and sustained or not

sustained will be influenced by the extent to which they challenge existing identities.

It is these sources of meaning which reforms that ignore or erode core
values destabilize, and which can destroy the sense of identity which is
at the core of being an effective professional. Paradoxically, then,
imposed reform may in the long term diminish teachers’ capacity to
raise standards. (Day, 2002, p. 686)

“Legislatures and school boards can encourage reform through the administrators
they hire, the commissioners they confirm, the models they fund, and the opportunities

they create. But only teachers can professionalize in their field.” (Ause, 1985, p. 297).
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CHAPTER 3

METHOD

In this chapter, first, the research questions related with the purpose of the study
are presented. Secondly, the overall research design is explained. Next, information
about the participants and the sample of the study is portrayed. Then, the data collection
procedures are described. Subsequently, the steps followed in the analysis of data are

depicted. Finally, the limitations of the study are presented.

3.1. Research Questions

The school culture, teacher values on professionalism, leadership styles, and the
organizational structure of a school may have impacts on the school reform of changing
the basic and secondary school programs based on the constructivist approach. They

may either ease or impede with the change process.

The purpose of this study is to describe how the school culture, teacher values on
professionalism, leadership styles, and the organizational structure of schools will ease
or impede with the implementation of the new national educational programs that were

changed through the constructivist principles by using a case study design.

Research Question 1: Does the school culture have an impact on the implementation of

the new constructivist educational programs?
Research Question 2: Does the teacher/administrator values on the perceptions about

the new educational approach have an impact on the implementation of the new

constructivist educational programs?
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Research Question 3: Do the teacher and administrator values on professionalism have

an impact on the implementation of the new constructivist educational programs?

Research Question 4: Does the organizational structure and leadership have an impact

on the implementation of the new constructivist educational programs?

3.2. Overall Design of the Study

A pure qualitative research design was used for this study because the purpose
was to describe the impact of some school related factors such as structure, culture,
teacher values on professionalism, and organizational structure and leadership on the
potential success of the new educational programs. The study was carried out between

November 2008 and May 2008.

Denzin and Lincoln (2000, p. 8) define the word ‘qualitative’ as such: It implies
an emphasis on the qualities of entities and on processes and meanings that are not
experimentally examined or measured in terms of quantity, amount, intensity or
frequency. Actually, one of the most important differences between qualitative and
quantitative research is that “qualitative research ... refers to the meanings, concepts,
definitions, characteristics, metaphors, symbols, and descriptions of things. In contrast,
quantitative research refers to counts and measures of things” (Berg, 2007, p. 3).
Qualitative research properly seeks answers to questions by examining various social
settings and the individuals who inhabit these settings. Qualitative researchers, then, are
most interested in “how humans arrange themselves and their settings and how
inhabitants of these settings make sense of their surroundings through symbols, rituals,

social structures, social roles, and so forth” (Berg, 2007, p. 8).

As stated by Mason (1996), three basic characteristics of qualitative research
studies are as follows: First, qualitative research is interpretative in nature because it is
concerned with how the issues, situations are interpreted, understood, experienced or

produced. Second, qualitative research studies are based on flexible and sensitive data
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generation methods in order to reflect the real life or natural social world thoroughly.
Third, qualitative methods give emphasis on holistic forms of analysis and explanation

on the basis of rich, contextual and detailed data.

Patton (1990) suggested a list of interconnected themes emphasized by
qualitative studies as naturalistic inquiry, inductive analysis, holistic perspective,
qualitative data, personal contact and insight, dynamic systems, unique case orientation,
context sensibility, emphatic neutrality and design flexibility” are the main themes of

qualitative inquiry.

Robert (1996, p. 245) offers the following definitions of the same themes mentioned

by Patton as follows:

1. Naturalistic Inquiry. Qualitative research study naturally occurring activities and
processes in their natural settings. Researcher does not attempt to manipulate the
variables, the activities, or the participants.

2. Inductive Analysis. Qualitative research is oriented toward exploration,
discovery, and inductive logic. It proceeds from the particular to the general.
Qualitative research is guided not by hypotheses but by questions, issues, and a
search for patterns.

3. Holistic Perspective. Qualitative research strives to understand programs and
situations as a whole. It focuses on the total components of things or events and
the relationship between them and their environment. This holistic approach
assumes that the whole is greater than the sum of its parts. It assumes also that a
description and understanding of a program’s social and political context is
essential for the overall understanding of that program.

4. Direct Contact. Fieldwork is the central activity of qualitative research.
Qualitative approaches emphasize the importance of getting close to the people
and situations being studied in order to understand personally the realities and
minutiae of daily program life. The researcher gets closer to the people under
study through physical proximity for a period of time as well as through
development of closeness in the social sense of shared experience and
confidentiality. The mandate of qualitative research is to go into the field and
learn about the program firsthand.

5. Dynamic Perspective. The qualitative-naturalistic ~approach conceives
phenomenon as dynamic and developing, changing in subtle but important ways.

71



A primary interest of qualitative researcher is describing and understanding these
dynamic processes and their holistic effects on individuals.

Rich Data. Qualitative data provide depth and detail through direct quotation and
careful description of program, situations, events, people, interactions, and
observed behaviors. Direct quotations are a basic source of raw data in
qualitative research. Direct quotations reveal the respondents’ levels of emotion,
the way in which they have organized the world, their thoughts about what is
happening, their experiences, and their basic perceptions.

Unigue Case Orientation. Every phenomenon has particular characteristics.
Researcher has to deal with every phenomenon as a unique one.

Context Sewmsitivity. Qualitative researchers study events, things, and
phenomenon in relation to their contexts. To understand a particular action
requires an understanding of the context within which it takes place, and to
understand the meanings another assigned to his or her actions require that these
meanings be placed within a context.

Design Flexibility. Qualitative research encompasses variety of methods and
techniques to cover the different kind of inquiry. The researcher selects the
method or methods, which best suites his study. Within the same method there
are unstructured open-ended interview. Moreover, during the interview the
researcher can add some questions, skip some, and modify others. Researcher
can mix more than one method, for instance, interview and observation. He can
also mix qualitative with quantitative methods.

Bogdan and Biklen (1992) also formed a similar list and claimed that qualitative

research has five distinct features. First, natural setting is the direct source of data in

qualitative studies. Second, it is descriptive. Next, qualitative researchers are more

interested in process rather than products. Fourth, they tend to use inductive data

analysis. Finally, meaning is the most important concern in qualitative studies.

This study conforms to the main purposes and principles of qualitative research

studies. To start with, the direct source of data in this study was the natural settings,

which are four different types of schools in Istanbul. The researcher visited the schools

and interviewed the administrators and the teachers in their natural settings.

Secondly, this study is descriptive. That is, the collected data was in the form of

words rather than numbers. To capture the deeper meaning of what the participants said
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during the interview sessions, some of the interviews were recorded upon the permission
of the interviewees. Moreover, the researcher took notes during the interviews and
compared them with the audio recordings to ensure data reliability. Direct quotations of

the participants were also great help in the data analysis.

Thirdly, this study followed from the current literature and it followed an
inductive data analysis which brought up additional themes and results on the way.
There was also flexibility about the changeability of the themes during the research

process.

Finally, meaning and representation of the perceptions were significant concerns
for the researcher as they are in all qualitative studies. It is the sole purpose of qualitative
studies to lay bare the perceptions and experience of the participants. During the
interviews, the researcher tried to build empathy with the participants and got engaged in

a flexible approach to acquire deeper meaning.

Pure qualitative research design would be more convenient to describe the ideas,
feelings, and perceptions of the administrators and the teachers working at the selected

types of schools.

Multiple case study was used as the approach throughout the fall and spring
semesters of 2007-2008 academic year. The method of data collection was interviews.
Semi-structured, face-to-face interviews were done to focus on the specific experience,
observations, and perceptions of the teachers and administrators on the new programs.
The data source for the interviews was four schools from different socio economic

region in Istanbul one of which was a private school.

Some of the official documents of the Ministry of Education were also used as
supportive evidence to the data collected through the interviews. These documents were
the curriculum documents provided on the internet site of the Board of Education, the

guidebooks published for the teachers, principals, and parents on the new programs, the
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rules and regulations of the Ministry of Education related to the issues mentioned in the

interviews.

3.3. Data Source and Sampling for the Interviews

In any research study, selecting a sample is an important step in the process. Although
there are various types of choosing a sample in qualitative research (Fraenkel & Wallen,
2000; Yildirim & Simsek, 1999). In this research, instead of seeking representativeness
through equal probabilities, maximum variation sampling which seeks to include a wide
range of extremes was used. The principle of maximum variation sampling is to
deliberately try to interview a very different selection of people, their aggregate answers
can be close to the whole population's. A maximum variation sample is a special kind of

purposive sample. There are two main occasions for using maximum variation sampling:

a. When the sample size is very small, or
b. When no population information is available (and it is not difficult to find

population members with the selected characteristics) (List, 2004).

Four elementary schools that have similar characteristics with the population in
terms of socio economic status (which will be mentioned as SES in this study) of
students, number of students and teachers, and the facilities were selected in Istanbul.
Three public schools from high, medium and low levels of stratifications in terms of
SES and one private school from medium SES were selected. In terms of deciding on
the SES regions, the advice of the National Educational Directorate in Istanbul was
consulted and the regions were determined accordingly. The schools in these regions
were selected upon the suggestion of a university professor in Istanbul because their
principals were open to do the interviews without waiting for the official approval from

the National Educational Directorate in Istanbul.

The principals and one assistant principal of three schools and the principal and

two assistant principals of one school (the lower SES) were used together with six
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teachers from each school as the sample of the study. In total, 24 teachers and 9
administrators formed as the sample of this study. In two of the schools, the Public
School from Lower SES one and the Public School from Higher SES, teachers were
selected randomly by the researcher by taking into account the equal distribution of the
gender of the teachers. In the other two schools, the school principals selected the
teachers. However, the researcher explained to them in detail the purpose of the study
and criteria that need to be taken into consideration when selecting the teachers. The
researcher had to trust the discretion of the principals in this respect. This was especially

considered when analyzing the results of the interviews.

3.3.1. Descriptions of the Case Schools

The four schools that were used as cases in this study are described below in
terms of their number of students, number of teachers, average family income, average
year of experience of the interviewed teachers, the interviewed teachers’ average year of
experience in that school, and the interviewed teachers’ average teaching hours a week.
In this study, School 1, School 2, School 3, and School 4 will be mentioned as PubM,
PubH, PriM, and PubL respectively.

SCHOOL 1 (PUBLIC, MEDIUM SOCIO ECONOMIC STATUS)

Number of Students: 550

Number of Teachers: 14

Average Monthly Family Income: 1000 — 2000 YTL

Average Year of Experience of the Interviewed Teachers: 21,5 years

The Interviewed Teachers’ Average Year of Experience in This School: 7,8 years

The Interviewed Teachers’ Average Teaching Hours a Week: 24,8 hours

The Interviewed Administrators’ Average Year of Experience as an Administrator: 10
years

The Interviewed Administrators’ Average Year of Experience as an Administrator in

This School: 8,5 years
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There is one computer lab with a smart board and a projector, 2 teachers’ offices
for grades 1 to 4 and grades 5 to 8 separately, a lunch hall, and a science lab. There are
35 students on average in each classroom. 2 students share a desk. The building was
painted recently, but the furniture looks aged and having been repaired or painted

recently.

SCHOOL 2 (PUBLIC, HIGHER SOCIO ECONOMIC STATUS)

Number of Students: 600

Number of Teachers: 20

Average Monthly Family Income: 1500 — 3000 YTL

Average Year of Experience of the Interviewed Teachers: 23,3 years

The Interviewed Teachers’ Average Year of Experience in This School: 8,5 years

The Interviewed Teachers’ Average Teaching Hours a Week: 21 hours

The Interviewed Administrators’ Average Year of Experience as an Administrator: 13,5
years

The Interviewed Administrators’ Average Year of Experience as an Administrator in

This School: 13,5 years

Although it is a public school, due to its special status, the parents pay a certain
amount of monthly fee determined by the National Directorate in Istanbul, all of the
parents have to be working to be able to send their students to this school and students
stay after school for tutorials for three hours a day as part of their formal schedule. There
is one computer lab with a smart board and a projector, an arts atelier, a music room, a
science lab, a library, and a sports hall. There is a coloured TV and a video, a tape
recorder, and an overhead projector in each classroom. Last year, a computer and a

projector were put in each classroom. There are 20 students in each classroom.

SCHOOL 3 (PRIVATE, MEDIUM SOCIO ECONOMIC STATUS)
Number of Students: 420

Number of Teachers: 20

Average Monthly Family Income: 5000 YTL
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Average Year of Experience of the Interviewed Teachers: 14,8 years

The Interviewed Teachers’ Average Year of Experience in This School: 3 years

The Interviewed Teachers’ Average Teaching Hours a Week: 22 hours

The Interviewed Administrators’ Average Year of Experience as an Administrator: 2
years

The Interviewed Administrators’ Average Year of Experience as an Administrator in

This School: 2 years

In terms of the physical conditions of the school, there is a computer lab with a
smart board and a projector, a smart class, a science lab, a special room for students’
clubs, a video room, a gym, a sports hall, music and arts ateliers, a cafeteria, a ballet
room, a library and a conference hall. In the classrooms, there is a locker for each
student. Each student has a desk. There are maximum 24 students in classes. The
elementary school teachers share one office that has one computer. The other subject
area teachers share two offices. The furniture is not new but looks in fine shape. The
school has a web page. Students can check their grades, monthly events, and monthly

lunch menu on the web page.

SCHOOL 4 (PUBLIC, LOWER SOCIO ECONOMIC STATUS)

Number of Students: 460

Number of Teachers: 14

Average Monthly Family Income: 800 — 1000 YTL

Average Year of Experience of the Interviewed Teachers: 9 years

The Interviewed Teachers’ Average Year of Experience in This School: 4,5 years

The Interviewed Teachers® Average Teaching Hours a Week: 26 hours

The Interviewed Administrators’ Average Year of Experience as an Administrator: 8,5
years

The Interviewed Administrators’ Average Year of Experience as an Administrator in

This School: 8,5 years
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In terms of the physical conditions of the school, there is a science lab, a
computer lab with a smart board and a projector, a lunch hall, an open basketball
ground, a library, and 2 teachers’ offices for grades 1 to 5 and 5 to 8 separately. There is
only one computer in each office. There are 45 students on average in classes. 2 to 3
students share one desk. The furniture in the school is old and needs repairing. The

building is old, needs painting especially on the outer walls.

3.4. Data Collection Instrument for the Interviews

Berg (2007) claims that some authors associate qualitative research with the
single technique of participant observation and that other writers extend their
understanding of qualitative research to include interviewing as well. However, he
explains, popular qualitative research additionally includes such methods as observation
of experimental settings, photographic techniques (including videotaping), historical
analysis (historiography), document and textual analysis, sociometry, sociodrama and
similar ethno/methodological experimentation, ethnographic research, and a number of

unobtrusive techniques.

In this study, the data collection method was semi-structured, face-to-face
interviews that were carried out to focus on the specific experience, observations, and
perceptions of the teachers and administrators on the new programs. For this purpose,
standardized, open-ended interview questions were formed with the help of the review

of literature.

Interview is a data collection method which involves asking questions, active
listening, recording the answers and attending to the answers with additional questions.
Marshall and Rossman describe in-depth interviewing as a “conversation with a
response” (1995, p. 80). This would mean to have a certain amount of empathy with the
interviewee; however, Rubin and Rubin (1995, p. 13) warns the researchers that when

doing an interview, “the goal is to achieve some empathy, but not so much involvement
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that you cannot see the negative things, or if you see them, feel that you cannot report
them.”

As listed by Kvale (1996, p. 145), the quality criteria for an interview involve the
following items. During the interviews, this list acted as kind of a checklist for the

researcher:

1. The extent of rich, spontaneous, specific and relevant answers from
the interviewee.

2. The shorter the interviewer’s questions and the longer the subjects’
answers, the better.

3. The degree to which the interviewer follows up and clarifies the
meanings of the relevant aspects of the answers.

4. The ideal interview is to a large extent interpreted throughout the
interview.

5. The interviewer attempts to verify his or her interpretations of the
subject’s answers in the course interview.

6. The interview is self-communicating- it is a story contained in
itself that hardly requires much extra descriptions and
explanations.

3.4.1. Development of the interview guide

A semi-structured interview guide for administrators and teachers was used as
one of the data collection instruments (Appendix A and Appendix B). Two forms were
prepared: One for the teachers and one for the administrators. These are the first versions
of the interview guides. Only the wordings in the instruments were different and

additional items were put in the administrators’ form.

3.4.1.1. Framework

The literature review, the theoretical framework and the research questions built
prior to the development of the first versions of the interview guide determined the areas
to be explored in the study and in formulating the interview guide. The framework
involved five areas: general demographics, ideas about the new programs,

professionalism, school culture, and organizational structure and leadership.
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3.4.1.2. Questions

In the light of the areas that were determined using the theoretical framework,
the semi-structured interview questions were prepared. There are various categorizations
of interview questions according to various authors (Fraenkel & Wallen, 2000; Kvale,
1996; Patton, 1990). To exemplify, Kvale (1996) classifies the interview questions as
such: Introducing questions, follow-up questions, probing questions, specifying
questions, direct questions, indirect questions, structuring questions, silence and

interpreting questions.

Furthermore, as summarized by Yildirim and Simsek (1999) and Patton (1990),
there are several points to be considered while preparing the interview questions: The
questions should be open-ended, clear and specific enough to understand eluding too
general questions. The interviewer ought to avoid leading the interviewee and be
objective preparing the questions. Moreover, in the interview guide alternative
statements and probes should be provided for questions to prevent misinterpretation on
the side of the interviewees and to further explore their perceptions. Furthermore, the
interview guide should include different types of interview questions if it is appropriate
for the subject of the particular study. Finally, the questions should be sequenced

logically. The researcher paid utmost attention to the points stated above.
3.4.1.2.1 Interview Guide for Teachers

The interview guide for teachers was formed of five parts. Part A was general
demographics on the years of experience, years of experience in that school, the grades
teachers were teaching, and the weekly hours of teaching of the teachers.

Part B was focusing on the Research Question 2 and investigating the beliefs,

opinions and values regarding the philosophy of the new educational programs. Four

questions were asked to investigate the beliefs and values of the teachers.
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Part C aimed at investigating the teachers’ notion of professionalism and
focusing on Research Question 3. There were 7 questions that were aimed at finding out
specific professionalism related components derived from the review of literature such
as: the role of the teacher, autonomy, professional collaboration, perception of

professionalism, and professional development.

Part D aimed at investigating the school culture to find out an answer for
Research Question 1. There were 7 questions in this part that focused on school culture
related issues such as: work environment, the collaboration environment created by the
leader, team work, metaphors for effective schools, and shared values. Questions 1, 2, 3,

4, and 7 in this part were also related with Part E.

Part E was focusing on the organizational structure and leadership and
investigating Research Question 4. The two questions asked in this part looked for the

effective leadership behavior and administrative structure and processes.

3.4.1.2.2. Interview Guide for Administrators

The flow of the interview guide for the school administrators was the same
except for few changes. One of them is that in Part A, the demographic questions were
asking the number of experience as an administrator and the number of experience as an
administrator at that school. The second change was in Part C, where instead of the

teachers’ roles, administrators’ roles were queried.

3.4.1.3 Validity and Reliability: Pilot Study

As Kvale (1996) pointed out, an interviewer’s self-confidence is acquired
through practice; conducting several pilot interviews before the actual project interviews
will increase the ability to create safe and stimulating interactions. Goetz and LeCompte
(1984) asserted that the pilot administration of questions to several respondents is a good

strategy to ensure that the questions posed are meaningful and clear.
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In this study, the interview questions were first piloted on 5 teachers and 3
administrators in a different school and together with the suggestions of the advisor of
the study; the unclear and ambiguous items were either deleted or changed. As a result

of the pilot study, the researcher reached the following results:

1. Some of the questions yielded similar kind of responses.

2. Some of the field related expressions and jargons were not clearly understood.

3. The wordings of some of the questions were unclear to be fully comprehended by
the interviewees.

4. There were too many questions.

In order to increase the validity and reliability of the instruments, the researcher
analyzed these initial interviews. In addition to that, an expert opinion from the advisor

of this study was taken and the following changes were made:

1. The wordings of the questions were changed to make them more clear and direct.
2. The number of questions was decreased by removing redundant questions.
3. Additional explanatory prompts were added to the questions.

4. Some of the questions were completely omitted.

The final interview guides were formed according to these changes. They can be
found in Appendix C and Appendix D for the teachers and the administrators

respectively.

Another validity issue was related with the procedure of the interviews. The
researcher asked the administrators of the schools help to arrange a separate room where
the interviewee and the researcher could stay alone. The researcher tried to create a

similar interview environment in each school.
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3.5. Data Collection Procedures

First of all, the researcher received official approvals from the Ministry of
Education, the National Educational Directorate in Istanbul. This required several
official correspondences and almost one semester to get the approvals. The researcher
did not wait for the official approvals to start the data collection, because it would
extend the time of the study to a great extent. Instead, the researcher orally received the
approval and explained the situation to the principals of the schools so that the
interviews could start before the written permission. The petitions and the official
approvals are in Appendix E and Appendix F. It took 4 weeks, approximately one week
in each school, to finish the interviews. The interviews were held according to the course

schedule of the interviewees.

At the beginning of each interview session, the participant was briefed about the
aim of the study and the interview. Further information was provided about the length of
the interview and anonymity of data collected was given. Consent for audio recording
was requested from the participants and except for 7 teachers and 3 administrators, the

other participants did not agree to be audio recorded.

Kvale (1996, pp. 148-149) presented a list of qualification criteria for the
interviewer that explains the traits of an interviewer that will result in good interviews
producing rich knowledge. According to the list, a successful interviewer has 10
characteristics: ‘knowledgeable,” ‘structuring,” ‘clear,” ‘gentle,” ‘sensitive,” ‘open,’
‘steering,” ‘critical,” ‘remembering’ and ‘interpreting.” The researcher considered and

applied these points during the interviews.

Therefore, the researcher conducted the interviews with solid theoretical
background about the topic without exhibiting her extensive knowledge about the theme
of the study. Then, she structured the interview by introducing the purpose, outlining the
procedure, summarizing what she learnt from the interview and inquired if the

interviewee had any questions. She tried to pose clear, simple and short questions. The
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researcher paid utmost attention to behaving gently during the interviews allowing the
participants finish what they were saying, leaving time for their own rate of thinking and
speaking and pauses. Another important criterion was sensitivity. The researcher
listened to the content of what was said attentively and actively seeking to get the
nuances of meaning fully and paying attention to not only what was said but also how it
was said. Moreover, being open was another point during the interviews. The researcher
was open to any new aspect that was introduced by the interviewees. Furthermore, as the
interviewer was fully aware of her focus of investigation in the study, she steered the
interviews and did not hesitate to interrupt kindly when the interviewees digressed from
the topic. The researcher also adopted a critical approach during the interviews to test
the reliability and validity of what the interviewees told. She took notes and kept in mind
what the interviewer said at the earlier parts of the interview and asked them to elaborate
on the topic reminding the previous statements they told when necessary and related
what was said during different parts of the interview. Finally, the researcher managed to
clarify and extend the meanings of the interviewees’ statements during the interviews to
ensure reliable interpretation. She repeated her interpretation of what she heard to get
confirmation or disconfirmation from the interviewees. At the end of the interviews, the
researcher thanked the participants for their help for the progression of the study and
inquired whether they would like to get a copy of the findings of the study.

In summary, most of the participants seemed willing to provide as detailed
information as possible during the interviews. However, there were some participahts
who did not talk deeply no matter what. In PubM, three teachers and both administrators
were not willing to give long and explanatory answers. Although the researcher made
further comforting remarks, the participants did not open themselves enough. Two
teachers in PubL, one teacher and one administrator in PubH, and two teachers in the

PriM acted the same way.
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3.6. Data Analysis Procedures

Qualitative data analysis is an exciting phase because of the continuing sense of
discovery, but on the other hand, analysis can be frightening because of the large amount
of data that has to be understood. As the researcher has to deal with so many ideas,
concepts and themes, this process is required for the researcher to be very well designed,

creative, hard working and patient (Rubin & Rubin, 1995).

Patton (1990) asserted that the purpose of qualitative inquiry is to produce
findings. The process of data collection is not an end in itself. The culminating activities
of qualitative inquiry are analysis, interpretation, and presentation of findings. The
challenge here is to make sense of massive amounts of data, to reduce the volume of
information, to identify significant patterns, and to construct a framework for

communicating the essence of what the data reveal.

Bogdan and Biklen (1998) suggested a similar order for analyzing data in
qualitative research. Qualitative data analysis process starts with searching and arranging
the interview transcripts or the materials collected by the researcher in order to get the
whole picture of the data gathered. Then, the task continues by organizing them,
breaking them into manageable units, synthesizing them, searching for patterns,

discovering the important ideas, concepts and themes.

To analyze the data collected through the interviews, a computer software
program called NVivo was used. The interviews were done in Turkish, all the transcripts
were entered into the software program in Turkish, and as the last step the results were

translated into English by the researcher.

All the data collected were entered to the software package program, NVivo7,
and a coding list was prepared. Related with the codes, nodes, parent and child
categories were created. As a last step, modeling with the tree nodes for teachers and

administrators were drawn.
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When working with NVivo, the researcher first defines the nodes. Related with
one node, several parent categories can be created. If there are further ideas related with
these parent categories, the child categories are added. However, if there are further
ideas related with these child categories, then, the former child categories are named

parent categories again, and new child categories are formed.

When analyzing the data, this continuously changing parent and child categories
were found to be difficult to handle by the researcher, who was not so experienced using
the software. That is why the researcher preferred to rename the nodes, parent and child
categories taking into consideration the relationships between them by using the model

suggested by Oriicii (2006).

The model used by Oriicti (2006) to organize the data is similar to NVivo, only
the relationship pattern is made clearer. In her model, first the general categories are
formed, and then parent categories that are related with the general categories are
formed. Finally, sub-parent categories related with these parent categories are created.

Figure 3.6.1 below shows a sample illustrating this procedure:

Participant Code
1 General Category
A
Parent Category
Sub-parent,Category
Changes
Teachers Professionalism Autonomy
No changes

Figure 3.6.1. A Data Analysis Model (Oriicii, 2006)
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The frequencies of the nodes, parent and child categories were created by Nvivo.
The researcher then put the frequencies into Word tables to show what participants said

for each parent category or sub-parent category.

An entire area of research and discussion known as Computer Assisted
Qualitative Data Analysis or CAQDA has evolved during the past two decades (Berg,
2007, p. 329). Berg continues giving some statistics regarding the increase of use of
CAQDA in qualitative studies. In 1987, Brent, Scott, and Spencer reported that 77
percent of the qualitative researchers they surveyed on computer use said they used
computers in their research. In 1991, Tesch reported that over 3,000 people had
purchased a single dedicated qualitative analysis software package called The
Ethnograph. In a 1991 survey of qualitative researchers by Miles and Huberman, three
quarters of respondents reported using computer software for data entry, coding,

searching and retrieval, display, and concept building.

Weitzman and Miles (1995) and Gibbs, Friese, and Mangabeira (cited in Berg,
2007, p. 331) outline approximately six general types of functions available in software
programs used in CAQDA. These functions include word processing, text retrievers,
textbase managers, code-and-retrieve programs, code-based theory builders, and

conceptual network builders:

Word Processors

Word processors allow you to create text-based files and to effectively
find, move, reproduce, and retrieve sections of the text in each file.
These provide a means for transcribing interviews or audio portions of
video, writing up or editing field notes, coding text for indexing and
retrieval purposes, and even writing up findings in reports.

Text Retrievers

Software packages such as Metamorph, Orbis, Sonar, Professional,
The Text Collector, WordCruncher, or ZyINDEX are dedicated text
search programs. These programs specialize in locating every instance
of a specified word, phrase, or character string. As well, these
programs are able to locate combinations of these items in one of
several files.
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Textbase Managers

They provide a greater capacity than text retrievers for organizing,
sorting, and making subsets of the textual data. Several examples of
these programs include askSam, Folio VIEWS, Tabletop, and MAX.

Code-and-Retrieve Programs

These programs are often developed by qualitative researchers rather
than commercial software developers. They are intended to assist the
researcher in dividing text into segments or chunks, attach codes, and
find and display these coded sections. HyperQual2, Kwalitan,
QUALPRO, Martin, and The Ethnograph are all examples of code-
and-retrieve programs.

Code-Based Theory Builders

These types of programs are also frequently developed by researchers.
Usually, these programs include the capacity to code and retrieve and
also offer special features that assist the researcher in developing
theoretical connections between coded concepts. As a result, higher-
order classifications and connections can be formulated. AQUAD,
ATLAS.ti, HyperRESEARCH, NUD.IST, and QCA are examples of
these programs.

Conceptual Network Builders

They are intended to assist the researcher in building and testing
theory. They provide capacity to create graphic networks. Variables
are displayed as nodes (usually rectangles or ellipses) linked to other
nodes by lines or arrows representing relationships. These networks
represent various types of semantic networks that evolve from the data
set and the concepts used by the researcher. Examples of these
programs include ATLAS.ti, MECA, and SemNet.

Lewins and Silver (2005, p. 5) have created a checklist of questions to assist
researchers in determining what sort of CAQDA package might work best for them.

This checklist is provided below:

. What kind(s) and amounts of data do you have, and how do you want to
handle it?

. What is your preferred style of working?

. What is your theoretical approach to analysis, and how well developed is it at

the outset?

o Do you have a well-defined methodology?
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Do you want a simple-to-use software that will mainly help you to manage
your thinking and thematic coding?

Are you more concerned with the language and the terminology used in the
data, the comparison and occurrence of words and phrases across cases or
between different variables?

Do you want both thematic and quantitative content information from the
data?

Do you want a multiplicity of tools (not quite so simple) enabling many ways
of handling and interrogating data?

How much time do you have to learn the software?

How much analysis time has been built into the project?

Are you working individually on the project or as part of a team?

Is this one phase of a larger project — do you already have quantitative data?
Is there a package — and peer support — already available at your institution or

place of work?

Seale (cited in Silverman, 2000, p. 155) also lists the advantages of CAQDAS as

the following:

1.

Speed at handling large volumes of data, freeing the researcher to explore

numerous analytic questions

Improvement of rigour, including the production of counts of phenomena and

searching for deviant cases

Facilitation of team research, including the development of consistent coding

schemes

Help with sampling decisions, be these in the service of representativeness or

theory development.

The answer to the question “What’s the best program?” is abstract, according to

Miles and Huberman (1994). They say that choosing the right software depends on the
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researcher’s level of work with computers, on the particular project she has in mind, and

on the type of analysis she expects to do.

The software used in this research study is the latest version of NVivo, NVivo
7.0. QSR NVivo 1 was released in 2001. It is an upgrade path for both NVivo and its
sister software, N6, the current version of the NUD*IST software. NVivo 7 was released
at the end of February 2006. NVIVO 7 replaces the previous version of the software
which was called NVIVO 2 and also combines it with the features of QSR
International’s other piece of software called N6 (formerly called NUD*IST).

NVIVO 7 is qualitative data analysis software designed to aid users }in managing,
organizing and supporting research in qualitative data analysis projects. If, for example,
the researcher has a number of interview transcripts, field notes, case notes, articles,
focus group transcripts or even pictures, NVIVO 7 can assist the researcher with
managing, shaping and analyzing this type of data. NVIVO 7 removes many of the
manual tasks associated with this type of data analysis (such as classifying, sorting and
analyzing information) so the researcher has more time to explore trends, build and test

out theories and, at the end of it all, arrive at answers to the research questions.
3.6.1. Codes, Nodes and Coding in NVivo 7

Coding allows the researcher to manage his qualitative data. By creating nodes
(also known as ‘containers’ for the researcher’s ideas) and coding at them the researcher
can keep all his ideas together and gather material by topic. If the researcher already
knows the themes that he wishes to explore, he can begin creating nodes straight away.
If the researcher does not have any predefined themes for his project, he can jump
straight into his sources and create nodes as the different themes emerge while he is
reading through his documents or even at a very early stage while he is typing his

documents directly into NVIVO.
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3.6.2. Querying the Data in NVivo7

NVIVO 7 allows the researcher to create and save the following types of queries:

Text Search — the researcher can search for a word or set of words through all his

sources and then code on this.

Coding — gather information from his project based on how it was coded. For example,
the researcher may want to look at examples of where all the women spoke about their

community and child care.

Matrix Coding — allows the researcher to create a matrix of codes based on search

criteria. For example, he may want to examine attitudes about smoking by age group.

Compound Query — allows the researcher to combine text and coding queries.

The researcher used the content analysis technique to analyze the interview data. The
main purpose of content analysis is to reach the concepts and relations, which will
explain the data collected. The data summarized and interpreted in the content analysis
are subject to a deeper procedure. Therefore, themes and concepts that are not
recognized during the descriptive analysis may be discovered in content analysis. Within
this frame, content analysis involves conceptualizing the data, then organizing them
according to those concepts and determining the themes. In other words, concepts will
drive the researcher to the themes and with the help of those themes, the issues will be

more accurate and manageable (Yildirim & Simsek, 1999).
3.7. Limitations of the Study
This study aimed to describe how the school culture, teacher values on

professionalism, and organizational structure and leadership behaviors of school

administrators effect the successful implementation of the new educational programs.
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The researcher identified some limitations to the study, which need to be taken into

account by other researchers when they want to use the findings of this study.

Firstly, the data for this study were collected by only one method: interviews.
Other forms of data could have been collected through various qualitative research data
collection instruments such as observation and focus groups.
This would increase the validity of the study and also enable the researcher do deeper
analysis and comparisons. However, as this study was carried out by a single researcher

and the given time was limited, it was not feasible to do so.

Secondly, related with the first limitation, during the interviews, some of the
interviewees shut themselves down in certain questions and did not provide sufficient
depth of answers no matter what the interviewer tried to do during the interviews. They
were less talkative. Therefore, a focus group would really help the researcher to go
deeper into some issues, especially the ones to which less detailed and clear answers

were provided during the interviews.

Thirdly, the researcher did not have any chance to apply inter coder reliability,
that is; to have another researcher analyze the same data on the software package to see
whether similar results are obtained. This was due to the time constraint of another

researcher available.

Finally, as this is a case study with the purpose of understanding a specific
situation, it does not have any concern for generalizing the findings to a larger
population. That is, the results of this study cannot be generalized to the whole

population; however, they may lead for other more comprehensive research studies.
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CHAPTER 4
RESULTS

In this chapter, firstly the findings on the interviews related with the impact of
school culture on the implementation of the new constructivist educational programs,
secondly, the impact of the teacher and administrator perceptions about the new
educational approach on the implementation of the new programs, then the impact of
teacher and administrator values on professionalism on the new educational programs,
and finally the impact of the organizational structure on the implementation of the new
programs were analyzed. For each section, the findings on both the teachers’ and the
administrators’ interviews were looked into and where appropriate, supportive evidence

from the official documents of Ministry of Education were added to support the results.

4.1. Impact of School Culture on the Implementation of the New Programs

Interviews with 24 teachers in the selected 4 schools were analyzed and the
opinions of the teachers on the culture in their schools were categorized as ‘collaborative
work environment’, ‘effective school’, ‘shared values’, and ‘accessible administrator’.
Every category was subcategorized and summarized in tables below. Figure 4.1.1 shows

the parent and sub parent categories for the general category “school culture”.

Positive Perceptions
Negative Perceptions
Collaborative Peer Sanctions
Work Environment | Administrative Sanctions
School Appropriate Work Environment for New Programs
Teachers - -
Culture Inappropriate Work Environment for New Programs
Effective School
Shared Values
Accessible Existence of an Accessible Administrator
Administrator Non-Existence of an Accessible Administrator

Figure 4.1.1: Teachers’ Parent and Sub parent Categories for School Culture
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Similarly, 9 administrators’ ideas on school culture were also analyzed and they
were classified as ‘collaborative work environment’, ‘effective school’, ‘shared values’,
and ‘building up school culture’. These parent and sub-parent categories can be found in

Figure 4.1.2.

Peer Sanctions
Administrative Sanctions
Collaborative Work | Appropriate  Work Environment for
Environment New Programs
. School Inappropriate Work Environment for
Administrators Culture N e&pp rggrams
Effective School Inhibitors
Shared Values
Building up School
Culture

Figure 4.1.2: Administrators’ Parent and Sub parent Categories for School Culture

As seen in both Figures, the parent and sub parent categories have similarities for
teachers and administrators. However, regarding the different status and different roles
of both parties, some differences are also the case. Administrators are responsible for
building up the school culture. Teachers are perceiving a school culture as mostly
created by their administrators. These similarities and differences were probed into in
the following sections. The culture that an administrator wishes to build may not always

be the same as the culture at work.
4.1.1. Collaborative Work Environment
Teachers have both negative and positive perceptions on collaboration in their

present work environments. The examples of positive collaboration in the workplace are

shown in Table 4.1.1 below:
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Table 4.1.1
Positive Collaboration in the Workplace

PubM PubH PriM  PubL Total
Statements f f f f f

The collaboration environment is good. 1 2 3
As you know the difficulties, you
accept each other’s different working 2 2

styles.

Colleagues who apply the new

programs are supported by the other 1 1
teachers and we try to benefit from their

work.

Total 1 2 3 6

Teachers expressed their opinions on collaboration with a negative perspective,
too. The examples of negative collaboration in the workplace are shown in Table 4.1.2

below:

Table 4.1.2
Negative Ideas on Collaboration in the Workplace

PubM  PubH PriM  PubL  Total
Statements f f f f f

People say that applying this new 1 1
program is unnecessary.

My colleagues cannot update and 1 1
improve themselves

Everybody implements the programs

superficially and they do not share with 1 1
us that they are not implementing it in

the real sense.

Very old teachers are keeping
themselves out of this. They frequently 1 1

say “You are working too hard”.

Total 2 1 1 4
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When Table 4.1.1 and Table 4.1.2 are analyzed, it is seen that more than half of
the teachers interviewed (14/24) were undecided or indifferent about the collaboration in
their work place. This shows a general tendency that the school culture had no
significant affect in terms of collaborative work environment. Alternatively, this result
could also signify that the teachers are reticent to talk about collaboration due to some
fear or peer/administrative pressure, especially in PriM. This result may have stemmed
from the fear of loss of employment, as these teachers work in the private sector. It
might be dangerous for them to speak about their genuine thoughts and feeling openly
and honestly. In contrast to these teachers, their administrators thought that they were
creating a collaborative environment through sharing, cooperation, and regular meetings
as can be seen in Table 4.1.3. It is clear then that there is a lack of real harmony between
the administrators and the teachers in these schools. It is also significant to note that the
highest number of teachers who felt that there was a collaborative work environment
were in the PubL group; perhaps due to greater cooperation and teamwork of the lower
classes with limited resources. As for the PubH Group, two out of the six teachers
interviewed felt positive, one teacher felt negative and the rest were
undecided/indifferent or reticent to express their true feelings. This may be due to fear of
loss of prestige in their high socio-economic environment. Meanwhile, of the teachers in
the PubM group, again, the majority were not inclined to comment either positively or
negatively on the collaboration in the workplace, but their administrators believed that

they had created a positive work environment as can be seen in table 4.1.3, below:

Table 4.1.3

Collaborative Work Environment Created by School Administrators

PubM  PubH PriM  PubL Total

Statements f f f f f
Guidance 2 4 6
Sharing — cooperation — finding 1 5 2 5 13
solutions

Total 3 5 2 9 19
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Administrators thought that both teachers and administrators guided each other
(f:6) and both teachers and administrators shared, cooperated, and found out solutions to
the problems together (f:13). In terms of collaborative work environment, it is seen that
the type of the school is not a significant factor. The majority of the administrators (19)
believe that they are creating a work environment that encourages collaboration;
however, this is not felt by the teachers who are working at their schools. Teachers who
are working at PriM stated nothing on collaboration, either positive or negative, but their
administrators think that there is sharing, cooperation, and finding out solutions to the

problems together.

As for PubL, one of the administrators in this group expressed his ideas on
collaborative work environment as: “Teachers share with me all the difficulties they face
and they know that I would do my best to find solutions for them, conditions allowing.”
On the same issue, another administrator from the same school said that “Teachers
guide each other. There is a lot of information sharing.” This is corroborated by the
statements of the teachers in the same group. In fact, out of all the groups studied, this is
the only group where the teachers’ and the administrators’ perceptions matched on the

issue of collaborative work environment.

Teachers’ opinions on the collaborative work environment were also sub-parent
categorized as ‘appropriateness of the work environment for new programs’ and
‘inappropriateness of the work environment for the new programs’ and shown in Table
4.1.4. In this table, instead of the number of the teachers, the recurring answers of the

teachers on this sub-parent category were shown.

Table 4.1.4

Teachers’ Opinions on the Appropriateness of the Work Environment

PubM  PubH PriM PubL Total

Statements f f f f f
Appropriate 6 4 6 1 17
Totally inappropriate 1 1 2
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According to the results in Table 4.1.4, the majority of the statements of the
teachers describe the work environment as appropriate (f:17). There were only 2
statements (from PubH and PriM) that showed the work environment as inappropriate.
Only one statement could be found in PubL about the appropriateness of their school’s
work environment. The reason could be seen in Table 4.1.5, which shows the reasons for
inappropriateness of the work environment for the implementation of the new
curriculum. These teachers thought that they had too high a number of students and the
physical conditions of their school were low. One teacher from PubL stated that:
“Physical conditions are inadequate. The number of students in classes is too high.
There are no labs, no library, and no sports hall; there are not even enough desks,
chairs, or even blackboards in the classes.” On the same issue, teacher 5 from PubL
stated that: “Not any single condition in my present school is appropriate for the new
programs. First of all, the physical conditions. I have a class of 80 students. What else

can I say?”

The results of PubH were found to be inconsistent because the number of the
statements about the appropriateness of the work environment (f:4) is contradictory to
the number of the statements about the reasons for inappropriateness (f:7). See Table

4.1.5 below.

Table 4.1.5

Reasons for Inappropriateness of Work Environment Suggested by Teachers

PubM PubH PriM PubL Total
Statements f f f f f

No administrative support 1 2 1 4

Number of the students and the

physical conditions are not appropriate 5 1 6 12
Time is not sufficient 1 1 2
Total 1 7 3 7 16
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When the opinions of the administrators on the appropriateness of their school’s
present work environment to the successful implementation of the new programs were

analyzed, the following table was prepared:

Table 4.1.6
Administrators’ Opinions on the Appropriateness of the Present Work Environment to

Implement the New Programs

PubM  PubH PriM PubL  Total

Statements f F f f f
Appropriate 3 2 5
Not appropriate 2 3 5

The administrators of PubM and PubH found their schools’ environment
appropriate, while the administrators of the PriM and PubL found it not appropriate to be
able to implement the new programs. The answers of PubL match the answers of the
teachers. The main reasons were stated as physical conditions, lack of good
communication between them, and managerial problems like favoritism and
bureaucracy. Administrator 1 from PubL said that “Our schools’ physical conditions
and the relationships between the teachers and the administrators are not at the
appropriate level to implement the new programs.” In PubM, both the teachers and the
administrators found the work environment in their schools as appropriate. However,
while the teachers of PriM found their school’s environment as appropriate, the same
school’s administrators found the work environment as inappropriate. Regarding this,
one of the administrators stated that “it would be easier to implement the programs at a
school which is newly founded and developing.” This could mean that it would be easier
to start change in a new school where no distinctive culture or environment has settled
yet. The administrator may find it difficult to start changes and to create a new school

culture that would be more appropriate for the new programs.
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As part of the school culture, sanctions play an important role for the kind of
work environment created and experienced. Sanctions are necessary to build the school
culture and encourage the use of the preferred behaviors. Both teachers and
administrators were asked about the sanctions they feel in the work environment for

those who are not adopting the new programs appropriately.

According to the teachers, no peer sanctions are implemented on the teachers
who are not adopting the programs appropriately. 3 teachers from PubM, 2 teachers
from PubH, 2 teachers from PriM and 1 teacher from PubL think that “No reaction is

shown and nobody meddles with anybody”.

When peer sanctions are analyzed, it is seen that the majority keeps silent, does
not show any reactions, and does not attempt to warn or change each other (f8).
Actually, this means that there are no peer sanctions at all, because showing no reaction
is not a sanction. Showing no reaction is ignoring the problems and shows lack of

collaboration. This result confirms the results on the collaborative work environment.

Administrators’ opinions on the peer sanctions in the work environment were

also analyzed. Their ideas on the peer sanctions were displayed in Table 4.1.7 below.

Table 4.1.7

Administrators’ Opinions on the Peer Sanctions

PubM PubH PriM PubL Total

Statements f f f f f
Giving examples of good practice 1 1 2
Creating discussion environments — 1 2 3
sharing

Support — motivation 1 1 1 1 4

What administrators perceive as sanctions are not sanctions in the real sense, e.g.
isolating the offending teacher, etc. These statements refer to providing encouragement

and support for teachers who are not implementing the programs appropriately. This, in
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itself, shows that there is no concept of peer sanctioning among either teachers or
administrators in the private or public schools studied in terms of implementation

practices of the new programs.

Teachers’ opinions on the administrators’ sanctions, on the other hand, which are
shown in Table 4.1.8, are no different from those of the peer sanctions. According to the
teachers, their administrators are either indifferent or just give them warnings.
According to the teachers of PubL, PubM, and PubH, their administrators are not
interfering with the teachers whether they are implementing the new programs or not.
Administrators’ not interfering and being indifferent to those who are not implementing
the programs shows that they are not striving to build up a certain school culture where
the new programs are embraced. One teacher from PubL states that “Our administrators
are not interested in whether the teachers are following the new programs or not. As the
school is located in a very problematic neighborhood, their only concern is that there is
a teacher for each class, the classes are done, and the official papers are complete.” In
this picture, the school administrator is not trying to encourage his teachers to implement
the new curriculum. He is more focused on the paper work and administrative issues
rather than taking the role of the leadership to implement the new curriculum and set an

example for his teachers.

Table 4.1.8

Teachers’ Opinions on the Administrators’ Sanctions

PubM PubH PriM PubL Total

Statements f f f f f
They don’t interfere. They are

- 1 1 2 4
indifferent.

They give us warnings. 1 2 1 4

Warning is also mentioned by the teachers as a kind of sanction shown in Table
4.1.8; however, no teacher explained in detail how the administrators warned them and
if the behaviors of the teachers had changed as a result of these warnings. If the teachers

do not show any change despite the warnings they receive, then it may mean there are no
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sanctions. In the private school system, warnings can act as sanctions because if they
continue to show the undesired behaviors, their contracts may not be renewed for the
following year. However, this is not the case in the public school system. Teachers in the
public schools have the job safety unless they do something very embarrassing and
disgraceful. Even in that case, the sanction of the MoE would be to change the school of
that teacher rather than to withdraw any rights. Administrators may not place any serious
sanctions on the teachers because  they do not have the authority required to change
teachers’ employment status. The reason that administrators in the studied schools do

not use sanctions could be the lack of authority in the centralized structure of the MoE.

According to the administrators, on the other hand, the kinds of sanctions they
place on the teachers who are not following the new programs appropriately were listed
as warnings by PubM administrators (f:2), strong persuasion by PubH (f:2) and PubL
(f:2) administrators. Administrators of PriM did not suggest any administrative

sanctions.

Administrators in PriM did not mention anything about administrative sanctions.
There seems to be no concept of administrative sanctioning in this school. This result
was the same for the peer sanctioning, as well, in the same school. Although the
administrators think that warning and strong persuasion act as sanctions, they would not
be perceived as real sanctions by their teachers as the teachers would not be penalized

for not implementing the new curriculum.

When the results of the teachers and administrators on administrative sanctions
are compared, it can be seen that the teachers have differing perceptions of the
administrators’ sanctions. For example, while administrators in PubM believed that they
were issuing warnings; teachers felt that their administrators were not interfering.
Similarly, administrators in PubH believed that they were using strong persuasion, this
was perceived as warnings by their teachers. Administrator 2 from PubH said that
“Teachers have to follow and implement the programs. They have to implement the

official regulations. We use hierarchical power and strong persuasion.”
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4.1.2. Effective School

Teachers’ opinions on an effective school were taken through their descriptions
of their desired schools and comparison of these with those of their present schools. The

desired schools of these 24 teachers were described in Table 4.1.9 below:

Table 4.1.9

Teachers’ Descriptions of Their Desired Schools

PubM PubH PriM PubL Total

Statements f f f f f
A free teacher that has the right of
speech on all issues. 1 1 2
Classes with few students. 1 s 4 10
Schools that have good physical
conditions  (sports  halls, library,
laboratory, conference hall, theatre 2 2 4 3 11
stage, etc.)
Adequate technological infrastructure
and equipment 2 2 2 6
Administrators  that adopted the
philosophy of the programs, are

. . 1 4 4 4 13
dynamic and open to new ideas
Fewer teaching hours 1 1
High salaries 1 1 5

A school that has private and social
areas for teachers for social and 1
educational activities

A school where positive interaction
takes place between the staff. 1 1 4 2 8

I work in a school which is very close
to my dream school. 4 4

A school that has concerned and
educated parents
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Table 4.1.9 (continued).
Teachers’ Descriptions of Their Desired Schools

PubM PubH PriM PubL Total
Statements f f f f f

Teachers that adopted the philosophy of
the programs, are dynamic and open to
new ideas

The majority of the teachers wanted a school where there were “administrators
that adopted the philosophy of the new programs, are dynamic, emphatic, supportive and
open for new ideas” (f:13) and a school that had “good physical conditions like a sports
hall, library, conference/theater hall” (f:11). Also, teachers wanted a school whose
“teachers adopted the philosophy of the new programs, dynamic, and open for new
ideas” (f:9), where there were “positive interactions between the staff” (f:8), and had
“adequate technological infrastructure” (f:6). Only 4 teachers from PubH stated that they

were already working at a school which was very close to their dream schools.

The descriptions of the desired schools show that the majority of the teachers
think that the physical conditions, team spirit, administrative support, positive human
relations, and democratic management make a school a better one. One teacher from

PubL mentioned the followings on this topic:

“I would love to work at a school where teaching and administrative
staff follows a total quality management scheme. 1 would like to have
more interaction and collaboration in my department, have
administrators who also teach and who do not perceive a teacher-
administrator relationship as an employer-employee relationship. 1
would really like to have a class with small numbers of students in it. 1
would like to teach at a school where there are labs and places like
that besides the classrooms, where there are respectful and
academically high achieving students. The school I am presently
working at is far from this. The only thing that’s good about it is that it
has young teaching staff. In my present school, the teacher is similar
to a soldier, who is counting the hours until he is discharged, the
students are like Laws and Obligations; the administrators are like the
caste system; physical conditions are like poor village schools.”
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Another teacher (Teacher 2) from PubL made the following remark:

“The teacher should not have any financial worries, should work in a

peaceful environment, be open to communication, be open to sharing
(documents, etc.). The students would be curious, eager to do
research, respectful. That would be enough for me. Administrators
would support teachers and know the regulations well. The physical
conditions would be classes of no more than 30 students. Clean
classrooms. And a cabinet system.”

Teacher 5 from PubL explained his/her dream school as follows:

“If I start telling you about my dream school, I would write a book. 1
dream of a school located outside the city, in a big, big yard, there are
Sflowers everywhere. It is clean and glittering everywhere. Clean, pure
and real flowers. Birds and other animals live there. Everybody learns
through experiential learning: seeing, hearing, doing.”

What administrators thought about an effective school was derived from their
descriptions of their desired schools. Table 4.1.10 shows the descriptions of the

administrators of their dream schools.

Table 4.1.10

Administrators’ Descriptions of their Desired Schools

PubM PubH PriM PubL Total
Statements f f f f f

A school where the rules and regulations are
followed.

A place where “love” and “knowledge”
merge. 1 1

Students are top quality, hard working, have
the values of the society, do not harm other

students, are success oriented. 1 1 2
Good physical conditions (sports hall, IT

lab, social facilities). 1 1 2 4
Open at the weekend with all its facilities 1 5 3

for students and teachers.
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Table 4.1.10 (continued).

PubM PubH PriM PubL Total
Statements f f f f f

A place where teachers are motivated, are
provided with many resources, materials, 1 1 5
and facilities.

Reasonable class sizes with sufficient

numbers of teachers. 1 1 2
Teachers think and produce, open to

1 1 i 3
development.

The majority of the administrators described their effective schools as a school
with good physical conditions (fi4), then as a school with teachers who can question,
produce, and are open to development (f:3), a school that was open with all its facilities
for students and teachers even at the weekends (f:3), a school where teachers were
motivated and were provided with many resources and materials (f:2), a school with
reasonable class sizes with sufficient numbers of teachers (f:2), a school where the rules

and regulations were followed (f:1) and a school where love and knowledge merged

1).

Administrators’ descriptions of their dream schools are mostly the same as those
of the teachers’. The majority of the administrators focused on the physical conditions
and resources and materials for the teachers. Administrators of PubM did not mention
about physical conditions whereas their teachers gave importance to physical conditions

in their descriptions.
To find out teachers’ opinions on their present schools, they were asked to find a

metaphor that would best describe the schools they were working at. The answers of the

teachers are shown in Table 4.1.11.
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Table 4.1.11

Teachers’ Descriptions of Their Present Schools

Statements

PubM  PubH

Total
f

A place of robots. Both teachers and
students are like programmed robots. No
changes in their lives.

Shortage of everything.

An ostrich who buries his head in the
sand. Everybody is ignorant and unaware
of the developments and changes in the
world and in education.

Rowing against the current. There is a
system where the administration is
against you and against moving forward.
They draw you back.

Life. A BIRD. Cute, children as a source
of life. Chirpy.

A Spacecraft. Compared to the realities
of Turkey, our school is a universe away
from other schools.

A tree that wants to grow but has little
space to grow. The school is ready for
developments, but there are bureaucratic
barriers.

An ant hill. Students are studying like
ants in order to have better lives.

An ass....because everyone in the school
works so hard.

Like a school, because it is an
educational place. It tries its best to go
deep into the students’ problems. We
take care of the problems individually.
We pay attention to behavior problems.
There is collaboration.
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Table 4.1.11 (continued).

Statements

PubM  PubH

f

f

PriM
f

PubL
f

Total
f

Alice in Wonderland. Great students,
wonderful work environment, good
financial situation.

The Farm of ‘Ali Baba’. In this school,
there are so many characters I would
resemble to the animals in that farm.

Chameleon. People from every color,
every texture. These people also change
their characters as if they were molting
mould.

Pinocchio

A developing country. It is just
developing.

The teacher: a soldier who is counting his
serving time back The students:
Obligation; The administrators: caste
system; Physical conditions: a village
school

The lead actor, the physical conditions,
and friendships in the movie ‘The price
for captivity’ “Everybody will want to be
assigned for another school after 2
years.”

The snarl of a big city. Because it is too
crowded. Stressed out classroom
environment, noise, stuffy.

An octopus. Because it has both
advantages and these advantages cause
problems. Having so many students
causes a variety but at the same time it
chokes the teachers and administrators
because you need to manage them all in
every aspect.
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Table 4.1.11 (continued).

PubM PubH PriM  PubL Total
Statements f f f f f

A factory which does not have good and
adequate conditions but trying to produce | 1
the best product.

A windmill. T am Don Quixote fighting
with the windmills. 1 1

An old, rocking boat. Crew, some are

unwilling, some are optimistic and

strenuously trying to sail the boat.

Thousands of problematic passengers 1 1
who cause trouble all the time for the

crew, only 150 of them are positively

influencing the others.

Our school is above the standards of

Turkey. Our only problem is the number

of students. I am working at my dream 2 2
school except for the number of students.

By using metaphors, it was aimed to portray the culture of these schools which
are either conducive or not for the new programs. When the metaphors and their
explanations were looked into, it was seen that the majority of the teachers had negative
perceptions about the schools they were working at. The inadequacy of the physical
conditions, class sizes, the qualities of students, and negative relationships between the
staff, negative administrative styles and administrative processes can be stated as the

reasons behind these negative perceptions.

When the same table is examined, only 6 teachers found out positive metaphors
describing their schools. They were: “Alice in Wonderland”, “Great kids, a wonderful
work environment, good financial situation”, “Life. A BIRD. Cute. Children as source of
life. Chirpy.”, and “Our school is above the standards of Turkey”. Only teachers from

PubL did not use any positive metaphors to describe their school’s current situation.
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The common problems shared by the teachers related with their schools’ present
situation, can be listed as lack of resources and physical conditions, the bureaucratic
system, working too hard, lack of collaboration and support, and lack of professional

development.

To find out administrators’ opinions on their present schools, they were asked to
pick a metaphor that would best describe the schools they were working at. The answers

of the administrators are shown in Table 4.1.12.

Some of the metaphors found by the administrators were a fast train (f:1), a
developing child-organization (f:2), a swamp (f:1), a peaceful environment (f:1),

Ottoman Palaces (f:1), Pollyanna (f:2), and an ostrich (f:1).

Table 4.1.12
School Metaphors of Administrators

PubM PubH PriM PubL Total
Statements f f f f f

A fast train, because it is faster and 1 1
more active than other organizations.

Success-oriented, a constantly
improving organization — a child 1 1 2
A swamp covered with rose buds 1 1

A peaceful environment, because
teachers are full of love. 1 1

Ottoman Palaces 1 1

Pollyanna... A hero who is trying to
see the good side in everything. 2 2

An ostrich 1 1
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Administrator 1 from PubL explained his metaphor as: “I liken my school to a
swamp covered with rose buds, because, due to lack of certain conditions, you cannot
dry the swamp in any way. I feel that the filthy smell would spread around everywhere

any minute. What we 're doing is only finding temporary solutions.”

Half of the answers are positive and half of the answers are negative
descriptions. Three metaphors —a swamp, Ottoman Palaces, and ostrich- used by
administrators from PriM and from PubL have negative connotations. Other
administrators from PubL likened their schools to Pollyanna which also connotates that
the situation is not so good, but the person is trying to find out good things out of that.
So, despite all the shortcomings in the physical conditions, people, or resources, they are

trying to play Pollyanna, the optimist.

In PriM, one of the administrators, however, likened his school to an Ottoman
Palace, a place of conspiracy, whereas the other one likened it to a constantly improving
child and organization. It is interesting to have two opposing ideas from the same
school. The teachers’ ideas regarding this school were also a mixture of positive and
negative opinions. This may show that the school culture is not so strong in this school,
or that there are subcultures formed by different groups in the school that affect

teachers’ perceptions on their own schools.

The administrators also listed the inhibitors for their desired schools. Table

4.1.13 was prepared to show these inhibitors:

Table 4.1.13

Inhibitors for Administrators to Realize their Desired Schools

PubM  PubH PriM  PubL Total

Statements f f f f f
Bureaucracy 1 1 5
Having no authority | 1 5
Lack of effectiveness of the teachers, 1 1 5

administrators, parents, and superiors
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Bureaucracy (f:2), administrators’ having no authority (f:2), and lack of
effectiveness of the teachers, administrators, parents, and superiors (f:2) were mentioned
to be the inhibitors for realizing their dream schools by the administrators.

Administrators from PriM did not mention anything related with this issue.

Teachers’ ideas are similar regarding the inhibitors or the problems. They also
stated that bureaucratic system and lack of professional development were part of the

problems they had in their schools.

4.1.3. Shared Values

Values constitute an important factor when school culture is considered. Values

show the character of a school (see Section 2.3).

As for the shared values in the school as a parent category, teachers’ opinions are

shown in the table below:

Table 4.1.14

Teachers’ Opinions on the Shared Values

PubM  PubH PriM PubL Total
Statements f f f f f

Discipline, ethics 1 1

Altruism, love, tolerance, respect,
collaboration 1 2 1 4 8

Sharing knowledge and life long

learning 1 1 2
Fulfilling the responsibilities and

duties completely 1 1
Adhering to hierarchical demands 2 2
Student centered approach 1 1
Celebrating special events 2 2

112



Table 4.1.14 (continued).

PubM PubH PriM PubL  Total
Statements f f f f f

Team work and interaction between
the staff 1 1 2

Openness to development, being
. 2 2 4
success oriented, hard work

When the opinions of teachers were analyzed, the most frequent values were
found to be “altruism, love, tolerance, respect, and collaboration” (f:8). This value is
found in every school, but mostly in PubL, where teachers are working with limited
resources. This was the only shared value mentioned in this school. Other shared values
were “openness to development, being success oriented, hard work” (f:4), “sharing
knowledge and life long learning” (f:2), “adhering to hierarchical demands” (f:2),
“celebrating special events” (f:2) and “collaboration and sharing” (f:2). In PubM, the
common feature of the shared values is having a centralized, hierarchical structure where
everyone has to carry out their responsibilities and duties flawlessly by paying attention
to discipline and ethics. It seems that this school is using a more bureaucratic model of

administration than the others.

Values in PubH offer an idea of an open school culture, where there is team
work, collaboration, openness to development and collaboration. These values suggest a
more decentralized and a less bureaucratic school environment and culture. They like
celebrating their achievements together. Another interesting result is that offering a
student-centered education, which is the core of the new programs, is considered to be a

value in this school and PubH is the only school that perceives it as a value.

In this case, values in PriM look similar to the values in PubH. This is a rather
surprising result, because the descriptions of their schools by both teachers and
administrators showed that there were different subcultures in the schools. They were

using both negative and positive metaphors and descriptions.
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When the answers of the administrators on the shared values in the workplace

were analyzed, Table 4.1.15 was formed.

Table 4.1.15

Administrators’ Opinions on the Shared Values

PubM PubH PriM  PubL Total

Statements f f f f f
Discipline 1 1
Respect-appreciation 1 1 1 3 6
Patience 1 1
Hard work 5 5
Bonding as one family 1 1
Open communication 1 1 5
Flexibility 1 1
Understanding and support — mutual

help 1 2 3
Honesty 1 1

Administrators defined the common values as respect and appreciation (f:6),
understanding, support and mutual help (f:3), open communication (f:2), hard work
(f:2), discipline (f:1), patience (f:1), bonding as one family (f:1), flexibility (f:1) and
honesty (f:1). They all claimed that they were adopting these values and that they existed

at their schools.
Administrators of PubM used similar values with the teachers. The values used

by the administrators also focus on discipline, patience, hard working. Honesty, respect,

and appreciation are new values used for this school.
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Administrators from PubH also used similar values to those of the teachers. Their
values also show open communication, respect, support, collaboration, and a family like

environment.

Values used by the administrators of PriM are all positive and they are very
similar to those of the teachers. This is partially contradictory to their descriptions of
their schools where they used both negative and positive metaphors and descriptions.

The negative metaphors were not connotating these values listed by the administrators.

Values used by the administrators of PubL are very similar to the values of the
teachers. This is similar to their descriptions of their schools in that despite every
difficulty or shortcoming, they are trying to see the good things. Despite every
difficulty, they are understanding, supporting, and helping each other with patience.

4.1.4. Accessible Administrator and Building up a School Culture

Descriptions of effective schools and shared values are also indicators of the type
of administrator that govern a school and the methods that the administrator uses to

build up his school’s culture.

Teachers’ answers to the questions on this parent category were analyzed and
sub-parent categories of “existence of an accessible administrator” and “non-existence
of an accessible administrator” were found. Teachers’ opinions on the accessibility of

their administrators were shown in Table 4.1.16:

Table 4.1.16

Teachers’ Opinions on the Accessibility of their Administrators

PubM PubH PriM PubL Total
Statements f f f f f

I can share everything with my 1 3 5 1. 10
administrator and I am supported.
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Table 4.1.16 (continued).

PubM  PubH PriM PubL Total
Statements f f f f F

I can partially share things with him. ) 1 3

I share with him, but effective solutions
cannot be created. 2 2 1 5 10

I definitely cannot share anything with
him. 3 1 2 6

Teacher 3 from PubM stated the following on this topic:

“The administration is indulgent, the new programs have not been
adopted fully. There are not enough infrastructures in every aspect.
First of all, all of the administrators and teachers should have been
trained well on the new programs. Teachers are trying fo learn and
implement the programs on their own.”

Teacher 4 from PubL expressed his ideas as the following on this topic:

“We can easily share our problems with our administrators. However,
we all know what the conditions and what the possibilities are. As
what can be done is limited, there is no use sharing the problems,
too.”

On the same issue, Teacher 1 from PriM stated that “No. They always think that

they are right all the time. They never take criticism.”

When these answers are compared to the answers on shared values and
descriptions of an effective school, the results are compatible to each other. In PubL,
where there are many difficulties, teachers feel they can share, but also know that due to
the existing difficulties that cannot be solved by the administrators alone, effective
solutions cannot be created. In PriM, the majority of the teachers feel they can share
everything with their administrators. In PubH, the majority of the teachers feel they can

share everything with their administrators and are supported when they share. Some

116



teachers in PubM feel that they can share things with their administrators to some
degree, but they are outnumbered by the teachers who think that they definitely cannot

share anything.

When the administrators were questioned about their methods of building up a
school culture, they stated that to build up the school culture, they were using the
following methods: ‘rewards, gifts, organizing special events’ (f:5), ‘sharing,
communication, help, and responsibility’ (f:5), ‘being a guide and setting a good

example’ (f32), and ‘showing love and respect’ (f:2) (See Table 4.1.17).

Table 4.1.17
Administrators’ Methods of Building up School Culture

PubM  PubH PriM  PubL Total

Statements f f f f f
I guide them. I set a good example. 2 2
Reward — gifts — special event

o 2 3 5
organizations
Sharing — help — responsibility 2 3 5
Love-respect 2 5

Administrator 2 from PubL thinks that it is difficult to build up a school culture
because “there is a lot of turnover, the staff is changing constantly”. However, with the
existing staff members, the administrators in this school use the methods of sharing,

help, and responsibility, which is in keeping with the previous findings of this school.

The answers of the administrators in PubH show that they can create an open
school culture by offering rewards, gifts, organizing special events, and showing love
and respect. These prove to be working as teachers feel an open administrator type in

their school and an open and supportive school culture.
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In PriM, administrators stated that they were also offering gifts, rewards and
organizing special events and they were sharing responsibilities and helping the
teachers. These answers are in line with the shared values of teachers and administrators.
However, they are partially in line with the metaphors and descriptions of their schools

used by teachers and administrators.

PubM created a rather centralized and bureaucratic organizational structure and a
school culture related with that. The results of the administrators in this part also show a

bureaucratic and autocratic leader, who sets an example and guides the teachers.

4.1.5. Overview of the Results Related to School Culture

The overview of the results on the general category of school culture, its parent

and sub-parent categories were compiled in Table 4.1.18 in Appendix G.

According to the results of the interviews, several factors related to school
culture emerged as general inhibitors in implementing the new constructivist educational

programs. These may be listed as follows:

i.  Placing no peer and administrator sanctions on the teachers who do
not implement the new programs appropriately
ii.  Lack of collaboration and team work
iii.  Inappropriate work environment in terms of lack of resources and
limited physical conditions such as no labs, libraries, IT
infrastructure, and class size
iv. Lack of professional development for both teachers and
administrators
v.  Bureaucracy
vi.  Having no authority for the administrators
vii.  Negative school climate

viii. Ineffectiveness of teachers and administrators
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ix.  Lack of consistent shared values
x. Differing perceptions of administrators and teachers on the same

factors

Conversely, the presence of the above factors facilitates the implementation of

the constructivist programs.

4.2. Tmpact of Organizational Structure and Leadership on the Implementation of

the New Programs
Teachers’ opinions on the general category of “organizational structure and

leadership” were analyzed and the parent categories of ‘effective leadership behaviors’

and ‘organizational structure’ were derived. This is shown in Figure 4.2.1 below:

Leadership Behaviors Effective Leadership

Organizational Behaviors
Teacher Structure and Ineffective  Leadership
Leadership Behaviors

| Organizational Structure

Figure 4.2.1: Teachers’ Parent Categories of Organizational Structure and Leadership

Similarly, the opinions of the administrators on the organizational structure and
leadership were also parent-categorized as organizational structure and effective

leadership behaviors shown in Figure 4.2.2.

Organizational Structure and I Effective Leadership Behaviors |
Leadership | Organizational Structure |

‘ Administrator

Figure 4.2.2: Administrators’ Parent Categories of Organizational Structure and

Leadership
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4.2.1. Effective Leadership Behaviors

Teachers’ opinions on the “effective leadership behaviors” were gathered

through the interview questions. They are shown in Table 4.2.1:

Table 4.2.1
Teachers’ Opinions on the Effective Leadership Behaviors

PubM  PubH PriM PubL  Total

Statements f f f £ f
Effec':tlve (all kind of support is 1 5 3 1 10
provided)

Partially effective ) 1 1 4
Ineffective 3 2 4 9

Teachers thought that the support in terms of effective leadership behaviors were

found effective (f:10), partially effective (f:4), and ineffective ({:8).

Similar with the results in previous sections, every teacher in PubH found the
leadership behaviors of their administrators as effective and adequate. Teacher 2 from
PubH said that: “Yes, he celebrates the birthdays of every staff. They organize R&D
meetings and encourage us for developing projects. They organize English language
courses. These things increase my self confidence.” On the same factor, Teacher 5 from
PubH said that: “Yes, meetings are done when necessary. They give us feedback all the
time. They let us know about the changes and encourage us to change. I feel that I am

valuable.”
The results of the PriM is also similar with the previous results in that half of the

teachers found the leadership behaviors as effective whereas the other half found their

feader’s behaviors as ineffective.
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Almost all of the teachers in PubL found their leader’s behaviors as ineffective,
which is also meaningful when previous results are considered. In the parent category of
school culture, the administrators in this school were found to be an open administrator.
PubL was the only school where both teachers and administrators had the same shared
values, which were love, tolerance, respect and collaboration. Having insufficient
physical conditions was shown unanimously as one of the inhibitors of implementing the
new programs appropriately in Chapter 4 (see page xx). This teacher from PubL finds

the efforts of their administrators not sufficient to overcome the inhibitors:

“I don’t believe they have effective leadership. They behave according
to the conditions. I would prefer them pushing the conditions.
Leadership behavior should be shaped taking into account the
expectations of the teachers and the students, not the administrators.”

The administrators of PubM showed ineffective leadership behaviors to some
teachers and needed to improve their leadership to other half of the teachers. One of the
teachers (Teacher 4) stated about his administrator’s leadership behavior as: “I don’t

believe he is effective as a leader. I feel that I am not understood.”

It was also found that administrators perceived effective leadership as guiding
and explaining (f:5), following the changes (f:6), and finding out solutions (f:1). (Table
4.2.2)

Table 4.2.2
Administrators’ Perceptions on Effective Leadership
PubM  PubH  PriM  PublL  Total

Statements f f £ £ £
Guiding — explaining 1 1 3 5
Following the changes 3 1 2 6
Finding solutions 1 1

121



Effective leadership is considered to be guiding the teachers and explaining the
reasons and ways to them by the administrator of PubM, who also used guiding and
setting an example as ways of building up a school culture. Administrators of PubH
focused on being able to adapt yourself and your teachers to change as an effective
leadership behavior. Only one comment was found in PriM on this issue, which is
following the changes. As for PubL, guiding and explaining, following the changes, and

finding solutions were shown as effective leadership behaviors.

4.2.2. Organizational Structure

Teachers’ opinions on the “organizational structure” are shown in the Table

below.

Table 4.2.3

Teachers’ Opinions on Organizational Structure and Processes

PubM PubH PriM  PubL Total

Statements f £ £ £ £
Democratic attitude — encouragement 2 2 1 5
Participatory 1 1
Barriers — tight control 2 1 1 4
Indifference  (discipline, finances, ] 3 4
rewards)

Lack of sharing and collaboration 1 1 4 1 7
Belief-trust-support 1 1

Teachers’ ideas on the organizational structure were analyzed as democratic
attitudes and encouragement (f:8), participatory leadership (f:1), barriers and tight
control (f:4), indifference (f:4), lack of sharing and collaboration (f:7), and belief-trust-
support (f:1).

122



Teachers of PubM brought out lack of materials and indifference as well as
barriers caused by tight control. These ideas are in line with previous results in previous
sections; however, 2 of the teachers in this school also stated that there was a democratic
attitude and encouragement, which is opposite to one teacher’s idea of lack of sharing
and collaboration. These results show that there is not a consensus in terms of

organizational structure in their schools. Teacher 4 from PubM said that:

“The source of the problems is the mentality differences. The heavily
boned structure needs to be made more flexible. When we want to do
something new, it is prevented. The principal prevents developments
and change. From time to time, it causes me having material
problems.”

The results for PubH are surprising when compared with the previous results in
the former sections. Because, only half of the comments were suggesting having a
democratic attitude and encouragement, which resembles the previous results. However,
other half of the answers introduced a picture that did not emerge in previous results.
Tight control and lack of collaboration were not identified in previous sections in PubH.

Teacher 4 from PubH said on this topic that:

“I think the principal is discriminating. In terms of allocating after
school tutorials, he is not treating teachers equally. I am prevented
from working in a more peaceful environment. I cannot share with
them if I face any problems when implementing the new programs.”

As for PriM, lack of sharing and collaboration were most mentioned comments,
whereas democratic attitude and encouragement was mentioned by only one teacher. In
the results in previous sections, at least half of the teachers thought that the

administrators showed effective leadership behaviors and were collaborative.

In PubL, almost all of the comments reveal a non-democratic, centralized,
control-focused structure. One comment was surprising in that it suggested having a
participatory structure that opposes with the other comments and the majority of the

results in the previous sections. Another teacher, Teacher 6 from PubL, also held back

123



stating that “I prefer not to share it here”. Teacher 3 from PubL: “Our biggest problem
is that the library and the computer room are not open for our use, but the new
programs require teachers fo do research and students produce so many things.”
Teacher 1 from PubL also supported Teacher 3’s idea by stating that: “The
administrators show no effort at all to develop the school’s physical conditions and the

infrastructure.”

When the administrators’ answers to the questions on the descriptions of their
schools® organizational structure were analyzed, it was seen that administrators focus on
being successful (f:3), sharing knowledge and distributing duties (f:1), control and
discipline (f:1), flexibility, transparency and tolerance (f:3), dealing with idea
differences — conflict resolution (f:4), and communication (f:1). Administrators from

PubM expressed no comments on this issue (Table 4.2.4).

Table 4.2.4
Administrators’ Opinions on Organizational Structure

PubM PubH PriM PubL Total

Statements f f f f f
Sharing knowledge and distributing 1 1
duties
. 1 1
Controlling the system
- 2 1 3
Flexibility — transparency — tolerance
3 1 4

Idea differences — conflict resolution

Different leadership styles from status
quo holder to democratic leader amongst 1 1
the administrators

Administrators from PubH focused on flexibility, transparency, tolerance,
sharing, and distributing duties. These bring to mind a more open, less centralized, and

collaborative organizational structure. Administrator 2 from PubH stated that
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“There is an organizational structure that is more transparent and
tolerant but uses discipline when it is time to use it. Teachers can

easily communicate all the problems they face. They don’t have such
difficulties.”

Administrators of PriM mentioned some communication problems between
every shareholder like teachers, parents, and administrators and they also focused that
the major roles of the administrators are dealing with idea differences and conflict

resolution. Administrator 2 expressed his opinion on this topic as follows:

“There are a lot of communication problems amongst the principal,
assistant principals, heads of departments, and teachers. The
dialogues amongst them are insincere. No one can see the good or bad
things that are done.”

Administrators in PubL also expressed the same role of the leaders together with

the importance of different types of leadership. Administrator 1 from PubL stated that:

“In the school I am working at, the organizational structure and
processes vary from person to person. Every colleague of mine in the
administrative position has different ideas and behaviors and of course
different leadership attitudes. We vary from a more status quo holder
to a more democratic leader. This difference causes conflicts, not
being able to find solutions to the problems, and procrastination of
problems during the implementation of the programs.”

4.2.3. Overview of the Results Related to Organizational Structure and Leadership

The overview of the results on the general category of school culture, its parent

and sub-parent categories were compiled in Table 4.2.5 in Appendix H.

In general, it can be seen that a participatory management style which embodies
such positive behaviors as sharing knowledge, flexibility, transparency, and accessibility
rather than a bureaucratic management style facilitates the implementation of the new

programs.
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However, the results also show that a participatory leadership model is required
at the macro level of the organizational structure of the Ministry of Education, as well.
Such a centralized organization that leaves almost no space for the principals to make
decisions like organizing school activities, delegating certain responsibilities to the
teachers, managing the school budget, and the like leave the principals helpless to be
able to find solutions to their school’s problems and especially to be able to use other
leadership styles. One of the most common expectations of the teachers from their
administrators is to improve the physical infrastructure of their schools; however,
administrators are not given any authority to do so by the central administration and are
supposed to just implement the regulations. It is also interesting to note that, this
limitation is also used as an excuse by the administrators not to put forward their best
efforts to make the best improvements they can within their limits. Creating a positive
school culture and using a participatory leadership model are to some extent inhibited by
factors related to centralized organizational structure. Nevertheless, administrators can
still make certain changes in their own school environment in order to better facilitate
the implementation of the new programs. They seem to have given up the fight before

they even started.

In schools like PriM where there is inconsistent perceptions on the organizational
structure and leadership behaviors, teachers either try to solve the problems they face by
sharing with the teachers they trust, or find solutions on their own, or act as if there is no
problem even though they are having difficulties so as not to seem to be a problematic
teacher. This inconsistency of perceptions between teachers and administrators on the
organisational structure and leadership weakens a strong and collaborative school

culture, as well.

4.3. Impact of Teachers and Administrator Perceptions about the New Programs

on the Implementation of the New Programs

The findings on the interviews made with 24 teachers from 4 schools were

analyzed according to the different themes focused on the interview guide. Perceptions
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about the new programs were identified as one of the general categories. Perceptions are

important because they also constitute values of the teachers and administrators attached

to the program that influence the work environment they create altogether.

4.3.1. Perceptions on the Programs

The teachers’ perceptions about the new programs were analyzed and three

parent categories were identified, which is shown in Figure 4.3.1.

Teachers

Perceptions on
the New

Programs

Learning principles of the programs

Materials and resources needed

Time allocation

Skills developed

Positive Assessment and evaluation
Parents’ support and qualities of them
Professional development of the
teachers
Physical conditions of the schools
time allocation
physical conditions of the schools
parents’ support and qualities of them
financial limitations
load of the program
materials and resources needed for the
Negative | programs
existence of end-of-grade exams
assessment and evaluation
bureaucratic barriers
ineffective leadership
limiting teachers
insufficient knowledge and adoption of
teachers
Physical changes
) Organisational structure
Suggestions | (administrative and financial reforms)

Effective leaders

Professional development

Figure 4.3.1 Parent Categories for Teachers’ Perceptions on the Programs
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9 school administrators from 4 schools were asked questions to obtain their

opinions on the new programs and their opinions were categorized under “perceptions”

and three parent categories of ‘positive’ and ‘negative’ were created. This is shown in

Figure 4.3.2 below:

Administrators

Perceptions
on the New

Programs

Positive

Learning principles of the programs

Materials and resources needed

Skills developed

Parents’ support and qualities of them

Professional development of the
teachers

Physical conditions of the schools

Negative

time allocation

physical conditions of the schools

parents’ support and qualities of them

financial limitations

Suggestions

Physical changes

Organisational structure
(administrative and financial reforms)

Professional development

Figure 4.3.2 Parent Categories for School Administrators’ Perceptions on the Programs

The specific comments of the teachers related with the parent category of

Positive were shown in Table 4.3.1 below.

Table 4.3.1

Teachers’ Positive Opinions on the New Programs

PubM PubH PriM PubL  Total

Statements f f f f f
I like the new programs. ! 2 2 2 7
Thf:y are student centered — students are 3 3 7 13
active.

They are simple and different methods 1 5 3 6

and techniques are used that leads to do

research.
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Table 4.3.1 (continued).

Statements

PubM  PubH

f

f

PriM
f

PubL  Total

f

f

The use of visual materials, internet,
and technology.

They develop the reasoning skills of the
students, avoids rote memory learning,

Teachers’ books, workbooks, and the
textbooks support the new programs.

They are more suited to parents who
have a higher educational degree.

I like the philosophy of education of the
new programs.

I believe in the use of the portfolios.

They involve parents in the learning
process.

They develop creative and critical
thinking skills.

They develop the sense of responsibility
in the students.

The necessary technological sources
(computers, projectors, access to
internet, resource books and materials,
etc.) support the implementation of the
programs.

The fact that students have good
computer skills supports the
implementation of the programs.

They modernized teachers and made
them be open to new ideas.

It is easier to motivate students and get
their attention now.

2

2
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Table 4.3.1 (continued).

PubM PubH PriM PubL  Total

Statements f f f f f
Small number of students in the classes 1 1
supports the implementation of the

programs.

The willingness of new teachers 1 1
supports the program.

Transferring what is learned to the daily 1 1

lives of the students.

They avoid the use of too much

knowledge, Appropriate amount of 2 2 1 5
knowledge is provided for the level of
the students.

. . 1 1 1 3
They encourage learning by doing.
There are lots of new ideas. ! !
Reasonable time is allocated for the 1 1 1 3

units; it holds a deductive approach.

When the answers of 24 teachers from 4 schools were analyzed, it was seen that
their opinions and comments about the new programs were generally positive. The
comments of the teachers about the programs were that the programs were student-
centered and that the programs required learning and teaching process in which students
were actively involved (f:13). In their answers, teachers also emphasized that the
programs led students do research (f:6); avoided knowledge loading and gave sufficient
amount of knowledge which was appropriate to the level of students (f:5); and avoided
rote memory learning (f:7). It was also thought that the new programs helped develop
higher order thinking skills of the students (f:4). Teachers thought that the teachers’
books, learning activities, course books (f:5) and necessary physical and technological
infrastructure (computers, projectors, labs, internet access, resource books and materials,
etc.) (f:8) would support the successful implementation of the new programs. These

comments can also be categorized as in the table below:
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Table 4.3.2

Sub-Parent Categories of Teachers’ Positive Opinions on the New Programs

PubM PubH PriM PubL Total

Categories f f £ £ £
Sound learning principles of the 11 8 7 14 41
programs

Variety of materials and resources used 3 4 4 4 15
Better time allocation 1 1 1 3

Focus on basic common skills 2 4 2 5 13
Variety of assessment and evaluation 1 1

Parents’ involvement 1 1 2

Encouraging professional development 1 2 1 3 7

of the teachers

Conducive physical conditions of the 4 3 5 9

schools

Teachers from PubM commented on the sound learning principles of the new
programs (f:11), better time allocation (f:1), variety of materials and resources used
(f:3), focus on basic common skills developed in the new programs (f:2), parents’
involvement (f:1), and encouraging professional development of the teachers (f:1).
Teacher 4 from PubM especially expressed the learning by doing principle of the
programs. Teacher 6 from PubM said that “the new programs are student-centered, they

discourage rote memory learning.”

Teachers from PubH commented on a variety of issues like variety of materials
and resources used (f4), parents’ involvement (f:1), sound learning principles of the
programs (f:8), focus on basic common skills developed in the programs (f:4),
encouraging professional development of the teachers (f:2), and variety of assessments

and evaluations used (f:1). Teacher 6 from PubH said that:
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“I find the new programs useful and necessary. I believe that students
have a long-lasting learning through home works and learning
activities. They avoid rote memory learning”.

Teacher 2 from PubH said that:

“It involves the parents into the learning process. It allocates more
time to learning by doing. The content of the subject areas are less
loaded now, especially the math content.”

Teachers from PriM also stated a variety of comments like the sound learning
principles of the new programs (f:5), variety of materials and resources used (f:4), focus
on basic common skills developed in the new programs (f:2), conducive physical
conditions of the schools (f:2), better time allocation (f:1), and encouraging professional
development of the teachers (f:1). Teacher 1 from this school said that “the new

programs are good for the students in that since the start of the new programs, they are

3

having more fun and the learning is more long-term and sustainable.” Teacher 6 also
said that “the new programs are attaining critical thinking skills different from the old

programs.”

Finally, teachers of PubL commented on the sound learning principles of the
programs (f:12), focus on basic common skills developed in the programs (f5), variety
of materials and resources used (f:4), and conducive physical conditions of the schools
(f:2). Teacher 4 from PubL said that “the new programs are student-centered,
encourage students to do research instead of memorizing, and encourage them fo grasp
the logic of what they are learning.” Teacher 6 from the same school also said that “the

3

new programs are student centered and they are a big progress in education.’

The specific comments of the school administrators related with the parent

category of Positive were shown in Table 4.3.3 below.

It is an interesting result that no administrators from PubL commented on

whether they liked the programs or not, while the other administrators from other type of
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schools all stated that they liked the programs in general and that the new programs

could be seen as a reform to improve the schools.

Table 4.3.3

Administrators’ Positive Comments on the New Programs

PubM  PubH PriM  PubL Total
Statements f f f f f

The programs are generally good. I like

. . . 3 3 2 8
them. It is a reform helping to improve
the schools.

Student centered, students are active, 2 3 1 2 8
constructivism.
Different methods and techniques are | ) 1 5 6

used which are simple and they
encourage doing research.

Avoid a load of knowledge; build up 3 1 4
only the necessary knowledge which is
compatible with the level of the students.

Develop reasoning skills of students,

. . . . 2 2 4
provide long lasting learning, and avoid

rote memory learning.

Appropriate for parents with higher level 2 2
of education

Having necessary technological

infrastructure  (PCs, projectors, labs, 2 2 1 1 6

internet access, resource books and
materials) help to implement the programs

Having few number of students in the
classes support the implementation of 1 1
the programs

When the answers of 9 school administrators from 4 schools on their ideas on the
new programs were analyzed, it was seen that they generally had a positive attitude

towards the programs (f:8). When their ideas were probed into, it was seen that the
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administrators found the programs as student-centered and that they were requiring
students to be more active in the learning-teaching process (f:8). The administrators also
focused the fact that the new programs were inducing doing research (f:6); they were far
from imposing too much knowledge, instead building up knowledge which was
necessary and to the level of the students (f:4); they were not encouraging rote memory
learning (f:4). The administrators also thought that the new programs were more
appropriate for the parents with higher level of education (f:2); and how much the
technological and printed materials were supporting the programs (f:6). Administrator 1
from PubL defended the opinion that classes with few numbers of students would

increase the success of the programs (f:1).

The positive opinions of the administrators on the new programs are mostly the
same with those of the teachers; however the administrators did not mention positive
comments on time allocation and assessment and evaluation principles of the new
programs. The similar categories could be formed from the comments of the

administrators shown in Table 4.3.4:

Table 4.3.4

Sub-Parent Categories of Administrators’ Positive Opinions on the New Programs

PubM PubH PriM  PubL Total

Statements f f f f f
Sound learning principles of the

programs 6 11 4 5 26
Variety of materials and resources used 2 2 1 1 6
Focus on basic common skills developed 2 2 4
Parents’ involvement 2 2

Encouraging professional development
of the teachers 1 2 1 2 6

Conducive physical conditions of the
schools 2 2 1 2 7
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In PubM, administrators commented on the sound learning principles of the new
programs (f:6), variety of materials and resources used (f:2), encouraging professional
development of the teachers, and conducive physical conditions of the schools (f:2).
Administrator 1 from PubM defines the program as “a program that would educate

better and more research oriented generation”.

Administrators from PubH commented on the sound learning principles of the
new programs (f:11), variety of materials and resources used (f:2), focus on basic
common skills developed in the new programs (f:2), encouraging professional
development of the teachers (f:2), and conducive physical conditions of the schools
(f:2). Administrator 1 from PubH finds the programs positive because “they encourage
students to do research, are more student-centered rather than teacher-centered,
prevent spoon feeding, require students to get the knowledge on their own and provide

team work”.

Administrators from PriM commented on the sound learning principles of the
new programs (f:4), variety of materials and resources used (f:1), encourage professional
development of the teachers (f:1), and conducive physical conditions of the schools
(f:1). Administrator 1 said that “They save students from memory learning and

encourage them to do research. This is the biggest change they brought in.”

Finally, administrators of PubL commented on the sound learning principles of
the programs (f:5), focus on basic common skills developed in the programs (f:2),
parents’ involvement (f:2), variety of materials and resources used (f:1), encouraging
professional development of the teachers (f:2), and conducive physical conditions of the
schools (f:2). Administrator 1 from PubL defines them as “a program that is
appropriate for classes with small number of students who are studying at schools with

appropriate infrastructure”.
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As can be seen in Tables 4.3.2 and 4.3.4, the answers of the teachers and
administrators on the positive sides of the programs are very similar with each other.

Both groups drew out similar positive aspects of the programs.

The Introductory Guidebook of the MoE (TTKB, 2005) focuses on the content of
the learning and teaching situations, evaluation approaches, and basic common skills
throughout the programs. When these are looked into deeply and compared with the
answers of the teachers and the administrators, it is seen that the knowledge of them on
the new programs are limited. Below, the statements for these areas from the

Introductory Guidebook of the MoE are shown.

In terms of the content, teachers and administrators only mentioned item b in
their answers, and not the rest. In terms of learning and teaching situations, items b, f,
and g are mentioned by the teachers and administrators; however, item f is said to have
not been realized because of bureaucratic barriers and item g is said to have not been
realized due to lack of resources as stated in the answers of the teachers and
administrators. In terms of the evaluation and assessment principals of the programs,

only item f is mentioned by few teachers.

The content:

a. Learning is maximized not only dividing life into parts, but with
a holistic content.

b. The facts, concepts, principles, methodologies and
approaches in every subject area are organized in such a way
to make learning easy.

c. While organizing the contents, the principles of learning and
motivation are taken into consideration.

d. While creating the contents, the balance of individualization and
socialization is considered.

e. While organizing the contents, attention is paid to showing facts,
concepts, and principles more than once (TTKB, 2005:16).

Learning-Teaching Situations
a. It is possible to motivate a child to learn only through stimulating
his desire to research and natural curiosity.
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b. Learning occurs through learning-centered activities when
the student is actively involved instead of the teacher or the
student lecturing and transmitting information.

c. The main aim is to transfer what is learned to different situations
and to use what is learned in a creative and effective
interpretation.

d. The problems seen in the environment of the child, his life style,

economical activities, and geographical factors are the main

contents for learning.

The cooperation of students should be encouraged.

The school is not just four-walls, but the whole environment.

Education should be directed to the sources apart from the

textbook.

h. Students should be encouraged to take part in different social
services at their schools and in their environments (TTKB,
2005:17-19).

G oo

The Evaluation Approaches

a. Evaluation is an indispensable part of learning.

b. The process as well as the product of learning should be
evaluated.

c. Follows the development of child with appropriate evaluation
and assessment techniques.

d. The evaluation and assessment system follows all functions of
the school and directs its improvement.

e. The programs accept that following the discipline rules are for
the good of the student and that’s why they encourage students to
assume this duty.

f. The programs encourage the use of alternative evaluation
and assessment techniques beside the conventional ones
(TTKB, 2005:19-20).

The second parent category, Negative, was shown in detail with the statements of

the teachers in Table 4.3.5 below:

Table 4.3.5

Teachers’ Negative Opinions on the New Programs

PubM  PubH PriM  PubL Total

Statements f f f f f
It is difficult to apply in crowded 3 4 4 11
classrooms.
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Table 4.3.5 (continued).

Statements

PubM
f

PubH PriM  PubL

f

f

f

Total
f

The  bureaucratic  barriers in
organizing field trips should be
abated; the system itself is inhibiting.

The course books are not adequate
and appropriate to the structure of the
programs.

The new alternative assessment
techniques are not sufficient and
capable for assessment.

They limit teachers a lot.

There are not appropriate physical
places to store and display the course
materials.

The attitude of the  school
administrators inhibits the
implementation of the programs.

Financial limitations, parents’
attitudes and their indifference, and
students’ incapability to obtain
necessary  materials  inhibit the
implementation of the programs.

The fact that teachers were not ready
for and knowledgeable enough about
the new programs is inhibiting.

The time is not enough.

Lack of necessary technological
infrastructure (like computers,
projectors, labs, internet access,
resource books, and materials) in
every  classroom  inhibits  the
implementation of the programs.

12
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Table 4.3.5 (continued).

PubM PubH PriM PubL Total

Statements f f - f f F
The programs are implemented in a

. 2 1 2 5
wrong way or cannot be implemented
well.
There are too many learning activities, 5 1 1 4

home works and project works and
this inhibits the implementation.

The end of grade exams (in the 6th,

7th and 8th grades) and the format of 2 2
these exams inhibit the

implementation of the programs.

They require huge amount of material

production with variety of stationery, 1 1 5
which inhibits the implementation of

the programs.

When the answers of 24 teachers from 4 schools were analyzed and their
negative comments on the new programs were picked out, teachers thought that it was
difficult to implement the programs in large classrooms (f:11), lack of insufficient
technological infrastructure (like computers, projectors, internet access, resource books
and materials) in every classroom and school inhibited the successful implementation
(f:11), and financial limitations and parents’ indifference were factors that inhibited the
implementation of the programs (f:5). Teachers also took the attention to the fact that the
programs had not been understood and assimilated well enough by the teachers and
problems occurred out of this (f:3); some of them also stressed that the existence of end-
of-grade exams and the format of these exams hindered the successful implementation
(f:2). Moreover, teachers complained that the allocated time for the courses did not
allow applying the necessary learning activities in the programs. (f:6). These comments

can also be categorized as follows:
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Table 4.3.6

Sub-parent Categories of Teachers’ Negative Opinions on the Programs

PubM  PubH PriM  PubL Total

Categories f f f f F
time allocation 3 3 6
physical conditions of the schools 5 9 2 9 25
lack of parents’ involvement 3 2 5
financial limitations 3 2 5
load of the program 2 1 1 4
materials and resources needed for the

programs 1 2 3 2 8
existence of end-of-grade exams 2 2
pointless assessment and evaluation 1 1 2
bureaucratic barriers 2 2
ineffective leadership 1 1 2
limiting teachers 1 1
insufficient knowledge and 3 1 3 7

embracement of teachers

When these categories are looked into the different types of schools, it is seen
that teachers in PubM commented on physical conditions (f:5), bureaucratic barriers
(f:2), lack of parents’ involvement (f:1), materials and resources needed (f:1), and

financial limitations (f:1).
Teachers of PubH commented on physical conditions (f:7), insufficient

knowledge and embracement (f:3), time allocation for units (f:3), materials and

resources needed (f:2), limiting teachers (f:2), existence of end-of-grade exams (fi2),
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load of the programs (f:2), and pointless alternative assessments (f:1). Teacher 5 from

PubH commented on the alternative assessment as the following

“However, I don’t believe that the performance home works and
project works are helpful neither for the students, nor for the teachers
and nor for the educational system. Because students feel themselves
obliged to get help from their parents and the parents are happily
doing the home works for them. Who are we grading, the students or

their parents?”

Teacher 1 from PubH expressed his opinions as follows:

“First of all the teachers need to be trained. The alternative
assessments abolish instruction. They prevent teachers from ‘doing
teaching’. The course books are completely inconsistent with the
educational philosophy of the programs. Student course books are like
university textbooks. The time is limited and the number of the students
is too much. The programs take for granted that students know some
things and limit the teachers a lot. The technological inadequacies
also prevent the implementation of the programs. The centralized
exam system is not compatible with the teaching principles of the
programs, either.”

Teachers from PriM commented on the ineffective leadership (fi1), physical
conditions required (f:2), financial limitation (f:3), lack of parents’ support (f:3), and

load of the programs (f:1).

Finally, teachers from PubL commented on the physical conditions (f:9), time
allocation for units (f33), insufficient knowledge and embracement of the teachers (f:3),
financial limitations (f:2), lack of parents’ support (f:2), ineffective leadership (f:1), and
load of the programs (f:1). Teacher 6 from PubL expressed his opinions as the

following:

“I cannot say that I was satisfied with neither the former nor the new

programs. 1 feel that the programs are the whole of classical set of
rules and regulations and list of items that attempt to realize the
procedure, which does not mean anything for me.”
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On the same topic, Teacher 6 from PubL said that: “I think the biggest change of
the new programs is that although it is no different from the previous ones, everybody

thinks that it is a good one.”

In terms of assessment and evaluation, the new programs focus a lot on
alternative assessments. In fact, it is one of the key principles of the new national
programs. However, assessment is considered to be undue paper work by some teachers
and it is not considered as one of the key principles of the new programs by the rest of
the teachers. This may be caused by lack of training on the programs, their key

principles, and aspects and practices of assessment.

The second parent category, Negative, was shown in detail with the statements of

the school administrators in Table 4.3.7 below:

Table 4.3.7

School Administrators’ Negative Opinions on the New Programs

PubM PubH PriM PubL Total
Statements f f f f F

They are difficult to be implemented in 3 3
large classrooms.

Financial incapabilities and students’ not

being able to get necessary materials inhibit 3 4 7
the implementation of the programs.

The programs have not been understood and 2 2
embraced very well.

Parents”  assuming  their  children’s 1 3 4
responsibilities, indifference of parents

The activities cannot be done in the 5 5

suggested time frame.
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When the answers of 9 school administrators from 4 different schools on the
general opinions on the programs were analyzed and their negative opinions were picked
out, it was seen that the administrators found it difficult to implement the programs in
large classrooms (f:3) and thought that financial incapabilities and indifferent parents
caused a barrier to the implementation (f:7). Some of the administrators took the
attention to the problems that were caused by the fact that the programs had not been
fully understood and adopted (f:2), the parents were assuming the responsibilities that
were actually required to be assumed by the students (f:4) and the learning activities
could not be done in the allocated time frame (f:2). These comments can also be

categorized as the following:

Table 4.3.8

Sub-Parent Categories of Administrators’ Negative Opinions on the Programs

PubM  PubH PriM PubL Total

Categories f f f f F
time allocation 2 2
physical conditions of the schools 3 3
parents’ indifference 1 3 4
financial limitations 3 4 7

The second part of the interview guide also asked for if teachers had any
suggestions for changes they would propose for their own schools to successfully

implement the programs. Table 4.3.9 shows the suggestions of the teachers.

Table 4.3.9
Teachers’ Suggestions for Changes in the Schools

PubM PubH PriM  PubL Total
Statements f f f f F

Significant administrative and financial 1 1 1 2 5
reforms need to be performed.
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Table 4.3.9 (Continued)

PubM PubH PriM  PubL  Total
Statements f f f f F
More seminars and teacher trainings. I I
A knowledgeable coordinator ! !
The administrators should not be appointed
for their political ideologies but be selected 1 1
through an objective exam and their
experience.
School administrators need to support the
implementation of the programs and we 1 | 3 5
need good and capable administrators who
have both authority and responsibility.
Specially designed classroom areas. 1 I
Physical changes in the schools, increasing
the use of technological and modern 2 1 1 5 9
educational materials (computers, internet
access, smart boards)
Building ateliers and places to store and 1 i 1 5

display the products.

When the teachers’ answers to the questions related with their ideas on the new

programs and changes they would suggest in their schools to successfully implement the

programs, it was seen that significant administrative and financial changes (f:5) and

physical changes (f:9) were needed. To implement the programs better, teachers also

suggested having supportive administrators and that more capable administrators that

had both authority and responsibility needed to be appointed to the schools (f:6). The

suggestions of the teachers can also be categorized as follows (Table 4.3.10):
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Table 4.3.10
Sub-Parent Categories of Teachers’ Suggestions for Changes in the Schools

PubM PubH PriM  PubL Total

Categories f f f f F
Physical changes 2 3 1 6 12
Organisational structure (administrative

and financial reforms) | 1 1 3 6
Effectiveness of leaders 1 2 3 6
Professional development 1 1

Teachers from PubM suggested changes on organizational structure (f:1) and
physical infrastructure (f:2). Teacher 1 from PubM focused on changes related with
organizational structure by saying that “important administrative and financial reforms
need to be carried out.” Teacher 6 also focused on the same factor by saying that
“Bureaucratic barriers need to be terminated especially for the site visits and projects.”
Teacher 2 from the same school focused on more physical changes by saying that “more

technological and modern educational tools need to be used; there should be internet in

every classroom.”

Teachers from PubH suggested changes on organizational structure (f:1) and
physical infrastructure (fi4). Teacher 1 from this school said that “all sorts of
administrative and financial changes need to be started.” Teacher 3 focused on physical

changes by saying that “There should be smart boards in every classroom.”

Teachers from PriM suggested more variety of changes like organizational
structure (f:1), physical changes (f:1), professional development of teachers (f:1), and
effectiveness of leaders (f:2). While Teacher 1 focused on the effectiveness of the
administrators by saying that “I would like to have an effective administrator who has
both authority and responsibility”, Teacher 2 focused on the need for more training:

“More training on the new programs for everyone is needed.”
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Teachers from PubL again heavily commented on physical changes (f:6),
organizational structure (f:3), and effectiveness of leaders (f:3). Teacher 1 from PubL

commented that:

“The administrators should not be appointed for their political
ideologies but be selected through an objective exam and their
experience. They should be idealist teachers who are open to new
ideas.”

Teacher 2 from PubL expressed in detail that

“Teachers should come to the class well prepared. They need to force
themselves even though they may find it difficult to implement the new
programs. They need to use audio and visual materials. Administrators
need to find resources for the work that their teachers will use and
support their teachers. The wishes and suggestions of the teachers
need to be taken into account. Financial changes and educational
tools and materials are needed. The Ministry does not allocate enough
resources to the schools. They need to take into account the needs and
allocate the budget accordingly.”

The second part of the interview guide also asked if school administrators had
any suggestions for changes they would propose for their own schools to successfully
implement the programs. Table 4.3.11 shows the suggestions of the school
administrators. Table 4.3.12 also shows the sub-parent categories of administrators’

suggestions for changes in their schools.

Table 4.3.11
Administrators’ Suggestions for Changes in the Schools

PubM PubH PriM  PubL  Total
Statements f f f f F

Radical administrative and financial 1 3 4
reforms need to be started.

More in-service trainings and seminars
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Table 4.3.11 (continued).

PubM PubH PriM  PubL  Total

Statements - f f f f F
The physical conditions of the schools need
to be improved; more technology oriented,

. . . . 1 1
educational and instructional materials
need to be used (computer, internet access,
laboratories, etc.)
Changes in the recruitment and
appointment procedures for administrators 3 1 4
and teachers
Table 4.3.12
Sub-Parent Categories of Administrators’ Suggestions for Changes in the Schools

PubM PubH PriM  PubL  Total

Categories f f f f F
Physical changes 1 1
Organizational structure (administrative 4 4 8
and financial reforms)
Professional development 3 1 4

Administrators from PubM suggested no changes at all. However, their teachers

suggested physical changes, administrative and financial reforms, and effectiveness of

leaders. This shows that administrators of this school cannot evaluate themselves and

their schools and propose suggestions related with these.

Administrators from PubH suggested changes on only organizational structure

(f:4). Administrator 1 from PubH said the following on this topic:

“Teachers have no fear of losing their jobs; that’s why they just enter
their classes and they are not guided well enough. As a school, you
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should have a say in the recruitment and selection of the teachers.
Teachers feel that no matter what their jobs are under guarantee. The
scoring system for the teachers and administrators and the
appointments are ridiculous. Administrators need to be well educated
and they need to be able to select their own teachers.”

Administrators from PriM suggested physical changes (f:1) and professional
development of teachers (f:3). Administrator 2 from PriM said that “The new programs

can be introduced to the teachers in a better way. There are still teachers who do not

know about the new programs.”

Administrators from PubL suggested changes on organizational structure (f:4),
and professional development (f:1). Similarly, Administrator 1 from PubL stated his

suggestions on administrative changes to better implement the programs:

“Administrators ~ should be given training on educational
administration and they need to first prove themselves that they can do
a good job in an administrative position. If only this could be done,
then the rest of the administrative problems would be solved
automatically.”

Administrator 1 from PubL also stated his opinions on financial issues that

“the Ministry of Education should give more financial support to the
schools which cannot meet their needs with the parents’ support.
Schools should be allocated more budget as they cannot make any
profit out of the products they produce and cannot finance themselves
with their own resources.”

Administrator 3 from the same School also stated that

“Administrative regulations should be changed and bureaucracy
should be decreased; the authority and responsibility should be in the
schools not in the central office; more national budget should be
allocated to education.”
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4.3.2. Overview of the Results Related to the Impact of Teacher and Administrator
Perceptions about the New Programs on the Implementation of the New

Programs

The overview of the results on the general category of teacher and administrator
perceptions about the new programs, its parent and sub-parent categories were compiled

in Table 4.3.13 in Appendix 1.

As an overall result of the impact of perceptions of the teachers and
administrators regarding the new programs on the implementation of the programs, it
can be stated that generally both groups have positive opinions on the programs, but lack
substantial knowledge on the learning principles, assessment and evaluation principles,
and basic skills taught in the new programs. However, it is significant to note that the
highest number of the positive remarks on the new programs coming from the
combination of both teachers and administrators are from PubH (f:45), followed by
PubL (f:42), then PubM (f:30). The lowest number of positive remarks derived from the
combination of both teachers and administrators are from PriM (f:25). In order to grasp
the underlying reason for this result, one must take into consideration the suggestions
offered by this school as compared to the three other schools. A total of 4 remarks were
made by the staff in this school suggesting the need for further professional development
and training, whereas there was only one other similar remark from PubL and no
remarks at all from PubM and PubH. Both these sets of results illustrate that the

interviewees of PriM did not fully understand the principles of the new programs.

As for the changes required in the schools to better implement the new programs,
changes related to the physical infrastructure of the schools, organizational structure in
terms of administrative and financial factors, leadership style, and professional

development are suggested.

One teacher’s critical comment: “feachers have no fear of losing their jobs” also

shows that some teachers may take advantage of their status as civil servants and their
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permanent job security by not making any efforts to implement the new programs,
which is a very similar attitude to the way the administrators made defensive excuses on

the organizational structure (see part 4.2.3).

As for the negative comments of the teachers and administrators on the new
programs, the majority of the negative comments is stated as the unsuitable physical
conditions of the schools. 12 remarks come from PubL which is followed by 9 remarks
from PubH, then 5 remarks from PubM and 2 remarks from PriM. As PriM is a private
school, it is understandable that it is the school that may need least improvements in the
physical infrastructure of the schools. The second most common negative comment from
both groups of interviewees (f:8) is the lack of materials and resources needed to better
implement the programs. The third most common negative comment from both groups
of interviewees is the insufficient knowledge on and teachers’ insufficient embracement

of the new programs with a total of 7 remarks.

The negative comments, which act as inhibitors to the implementation of the
programs can be listed as follows with the total number of remarks during the

interviews:

e physical conditions of the schools (£.25)

e lack of materials and resources needed for the programs (f:8)

e insufficient knowledge on and embracement of the new programs (f:7)
e insufficient time allocated for the units (f:6)

e lack of parents’ involvement (f:5)

¢ financial limitations (f:5)

¢ load of the programs (f:4)

e unnecessary assessment and evaluation (f:2)

e bureaucratic barriers (f:2)

e ineffective leadership (f:2)

¢ limiting teachers’ creativity (f:1)
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Similar to the previous results in Parts 4.1 and 4.2, PriM and PubL teachers have
the need for effective leaders and their teachers suggested having more effective leaders
as suggestions to the implementation of the new programs. Other suggestions beside the
physical change requirements were changes on organizational structure with the
dimensions of administrative and financial reforms and professional development of the
teachers on the new programs. All of these suggestions were found to be important to

the implementation of the new programs in Parts 4.1 and 4.2.

4.4. Impact of the Teacher and Administrator Values on Professionalism on the

Implementation of the New Programs

Teachers’ ideas on professionalism were classified as perceptions on
professionalism, autonomy, collaboration, teachers’ role, and professional development.
Figure 4.4.1 shows the parent and sub parent categories for professionalism as a general
category (Teachers is shown as Ts and Professionalism is shown as Prof. in the Table).
All of these parent and sub parent categories were analyzed separately and different

tables were also prepared related with each of them.

Figure 4.4.2 shows the results of the administrators’ interviews on
professionalism and as parent and sub parent categories for professionalism as a general
category (Administrators is shown as Adms and Professionalism is shown as Prof. in the
Table). All of these parent and sub-parent categories were analyzed separately and
different tables were also prepared related with each of them. Administrators’ opinions
on professionalism were categorized as perceptions on professionalism, autonomy,

collaboration, leadership roles and professional development.
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Ts

Prof.

Perceptions

Knowledge of subject and pedagogy

Pursuit of professional development

Experience

Being objective

Being well prepared

Love, Empathy, Willingness

Good communication Skills

Shown by Students’ Test Achievements

Ts

Prof.

Autonomy

Changes in Autonomy with the New Programs

No changes in Autonomy with the New programs

More Freedom and Independence

No freedom / More Restricted

Ts

Prof.

Collaboration

Individual Efforts Only

Peer Collaboration

Ts

Prof.

Teachers’
Roles

Expectations of Teachers

Embracing New Roles

Not Embracing New Roles

Ts

Figure 4.4.1. Parent and Sub parent Categories for Professionalism for Teachers

Prof.

Professional
Development

In-Service training of MoE

Adequate/Inadequate Training of MoE

Other Sources

Knowledge of subject and pedagogy
Experience
Adms | Prof. Perceptions | Good communication Skills
Democratic and participatory attitude
Being a Motivator, Guide, Support
More Freedom and Independence
Adms | Prof. | Autonomy No freedom / More Restricted
Adms | Prof. Individual Efforts Only
Collaboration Peer Collaboration
Leadership Expectations of Administrators
Adms | Prof. Roles Embracing New Roles
Not Embracing New Roles
Professional In-Service training of MoE
Adms | Prof. Devel Adequate/Inadequate Training of MoE
evelopment
Other Sources

Figure 4.4.2. Parent and Sub-parent Categories for Professionalism for School

Administrators
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4.4.1. Perceptions on Professionalism

This parent category was analyzed in two tables. Table 4.4.1 shows teachers’
descriptions of the word professionalism. After this, in Table 4.4.2, teachers’

descriptions of a professional teacher are displayed.

Table 4.4.1

Perceptions of Teachers on Professionalism

PubM PubH PriM PubL Total

Statements f f f f f
Being efficient in one’s work ! I
Being experienced 2 2 ! 2 7
Being an expert in one’s field; one 1 1 5
who does not involve his feelings in

his work

Owning your work; being open 1 1
minded, hard working, and being open

to development

Having the will power to do whatever 1 1
needs to be done and being able to

feel the right moment to do it.

A job that is done for salary 1 2 3

When teachers’ descriptions of the word “professionalism” were analyzed, it was
found that the majority of them described professionalism as being efficient and being
experienced (f:8). Some of them also defined professionalism as a job that is done for
salary (f:3). Only one teacher from PubL associated the word professionalism with
discretion; which is one of the most crucial aspects of professionalism according to the

literature.
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There were some changes between the descriptions of the word professionalism
and a professional teacher. Table 4.4.2 was prepared to show the descriptions of the

teachers on professional teachers.

Table 4.4.2

Sub-Parent Categories as the Qualities of Professional Teachers

PubM PubH PriM PubL Total

Statements f f f f F
Having sound knowledge of subject and 3 2 4 1 10
pedagogy

Pursuit of professional development;

Being open to new ideas, always doing l 2 | 2 6
research, following the demands of the

age, renewing oneself.

Being experienced 2 I 3
Being objective, unbiased to the students 1 1 2
and the incidents in the class

Being well prepared; knowing what to do 1 1 2 4
upon entering the classroom

Sacrifice, tolerance, empathy, love, doing 1 1 4 2 8
your job lovingly and willingly.

Good communication skills 1 3 1 5
(communicating with the students and

knowing them well).

Shown by test achievement (educating
highly achieving students for High 1 1
School and University Entrance Exams).

When teachers® descriptions of a professional teacher were analyzed, the most
frequent explanation was having affective qualities (sacrifice, tolerance, empathy, love,
love for the job, etc) (f:8) whereas the majority of the teachers defined the word

rofessional as being experienced. Involving feelings into one’s work was suggested as
p g exXp g g gg
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something that should not be related with professionalism in the previous section.
However, feelings rank the first in the descriptions of a professional teacher. Teachers
also thought that a professional teacher should have sound knowledge of content and
pedagogy (£:10). Communicating with students and knowing the students well (£:5),
being well prepared and knowing what he was going to do when entering the classroom
(f:4), being experienced (f:3) and pursuit of professional development with the qualities
of being open to new ideas, doing continuous research, following the demands of the
age, and renewing oneself (f:6) were also provided as descriptions of a professional

teacher.

The type of the schools seems to have no influence on the descriptions of the

teachers on professional teachers.
Regarding this category, some of the tape scripts are given as follows:
Teacher 5 from PubL said that

“According to me, professionalism means to be at the peak of your
profession. This applies for every profession. I do not believe that
professionalism is obtained without having experience for years. I
believe that it is very difficult to be professional in this specific
profession of teaching, because we are always communicating with
people. 1 think this answer is sufficient.”

Teacher 5 from PriM:

“It means earning money from what you are doing and doing all of the
requirements of that job. We cannot see teaching as something
professional. Teaching is something that involves sincerity, love, and
sacrifice. It is not only a job. Unlike other professions, we do not see
the result in a short time. We are shaping the development of a child.”
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Administrators answered the related questions on professionalism as their
perceptions of a professional teacher. Administrators’ perceptions of professional

teachers were shown in Table 4.4.3.

Table 4.4.3

Perceptions of School Administrators on Teachers’ Professionalism

PubM PubH PriM  PubL Total

Statements f f f f F
Democratic, participatory and ethical 1 - 1 1 3
attitude

Having sound knowledge of subject 1 2 1 3 7
and pedagogy

Having effective = communication - - | 2 3
skills

Being motivator-supporter-guide ) 2 ! 2 >
Experience 1 1 1 1 4

When school administrators’ descriptions of the word “professionalism” were
analyzed, it was found that the majority of the administrators perceived professionalism
as being well-equipped in terms of knowledge of subject and pedagogy (f:7), then being
a motivator, supporter, and a guide (f:5), and then being experienced (f:4), having a
democratic, participatory and ethical attitude (f:3), and having effective communication
skills (f:3). The descriptions of the administrators are similar to those of the teachers.
Administrator from PubL expressed in detail what he understands from professionalism

as:

“Being professional is, in a general sense, doing what needs to be
done, building appropriate relationships with people with whom he is
working with, being able to separate his private life from his business
life. A professional is someone who can do what he is doing in the best
way by diagnosing the shortcomings and overcoming them. When it
comes to professionalism in teaching, however, it shouldn’t be
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understood in the same sense as in other professions. It shouldn’t be
that much ‘automatic’, because our product is people. When someone
says ‘he is a very professional teacher’, first of all I would ask to
myself ‘are his students very successful in the exams or is he
contributing a lot to developing students as a social being?’. My
preference would be a teacher seeking for the later one without
ignoring the former one.”

Similar to the results of the teachers, the type of the schools seems to have no

influence on the descriptions of the administrators on professional teachers.

4.4.2 Autonomy

4 teachers from PubM and 1 teacher from PubH stated that there have been no
changes in terms of autonomy since the start of the new programs. 1 teacher from PubM
believed that there have been little changes. Teachers from PriM and PubL did not

express any opinions on this issue.

Tables 4.4.4 and 4.4.5 show teachers’ positive and negative perceptions of

change related with their autonomy with the start of the new programs.

Table 4.4.4

Teachers’ Positive Perceptions of Change on Autonomy

PubM  PubH PriM  PubL Total

Statements f f f F f
I feel myself free and independent 2 1 2 1 6
enough with the new programs

New programs partially brought 1 1
independence.

There have been a lot of changes all of 1 1

which are positive.

Getting rid of the daily plans is a
positive step.

157



Table 4.4.5

Teachers’ Negative Perceptions of Change on Autonomy

PubM PubH PriM PubL Total

Statements f f f F f
I am not free, the programs are too 1 4 1 4 10
binding.

3 1 2 1 7

I feel very little freedom.

I am not free, the organization’s rules
and regulations are binding.

When the answers of the 24 teachers from 4 different schools were analyzed, it
was seen that some of the teachers felt themselves autonomous enough (f:6), some of
them thought that the new programs brought partial independence (f:1). However, the
majority of the teachers felt that they were not independent and autonomous with the
start of the new programs and that the programs were too much binding (f:10) and they
thought they were less independent now (f:7). This could be expressed with the

following opinion of Teacher 3 from PubH who said that:

“As guidebooks to the teachers and workbooks to the students are
provided together with the new programs, I do not feel that I am
independent. Before the new programs, we had a daily plan of our own
within the general guidelines.”

Teacher 2 from PubL also stated something similar:

“In the previous program, 1 felt more independent although there were
some set and template plans I needed to follow. In this program,
however, the guide books and the course books (and I don’t know
according to what they were prepared) are far from my own style. 1
become more effective if I do not use them and do the lessons
according to my own wishes and techniques instead. I don’t think that
I am free. The shape may have changed, but there is still a limitation,
because someone else decides on the activities that I will be doing in
the classroom.”

158




Only 6 teachers out of 24 stated clearly whether there have been any changes in
terms of the autonomy since the start of the new programs. 5 out of these 6 teachers

thought there had been no changes in this respect. Teacher 4 from PubL said that

“If you leave aside the inadequacy of the physical conditions and the
crowded classrooms, I feel myself as a free state when I shut the door
of my classroom. It is in the hands of the teacher to create the
independence and freedom.”

The majority of the teachers in each school thought that with the implementation
of the new programs, their freedom is more restricted. As for the reason of losing their
autonomy or having less autonomy compared to the previous programs, teachers showed
the guidebooks and course books. Some of them also showed lack of teacher training on
the new programs as a reason for not being autonomous. Teacher 1 from PubL expressed

both shortcomings:

“I am not free and I think no teacher is free, either. As the training on
the new programs were not sufficiently done, the teachers are left
alone to discover the programs on their own and it takes 5 years to
learn them. Normally the books should be seen only as a learning tool,
but teachers have become more dependent on the books, they follow
them line by line and try to do each and every single activity.”

Type of the schools has no significance on the perceptions of autonomy of the
teachers. In every school, the majority of the teachers think that with the new programs,
they fell less independent and autonomous. This may be related with the self confidence
of the teachers on the new programs. If teachers have not been able to change their
paradigms on teaching and learning, they must be feeling themselves obliged to doing
everything step by step written in the guidebooks. Only teachers who have self
confidence in terms of having sound knowledge and skills on the teaching and learning
principles of the educational approach prefer to use their own discretions about what to
do, when and how to do it. The programs show examples of activities to the teachers that
could be used to achieve a specific goal or objective; however, as expressed by the MoE,
they are only examples and not taken as an absolute truth or activity that has to be done

in a classroom (TTKB, 2005). As the programs also focus on knowing the students well
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and designing activities according to the needs and learning preferences of the students,
teachers need to be more autonomous to design their lessons according to the needs of
their students rather than following the guidebooks step by step. The reason for having a
difficulty in this respect may be because teachers do not feel themselves well equipped

with the philosophy of the new programs.

Table 4.4.6 below shows school administrators’ ideas on autonomy and
independence at work since the start of the implementation of the new programs in terms

of the sub-parent categories of “change” and “no-change”.

Table 4.4.6
The Administrators’ Perception of Change Regarding Autonomy

PubM PubH PriM  PubL Total
Statements f f f f f

1 1 1 2 5

Partial autonomy provided

I don’t have autonomy, the programs are
g 1 1
too much binding

When the answers of 9 school administrators from 4 different schools were
analyzed, it was seen that while some of them felt themselves that they were
autonomous enough before the implementation of the new programs, some thought that
the new programs had brought partial autonomy (f:5). There were also administrators in
the majority who thought that they did not have autonomy with the new programs
because the programs were too much binding and the majority of these administrators

are from PubL (f:6). Administrator 1 from PubH said that

“We are not autonomous and free. We need to get permission and
approval for every little thing. We need to get permission to organize
sports activities, visiting museums and pensions and there is too much
bureaucracy. The activities that will be held in the neighborhood and
the district of the school should be in the authority of the
administrators.”
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Mostly administrators from PubL thought that they did not have autonomy
because the programs were binding. However, one of the administrators of PubL also
suggested ignoring the bureaucracy. The suggestion of Administrator 1 from PubL was
that “...principal who has the ability to use their initiatives can always make the general
frameworks more flexible” and suggested that an effective leader could ignore

bureaucracy by using his initiative.

Administrators’ reasons for not having enough autonomy were mostly
regulations, paper work, having to get permission for any activity, and bureaucracy. This

issue is discussed in more detail in Part 4.4.4.

4.4.3 Collaboration

The second parent category under “Professionalism” is collaboration. Sub-parent
categories are “Individual Efforts Only” and “Peer Collaboration”. Table 4.4.7 shows

teachers’ opinions on “Peer Collaboration”.

When the opinions of teachers on professional collaboration were looked into, it
was seen that the majority of the teachers were sharing mostly the problems that
occurred due to learning activities, objectives, time allocation, parents, and lack of
materials (f:10). Very few teachers (f:2) stated that they were sharing knowledge,
different methods, techniques, and activities with each other. There were also teachers
(f:7) who mentioned that they were not facing any problems when implementing the

programs. Only one teacher from PubH thought that they did not share anything.

Table 4.4.7

Collaboration with Peers

PubM PubH PriM Publ  Total

Statements f f f f f
We share ideas at the breaks and internet 2 2
sites.
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Table 4.4.7 (continued).

PubM PubH PriM PubL Total
Statements f f f F f

We share problems related with activities,
objectives, time allocation, parents, lack 3 3 1 3 10
of materials, etc.

We don’t share anything. ! !
I try to go parallel with the other teachers 1 1
and subject areas and try to do integrated
lessons with them.

1 2 3

We do department meetings.

We generally do the same things, may

make small changes according to the 1 1
situation of the classes. We try to have

common exams in our classes.

I do not have any problems. 3 3 1 7

When we take into consideration the teachers’ ideas on collaborative work
environment discussed in 4.1, it is seen that collaboration is only understood as mostly
sharing problems at the break times or at departmental meetings. Collaboration in a
professional sense does not exist. This means not only collaborating with the peers in
their schools but also being a member of an internet site, an email group, attending
conferences; that is, collaboration with the members of the same profession outside the
school, too. In a professional sense, collaboration also includes out of school activities

for professional growth and development.

When it was also analyzed how teachers were trying to overcome the difficulties
they were facing when implementing the programs, it was seen that there were teachers
trying to find out individual solutions rather through collaboration. Also, some of the

teachers (f:3) believed that the problems were not caused because of themselves and

162



these were all teachers from PubL. Table 4.4.8 shows examples of these individual

efforts:

Table 4.4.8

Individual Solutions to the Problems

Statements

PubM  PubH PriM

f

f

f

PubL
f

Total
f

I try to finish the units faster.

I try to use internet to find more examples
and information. I try to attend training
courses.

The only thing I cannot accomplish with
the programs is documents and secretary
work. I think they are loaded and
unnecessary. That’s why I don’t do them.

I question myself and try my best to do it
alone. 1 use the techniques that I believe
useful.

I believe that the problems occur not
because of me, it is because of the limited
resources, physical setting problems, and
the fact that the system has not been
adopted yet by all shareholders.

I only use the parts of the program that
conform to my expectations. I change or do
not use the parts that do not go with my
principles. I skip them. Sometimes I ask
my students “How about doing this or
doing that? Would you find it necessary or
not?” I shape everything on my own.

I try to identify the needs and the learning
difficulties of the students and give more
priority to those issues.

1

1
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The solutions are differing from time management to identifying the needs of the
students, and from searching on the internet to ignoring the programs, and to doing

nothing. The type of the school looks not to be influential on the type of the solutions.

Table 4.4.9 shows opinions of the school administrators about what they are

sharing with their colleagues about the new programs.

Table 4.4.9

Professional Collaboration for School Administrators

PubM PubH PriM PubL  Topple

Statements f f F f f
Cooperation with other schools’ 5 1 3
administrators in implementing the

programs

Finding out solutions to various 1 2 3

problems with the team of the teachers

In-service trainings and seminars,
X . 1 1 2 4
attending the departmental meetings

When the answers on the professional collaboration received from 9
administrators from 4 schools were analyzed, it was seen that they cooperated with other
administrators about how to implement the programs and how to overcome the problems
shared (f:3); found out solutions to the problems with their team of teachers (f:3); and
learned from in-service trainings, seminars, and their schools’ departmental meetings

(f:4). Administrators of PubL do all of these types of collaboration.

Different from the teachers, there are more ways of professional collaboration
like interacting with other schools, working with teachers, departmental meetings, and
in-service trainings and seminars. This is maybe because as the leaders of their schools,
they are responsible for implementing the new programs appropriately. Teachers may

close their doors and do what they want to do in their classes. However, as the leader,
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they may feel more responsibility and that’s why they are looking for more ways of

developing themselves and collaborating professionally with others.

Administrator 1 from PubH stated that

“we are always discussing the positive and negative aspects of the
programs and how we can improve our implementation. We organize
seminars in our school. We just finished a seminar on how to prepare
PowerPoint presentations and then we will start an English language
training program.”

Administrator 2 from PriM also mentioned that they were organizing seminars

constantly. Administrator 1 from PubL also explained that

“I do share ideas with my teachers about how we can implement the
new programs, what our capabilities and resources are, and how we
can create resources. I also share the official letters and explanations
on the programs with the teachers.”

4.4.4. Teacher and Leadership Roles

This parent category is classified into three sub-parent categories of
“Expectations”, “Embracing the New Roles”, and “Not Embracing the New Roles”.
Table 4.4.11 shows the statements of the teachers on the expectations of the new

programs from the teachers as part of their roles.

In regards with the teachers’ changing roles with the start of the new programs,
teachers mostly believed that they needed to work more, do research more, be open to
new ideas and be well prepared (f:10), as very well expressed by Teacher 3 from PubH

said that:

“If you want to apply the new programs appropriately, then there are
so many responsibilities on the part of the teacher. She needs to be so
vivid, very much planned, encourage every student that they can
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succeed and give each and every student a chance to present their
products. As the students will be doing research in a variety of areas,
the teacher needs to do the same research. I definitely adopt the new

3

programs.

Some thought that instruction should be more student-centered and the teacher
should be a guide (f:10) as expressed by Teacher 3 from PriM: “If requires being a
guide to make more students reach the information on their own. Students are not

spoon-fed.” Teacher 3 from PubL said that:

“You need to be well prepared for the class, learn about the individual
differences of the students, and be able to foresee what each student
can and cannot do. You need to use a variety of skills (like acting,
poetry, role plays, using time effectively), too, to be able to integrate
different subjects and topics. At the beginning, you may have some
difficulties, but as time goes on, with the help of the teacher guide
books, you adopt these roles quickly.”

Besides these, they also thought that the programs expected a lot of testing and

assessment, unnecessary paper work, and caused more burden on the teachers (f:3).

One teacher from each type of the school thought that there had been no changes
in their roles since the start of the programs and that this was what they were doing
before. Moreover, one teacher, Teacher 6, from PubL said: “I do not arrange my
teaching depending on the programs, so, besides some obligatory applications, no

positive changes have occurred when doing teaching.”

The other roles could be stated as testing and assessment, doing research,
planning, being student-centered, following course books, having IT skills and being
skillful in other domains. The common roles stated by every school were doing research,
being open to new ideas, being well prepared, being student-centered and being a guide
for the students. The type of the school looks to have no influence on the perception of

these roles.
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Table: 4.4.10

Expectations of the New Programs on the Teachers in Terms of Teachers’ Roles

PubM  PubH PriM PubL  Total
Statements f f f f f

Lots of testing and assessment, paper 2 1 3
work, too much burden on the teacher.

That 1 need to work more, do research

more, be open to new ideas and be well I 2 3 4 10
prepared.

Student-centered, teacher as a guide 1 2 4 3 10
Expects me to follow the course books 1 1
word by word.

Using the computer well and preparing 1 1 2

project works through internet.
Knowing your students very well.

Using a variety of skills (acting, poetry,

role play, using time effectively) to be 1 1
able to make interdisciplinary connections

between different subjects

No changes. I have already been doing
what is expected of the programs.

These were the perceptions on the expected new roles of the teachers. Ministry
of Education expressed in detail the new roles expected of the teachers. These

expectations are listed below:

Expectations of Teachers

1. Having satisfactory and sound knowledge on the programs,
creating solutions to the problems that may occur during the
implementation.

2. Cooperating with other subject area teachers in preparing and
implementing the yearly plans.
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3. Preparing an archive for the materials used in the learning
activities.

4. Preparing a question bank and collecting them in a folder of the
school.

5. Determining the learning needs of students.

6. Making students aware about study skills and preparing a study
schedule for them.

7. Sharing with other teachers the learning activities they use.

8. Preparing a reading list for students and enriching that in time.

9. Giving seminars to parents on student improvements.

10. Constantly communicating with parents and cooperating with

them.

11. Following what students do at home and communicating with them
outside the school.

12. Sending assignments to students on internet, guiding them during
the preparation and submitting processes.

13. Suggesting books for parents to read.

14. Finding voluntary parents for some students in case that their own
parents are insufficient to help them and indifferent to them.

15. Preparing a class folder to put students’ files.

16. Using Turkish efficiently and effectively.

17. Updating their knowledge on approaches to education.

18. Considering the individual differences of students when organizing
in class activities. (TTKB, 2005:50)

The roles that teachers thought they were expected to be assuming with the new
programs match the roles stated by the MoE; however, they are limited in number. As
can be seen in the list above, the MoE have more expectations of the teachers. These
expectations are provided in the Introductory Guidebooks and the in-service trainings of
the MoE, but the perceptions of the teachers in these schools regarding the expected
roles are only limited to doing testing and assessment, doing research, planning, being
student-centered, following course books, having IT skills and being skillful in other

domains.

When the teachers’ level of embracement of these changing roles brought by the
new programs was analyzed, it was seen that the majority of the teachers embraced the
new roles (f:18). However, there were also answers like ‘I partially embrace (f:4), ‘I

don’t embrace’ (f:4), and ‘I have already been applying these expected roles’ (f:3).
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Teachers’ ideas on the extent that they embraced these roles expected by the new

programs are shown in Table 4.4.11 below:

Table 4.4.11
Teachers’ Ideas on the Extent They Embrace Teacher Roles Expected by the Programs

PubM PubH PriM  PubL Total

Statements f f f f f
I embrace the teacher roles. 4 > > 4 18
I partially embrace the teacher roles. 2 ! ! 4
I don’t embrace the teacher roles. 2 ! ! 4
It is fully compatible with my

understanding of teaching. 1 have 1 5 3
already been applying these expected

roles.

This parent category on leadership roles for administrators is classified into three
sub-parent categories of “Expectations”, “Embracing the New Roles”, and “Not

Embracing the New Roles”, similar to those of the teachers.

Table 4.4.12 shows the statements of the administrators on the expectations of

the new programs from the school administrators as part of their leadership roles.

It was seen that the administrators thought the programs expected them to be a
guide (f32), a constructive person (f:1), have good organizational skills to plan and
organize resources (f33), be an active worker and to assume more responsibilities (f:8),
promote the programs to the parents and society (f:2), be well planned (f:3), give more

importance to self and professional development (f:3), and be a resource provider (f:4).
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Table 4.4.12

Expectations of the New Programs on the School Administrators in Terms of Leadership

Roles

PubM  PubH PriM  PubL Total

Statements f f F F f

Guide ! ! 2
. 1 1

Constructive person

Organizational skills to plan and 1 2 3

organize resources

Active work and responsibility 2 4 2 8

Effective promoter of the programs to 1 1 2

the parents and the society

Being planned all the time ! 2 3

Constant self and  professional 5 1 3

development — being ahead of the

changes

Finding / obtaining resources 4 4

Administrators of PriM saw their roles as only being planned all the time.
Administrator 1 from this school said that “The new programs require them to be well
planned and draw the work flow charts”. The second administrator from the same
school said defined their new roles as “The new programs require me fo spare exira
time after school, too, to do planning and programming”. Both of these answers have a
bureaucratic approach to the programs and a lack of clear understanding of the programs

and a leader of change for the new programs.
Administrators of PubL created more roles as part of the new programs. Finding

and obtaining resources as a role was mentioned by only this school’s administrators.

This may be because, as the low SES school, they need resources more than the others.
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Administrators of PubH described their new roles as working actively, promoting
the new programs to other shareholders in the society, being planned all the time and
constant self and professional development. Administrator 1 said that “the new
programs want me to promote them to the parents and the society in an effective way
and to have a constant communication with the shareholders”. The other administrator
said that “We are more active now. They expect me to learn new things. I need to be
energetic and keep up with the changes.” Administrators of this school are more

knowledgeable about the expectations of the programs.

Administrators of PubM described their new roles as being a guide, a
constructive person, having organizational skills to plan and organize resources, and
working actively. Their answers were short and direct: “being a guide, being
comstructive and organizing things” and “working more actively”. The descriptions of

the administrators of this school are limited, too.

When the answers were analyzed in terms of the extent that these changing roles
had been being embraced, Table 4.4.13 was prepared. The table shows that although
changes like mobility (f:3), keeping up with the changes (f:3), and planning outside the
school (f:1) have been a part of the leadership roles of the administrators in the new
programs, only some of them embraced these changing roles (f:3). However, some of
them also thought that there had been no changes in the roles of the administrators and

they had not been embracing the changes (f:3).

Table 4.4.13
School Administrators’ Ideas to the Extent They Embrace New Leadership Roles

Expected by the Programs

PubM PubH PriM PubL Total
Statements f f F f f

Being more active 3 3

Keeping up with changes 2 1 3

Planning outside the school
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Table 4.4.13 (continued).

PubM PubH PriM PubL Total
Statements f f F f f

I support the changing roles. 2 ! 3

No changes 1 1 1 3

In terms of embracing these new roles, administrators of PubH felt themselves
more ready and involved. Regarding the changing roles of the administrators,

Administrator 2 from PubH said that

“We are more active now. They expect me to learn new things. I need
to be energetic and keep up with the changes. An administrator who
needs to read all the time, keep up with the changes; moreover, be
ahead of the changes. I definitely embrace and support these changing
roles.”

Except for PubM, one administrator from each type of school thought that there
had been no changes in their roles with the implementation of the new programs shown
in Table 4.4.13. However, Administrator 3 from PubL commented that “I do not think

that the new programs have brought any changes to the administrator roles”.

These were the perceptions on the expected new roles of the administrators.
Similar to the teachers, Ministry of Education expressed in detail the new roles expected

of the administrators. These expectations are listed below:

The success of the programs first of all depends on the willingness and
the efforts of the practitioners. Voluntary teachers, entrepreneurial
school administrators (leaders), guiding school inspectors, and
cooperative parents will lead to student achievement. School
administrators should embrace a school leadership approach instead of
a traditional school leadership and understanding. School leaders
should help teachers in widening the vision of the teachers and
preparing and using new learning activities.

Expectations of School Administrators:
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. Having satisfactory and sound knowledge on the programs, creating
solutions to the problems that may occur during the implementation
2. Making available the necessary and required educational tools and

materials and the physical environment.

3. Enabling coordination between teachers

4, Creating an environment where teachers can share their knowledge
and experiences with each other.

5. Determining the yearly activities with all subject area teachers at the
start of the academic year.

6. Organizing monthly meetings to have a synchronized
implementation of the programs by all teachers to design learning
activities that will go with each unit and themes.

7. Organizing end of unit/theme evaluation meetings.

8. Evaluating to what extent the monthly and yearly goals determined
by the teachers have been reached.

9. Organizing end of year activities for the teachers where they will
share the learning activities they have prepared during the year and
being present personally in these activities.

10. Organizing in house seminars on a variety of topics that will be useful
for the professional development of the teachers; encouraging
attendance to such seminars that are organized outside the school.

11. Making teachers more awarae about watching movies and
documentaries that could influence teachers’ professional development
and personally doing these to set an example.

12. Guiding teachers to read books that will support their professional
development, organizing groups to do presentations, helping the
division of duties amongst the groups, preparing a suitable
environment for presentations and making sure that the other teachers
are present at these presentations.

13. Encouraging teachers, making them open to changes and new ideas,
providing them with conditions that will emerge their knowledge,
skills, and creativity, making teachers have an ownership for the
success during the learning-teaching process.

14. Organizing seminars for parents.

15. Facilitating the organizations of out of school activities.

16. Building laboratories and libraries and encouraging teachers to use
them.

17. Having a webpage of the school be prepared and making this webpage

to be actively used for the implementation of the programs. (TTKB,

2005:48-49)

Also, the research study carried out by the Ministry of Education on the pilot
schools where the new programs were implemented investigated what the new programs
required administrators to do. When the related questions were analyzed, the following

results were found (MEB, 2005:C-1-C-5)

173



1. Improving relationships and collaboration between school administration,
teachers, students, and parents

2. Promoting the new programs to the society

Creating necessary physical environment to implement the programs (theatre

hall, music hall, etc.)

4. Facilitating material production

(98]

The expected roles stated by the MoE and resulted in the research study carried

out by the MoE can be summarized as:

e Being an entrepreneurial and transformational leader

e Having sound background knowledge and skills

e Providing and organizing professional development activities for teachers
e Organizing training activities for parents

e Facilitating out of school activities

¢ Improving the infrastructure of the schools

e Creating and building a collaborative work environment

e Providing resources and materials for the teachers

e Promoting the new programs to the society

The Ministry of Education focuses especially on the role of being an
entrepreneurial and transformational leader. However, the previous findings suggest that
the administrators cannot act like a transformational leader. This may have several
reasons. One reason could be that the administrators are not provided with adequate
training on leadership. The second reason could be that the administrators are also
expected to act within the regulations and rules set by the central organisation of MoE.
MOoE expects the administrators to provide resources for the teachers, however, how can
an administrator create resources if he does not have any financial authority on his
school? The MoE expects the administrators to facilitate out of school activities;
however, as stated by both teachers and administrators, schools have a certain
bureaucracy they need to go throuhg to organize an out of school activity. Bureaucracy

and having no authority, especially, were shown as strong inhibitors by both teachers
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and administrators in Parts 4.1. and 4.3. The MoE is conflicting in itself by putting these
expectations on the teachers and administrators while not changing the organisational

structure as also suggested by both groups.

4.4.5. Professional Development

The last parent category of professionalism is divided into three sub-parent
categories of ‘adequacy of the in-service training’, ‘inadequacy of the in-service
training’ and ‘other sources’. The answers related with the first and second sub-parent

categories were shown in Table 4.4.14.

Table 4.4.14
Adequacy of the In-Service Training for Teachers

PubM PubH PriM PubL  Total

Statements f £ £ £ ¢
Adequate 2 1 3
Partially adequate 1 1 2
Inadequate 5 3 4 5 17
I haven’t attended any. 1 o) 3

Teachers generally attended some of the in-service training programs offered by
the Ministry of Education. The majority of the teachers thought that these training
programs were not adequate (f:17), some found them adequate (f.3), some found them
partially adequate (f:2), and some of them did not attend any training programs offered
by MoE (f:3). In PubM, the majority of the teachers found the training programs

inadequate as expressed by Teacher 3:

“The new programs have not been embraced fully. First of all, all of
the administrators and teachers should have been trained well on the
new programs. Teachers are trying to learn and implement the
programs on their own.”
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In PubH, only 2 of the teachers found the training programs adequate. On this

issue, Teacher 2 from PubH stated that:

“I attended the training programs offered by the Ministry of Education
and the inspectors of MoE. They were not adequate. They only
transferred knowledge and did not show any examples from the
practice”.

In PubL, similar to PubM, the majority of the teachers found the training

programs inadequate. Teacher 1 from PubL stated that

“I attended the seminars on the new programs from Grades 1 to 8. 1
attended the seminars on school administration in the new programs.
They were inadequate, because the trainers themselves were not
knowledgeable on the programs and had no idea on the real practice
of the programs”.

In PriM, the majority of the teachers (f:4) found the training programs inadequate

and 2 of them have not attended any training programs at all.

The main reasons why teachers did not find the training programs of MoE
adequate were that the trainers themselves were not knowledgeable, the trainers only
transferred knowledge, and they did not show any examples from practice. In a way, the
trainers themselves did not use constructivist methods in their own in service training

programs while expecting the trainees to use constructivist methods when teaching.

When the teachers’ answers on the other sources they used to support their
professional development were analyzed, it was seen that the most frequently used
source of information was the internet (f:10). Besides this, teachers also used teacher
guidebooks (f:3), resource books and university textbooks (f:4), their colleagues (f:4),
inspectors and school administrators (f:3), and experts and school seminars (f:3) as other

sources of professional development. These findings are shown in Table 4.4.15.
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Table 4.4.15
Other Sources for Support on the New Programs

PubM PubH PriM PubL Total

Statements f f f f f
Teachers’ guide books 2 ! 3
Rules and regulations ! !
Internet 4 3 3 10

. 1 1
Private schools
CD-ROMs of MoE 2 2
Educational sites ! !
Resource books, textbooks studied at 3 1 4
the universities

e 1 1 1 3

Inspectors, school administration
My colleagues I 3 4
Experts — School seminars 2 ! 3
I learn by doing. 2 2

Teachers from PubM and PubL used more variety of sources than the other

schools’ teachers.

The last parent category of professionalism for administrators is divided into
three sub-parent categories of ‘adequacy of the in-service training’, ‘inadequacy of the
in-service training’, and ‘other sources’. The answers related with the adequacy and
inadequacy of the in-service training programs offered by the Ministry of Education is

shown in Table 4.4.16 below:
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Table 4.4.16
Adequacy of the In-Service Trainings for School Administrators

PubM  PubH PriM  Publ. Total

Statements f f F f f
Adequate ! !
Inadequate ! ! 2 4
I haven’t attended any training. 1 1

Except for one administrator from PubL, all of the school administrators attended
the Ministry of Education’s in-service training programs and seminars on the new

programs. Administrator 1 from PubL stated that:

“I have never attended any training programs on the new programs.
Whatever I learnt is from the books, brochures, regulations, and the
internet site of the Ministry of Education”.

Similarly, except for one administrator from PubH, the rest of them found the
training programs inadequate both in number and in quality (f:4). This administrator,

Administrator 2 from PubH, expressed that

“I attended all of the seminars offered by the Ministry of Education.
They were quite adequate. However, learning by doing is more
effective and sufficient.”

Other sources that the administrators used to get more information on the new

programs were also identified. According to this, Table 4.4.17 was prepared.
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Table 4.4.17

Professional Development

PubM PubH PriM PubL  Total

Statements f f F f f
Meetings and seminars offered by 2 2 2 2 8
other educational institutions

Chain of bureaucracy ! i i i !
Web sites and other electronic sources 1 - - 2 3

on education and constructivism

Ministry of Education’s websites,
guidebooks, brochures, and - - 2 2
regulations

Table 4.4.17 shows that the majority of the administrators receive information
about the new programs through the meetings and seminars organized by other
educational institutions like private schools and universities (f:8), through bureaucratic
chain (f:1), and electronic and printed resources (f:5). Unlike teachers, the administrators

are not using a variety of resources.

4.4.2. Overview of the Results Related to the Impact of the Teacher and
Administrator Values on Professionalism on the Implementation of the New

Programs

The overview of the results on the general category of teacher and administrator
values on professionalism, its parent and sub-parent categories were compiled in Table

4.4.18 in Appendix J.

The results show that the concept of professionalism had different connotations
for teachers; because when teachers were asked to describe a professional teacher, the
meanings associated with the word “professional” changed. This could be because of the

use of the word “professional” in Turkish mostly as the antonym of the word “amateur”.

179



An amateur is someone who does something willingly, enthusiastically and free of
charge. There is also a saying in Turkish that goes: “doing something with a spirit of an
amateur”, which means that if you work like an amateur, you put your heart and soul
into your work and you are not working for the money you would earn. This is a cultural
perception of the words amateur and professional, as can be seen in the descriptions of
the teachers. Clearly there is no consensus on the meaning of professionalism amongst
teachers. Administrators’ perception on professionalism is also limited. The literature on
professionalism, on the other hand, defines it as strengthening teaching in ways that
reflect the features evident in other genuine professions through shared knowledge base,
standards, professional preparation, induction, continuous learning, promotion,

conditions, discretion, and accountability (Urbanski, 1998).

Type of the schools has no significance on the perceptions of autonomy of the
teachers. In every school, the majority of the teachers think that with the new programs,
they fell less independent and autonomous. This may be related with the self confidence
of the teachers on the new programs. When the previous results on Parts 4.1, 4.2 and 4.3
are taken into consideration, it is clear that the teachers have not been able to change
their paradigms on teaching and learning fully, they feel themselves obliged to follow
the guidebooks step by step, which limits their autonomy. Only teachers who have self
confidence in terms of knowledge and skills on the teaching and learning principles of
the new programs can use their own discretion about what to do, when and how to do it.
The programs show only examples of activities to the teachers that could be used to
achieve a specific goal or objective; however, as expressed by the MoE, they are only
examples and not taken as an absolute truth or activity that has to be done in a classroom
(TTKB, 2005). As the programs also focus on knowing the students well and designing
activities according to the needs and learning preferences of the students, teachers need
to be more autonomous rather than following the guidebooks step by step. The reason
for having a difficulty in this respect for the teachers may be because they do not feel

themselves well equipped with the philosophy of the new programs.
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When we take into consideration the teachers’ ideas on collaborative work
environment discussed in 4.1, it is seen that collaboration is only understood as mostly
sharing problems at the break times or at departmental meetings. Collaboration in a
professional sense does not exist. Collaboration means not only collaborating with the
peers in their schools but also being a member of an internet site, an email group,
attending conferences; that is, collaboration with the members of the same profession
outside the school, too. In a professional sense, collaboration also includes out of school
activities for professional growth and development. Finally, As Klette (2002) states,
teachers are supposed to be much more active in collegial terms. Collaborative efforts,
teaching in the form of coaching, team teaching and the like are supposed to become
part of teachers’ professional repertoire. Different from the teachers, administrators use
more ways of professional collaboration like interacting with other schools, working
with teachers, departmental meetings, and in-service trainings and seminars. This is
maybe because as the leaders of their schools, they are responsible for implementing the
new programs appropriately. Teachers may close their doors and do what they want to
do in their classes. However, as the leader, they may feel more responsibility and that’s
why they are looking for more ways of developing themselves and collaborating

professionally with others.

In terms of the new roles expected of the administrators, The Ministry of
Education focuses especially on the role of being an entrepreneurial and
transformational leader. However, the previous findings suggest that the administrators
cannot act like a transformational leader. This may have several reasons. One reason
could be that the administrators are not provided with adequate training on leadership.
The second reason could be that the administrators are also expected to act within the
regulations and rules set by the central organisation of MoE. MoE expects the
administrators to provide resources for the teachers, however, how can an administrator
create resources if he does not have any financial authority on his school? The MoE
expects the administrators to facilitate out of school activities; however, as stated by
both teachers and administrators, schools have a certain bureaucracy they need to go

through to organize an out of school activity. Bureaucracy and having no authority, were
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shown as strong inhibitors by both teachers and administrators in Parts 4.1. and 4.3, too.
The MoE is conflicting in itself by putting these expectations on the teachers and
administrators while not changing the organisational structure as also suggested by both
groups. As for the new roles expected of the teachers, the descriptions of both teachers
and administrators are too limited compared to those of the MoE. This could be because
of the insufficient in-service training programs that were not capable enough of training

both groups with necessary knowledge and skills.

Both group of interviewees found the in-service training programs of MoE
inadequate both in terms of content and the methods used. The main reasons why
teachers did not find the training programs of MoE adequate were that the trainers
themselves were not knowledgeable, the trainers only transferred knowledge, and they
did not show any examples from practice. In a way, the trainers themselves did not use
constructivist methods in their own in service trainings while expecting the trainees to

use constructivist methods when teaching.

For this last part of this study, the school types did not show any significant
influence on factors related with professionalism. Lack of clear perceptions on
professionalism, lack of autonomy, unclear or insufficient understanding of the new
roles expected of teachers and administrators, and lack of sufficient training on the new

programs act as inhibitors to the implementation of the new programs.
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CHAPTER S

CONCLUSIONS AND IMPLICATIONS

In this chapter, the results of all of the research questions will be interpreted
within the context of this multiple case study and certain immediate and far-reaching
conclusions will be drawn. First, conclusions on the impact of school culture on the
implementation of the new constructivist educational programs, secondly, conclusions
on the impact of the teacher and administrator perceptions about the new educational
approach on the implementation of the new programs, then conclusions on the impact of
teacher and administrator values on professionalism on the new educational programs,
and finally conclusions on the impact of the organizational structure on the
implementation of the new programs will be discussed in the light of the literature. The

last section will highlight implications for practice and further research.

5.1. The Impact of School Culture on the Implementation of the New Educational

Programs

In this section, first the case specific results will be summarized respectively for
each case school; then a general discussion will be made on the impact of school culture

in relation to the implementation of the new (constructivist) educational programs.

5.1.1 Conclusions on School Culture for PubM:

In this school, although administrators have positive perceptions on the
collaborative work environment, half of the teachers did not mention anything on this
parent category and the majority of the other half perceives a negative collaborative
work environment. There is inconsistency in this respect. Teachers are conflicting in
themselves in that all of them found their work environment as appropriate to implement

the new programs. Similarly, all of the administrators found the work environment as
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appropriate to implement the new programs. Only insufficient time is given by one

teacher as an inhibitor to the implementation of the new programs.

In regards with the sanctions, there seems to be no concept of peer sanctioning
among either teachers or administrators. The administrators are not interfering with the
teachers whether they are implementing the new programs or not. Administrators’ not
interfering and being indifferent to those who are not implementing the programs shows
that they are not striving to build up a certain school culture where the new programs are
embraced. Another inconsistency in this respect is that although administrators believe
that they warn their teachers as a method of sanctioning, this is perceived as no
interference by their teachers. According to Schein (1990), leaders may unfreeze the
present system by highlighting the threats to the organization of no change occurs, and,
at the same time, encourage the organization to believe that change is possible and
desirable; key positions in the organization may be filled with new incumbents who hold
the new assumptions because they are either hybrids, mutants, or brought in from the
outside; leaders systematically may reward the adoption of new directions and punish
adherence to the old direction; organization members may be seduced or coerced into

adopting new behaviors that are more consistent with new assumptions.

The majority of the administrators and teachers found their schools as effective
by offering more positive metaphors and descriptions for their schools. The
administrators showed bureaucracy, having no authority and ineffectiveness of staff as

inhibitors of implementing the new programs.

There seems to be lack of shared values, either in that only discipline and respect
are the shared values. However, the other values pointed out by teachers and

administrators imply a more autocratic leader and bureaucratic structure.
The answers of the administrators suggest that they want to have a school culture

where bureaucratic model of organizational structure is favored and discipline, respect,

appreciation, patience, hard work, and honesty are seen as shared values. However, the
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only method used by the administrators to build up such a school culture is guiding their
teachers. The school culture is not wholly perceived as to be the same by the teachers.
There is an inclination and support for a more bureaucratic model of organizational

structure, but it cannot be said for the shared values.

5.1.2 Conclusions on School Culture for PubH:

In this school, although the administrators stated more positive opinions on
collaborative work environment, half of the teachers stated no opinions and the majority
of the other half thinks that there is a positive collaborative work environment. Out of
every teacher and administrator interviewed at this school, only one teacher finds the

school environment as inappropriate for the implementation of the programs.

In regards with the sanctions, there seems to be no concept of peer sanctioning
among either teachers or administrators. The administrators are not interfering with the
teachers whether they are implementing the new programs or not. Administrators’ not
interfering and being indifferent to those who are not implementing the programs shows
that they are not striving to build up a certain school culture where the new programs are
embraced. Another inconsistency in this respect is that although administrators believe
that they use strong persuasion as a method of sanctioning, this is perceived as no

interference and no warnings by their teachers.

Although all of the administrators and the majority of the teachers find their
schools’ work environment as appropriate for the implementation of the new programs,
they still stated no administrative support, class size and physical conditions, and
insufficient time as inhibitors for the implementation of the programs. Similarly, despite
the majority’s opinion on the appropriacy of the work environment, 5 teachers showed

the class size and physical conditions as inhibitors.

The descriptions of the teachers and administrators on their existing school also

show inconsistent results. All of the administrators find their school as effective, which
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complies with the appropriacy of the work environment. However, half of the teachers
used positive descriptions and the other half used negative descriptions for their schools
whereas the majority found it to have appropriate work environment. The only inhibitor

stated by one administrator to the effectiveness of the school is having no authority.

Respect is the only shared value of teachers and administrators. The perceptions
of the shared values in this school vary a lot. Although the majority of the teachers think
they have an accessible administrator with whom they can share their problems, no
administrative support, no interference with the teachers who are not embracing the
programs appropriately, and negative descriptions on their schools are contradictory
with this perception. Lewis (1998) says that there is no unified set of values to which all
organizational members ascribe, because all organizational culture is composed of
integrated subcultures. However, all conflict will be able to be overcome by the presence
of a transformational leader, who will be able to unite people with common goals and
objectives. The transformational leader will be able to unite the members of the
organization, shape their feelings, beliefs and values and lead them on to greater heights

of self-awareness and achievement.

As an overall conclusion, there seems to be a lack of harmonious and
inconsistent school culture in PubH. This is in opposition with the cultural model that
focuses on changing meanings and values within organizations undergoing change. This
model uses social mechanism, such as innovative and trusted leaders, to motivate change
and the social controls of group norms and values to moderate how an innovation is

translated into practice. (Schwager & Carlson, 1994, p. 391).
5.1.3 Conclusions on School Culture for PriM:
In this school, teachers have stated neither positive nor negative opinions on the

collaborative work environment; however, all of them found their work environment as

appropriate. Administrators, on the other hand, found a positive collaborative work
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environment but overall found their school’s work environment as inappropriate. No

inhibitor was shown by the administrators in this school unlike the others.

As for the effectiveness of their school, half of both the teachers and the
administrators used positive metaphors and descriptions on their school and half of both

the teachers and the administrators used negative metaphors and descriptions.

There seems to be a lack of harmony in the shared values; although both the
administrators’ and the teachers’ values are positive in themselves, respect is the only
common shared value of the two groups. In this case, Lewis’s statement gains

importance again as shared in Part 5.1.2.

In regards to the sanctions, there seems to be no concept of peer sanctioning
among either teachers or administrators. The administrators are perceived as not
interfering with the teachers whether they are implementing the new programs or not.
They are also perceived as using warnings as a method of administrative sanctioning.
However, the administrators in this school stated that they do not use any sanctions on
the teachers who do not adopt the programs appropriately. Administrators’ not
interfering and being indifferent to those who do not implement the programs and
administrators’ not using any sanctions show that they are not striving to build up a

certain school culture where the new programs are embraced by everyone.

As this school is a private school, fear may be a reason for the inconsistent

answers of the teachers on school culture related questions.
5.1.4 Conclusions on School Culture for PubL:

This school is the most consistent one among all the other types of schools. The
most striking difference of this school from the other ones is that both teachers and

administrators find the lack of resources, physical conditions and class size as inhibitors

to the implementation of the new programs; however, they all consistently give
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importance to collaboration, support, understanding, love, respect, tolerance,
appreciation, and help to be able to implement the programs effectively. In a way, the

lack of all positive physical conditions united the teachers and administrators for a goal.

Both teachers and administrators found a positive collaborative work
environment and both groups have the most common shared goals. All of the teachers
found their administrators open and, similarly, all of the administrators believe that they

use sharing and helping as methods of building up a school culture.

Bureaucracy and having no authority are mentioned to be the inhibitors by the

administrators, similar to the other schools.

The only inconsistency in this school is regarding the sanctions. In regards with
the sanctions, there seems to be no concept of peer sanctioning among either teachers or
administrators. The administrators are perceived as not interfering with the teachers
whether they are implementing the new programs or not. Administrators’ not interfering
and being indifferent to those who are not implementing the programs shows that they
are not striving to build up a certain school culture where the new programs are
embraced. Another inconsistency in this respect is that although administrators believe
that they use strong persuasion as a method of sanctioning, this is perceived as no
interference and warnings by their teachers, which is a similar result to those of the other

schools.

5.1.5. General Discussion on the Impact of School Culture on the Implementation

of the New Educational Programs
According to the results of the interviews (see Chapter 4), several factors related

to school culture emerged as general inhibitors in implementing the new constructivist

educational programs. These may be listed as follows:
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i.  Placing no peer and administrator sanctions on the teachers who do
not implement the new programs appropriately
ii.  Lack of collaboration and team work
iii.  Inappropriate work environment in terms of lack of resources and
limited physical conditions such as no labs, libraries, IT
infrastructure, and class size
iv. Lack of professional development for both teachers and
administrators
v.  Bureaucracy
vi.  Having no authority for the administrators
vii.  Negative school climate
viii.  Ineffectiveness of teachers and administrators
ix.  Lack of consistent shared values
x.  Differing perceptions of administrators and teachers on the same

factors

Conversely, the presence of the above factors facilitates the implementation of
the constructivist programs. Specific inhibitors played a more significant role in

different types of schools.

According to Schwager and Carlson (1994), change in schools is difficult to
accomplish. “It is easier to introduce new tools than to change relationships, attitudes, or
values and that innovations requiring individual acceptance are easier to install than
those requiring group or widespread acceptance” Systemic reforms blend the
perspectives on school change, integrating concerns with participant’s attitudes, beliefs,
and behaviors with concerns regarding the larger context, system, or environment for
change. During this process, reorientations in personal values and philosophy may be
powerfully facilitated by supportive and reinforcing organizational structures and policy
influences. Sims (2000, p. 66) brings forth a similar idea to organizational culture by
saying that “changing an organization’s culture is more difficult than developing a new

one”. This view is consistent with an idea basic to organizational change and
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development efforts — that changing individual and group behavior is both difficult and
time consuming. The human tendency to want to conserve the existing culture is referred

to as “cultural persistence” or inertia (Sims, 2000, p. 66).

However, there are different ways that a leader may use to change the culture of
their schools. According to Schein (1990), leaders may unfreeze the present system by
highlighting the threats to the organization of no change occurs, and, at the same time,
encourage the organization to believe that change is possible and desirable; key
positions in the organization may be filled with new incumbents who hold the new
assumptions because they are either hybrids, mutants, or brought in from the outside;
leaders systematically may reward the adoption of new directions and punish adherence
to the old direction; organization members may be seduced or coerced into adopting new
behaviors that are more consistent with new assumptions. None of the administrators are
equipped with such skills to start changing the culture in their schools that would
facilitate the implementation of their school. The school administrators are not
knowledgeable and skillful in terms of their roles as a leader to start change. They need

further training on school leadership.

As an overall conclusion, it is clearly seen that a positive school culture has a

facilitating impact on the implementation of the new programs.

52. The Impact of Organizational Structure and Leadership on the

Implementation of the New Constructivist Educational Programs

In this section, first the case specific results will be summarized respectively for
each case school; then a general discussion will be made on the impact of the
organizational structure and leadership on the implementation of the new constructivist

educational programs in each type of the school.
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5.2.1. Conclusions on Organizational Structure and Leadership in PubM

In PubM, the fact that half of the teachers assessed the leadership behaviors as
effective and half of them as ineffective is both in keeping with previous results showing
a division of opinion and also points to the existence of two sub cultures or cliques
within the staff. Moreover, these two subcultures manifest themselves in their
descriptions of the organizational structure of their school. Clearly, there is no unity of
opinion amongst the staff on their school’s organizational structure and leadership.
Moreover, it is significant to note that the administrators did not offer any descriptions
of their style of leadership or their organizational structure. This may be due to a lack of
awareness of organizational structures and leadership styles. Given this case, it is not
easy to infer the degree to which the organizational structure or leadership (or lack of it)
has effected the implementation of the new programs. Perhaps, one might say the lack of
awareness, especially on the part of the administrators, may be seen as an inhibitor,
especially when this is backed by the opinions of teachers that view the organizational
structure as tightly controlled, indifferent, and with lack of participation in decision
making. Therefore, it seems that this seemingly “autocratic” leadership style and
organizational structure has a negative overall effect on the implementation of the
programs. Such a result is important according to Pratte and Rury (1998), who believe
that the rise of bureaucratically organized school systems and centralized administrative
authority dating from the mid-nineteenth century is related with the process of
“deskilling teachers”. Bureaucratic forms of organization and administrative discretion
in decision-making have been most influential in limiting teacher autonomy over the

past century.
5.2.2. Conclusions on Organizational Structure and Leadership in PubH

It is clear that the teachers at this school unanimously find their administrators to
be effective leaders. Coupled with previous findings on school culture where the shared

values were love, tolerance, and respect and work environment was mostly positive, the

leadership behaviors of the administrators must have a positive influence on the
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implementation of the new programs. This is corroborated by the administrators’ own
self evaluation of their leadership behaviors and by their description of their
organizational structure which embodied such positive behaviors as sharing knowledge,
flexibility, transparency, and tolerance. Therefore, in terms of organizational structure
and leadership, there seems to be a consistency between the perceptions of the teachers
and the administrators. This implies a positive school climate that is conducive to the
implementation of new programs based on constructivist approach. In fact, the
administrators of this school more than all the others dwelt on the importance of
following changes in education. Therefore, this positive climate will facilitate the
adoption of the new programs during the time of an educational reform, or at the very

least hamper resistance to change.

5.2.3. Conclusions on Organizational Structure and Leadership in PriM

As before, when assessing the results of the school culture on the implementation
of the new programs, this school paints a very inconsistent picture of its perceptions on
organizational structure and leadership. What is most striking in these results is the
overwhelming number of statements expressing the lack of collaboration of the
administrators with the teachers, which points to a bureaucratic model of organizational
structure from the teachers’ point of view. The administrators’ point of view, however,
is diametrically opposed to the teachers’, because they state that they show the behaviors
of flexibility, transparency, tolerance, and conflict resolution. There is obviously a
serious lack of mutual understanding, which does not imply a positive school climate.
Furthermore, the fact that this is a private school may impede the teachers’ open
communication of their problems. In such a school where there is inconsistent
perceptions on the organizational structure and leadership behaviors, teachers may either
try to solve the problems they face by sharing with the teachers they trust, or by finding
solutions on their own, or act as if there is no problem even though they are having
difficulties so as not to seem to be a problematic teacher. Moreover, the fact that the
teachers repeatedly state that they can collaborate with their administrators would imply

that they will not feel confident to share the problems they might face when
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implementing the new programs. Therefore, lack of open communication and the
absence of an environment of trust would act as inhibitors to the implementation of the

new programs.

5.2.4. Conclusions on Organizational Structure and Leadership in PubL

It was claimed that the results of the analysis of the school culture’s impact on
the implementation of the new programs seemed to be positive in part 5.1.4 and it was
put forward that the lack of physical conditions, materials and resources united the
teachers and administrators in this school, on closer examination of the impact of the
organizational structure and leadership, however, this conclusion is refuted by
inconsistency of perceptions both amongst teachers and between teachers and

administrators.

Most of the teachers viewed their administrators’ leadership behaviors as
ineffective, but when it came to the assessment of the organizational structure, they
presented a wide variety of views ranging from a participatory management to a tightly
controlled one. Their answers also ranged from “indifference” to “belief, trust, and

support”.

What seemed to be a positive climate in school culture is contradicted by this
study especially by the administrators’ perceived organizational management behaviors
in that “conflict resolution” was mentioned more frequently than any other management
behaviors. This means that there is either conflict amongst the teachers or there is
conflict between the teachers and the administrators. In either case, the climate would
not be conducive to the implementation of the programs appropriately. Lewis (1998)
says that there is no unified set of values to which all organizational members ascribe,
because all organizational culture is composed of integrated subcultures. However, all
conflict will be able to be overcome by the presence of a transformational leader, who
will be able to unite people with common goals and objectives. The transformational

leader will be able to unite the members of the organization, shape their feelings, beliefs
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and values and lead them on to greater heights of self-awareness and achievement,

which, clearly, is not seen in this school.

5.2.5. General Discussion on the Impact of Organizational Structure and

Leadership on the Implementation of the New Educational Programs

In general, it can be seen that a participatory management style which embodies
such positive behaviors as sharing knowledge, flexibility, transparency, and accessibility
rather than a bureaucratic management style facilitates the implementation of the new
programs. This is supported by the literature, too. According to the study carried out
Voulalas & Sharpe (2004), in times of change, especially in times of change for schools
to become a learning organization, principals should improve the school’s administrative
structure, provide professional development for all stakeholders, improve the channels
of communication within the school and between the school and its outside community,
and empower staff and parents to take leadership roles within a flatter and less
threatening leadership structure. These are all focused on learning, confidence, trust and
satisfaction. According to the results of the research carried by the same authors, the
prime means for overcoming philosophical barriers was for principals to disseminate
their vision more effectively among all stakeholders, encourage further input to the
vision by the stakeholders and explain the reasons for change. The “traditional” culture
was the main psychological obstacle reported to be standing in the way of
transformation. To change the culture also required the most effort and time of
principals/executives. The same study also showed that the prime leadership
characteristics were the ability of leaders to maintain professional awareness and to be
exemplary learners themselves. Other important leadership behaviors were giving
support and advice in times of crisis, building supportive and collegial terms, sharing the

vision, and keeping the vision alive through difficult times.
However, the results also show that a participatory leadership model is required

at the macro level of the organizational structure of the Ministry of Education, as well.

Such a centralized organization that leaves almost no space for the principals to make
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decisions like organizing school activities, delegating certain responsibilities to the
teachers, managing the school budget, and the like leave the principals helpless to be
able to find solutions to their school’s problems and especially to be able to use other
leadership styles. One of the most common expectations of the teachers from their
administrators is to improve the physical infrastructure of their schools; however,
administrators are not given any authority to do so by the central administration and are
supposed to just implement the regulations. It is also interesting to note that, this
limitation is also used as an excuse by the administrators not to put forward their best
efforts to make the best improvements they can within their limits. Creating a positive
school culture and using a participatory leadership model are to some extent inhibited by
factors related to centralized organizational structure. Nevertheless, administrators can
still make certain changes in their own school environment in order to better facilitate
the implementation of the new programs. They seem to have given up the fight before

they even started.

The type of the management style and the organizational style influence the
school climate and culture, too. In schools like PriM where there is inconsistent
perceptions on the organizational structure and leadership behaviors, teachers either try
to solve the problems they face by sharing with the teachers they trust, or find solutions
on their own, or act as if there is no problem even though they are having difficulties so
as not to seem to be a problematic teacher. This inconsistency of perceptions between
teachers and administrators on the organizational structure and leadership weakens a
strong and collaborative school culture, as well. In schools like PubM, where
bureaucracy is important and autocratic leadership style is dominant, there is

inconsistency in the shared school culture, too.

According to the results of two important studies in effective principals and
successful schools carried out by Bossert, Dwyer, Rowan and Lee (1982) four areas of
principal leadership were distinguished: Goals and Production Emphasis, Power and

Decision Making, Organization/Coordination, and Human Relations. The administrators
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interviewed in this study have weaknesses in all these four areas of principal leadership

as described by their own teachers.

As an overall conclusion, participatory management model and transformational
leadership behaviors have facilitating impact on the implementation of the new

programs.

5.3. The Impact of the Perceptions of the Teachers and Administrators on the New

Programs on Implementing Them

In this section, first the case specific results will be summarized respectively for
each case school; then a general discussion will be made on the impact of the
perceptions of the teachers and administrators on the new programs on implementing

them in each type of the school.

5.3.1. Conclusions on the Perceptions of the Teachers and Administrators on the

New Programs in PubM

Both teachers and administrators of this school have mostly a positive attitude
towards the new programs. However, the positive remarks of both groups about the new
programs are very limited. They are mainly focusing on the programs’ being student-
centered and some of the basic common skills focused throughout the programs. This is
supported by the introduction of the new programs by the MoE (TTKB, 2005). Both
teachers and administrators are not fully knowledgeable on the principles and the
paradigm of the new programs and need further training on them. This acts as one of the
inhibitors to the implementation of the programs because as Fullan explains (2000, p.
12) “We need to first focus on how teachers make sense of the mandates and policies
because there will be no educational reform until after teachers interpret the policies and

make decisions based on their beliefs about the new demands”.

196



Only the lack of appropriate physical conditions in the school, the lack a variety
of materials and resources and bureaucratic barriers are pointed as negative factors in the
implementation of the new programs by teachers. Administrators of this school

mentioned only the lack of parents’ support as a negative factor.

Teachers from PubM suggested changes on organizational structure, physical
infrastructure, and having more effective leaders as suggestions to better implement the
programs. However, Administrators from PubM suggested no changes at all. These
results show that administrators of this school cannot evaluate themselves and the
conditions of their schools and propose suggestions related with these. The need for
more effective leaders of the teachers is also proven by this attitude of their

administrators.

5.3.2. Conclusions on the Perceptions of the Teachers and Administrators on the

New Programs in PubH

Both teachers and administrators of this school have mostly a positive attitude
towards the new programs. In fact, this is the school whose teachers and administrators
stated the most number of positive remarks about the new programs. Even in this case,
the positive remarks of both groups about the new programs are still limited when

compared to the Introductory Guide of the MoE (TTKB, 2005).

Teachers from PubH commented on a variety of issues like variety of materials
and resources used in the new programs, parents’ involvement, sound learning principles
of the programs, focus on basic common skills developed in the programs, encouraging
professional development of the teachers, and variety of assessments and evaluations
used. Administrators’ positive comments are very similar to those of the teachers. The
commented on the sound learning principles of the new programs, variety of materials
and resources used, focus on basic common skills developed in the new programs,
encouraging professional development of the teachers, and conducive physical

conditions of the school.
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The negative factors influencing the implementation of the new programs were
stated by the teachers as the physical conditions, insufficient knowledge and
embracement, load of the programs and limited time allocation for units, materials and
resources needed, limiting teachers, existence of end-of-grade exams, and pointless
alternative assessments. However, administrators uttered lack of parents’ support and
financial limitations as the negative factors influencing the implementation of the new

programs.

As for the suggestions for changes to better implement the programs, teachers
suggested physical changes and administrative and financial reforms and administrators

suggested only administrative and financial reforms as a change.

5.3.3. Conclusions on the Perceptions of the Teachers and Administrators on the

New Programs in PriM

Both administrators and teachers of this school have positive opinions on the
new programs; however, it is the school that has the least number of positive remarks.
Teachers of this school see the sound learning principles of the new programs, variety of
materials and resources used, focus on basic common skills developed in the new
programs, conducive physical conditions of the schools, better time allocation for units,
and encouraging professional development of the teachers as positive elements of the
new programs. However, administrators of this school had a more limited list of positive
comments, which were the sound learning principles of the new programs, variety of
materials and resources used, encouraging professional development of the teachers, and
conducive physical conditions of the schools. Similar to the previous schools, the
positive remarks of both groups about the new programs are proven to be limited when

compared to the Introductory Guide of the MoE (TTKB, 2005).
Teachers from PriM commented on the ineffective leadership, physical

conditions required, financial limitation, lack of parents’ support, and load of the

programs as the negative factors influencing the implementation of the programs
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whereas the administrators stated the lack of time allocation for units as the only
negative factor. This shows that the administrators of this school have more limited
sound knowledge on the programs. This is also proven by their suggestions for the
implementation of the new programs that both groups mentioned, mostly the
administrators, more professional development activities to learn more on the new

programs and be more knowledgeable and skillful to implement them.

Teachers from PriM suggested more variety of changes like organizational
structure, physical changes, professional development of teachers, and effectiveness of
leaders whereas the administrators suggested only physical changes and more

professional development activities as suggestions for the programs.

Similar to the previous results, improvements in the physical infrastructure,
having effective leaders, and administrative and financial reforms are found to be critical

suggestions to better implement the programs.

5.3.4. Conclusions on the Perceptions of the Teachers and Administrators on the

New Programs in PubL

Both teachers and administrators of this school have positive opinions on the
new programs, in fact this school ranks the second in terms of the number of the positive
remarks on the new programs. Similar to the previous schools, the positive remarks of
both groups about the new programs are still limited when compared to the Introductory

Guide of the MoE (TTKB, 2005).

Teachers from PubL commented on the physical conditions, load of the
programs and time allocation for units, insufficient knowledge and embracement of the
teachers, financial limitations, lack of parents’ support, and ineffective leadership as
negative factors influencing the better implementation of the new programs. The

administrators’ ideas on the negative factors were limited compared to those of the
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teachers to physical conditions and financial limitations. This result in itself is consistent

with the results of this school in Parts 5.1 and 5.2.

The suggestions for change of the teachers included physical changes,
administrative and financial reforms, and having more effective leaders. Administrators
of this school suggested changes on administrative and financial reforms and more

professional development activities.

5.3.5. General Discussion on the Perceptions of the Teachers and Administrators on

the New Programs In Implementing Them

As an overall result of the impact of the perceptions of the teachers and
administrators regarding the new programs on implementing them, it can be stated that
both groups have positive opinions on the programs, but lack substantial knowledge on
the learning principles, assessment and evaluation principles, and basic skills taught in

the new programs.

The negative comments related with the scope of this study, which act as

inhibitors to the implementation of the programs can be listed as follows:

e physical conditions of the schools

e lack of materials and resources needed for the programs

e insufficient knowledge on and embracement of the new programs
e lack of parents’ support and involvement

e financial limitations

e unnecessary assessment and evaluation

e bureaucratic barriers

¢ ineffective leadership

Similar to the previous results in Parts 5.1 and 5.2, the existence of effective

leaders facilitates the implementation of the new programs. Suggestions of the teachers

200



and administrators for the better implementation of the programs are having more
effective leaders, improvements in the physical infrastructure, initiating administrative
and financial reforms in the organizational structure and having more professional
development activities for teachers and administrators. These are also proven to be

important to the implementation of the new programs in Parts 5.1 and 5.2.

As an overall conclusion, it is clearly seen that the positive perceptions on the
programs, owning them, and having a sound knowledge on the principles of the

programs have a facilitating impact on the implementation of the new programs.

5.4. Conclusions on the Impact of the Perceptions on Professionalism on the

Implementation of the New Programs

In this section, general discussion will be made on the impact of the perceptions
of teachers and administrators on professionalism in relation to the implementation of
the new educational programs. Different from the previous Parts of 5.1, 5.2, and 5.3,
case specific results will not be discussed respectively for each school, because overall
results showed that there are not significant changes between the schools and their

perceptions on professionalism.

5.4.1. General Discussion on the Impact of Perceptions on Professionalism on the

Implementation of the New Programs

The results show that the concept of professionalism had different connotations
for teachers; because when teachers were asked to describe a professional teacher, the
meanings associated with the word “professional” changed. This could be because of the
use of the word “professional” in Turkish mostly as the antonym of the word “amateur”.
An amateur is someone who does something willingly, enthusiastically and free of
charge. There is also a saying in Turkish that goes: “doing something with a spirit of an
amateur”, which means that if you work like an amateur, you put your heart and soul

into your work and you are not working for the money you would earn. This is a cultural
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perception of the words amateur and professional, as can be seen in the descriptions of
the teachers. Clearly there is no consensus on the meaning of professionalism amongst

teachers. Administrators’ perception on professionalism is also limited.

When teachers’ descriptions of a professional teacher were analyzed, the most
frequent explanation was having affective qualities (sacrifice, tolerance, empathy, love,
love for the job, etc) whereas the majority of the teachers defined the word professional
as being experienced. Involving feelings into one’s work was suggested as something
that should not be related with professionalism in the previous section. However,
feelings rank the first in the descriptions of a professional teacher. Teachers also thought
that a professional teacher should have sound knowledge of content and pedagogy.
Communicating with students and knowing the students well, being well prepared and
knowing what he was going to do when entering the classroom, being experienced, and
pursuit of professional development with the qualities of being open to new ideas, doing
continuous research, following the demands of the age, and renewing oneself were also

provided as descriptions of a professional teacher.

The results on professionalism in each school have inconsistencies in terms of
the perceptions of the word professionalism and a professional teacher. Moreover, the
results are limited and also differ from the descriptions of teacher professionalism in the
literature. National Council for the Accreditation of Teacher Education (cited in Fueyo

& Koorland, 1997, p. 336) defines teacher professionalism as the following:

“Teachers must base decisions on systemic knowledge, foster
inquiry and the discovery of new knowledge. In this respect, teachers
act as researchers. Teachers as researchers observe and analyze their
plans and actions and their subsequent impact on the students they
teach. By understanding both their own and their students’ classroom
behaviors, teachers as researchers make informed decisions about what
to change and what not to change”.

Furthermore, Urbanski (1998) sees teaching as a profession that reflects the

features evident in other genuine professions through shared knowledge base, standards,
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professional preparation, induction, continuous learning, promotion, conditions,

discretion and accountability.

These results when interpreted with the literature indicate that teachers and
administrators in each school do not have a sound perception on professionalism and a
professional teacher. This influences the other categories, as well, especially their

descriptions of their new roles.

Related with professionalism, Klette (2002, pp. 269-270) argues that
constructivist school reforms require new role definitions for teachers, students,
administrators, and parents. For teachers, restructuring means new conceptions of
teaching, empowerment of the teaching force, demands for greater professionalism, and
more responsibility. Teachers are urged to change their way of teaching from
knowledge transmission to knowledge-guiding and coaching. The role of the teacher is
empowering and enabling students to take control over their own learning. Teachers are
also supposed to take part and be an active voice in developing the goals and purposes
of schooling: to take and make curricular decisions as well as decisions about methods
and ways of working, which requires professional autonomy. Finally, teachers are
supposed to be much more active in collegial terms. Collaborative efforts, teaching in
the form of coaching, team teaching and the like are supposed to become part of
teachers’ professional repertoire. Collaborative planning and management have become

part of teachers’ professional roles.

In terms of the new roles expected of the administrators, The Ministry of
Education focuses especially on the role of being an entrepreneurial and
transformational leader. In Part 4.3, the expected roles of the administrators were
summarized as being an entrepreneurial and transformational leader, having sound
background knowledge and skills, providing and organizing professional development
activities for teachers, organizing training activities for parents, facilitating out of school
activities, improving the infrastructure of the schools, creating and building a

collaborative work environment, providing resources and materials for the teachers, and
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promoting the new programs to the society. However, the previous findings also suggest
that the administrators cannot act like a transformational leader. This may have several
reasons. One reason could be that the administrators are not provided with adequate
training on leadership. The second reason could be that the administrators are also
expected to act within the regulations and rules set by the central organization of MoE.
MoE expects the administrators to provide resources for the teachers, however, how can
an administrator create resources if he does not have any financial authority on his
school? The MoE expects the administrators to facilitate out of school activities;
however, as stated by both teachers and administrators in previous Parts, schools have a
certain bureaucracy they need to go through to organize an out of school activity.
Bureaucracy and having no authority were shown as strong inhibitors by both teachers
and administrators in Parts 4.1. and 4.3, too. The MoE is conflicting in itself by putting
these expectations on the teachers and administrators while not changing the
organizational structure as also suggested in Parts 5.1, 5.2 and 5.3 by both groups. As for
the new roles expected of the teachers, the descriptions of both teachers are also too
limited compared to those of the MoE. This could be because of the insufficient in-
service training programs that were not capable enough of training both groups with

necessary knowledge and skills and make the expected new roles clear to them.

It is clear that the new roles in the new programs expect teachers and
administrators to have professional autonomy, collaboration and collegiality, and
professional development. As seen in the limited descriptions of both groups’ new
roles, the limited and weak conceptions on professionalism are reflected in their
perceptions on the new roles. Both the teachers and administrators clearly do not see

themselves as “professionals”.

Collaboration and collegiality are not mentioned as parts of their new roles in
both groups’ answers in each school, but they are suggested as an important new role by
Klette (2002). Collegiality and working together and their relationship with
professionalism were also investigated by Khourey-Bowers, Dinko and Hart (2004).

According to them, when teachers do work together to deal with problems of curriculum
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and instruction, they cultivate collegiality, openness, and trust. In an 18-month case
analysis of study group as a professional development model, clear patterns of personal
and professional growth emerged. Personal patterns included self-confidence, a higher
degree of professional commitment, and a heightened awareness of self as learner. When
we take into consideration the teachers’ ideas on collaborative work environment
discussed in 4.1, it is seen that collaboration is only understood as mostly sharing
problems at the break times or at departmental meetings. Collaboration in a professional
sense does not exist. Collaboration means not only collaborating with the peers in their
schools but also being a member of an internet site, an email group, attending
conferences; that is, collaboration with the members of the same profession outside the
school, too. In a professional sense, collaboration also includes out of school activities
for professional growth and development. Finally, As Klette (2002) states, teachers are
supposed to be much more active in collegial terms. Collaborative efforts, teaching in
the form of coaching, team teaching and the like are supposed to become part of

teachers’ professional repertoire.

As for autonomy, it is seen as an important quality of a professional teacher by
Popkewitz and Lindblad (2004). The professional teacher is “self-governing” and has
greater responsibility in implementing curriculum decisions for children’s learning — a
system of capabilities and capacities that are homologous but not reducible to the
sensitivities and awarenesses inscribed in a pedagogical constructivism that organizes
the lifelong learner. The summary of Bryan’s (2004) study that summarizes the reform
efforts of the Blair government on English teaching through the National Literacy
Strategy, which has been the most far-reaching government intervention into the English
curriculum in England to date also shows that professionalism is interpreted as
autonomy, creativity, space for and ability of personal interpretation, and flexibility for
the written standard curriculum. According to Pratte and Rury (1988, pp. 72-73), the
critical issue and point of distinction between teaching and the traditional professions, is
power or control over the conditions of work. They argue that teachers presently
exercise relatively little authority in the day-to-day determination of their work life.

Related with this, Dondero (1997, p. 220) dwells on the organizational climate and
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educational effectiveness and he states that an organization with a participative
environment and less centralized control is viewed as a more effective organization by
teachers and that organizational climate appears to be a critical factor in the study of
teacher autonomy. In the previous Parts of 5.1, 5.2 and 5.3, however, bureaucratic model
of structure, the ineffective leadership behaviors, and weak and unshared school culture
were found to be inhibitors to the implementation of the new programs. These also result
in the weak formation of professional autonomy and collegiality in each of these schools

as suggested by Dondero (1997).

The results show that type of the schools has no significance on the perceptions
of autonomy of the teachers. In every school, the majority of the teachers think that with
the new programs, they fell less independent and autonomous. This may be related with
the lack of self confidence of the teachers on the new programs. When the previous
results on Parts 5.1, 5.2 and 5.3 are taken into consideration, it is clear that the teachers
have not been able to change their paradigms on teaching and learning fully, they feel
themselves obliged to follow the guidebooks step by step, which limits their autonomy.
Only teachers who have self confidence in terms of knowledge and skills on the teaching
and learning principles of the new programs can use their own discretion about what to
do, when and how to do it, which is again an important aspect of professionalism. The
programs show only examples of activities to the teachers that could be used to achieve
a specific goal or objective; however, as expressed by the MoE, they are only examples
and not taken as an absolute truth or activity that has to be done in a classroom (TTKB,
2005). As the programs also focus on knowing the students well and designing activities
according to the needs and learning preferences of the students, teachers need to be more
autonomous rather than following the guidebooks step by step. The reason for having a
difficulty in this respect for the teachers may be because they do not feel themselves

well equipped with the philosophy of the new programs.
This result, then, leads to professional development needs of both groups. The

majority of the teachers and administrators found the training programs offered by the

MoE as inadequate. PubM’s administrators are an exceptional case, because none of
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them attended to the in-service training programs of the MoE. This in itself is consistent
with their previous opinions on professional development in Part 5.3, where only the
administrators of this group did not suggest professional development as a way to
implement the programs better. Both group of interviewees found the in-service training
programs of MoE inadequate both in terms of content and the methods used. The main
reasons why teachers did not find the training programs of MoE adequate were that the
trainers themselves were not knowledgeable, the trainers only transferred knowledge,
and they did not show any examples from practice. In a way, the trainers themselves did
not use constructivist methods in their own in service trainings while expecting the

trainees to use constructivist methods when teaching.

For this last part of this study, the school types did not show any significant
influence on factors related with professionalism. Lack of clear perceptions on
professionalism, lack of autonomy, unclear or insufficient understanding of the new
roles expected of teachers and administrators, limited perceptions on collegiality and
collaboration, and lack of sufficient training on the new programs act as inhibitors to the

implementation of the new programs.

Overall conclusion is that seeing teaching a profession and embracing the values
related with professionalism have facilitating impact on the implementation of the new

programs.
5.5. Implications for Practice

This study was aimed at to examine the impact of school culture, organizational
structure and leadership, perceptions on the new programs, and values on
professionalism on the implementation of the new national programs in four case

schools.

According to Schwager and Carlson (1994), change in schools is difficult to

accomplish. “It is easier to introduce new tools than to change relationships, attitudes, or
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values and that innovations requiring individual acceptance are easier to install than
those requiring group or widespread acceptance” (Schwager & Carlson, 1994, p. 390).
This new constructivist national program obviously requires the whole nation’s
acceptance, firstly of the teachers and administrators. As Datnow (2002) suggests, some
reform designs are more nearly “pre-packaged” that is prepared by central authorities
and coercively offered to the schools. Although the programs were first piloted in 10
cities and in 120 schools, after the pilot study, the whole nation started to implement the
programs. According to Schwager and Carlson (1994), systemic reforms blend the
perspectives on school change, integrating concerns with participant’s attitudes, beliefs,
and behaviors with concerns regarding the larger context, system, or environment for
change. During this process, reorientations in personal values and philosophy may be
powerfully facilitated by supportive and reinforcing organizational structures and policy

influences.

This study reveals that one of the inhibitors to the implementation of the new
programs is the centralized organizational structure of the Ministry of Education that
hardly leaves any authority to the schools and their administrators. As supported in the
literature, educational reform measures in the 1990s emphasize teacher empowerment
(Dondero, 1997, p. 218). With teacher professionalism and participation in the decision-
making process being described as goals, the end results often find teachers as passive
recipients of reform initiatives. Negatively affecting the organizational climate is
increased centralization and bureaucratization which reduces the empowerment central
to educational reform. Mandated reforms that do not take into account input of
grassroots educators do not reflect the importance of educators as professionals capable
of making decisions beneficial to the students they serve. Centralized mandates reduce
the freedom of teachers to deal with diverse student abilities and the needs of the
community. Individual teacher autonomy is crucial to the success of the educational

reform movement.

Having no authority, bureaucratic barriers such as asking for official approvals

for organizing out of school activities, which are required by the new programs and
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financial limitations, are stated by both teachers and administrators in each type of the

school repeatedly as inhibitors to the implementation of the new programs.

Like constructivism in itself requires a change in the roles of the teachers which
is mainly being a facilitator, the same constructivist approach should show itself in the
whole organizational structure of the Ministry of Education. Similarly, like
constructivism encourages teacher empowerment and teacher autonomy, the same
empowerment and autonomy should be given to the leaders of the schools, too. The
Ministry of Education should define its role all over again. The Ministry of Education
overtly puts forward its expectation of the administrators as being a transformational
leader, which is also supported with the literature. However, as the administrators have
limited or no authority over the some of the daily actions (organizing trips, etc), teacher
recruitment, teacher promotion, using sanctions, obtaining resources, controlling the
finance and the budget of the school, maintaining school facilities, etc. they cannot feel
themselves and act as the real leaders of their schools. If the administrators do not have
the real authority but only the responsibility to control whether the teachers implement
the new programs, they cannot encourage their teachers to change themselves. They
only implement the rules and regulations of the MoE. Like the other nation-wide school
reforms in other education systems, like British and Canadian reforms, the MoE should
initiate structural changes as well that would facilitate the implementation of a
constructivist curriculum. However, some of this suggested decentralization would
require the involvement of the Ministry of Finance, too, in terms of the financial
changes. While giving authority to control the budget of a school to a school district or
the principal of the school himself, significant changes need to be done in the budget
allocation system of the whole country, too. At the moment, there is a pilot program
carried out by the Ministry of Finance to give certain authority to the local
administrators to control their own budget based on a Performance-Based Measurement
System. They are piloting this program in 8 different institutions. A similar pilot study
can be started with the Ministries of Education and Finance in a certain number of cities
and school districts. After the evaluation studies of the pilot program, the scope can be

widened to the whole country after necessary improvements.
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Similar ideas about the change of role of the principal are also expressed by
Cheng (1994). He suggests that in order for a curriculum change or reform to be
effective, some changes in the organizational model should also occur. Curriculum
change and teacher competence development happen in a three-level context of school
organization including the “individual level”, the “group level/program level”, and the
“whole school level”. At the whole school level, the components are suggested as
school-based teacher development, human resource management, staff development
program management, participative management, organizational culture, strategic
leadership,  instructional  leadership,  transformational  leadership,  social
interactions/climate, and organizational learning. In this multiple case study, it is
suggested that all of the school administrators be given professional training on
leadership in general, organizational culture, instructional leadership, strategic
leadership, participative management, and organizational learning as suggested by

Cheng.

In each type of the school, both teachers and administrators have a positive
attitude to the new programs; at least there is not an overtly expressed resistance to
change and implement the new programs despite the inhibitors such as ineffective
leadership, lack of physical infrastructure, lack of professional authority and
professional collegiality, lack of resources and materials, and lack of professional
development of teachers and administrators. However, it is also clearly seen that both
groups in these schools are not well equipped with the required knowledge and skills of
the new programs. First of all, the new programs’ curriculum paradigm is different.
Secondly, the expected roles of the teachers and administrators are different. Thirdly, the
new programs require professional teachers and administrators that give importance to
empowerment, autonomy, discretion, and collegiality and collaboration as values of
professionalism. According to Khourey-Bowers, Dinko & Hart (2004, p. 6), “effective
implementation of reform-oriented (constructivist) pedagogy depends on a classroom
dynamic of shared leadership, openness to new ideas, acceptance of ambiguity, and
valuing of group efforts”. These same traits should be modeled through professional

development activities in which teachers have opportunities to confront new and
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different ways of thinking and acting, to discuss and examine new ideas, to try out new
strategies in different situations, to receive feedback on the use of new ideas and skills,
to reflect on these experiences, and to revise their approaches (National Research
Council cited in Khourey-Bowers, Dinko & Hart, 2004, p. 7). In the setting of
professional development, reflection provides the opportunity to assess and evaluate new
strategies and to integrate proposed changes into the culture and needs of the school
community. A professional development experience for three groups of educators,
teachers and administrators, who engaged in challenging their assumptions and practice
through the lens of constructivist pedagogy, was created with the name of The Cadre
studies done in the summer of 1995 (Kinnucan-Welsch & Jenlink, 1998). The purpose of
the project was to “change the classroom delivery of a group of math and science
teachers from a more teacher-directed, information-giving, product-oriented, delivery
based on a behaviorist model of learning to a more active engagement, sense-making,
inquiry-, reflective-, and process-oriented delivery framed from a constructivist
perspective of learning” (Kinnucan-Welsch & Jenlink, 1998, p. 414). Constructivist
pedagogy emphasizes teacher as facilitator of learning opportunities while diminishing
the “teacher-as-expert” status. One of the observations in this Cadre study was that for
many teachers, giving up the expert status was uncomfortable. Cadre was about asking
the participants to “challenge their own assumptions” about teaching and learning and
for many this challenge to change threatened the inner sense of definition of who they

were as educators.

This study also found out that the in-service training programs that aimed at
making teachers and administrators aware of the principles and expectations of the new
programs are clearly not found to be adequate and effective. One of the common reasons
for the training programs’ ineffectiveness and inadequacy is that the training programs
only transferred knowledge and did not show any examples from the practice. In a way,
the Ministry of Education delivered these training programs with a traditional approach
of training. It did not do what it preached. The training programs should be designed
with constructivist pedagogy. More and long-term training programs that focus on the

vision and the learning principles of the new programs, the expected roles of the teachers
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and administrators and ways of collaboration, and more are needed, too. Related with
this, as done in the British Columbia’s school reform (Grimmett & D’Amico, 2008),
more ways of professional development activities and encouragement of collaboration
are needed to be started. To be able to do this, the below mentioned activities are

suggested:

1. Teacher networks, that comprise facilitative leadership and collaborative
learning approaches

2. Teacher research, that feature voluntary participation, a balance between
respect for and challenge of perspectives, and teacher ownership of focus
and methods

3. Teacher study groups, that have agendas of common interest to the
participants typically focusing on teaching strategies, subject-matter
content, and discussing research

4.  School-university partnerships, that include university professional
programs and teacher research projects linking issues of theory with
problems of practice.

5. Mentor teachers, that enable highly accomplished teachers to be able to
assume roles as mentors to new teachers, curriculum and staff
development experts, adjunct instructors in teacher-education programs,
and even as principal teachers responsible for leading a school’s

instructional program

Another implication for practice is on the pre-service teaching training programs.
Teaching as a profession and the factors and values related with professionalism could
be included in more detail in the curriculum of the pre-service teaching training
programs. Another training-related suggestion is also recommended for the training
programs designed for school administrators. The graduate programs on school
administration and leadership are suggested to include practicum at schools and more

case-based instruction focusing on cases related with building or changing school
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culture, transformational leadership, values on professionalism and implementation of a

constructivist curriculum.

5.6. Implications for Further Research

This study is limited to four case schools; three public elementary schools from
low, medium, and high SES and a medium SES private school. Therefore, a wide scale
quantitative study with a similar focus should be performed to see if similar results

would be found.

As this study is confined within the limits of the description of teachers’ and
administrators’ perceptions on school culture, organizational structure and leadership,
the new programs, and values on professionalism, it would be advisable to triangulate
the results of this study with classroom and school observations to compare these
perceptions with the real practice in their schools and interviews with the inspectors on

their perceptions.

Finally, it is suggested to carry out separate research studies on each of the areas
investigated in this study: perceptions on the new programs, school culture, values on
professionalism, and organizational structure and leadership. These studies should be

both qualitative and quantitative with the purpose of scrutinizing each of these areas.
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APPENDIX A

OGRETMEN GORUSME SORULARI

ILK VERSIYON

A. GENEL

Al.  Kag yildir 6gretmenlik yapiyorsunuz?

A.2. Kag yildir bu okulda ¢aligiyorsunuz?

A.3. Kaginci siniflara ders veriyorsunuz?

A.4. Haftada kag saat derse giriyorsunuz?

B.  PROGRAM HAKKINDA DUSUNCELER

B.1. Yeni dgretim programlariyla ilgili genel diisiinceleriniz neler?

B.2.  Sizce yeni programlarin getirdigi en biiyiik degisiklik nedir?

B.3. Programin uygulanmasini destekleyen ve engel olan seyler nelerdir?

B.4. Programlarin daha iyi uygulanabilmesi i¢in ne tiir degisiklikler olmasim
isterdiniz?

C.  MESLEKI PROFESYONELLIK

C.1. Ogretmen olarak programin sizden beklentileri sizce neler?

C.2. Yeni programlarla birlikte 6gretmen olarak sizce roliiniizde bir takim
degisiklikler oldugunu diistiniiyor musunuz? Neden?
Prompt Q: Bu yeni rolil ne kadar benimsiyorsunuz?

C.3. Mesleginizin gerekliliklerini yerine getirirken ne kadar 6zgiir oldugunuzu
diisiiniiyorsunuz?
Prompt Q. Bu konuda yeni programlarla birlikte herhangi bir degisiklik
oldugunu diisiintiyor musunuz?

C.4. Programin beklentilerini yerine getiremediginizi hissettiginizde ne
yaptyorsunuz?

C.5. Diger 6gretmenlerle yeni programlar hakkinda paylasimlarimiz neler?

C.6. Mesleki profesyonellik size ne ifade ediyor?

C.7. Sizce dgretmenlik meslegi mesleki profesyonellikle ilgili hangi kavramlar
tastyor? '

C.8. Yeni programlarla ilgili hangi hizmet i¢i egitim programlarina katildiniz?
Yeterli miydi?

C.9. Yeni programlarla ilgili bagka nerelerden bilgi aldimz?

D.  OKUL KULTURU

D.1. Sizce galisma ortaminiz yeni programlar: uygulamak i¢in ne kadar uygun?

D.2. Bu zorluklar rahatlikla idarecilerinizle paylasabiliyor musunuz?
Paylastigimzda nasil bir tepki alirsiniz?

D.3.  Yeni programin beklentilerini yerine getirmeyen 6gretmenlere idarecilerin
yaklagimi nasil?

D.4. Ekibinizde yeni programlar1 uygulamay: benimsemeyenlere karsi
meslekdaglarin yaklagimi nasil?

D.s.

Hayalinizdeki okulu anlatir mismiz? (a. Ogretmenler, b. Ogrenciler,
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c.Idareciler, d. Fiziki kosullar)
Prompt Q: Hayalinizdeki okula ne kadar yakin bir ortam var?
Okulunuzdaki ¢alisma ortamu ile ilgili hangi sifatlar1 kullanirdiniz? Nasil

Bu okulda tiim idareci ve 6gretmenlerin paylastigi, 6nemli olan kurumsal

Bu degerleri siz ne kadar benimsiyorsunuz? Hem fikir degilseniz, hangi

Yeni programin etkili bir sekilde uygulanmasi konusunda y&neticilerinizin

D.6.
tanimlardiniz?

D.7. Bu ¢alistifiniz okulu bir seye (bir hayvan, bir nesne, bir olay, masal
kahramani, v.b.) benzetmenizi istesem neye benzetirdiniz?
Prompt Q: Neden?

D.8.
degerler nelerdir?

D.9.
degerlerin olmasini isterdiniz?

E.  YONETIMSEL YAPI VE LIDERLIK

E.l.
liderlik davramslar1 hakkinda neler sdylerdiniz?

Prompt Q: Bu davraniglar size ne hissettiriyor?
E.2. Calistigimiz okuldaki yonetim yapisini nasil tarif edersiniz?
E.3.

Yeni programin uygulanmasinda, okul yonetim yapisinin size getirdigi
kolayliklar ve zorluklar nelerdir?
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APPENDIX B

YONETICi GORUSME SORULARI

LK VERSIYON

A. GENEL

Al. Kag yildir yoneticilik yapryorsunuz?

A.2. Kag yildir bu okulda yénetici olarak ¢alistyorsunuz?

B. PROGRAM HAKKINDA DUSUNCELER

B.1. Yeni 6gretim programlariyla ilgili genel diistinceleriniz neler?

B.2.  Sizce yeni programlarmn getirdigi en biiylik degisiklik nedir?

B.3. Programin uygulanmasim destekleyen ve engel olan seyler nelerdir?

B.4. Programlarin daha iyi uygulanabilmesi i¢in ne tiir degisiklikler olmasini
isterdiniz?

C.  MESLEKi PROFESYONELLIK

C.1. Yonetici olarak programin sizden beklentileri sizce neler?

C.2. Yeni programlarla birlikte ydnetici olarak sizce roliiniizde bir takim
degisiklikler oldugunu diisiiniiyor musunuz? Neden?

Prompt Q: Bu yeni rolii ne kadar benimsiyorsunuz?

C.3. Yoneticilik pozisyonunun gerekliliklerini yerine getirirken ne kadar 6zgir
oldugunuzu diistinityorsunuz?

Prompt Q: Bu konuda yeni programlarla birlikte herhangi bir degisiklik
oldugunu diistintiyor musunuz?

C.4. Programin beklentilerini yerine getiremediginizi hissettiinizde ne
yapiyorsunuz?

C.5. Diger dgretmenlerle yeni programlar hakkinda paylagimlariniz neler?

C.6. Mesleki profesyonellik size ne ifade ediyor?

C.7. Sizce dgretmenlik meslegi mesleki profesyonellikle ilgili hangi kavramlar
tagtyor?

C.8. Yeni programlarla ilgili hangi hizmet i¢i egitim programlarina katildmiz?
Yeterli miydi?

C.9. Yeni programlarla ilgili bagka nerelerden bilgi aldiniz?

D. OKUL KULTURU

D.1. Sizce galisma ortaminiz yeni programlar: uygulamak i¢in ne kadar uygun?

D.2. Ogretmenleriniz, yeni programlari uygularken yagadiklar zorluklari sizinle
rahatlikla paylasabiliyorlar m1? Sizden nasil bir tepki alirlar?

D.3. Yénetici olarak yeni programlari uygularken yasamilan sikintilari, yonetim
zincirinde bagl oldugunuz kisiyle rahatlikla paylasabiliyor musunuz?
Paylastiginizda nasil bir tepki alirsimz?

D.4. Yeni programin beklentilerini yerine getirmeyen ogretmenlere yaklagiminiz
nasildir?

Prompt Q: Ne tiir yaptirimlar uyguluyorsunuz?

D.5.

Ekibinizde yeni programlar1 uygulamay1 benimsemeyenlere karsi
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meslekdaglarin birbirine yaklagimini nasil gdzlemliyorsunuz?
Hayalinizdeki okulu anlatir misiiz? (a. Ogretmenler, b. Ogrenciler, c.

Prompt Q: Hayalinizdeki okulu isleyise gecirmekte size destek ve engel olan
Okulunuzdaki ¢aligma ortamu ile ilgili hangi sifatlar1 kullanirdimz? Nasil

Yoneticilik yaptiginiz bu okulu bir seye (bir hayvan, bir nesne, bir olay, masal

Bu okulda tiim idareci ve 6gretmenlerin paylastigi, 6nemli olan kurumsal

Bu degerleri siz ne kadar benimsiyorsunuz? Hem fikir degilseniz, hangi
degerlerin olmasini isterdiniz? Kurum kiiltiiriinii benimsetmek i¢in yonetici

Yeni programin etkili bir sekilde uygulanmasi konusunda hangi liderlik

D.6.
Idareciler, d. Fiziki kogullar)
faktorler nelerdir?
D.7.
tanmimlardiniz?
D.8.
kahramani, v.b.) benzetmenizi istesem neye benzetirdiniz?
Prompt Q: Neden?
D.9.
degerler nelerdir?
D.10.
olarak neler yapiyorsunuz?
E.  YONETIMSEL YAPI VE LIDERLIK
E.1.
davramiglarini gosterdiginizi digtintiyorsunuz?
E.2. Calistigimiz okuldaki yonetim yapisini nasil tarif edersiniz?
E.3.

Yeni programin uygulanmasinda, okul yonetim yapisinin size getirdigi
kolayliklar ve zorluklar nelerdir?
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APPENDIX C

OGRETMEN GORUSME SORULARI
SON VERSIYON

Sayin Katilimer,

Bu goriismeye katilmayr kabul ettiginiz i¢in tesekkiir ederim.

Goriismemizden elde ettifimiz veriler, doktora tezi i¢in yapilan bir arastirmada

kullanilacaktir. Arastirmada, okul isimleri, gériigme yapilan §gretmen ve yonetici

isimleri hig bir sekilde kullamilmayacak, her okula ve goriisme yapilan her kisiye bir

numara verilecektir.

Size yoneltecegim sorulara, igtenlikle ve miimkiin oldufunca detayl yanit

vermenizi istiyorum. Onaymiz oldugu takdirde, gériismemizi teybe kaydedecegim.

Arastirma calismast bittikten sonra, siz de isterseniz, sonuglar1 sizinle paylasmaktan

memnuniyet duyarim.

A. GENEL

Al.  Kag yildir 6gretmenlik yapiyorsunuz?

A.2. Kag yildir bu okulda ¢alistyorsunuz?

A.3. Kaginci siniflara ders veriyorsunuz?

A.4. Haftada kag saat derse giriyorsunuz?

B. PROGRAM HAKKINDA DUSUNCELER (Programn felsefesi ile ilgili
inanc¢ ve degerler — Arastirma Sorusu 3)

B.1. Yeni 6gretim programlariyla ilgili genel diistinceleriniz neler?

B.2. Sizce yeni programlarin getirdigi en biiyiik degisiklik nedir?

B.3. Programm uygulanmasini destekleyen ve engel olan seyler nelerdir?

B.4. Yeni programlarin etkili bir gekilde uygulanabilmesi i¢in okulunuzda ne tiir

idari (yonetsel, yonetici ve dgretmenlerin gorevleri, yetki ve sorumluluklart

anlaminda) ve mali degisikliklerin olmasini isterdiniz?
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MESLEKI PROFESYONELLIK (Profesyonellik ile ilgili degerler —

C.1.

C.2.

C.3.

C4.
C.s.

C.6.

C.7.

Arastirma sorusu 4)

Ogretmen olarak yeni programin sizden beklentileri sizce neler? Yani yeni
programlarla birlikte dgretmen olarak roliiniizde ne tiir degisiklikler oldugunu
diistiniiyorsunuz?

Bu yeni rolii ne kadar benimsiyorsunuz?

Mesleginizin gerekliliklerini yerine getirirken ne kadar bagimsiz, egitim-
6gretim etkinliklerinin planlanmast ve yiiriitilmesinde bir 6gretmen olarak ne
kadar dzgiir oldugunuzu diistintiyorsunuz?

Bu konuda yeni programlarla birlikte herhangi bir degisiklik oldugunu
diigtintiyor musunuz?

Programin beklentilerini yerine getiremediginizi hissettiginizde ne
yapryorsunuz?

Diger 6gretmenlerle yeni programlar hakkinda paylagimlariniz neler?

Genel anlamda “mesleki profesyonellik” deyimi size ne gagrigtirryor?
Ogretmenlik sizce profesyonel bir meslek alam midir? Mesela bir

dgretmeni tammlarken “gok profesyonel bir dgretmendir” desem, bu
ogretmenin vasiflart ile ilgili neler séylerdiniz?

Yeni programlarla ilgili hangi hizmet i¢i egitim programlarma katildimz?
Yeterli miydi?

Yeni programlarla ilgili baska nerelerden bilgi aldiniz?

OKUL KULTURU (Okul Kiiltiirii ile ilgili Algilar - Arastirma Sorusu 1)

D.2.

D.3.

D.4.

Sizce okulunuzdaki fiziki calisma kosullariniz, 6gretmenler arasi iletisim ve
etkilesim, yoneticilerle iligkiler, okulunuzda yerlesik gelenek ve aliskanliklar -
gibi seyler yeni programlari uygulamak i¢in ne kadar uygun?

Bu zorluklar: rahatlikla idarecilerinizle paylagabiliyor musunuz?
Paylagtigimzda nasil bir tepki alirsimiz?

Yeni programin beklentilerini yerine getirmeyen 6gretmenlere idarecilerin
yaklagimi nasil?

Ekibinizde yeni programlar1 uygulamay: benimsemeyenlere karst

meslekdaslarin yaklasimi nasil?
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D.5.

D.6.

D.7.

Hayalinizdeki okulu anlatir mismiz? (a. Ogretmenler, b. Ogrenciler, c.
Idareciler, d. Fiziki kogullar)

Hayalinizdeki okula ne kadar yakin bir ortam var? Su anki durumu hangi
sifatlart kullanarak tammlardiniz?

Bu ¢alistigimiz okulu bir seye (bir hayvan, bir nesne, bir olay, masal
kahramani, v.b.) benzetmenizi istesem neye benzetirdiniz?

Neden? Detayl aciklar misiniz?

Bu okulda tiim idareci ve d3retmenlerin paylastigi, nemli olan kurumsal
degerler nelerdir?

Bu degerleri siz ne kadar benimsiyorsunuz? Hem fikir degilseniz, hangi

degerlerin olmasini isterdiniz?

YONETIMSEL YAPI VE LIDERLIK (Yénetimsel Yapi— Arastirma

E.1.

E.2.

Sorusu 2)

Yeni programin etkili bir sekilde uygulanmasi konusunda yoneticilerinizin
etkili bir liderlik davranis1 gosterdigine inaniyor musunuz? Bunlar nelerdir?
Bu davramiglar size ne hissettiriyor?

Calistigimz okuldaki idari yap1 ve isleyis konusunda yasadigimz sorunlar
hakkinda neler séylersiniz?

Yeni programin uygulanmasinda soziinii ettiginiz bu sorunlar veya konular

ne yonde engelleyici veya tesvik edici oluyor?
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INTERVIEW GUIDE WITH TEACHERS
LAST VERSION (ENGLISH)

Dear Participant,

Thank you very much for accepting to have this interview with me. The data

from this interview will be used in a doctorate research study. The names of the

schools, teachers, and administrators will be kept totally confidential in the study;

each school and interviewee will be represented by a number throughout the study.

I would appreciate if you answer the questions sincerely and as deeply as

possible. Upon your consent, the interview will be tape recorded. If you want, I will

be delighted to share the results of the whole study with you, too.

A. GENERAL

Al. How long have you been teaching?

A.2. How long have you been working in this school?

A.3.  Which grades do you teach?

A.4. How many hours a week do you teach?

B. OPINIONS ON THE PROGRAMS (Beliefs and values about the
philosophy of the programs — Research Question 3)

B.1. What do you think about the new education programs in general?

B.2. What is the biggest change do you think that the new programs have brought?

B.3. What are the factors that inhibit or facilitate the implementation of the
programs?

B.4. Inorder to implement the new programs efficiently, what kind of

administrative (in terms of managerial, duties of the administrators and
teachers, responsibilities and authority) and financial changes would you like

to have?
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VALUES ON PROFESSINALISM (Values on professionalism —

C.1.

C.2.

C3.

C4.
C.s.

C.6.

C.7.

Research Question 4)

What do you think the new programs expect the teachers to do? What kind of
changes do you think you have had as a teacher with the start of the new
programs?

How much do you embrace this new role?

How autonomous do you think you are when teaching in terms of planning
and implementing the educational activities as a teacher?

Do you think there have been any change in this respect with the start of the
new programs?

What do you do when you feel you cannot realize the expectations of the
programs?

What do you share with the other teachers about the new programs?

In general, what does “professionalism” mean to you?

Do you think teaching is a profession? If I define a teacher as a “very
professional teacher”, what would you say about the characteristics of this
teacher?

Which in service training programs about the new programs have you
attended? Were they adequate and sufficient?

What other sources did you use to learn more about the new programs?

SCHOOL CULTURE (Perceptions on School Culture — Research

D.1.

D.2.
D.3.
D.A4.

D.5.

Question 1)

How appropriate do you think the physical conditions, relationships between
the teachers, relationships with the administration, the traditions and mores
are to implement the new programs in your school?

Can you share the difficulties with your administrators easily? What would
their reaction be when you share those?

What is the attitude of the administrators to those teachers who do not
embrace and cannot do the requirements of the new programs?

What is the attitude of the colleagues to those teachers who do not embrace
and cannot do the requirements of the new programs?

Can you describe your dream school? (a. Teachers, b. Students,
230



D.6.

D.7.

¢. Adminisrators, d. Physical conditions)

How close is your current school to your dream school? What kind of
adjectives would you use to describe the current situation?

If I want you to resemble this school that you are working at to something (an
animal, an object, an event, a hero in a story), what would you say?

Why? Can you explain in detail?

What are the values that are shared by all administrators and teachers and are
important to everyone?

How much do you embrace these values? If you do not, what other values

would you like to have in your school?

ORGANIZATIONAL STRUCTURE AND LEADERSHIP

E.1.

E.2.

(Organizational Structure — Research Question 2)

Do yo believe your administrators show effective leadership behaviors to
implement the new programs efficiently? What are these behaviors?
What do these behaviors make you feel?

What would you say about the flaws of the organizational structure and
process in your school?

To what extent these problems or issues are inhibitors or facilitators in

implementing the new programs?
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APPENDIX D

YONETICI GORUSME SORULARI
SON VERSIYON

Sayin Katilimet,

Bu goriismeye katilmayr kabul ettiginiz igin tesekkiir ederim.

Gortismemizden elde ettifimiz veriler, doktora tezi igin yapilan bir arastirmada

kullanilacaktir. Arastirmada, okul isimleri, gériisme yapilan 6gretmen ve yonetici

isimleri hic bir sekilde kullanilmayacak, her okula ve goriisme yapilan her kisiye bir

numara verilecektir.

Size yoneltecegim sorulara, igtenlikle ve miimkiin oldugunca detayli yanit

vermenizi istiyorum. Onaymiz oldugu takdirde, gériigmemizi teybe kaydedecegim.

Arastirma calismasi bittikten sonra, siz de isterseniz, sonuglar1 sizinle paylagmaktan

memnuniyet duyarim.

A. GENEL

Al.  Kag yildir yoneticilik yapryorsunuz?

A.2. Kag yildir bu okulda yonetici olarak ¢alistyorsunuz?

B. PROGRAM HAKKINDA DUSUNCELER (programin felsefesi ile ilgili
inanc ve degerler — Arastirma Sorusu 3)

B.1. Yeni 6gretim programlariyla ilgili genel diistinceleriniz neler?

B.2. Sizce yeni programlarin getirdigi en biiyiik degisiklik nedir?

B.3. Yeni programin etkili ve basarili bir sekilde uygulanmasim destekleyen ve
engel olan seyler sizce nelerdir?

B.4. Programlarin daha iyi uygulanabilmesi i¢in ne tiir idari degisiklikler

(yonetisel, yonetici ve §gretmenlerin gorevleri, yetki ve sorumluluklar:

anlaminda) ve mali degisiklikler olmasin isterdiniz?
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MESLEKI PROFESYONELLIK (Profesyonellik ile ilgili degerler —

C.1
C.2.

C3.

C4.

Cs.
C.6.

C.7.

Arastirma sorusu 4)

Yonetici olarak yeni programin sizden beklentileri sizce neler?

Yeni programlarin ydneticilerin rollerinde degisiklikler getirdigini diigtiniiyor
musunuz? Bunlar nelerdir?

Bu yeni rolii veya beklentileri ne kadar benimsiyorsunuz?

Yoneticilik gérevlerinizi yerine getirirken ne kadar bagimsiz (egitim 6gretim
etkinliklerinin planlanmasi ve yiiriitilmesinde) oldugunuzu diistiniiyorsunuz?
Bu konuda yeni programlarla birlikte herhangi bir degisiklik oldugunu
diigtintiyor musunuz?

Yonetici olarak programin beklentilerini yerine getiremediginizi
hissettiginizde ne yapiyorsunuz?

Diger dgretmenlerle yeni programlar hakkinda paylasimlariniz neler?

Genel anlamda “mesleki profesyonellik” deyimi size ne ¢agristirtyor?
Ogretmenlik sizce profesyonel bir meslek alan midir? Mesela bir 6gretmeni
tammlarken “gok profesyonel bir 6gretmendir” desem, bu dgretmenin
vasiflart ile ilgili neler soylerdiniz?

Yeni programlarla ilgili hangi hizmet i¢i egitim programlarina katildiniz?
Yeterli miydi?

Yeni programlarla ilgili baska nerelerden bilgi aldiniz?

OKUL KULTURU (Okul Kiiltiirii ile ilgili Algilar - Arastirma Sorusu 1)

D.2.

D.3.

Sizce okulunuzdaki fiziki ¢alisma kosullariniz, 6gretmenler arasi iletisim ve
etkilesim, yonetici ve dgretmen iligkileri, okulunuzda yerlesik gelenek ve
aligkanliklar gibi seyler

yeni programlari uygulamak i¢in ne kadar uygun?

Ogretmenleriniz, yeni programlari uygularken yasadiklari zorluklar sizinle
rahatlikla paylagabiliyorlar m1? Onlara kars1 yaklagiminiz ne olur?

Yoénetici olarak yeni programlari uygularken yasadigimz olumlu veya
olumsuz durumlari (ilge ve il) milli egitim miidurliikleri ve milli egitim
merkez 6rgiitil ile rahatlikla paylasabiliyor musunuz? Paylastigimzda nasil bir

tepki alirsiniz?
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D.4.

D.s.

D.6.

D.7.

D.8.

Yeni programin beklentilerini yerine getirmeyen dgretmenlere yaklasiminiz
nasildir?

Programin dgretmenler tarafindanda gerektirdigi gibi uygulanabilmesi i¢in
dgretmenlere ne tir yaptirimlar uyguluyorsunuz?

Ekibinizde yeni programlari uygulamay: benimsemeyenlere veya gelisi giizel
uygulayanlara kars1 difer 6gretmenlerin yaklasimi hakkinda neler
soylersiniz?

Hayalinizdeki okulu anlatir misimz? (a. Ogretmenler, b. Ogrenciler, c.
Idareciler, d. Fiziki kosullar)

Hayalinizdeki okulu hayata gecirmekte size destek ve engel olabilecek
faktorler nelerdir?

Yoneticilik yaptigimiz bu okulu bir seye (bir hayvan, bir nesne, bir olay, masal
kahramani, v.b.) benzetmenizi istesem neye benzetirdiniz?

Neden? Detayli agiklar misiniz?

Bu okulda tiim idareci ve dgretmenlerin paylastigini diistindtigiintiz, 6nemli
kurumsal degerler nelerdir?

Bu degerleri siz ne kadar benimsiyorsunuz? Benimsemediginiz degerlerin

yerinde hangi degerlerin olmasin isterdiniz?

D. 9. Okulunuzdaki dgretmenlere kurum kiiltiiriinii benimsetmek igin y6netici olarak

neler yapiyorsunuz?

Yeni programin etkili bir sekilde uygulanmasi konusunda 6gretmenlerinize

E.  YONETIMSEL YAPI VE LIDERLIK
E.l.

liderlik ettiginizi diistiniyor musunuz? Nasil?
E.2.

Calistiginiz okuldaki idari yap: ve igleyisi nasil tarif edersiniz? Bu yapinin

yeni programlarin uygulanmasinda getirdigi kolayliklar ve zorluklar nelerdir?
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INTERVIEW GUIDE FOR ADMINISTRATORS
LAST VERSION (ENGLISH)

Dear Participant,

Thank you very much for accepting to have this interview with me. The data

from this interview will be used in a doctorate research study. The names of the

schools, teachers, and administrators will be kept totally confidential in the study;

each school and interviewee will be represented by a number throughout the study.

I would appreciate if you answer the questions sincerely and as deeply as

possible. Upon your consent, the interview will be tape recorded. If you want, I will

be delighted to share the results of the whole study with you, too.

A. GENERAL

Al.  How long have you been an administrator?

A.2. How long have you been working as an administrator in this school?

B. OPINIONS ON THE PROGRAMS (Beliefs and values about the
philosophy of the programs — Research Question 3)

B.1. What do you think about the new education programs in general?

B.2. What is the biggest change do you think that the new programs have brought?

B.3. What are the factors that inhibit or facilitate the implementation of the
programs?

B.4. In order to implement the new programs efficiently, what kind of
administrative (in terms of managerial, duties of the administrators and
teachers, responsibilities and authority) and financial changes would you like
to have?

C. VALUES ON PROFESSINALISM (Values on professionalism —
Research Question 4)

C.1. What are the expectations of the new programs on you as an administrator?

C.2. Do you think the new programs have brought changes to the roles of the
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C3.

C4.

C.5.
C.6.

C.7.

administrators? What are these changes?

How much do you embrace this new role or expectations?

How autonomous do you think you are when administering in terms of
planning and implementing the educational activities as an administrators?
Do you think there have been any change in this respect with the start of the
new programs?

What do you do when you feel you cannot realize the expectations of the
programs?

What do you share with the other teachers about the new programs?

In general, what does “professionalism” mean to you?

Do you think teaching is a profession? If I define a teacher as a “very
professional teacher”, what would you say about the characteristics of this
teacher?

Which in service training programs about the new programs have you
attended? Were they adequate and sufficient?

What other sources did you use to learn more about the new programs?

SCHOOL CULTURE (Perceptions on School Culture —- Research

D.1.

D.2.

D.3.

D.4.

Question 1)

How appropriate do you think the physical conditions, relationships between
the teachers, relationships with the administration, the traditions and mores
are to implement the new programs in your school?

Can your teachers share with you easily the difficulties they face when
administering the new programs? What would your reaction be when they
share those?

Can you share with your superiors (district and city wide, authorities of the
Ministry of Education) easily the difficulties you face as an administrators
when implementing the new programs? When you share, what kind of
attitude is shown to you?

What is your attitude to those teachers who do not embrace and cannot do the
requirements of the new programs?

What kind of sanctions do you put in order for the programs to be

implemented by the teachers efficiently?
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D.5.

D.6.

D.7.

D.8.

D.9.

What is the attitude of the colleagues to those teachers who do not embrace
and cannot do the requirements of the new programs?

Can you describe your dream school? (a. Teachers, b. Students,

¢. Adminisrators, d. Physical conditions)

How close is your current school to your dream school? What are the factors
that would prevent you firom or support you to realize your dream school?

If I want you to resemble this school that you are managin to something (an
animal, an object, an event, a hero in a story), what would you say?

Why? Can you explain in detail?

What are the values that are shared by all administrators and teachers and are
important to everyone?

How much do you embrace these values? If you do not, what other values
would you like to have in your school?

What do you do in your school to make your teachers hold the school culture?

ORGANIZATIONAL STRUCTURE AND LEADERSHIP

E.l.

E.2.

(Organizational Structure — Research Question 2)

Do yo believe that you show effective leadership behaviors to your teachers
to implement the new programs efficiently? How?

How would you describe the organizational structure and process in your
school?

To what extent these problems or issues are inhibitors or facilitators in

implementing the new programs?
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APPENDIX E

Istanbul il Milli Egitim Miidiirliigiine,

Orta Dogu Teknik Universitesi’nde Egitim Yonetimi programinda doktorami
yapmaktayim. Doktora tezimin konusu, “Yapilandirmaci Egitim Yaklagimmmna
Giore Hazirlanan Yeni Ilkogretim Miifredatlarmm Uygulanmasinda, Okul
Kiiltiirii, Yonetimsel Yapi, Ogretmenlik Meslegiyle figili Algilar Gibi Miifredat
Dis1 Etkenlerin Etkisi”dir. Tez ¢aligmamda, 4 okul {izerinde bir vaka aragtirmasi
yapilacaktir ve bu okullarda ¢aligan 6 ilkogretim ogretmeni, 1 midir ve 1 midir
yardimeisi ile karsilikli miilakat yapilacaktir. Farkli sosyo ekonomik bolgelerden 4
okul secilmistir. Bu okullardaki 6Zretmen ve yoneticilere ekte bulunan miilakat

sorular1 sorulacaktir.

Calismam, Milli Egitim Bakanligi’mn uygulamaya baslattig1 ve egitimde bir
reform niteligi tasiyan miifredat programlarinin basariyla uygulanabilmesi i¢in farkli

bir bakis acis1 sunacak ve elde edilen veriler Bakanligimizla da paylagilacaktir.

Doktora tezinde ve Bakanliga sunulacak raporda, okul isimleri ve miilakat

yapilan kisilerin isimleri gegmeyecektir. Calisma sadece vaka incelemesidir.

Calismamu siirdiirebilmem igin, adi gegen okullarda yonetici ve dgretmenlerle

gerekli miilakatlarin yapilabilmesi i¢in izin verilmesini arz ederim.

Saygilarimla,
Sinem Vatanartiran
Orta Dogu Teknik Universitesi

Doktora Program Ogrencisi
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MILLi EGIiTIM BAKANLIGINA BAGLI HER TUR OKUL VE
KURUMLARDA YAPILMASINA iZIN VERILEN ARASTIRMA
UYGULAMASINDA VERI ARACLARI VE ARASTIRMA SONUCU
TAAHHUTNAMESI

ARASTIRMA SAHIBININ

Ad1 Soyadi Sinem Vatanartiran

Bagli Bulundugu Universite — Kurum Orta Dogu Teknik Universitesi

Aragtirma Konusu Yapilandirmaci Egitim Yaklagimina Gore
Hazirlanan Yeni Ilkogretim
Miifredatlarinin Uygulanmasinda, Okul
Kiiltiirii, Yonetimsel Yapi, Ogretmenlik
Meslegiyle Ilgili Algilar Gibi Miifredat
Dis1 Etkenlerin Etkisi

Yukarida yazili aragtirma ile ilgili;

1.) Opretmen Miilakat Formu ve Yonetici Miilakat Formunu kendimin

gelistirdigini ve baska kurum ya da kurulus tarafindan gelistirilmedigini;
2.) Kurumunuz tarafindan izin verildigi takdirde caligmalarimin sonuglarmi
caligmalari bittikten 2(iki) hafta i¢inde iki suret CD’ye kayith olarak 11 Milli

Egitim Miidiirligii’ne vermeyi;

taahhiit ederim.

Sinem Vatanartiran
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Arastirma Yapacak Kisilerin Tamamlamasi Gereken Bilgiler

ARASTIRMA ONERISI

Arastrma Konusu ve Onemi: Yapilandirmaci Egitim Yaklasimma Gore
Hazirlanan Yeni Ilkogretim Miifredatlarinin  Uygulanmasinda, Okul Kiiltiird,
Yonetimsel Yapi, Ogretmenlik Meslegiyle Ilgili Algilar Gibi Miifredat Disi
Etkenlerin Etkisi. Milli Egitim Bakanlidi’nin uygulamaya baslattig1 ve egitimde bir
reform niteligi tasiyan miifredat programlarinin bagariyla uygulanabilmesi i¢in farkh
bir bakis agis1 sunmak.

Problem ve Alt Problemler: Yapilandirmaci egitim yaklasimma goére hazirlanan
yeni ilkogretim miifredatlarmin uygulanmasinda, okul kiiltiirli, y&netimsel yapi,
ogretmenlik meslegiyle ilgili algilar gibi miifredat dis1 etkenlerin etkisi nedir?

Arastirma Evreni : Ilkogretim Okullar’'nda ¢alisan  §gretmen ve
yoneticilerdir. Orneklem ise, bir vaka aragtirmast oldugu igin, Istanbul ilinde, farkl
sosyo ekonomik bdlgelerden segilen 3 devlet ve 1 6zel ilkogretim okuludur.

Arastirma Yontemleri : Niteliksel arastirma yontemi ve vaka aragtirmasi
kullanilacaktir.
Veri Toplama Araclari : 6 ilkogretim Ogretmeni, 1 midir ve 1 midir

yardimcist ile karsilikli miilakat yapilacaktir. Farkli sosyo ekonomik bolgelerden
segilen 4 okuldaki ¢alisan 6gretmen ve yoneticilere ekte bulunan ve kendim tarafinda
gelistirilmis miilakat sorular1 sorulacaktir.

Cahsma Takvimi : Mays ayinda kisilerle miilakat yapmak

Arastirmaya katilacak birey sayisi ve yeri: Okul binalarinda 6 6gretmen ve 2
yonetici, toplam 32 kisi

Arastirmanin yapilacag) kurumlar listesi:

Arastirmaci, aragtirmanin tamamlanmsindan sonra arastirma sonucunu en geg 2 hafta
icinde iki 6rnegini cd’ye kayith olarak vermeyi taahhiit eder.

Sinem Vatanartiran
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APPENDIX F

ISTANBUL iL MIiLLi EGITIM MUDURLUGU
ARASTIRMA YAPMAYA YONELIK iZiN

T.C.
{STANBUL VALILIGI
11 Milli Bgitim Mudiirligi
Syt ©  B.08.4.MEMA34.00.18.580/ 19 05/ 44 37 4..10512008
Konu : Anket,
(Sinem VATANARTIRAN)

ORTA DOGU TEKNIK UNIVERSITESI
Egitim Fakiiltesi Dekanligma

figi: ) Valilik Makaminm 05/05/2008 tarih ve 1887/48027 sayth Oluru.

b) Milli Egitim Bakanhg Egitim Aragtirma ve Geligtirme Dairesi Bagkanh’ nm Okul ve
Kurumlarda Yapilacak Arastirma ve Aragtirma Destegine Yonelik izin ve Uygulama
Yonergesi.

¢) Bila tarih ve bila sayih yazniz.

Orta Dofu Teknik Universitesi Egitim Fakiiltesi Egitim Y&netimi Doktora Programu
Sprencisi Sinem VATANARTIRAN m, {limizde ekte isimleri belirtilen okullarda uygnlanmak iizere
“Yapilandumact Egitim Yaklagmma Gore Haznlanan Yeni fikégretim Miifredatlarmn
Uygulanmasinda, Okul Kiiltlirii, Yonetimsel Yap, Ogretmentik Meslegiyle Higiti Algilar Gibi
Miifredat Dist Etkenlerin Etkisi® konulu anket uygulamast yapma istegi ilgi (a) Valilik Olura ile
uygun goritimiigtiir.

Bilgilerinizi, gereginin ilgi (a) Valilik Oluru dogruitusunda, gerekli duyurunun anketei
tarafindan yapiimasmi, islem bittikten sonra 2(iki) hafta iginde sonugtan Mudirligimiiz Kiiltiir

Baliumtine rapor halinde bilgi verilmesini arz ederim.
e
%\;\’ g

—Erdem DEMIRCI
Miidiir a.
Mitdiir Yardimeist

EKLER :
Bk-1. ILGI (a) Valilik Oluru.
2. Anket sorulart,

REIHEEYYE NOT : Verilecek cevapta tarih, kayit numarast, dosya numarast yazidmast rica olunur.
B4 L018) Adres : Istanbul Milli Egitim Mudarlugi A.Blok Ankara cad. No:2 Cagaloglu 2125261382
E-Mall : kultur34@meb.govtr  Web : http://istanbul.meb.qov.tr/ bolumler/ kultur
4440632
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T.C.
~ ISTANBUL VALILIGI
11 Milli Egitim Mudiirlagi

Sayt:  B.08.4MEM.4.34.00.18.580/ (%g}/é 9077 5. Mayss 2008

Konu: Anket,
{Sinem VATANARTIRAN)

VALILIK MAKAMINA

ilgi :a-)Orta Dogu Teknik Universitesi Egitim Fakiiltesi®nin bila tarih ve bila sayilt yazist.
b-)Milli Bgitim Bakanligina Bagh Okul ve Kurumlarda Yapilacak Aragtirma ve Aragtirma
Destegine Yonelik Izin ve Uygulama Yonergesi.
¢-)Milli Egitim Bakanlig: Egitim Aragtirma Gelistirme Dairesi Bagkanhgi’nin 1 1/04/2007

tarih ve 1950 sayil: emti.
d-)Milli Egitim Miidiirligti Aoket Komisyonu’nun 01/05/2008 tarihli tutanagt.

Orta Dogu Teknik Universitesi Egitim F akiiltesi Egitim Ydnetimi Doktora Program Ggrencisi
Sinem VATANARTIRAN’in, {limizde ekte isimleri belirtilen okullarda uygulanmak lizere
“Yapilandirmacr  Egitim  Yaklapimuna Gore Hazrlanan Yeni Ilkogretim Miifredatlarimn
Uygulanmasinda, Okul Kiiltiirii, Yonetimsel Yap, Opretmenlik Meslegiyle llgili Alglar Gibi
Miifredat Disi Etkenlerin Etkisi” konulu anket galismalarnt yapma istekleri hakkindaki Ilgi

(a) yaz1 ve ekleri Miidtirligtimiizee incelenmisgtir.

Orta Dogu Teknik Universitesi Egitim Fakiiltesi Egitim Y8netimi Doktora Programi Brencisi
Sinem VATANARTIRAN’m, ilimizde ekte isimleri belirtilen okullarda uygulanmak tizere
“Yapilandirmac: Egitim Yaklagimia Gére Hazilanan Yeni Tlkogretim Miifredatlarmn
Uygulanmasmda, Okul Kiiltiirii, Yinetimsel Yapi, Ogretmenlik Meslegiyle figihi Algilar Gibi
Miifredat Dis1 Etkenlerin Etkisi® konulu anket caligmalarint yapmasi, bilimsel amag diginda
kullaniimamas kosuluyla, okul idarelerinin denetim, gozetim ve sorumlulugunda, Tigi (c) Bakanlik
Emri esaslar1 dahilinde uygulanmasi, sonugtan Mildiirligiimiize rapor halinde (CD formatinda)bilgi
verilmesi kaydiyla Midiirligimiizee uygun gbriilmektedir.

Makanunizea da uygun goriildigi takdirde Olurlariniza arz ederin.

EKLER :
Ek-1. ILGI (a)yazt ve ekleri

NOT :Verilecek cevapta tarih, kayit numaras), dosya numarast yazilmasi rica olunur,
Adres :lstanbul Milli Egitim Mudirligt A.Blok Ankara cad. No:2 Cagaloglu 526 13 82
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TURKISH SUMMARY

Milli Egitim Bakanligi, ilk ve orta Ogretimim kapsayan egitim reformu
calismalar1 g¢ergevesinde, 2005-2006 egitim ogretim yilinda, ulusal temel egitim
programlarin1 daha giincel egitim yaklasimlarina dayanarak degistirdi. Onceki
geleneksel, davraniggr ve Ofretmen merkezli egitim programlarini  glincel,
yapilandirmaci ve 6grenci merkezli programlarla degistirmeyi hedefleyen bu yeni egitim
reformunun hig siiphesiz milyonlarca 6grenci, egitimci ve aileler lizerine etkisi olacaktir.

Uzun vadede toplumun biiyiik kesiminin bu degisimden etkilenmesi beklenmektedir.

Literatiir arastirmasmin  onerdigi gibi, egitim reformlarinin basariyla
uygulanabilmesi i¢in miifredat dis1 bazi faktorlerin etkilerine de 6nem verilmeli. Bu
faktorlerden bazilar1 su sekilde siralanabilir: reform siirecine Ogretmen ve okul
yoneticilerinin  katilimi, reformun uygulayicilart olarak Ogretmenlerin  mesleki
uygulamalarla ilgili inanglar1 ve bu inanglarin davranislari itizerine etkileri, okul
liderlerinin kurumsal kiiltiirli olusturmadaki rolleri, 6grenci ve c¢alisanlarin 6grenme
siirecine olumlu katilimlarini saglayacak ortam olusturmalari, kurumsal yapinin
hiyerarsik olup olmamasi, katilimei ve doniisiimcii liderlik davraniglar1 gosterebilme,
Ogrenen bir kurum yaratabilme, Ogretmenlerin mesleki gelisimi, insan kaynaklar

yonetimi ve sosyal etkilesimler gibi.

Literatiir arastirmasma gore, okul kiiltiirli, liderlik tarzlari, kurumsal yapi, ve
mesleki algilarm, yapilandirmaci yaklasima gore hazirlanmis yeni temel egitim
programlarinin uygulanmasi {izerine etkileri olabilir. Bu faktdrler bu degisim stirecini

kolaylastirabilir ya da zorlagtirabilirler.
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Bu calismanin amaci, okul kiiltiirli, mesleki profesyonellik algilari, yeni
programlarla ilgili algilar ve kurumsal yapt ve liderligin yeni temel egitim

programlarinin uygulanmast iizerinde etkisi olup olmadigini aragtirmaktir.

Arastirma Sorulari

Arastirma Sorusu 1 : Okul kiiltiiriiniin yapilandirmaci yaklasimla hazirlanmig yeni

egitim programlarinin uygulanmast tizerine etkisi var midir?

Arastirma Sorusu 2 : Ogretmen ve yoneticilerin yeni egitim programlan ile
algilarmin, yapilandirmaci yaklagimla hazirlanmis yeni egitim programlarmin

uygulanmasi iizerine etkisi var midir?

Arastirma Sorusu 3 : Ogretmen ve yoneticilerin mesleki profesyonellikle ilgili
degerlerinin  yapilandirmaci yaklagimla hazirlanmis yeni egitim programlarinin

uygulanmasi lizerine etkisi var midir?

Arastirma Sorusu 4 : Kurumsal yapt ve liderligin, yapilandirmacit yaklagimla

hazirlanmis yeni egitim programlarinin uygulanmast tizerine etkisi var midir?

Arastirma Modeli

Bu ¢alismada nitel arastirma modeli kullamlmigtir ¢iinkii arastirmanin amaci,
okul kiiltiirli, mesleki profesyonellikle ilgili algilar, yeni egitim programlar: ile algilar ve
kurumsal yapi ve liderlik gibi miifredat disi faktdrlerin yeni egitim programlarmin
basariyla uygulanabilmesi iizerine iliskisini tanimlamaktir. Bu ¢alisma Kasim 2007 ve
Mayis 2008 arasinda siirdiiriilmiistiir. Coklu durum ¢alismasi, yar1 yapilandirilmis, yiiz
yiize yapilan goriismeler veri toplama yontemi olarak kullanimustir. Aragtirma
orneklemini, Istanbul’da bir 6zel, farkli sosyo ekonomik bdlgelerden secilmis {i¢ devlet
okulu olusturmustur. Milli Egitim Bakanligi’na ait bazi resmi belgeler de, goriismelerle

toplanan veriye destek olmasi amaci ile kullanimistir. Bu belgeler, Talim ve Terbiye
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Kurulu’nun internet sayfalarinda yeni egitim programlarinin felsefesi ve beklentileri ile
ilgili agiklamalar ve egitim programlari ile ilgili Milli Egitim Bakanligi tarafindan

yiiriitiilen bir aragtirmanin sonuglaridir.

Orneklem olarak kullanilan dort ilkdgretim okulu, Istanbul Il Milli Egitim
Miidiirliigii’niin Onerileri ile belirlenen alt, orta ve iist diizey sosyo ekonomik statiideki
bslgelerden, maksimum gesitlilik Srekleme yolu ile secilmistir. Ug okuldan bir miidiir
ve bir miidiir yardimcisi, alt sosyo ekonomik diizeyi temsil eden okuldan bir miidiir ve 2
miidiir yardimcisi, ve her okuldan 6 6gretmenle gériismeler yapilmistir. Toplamda, 24
dgretmen ve 9 yonetici ile goriismeler yiiriitiililmiistiir. Bu ¢aligmada bu okullar kisaca
su sekilde adlandirilacaktir: Ozel, Orta Diizey Sosyo Ekonomik Statii (PriM); Devlet,
Alt Diizey Sosyo Ekonomik Statii (PubL); Devlet, Orta Diizey Sosyo Ekonomik Statii
(PubM); ve Devlet, Ust Diizey Sosyo Ekonomik Statii (PubH).

Yari Yapilandirilms Goriisme Protokoliiniin Gelistirilmesi

Goriisme yapilacak 6gretmen ve okul yoneticileri igin iki ayr1 goriisme protokolii
gelistirilmistir. Literatiir arastirmasi, teorik ¢ergeve ve arastirma sorularindan yola
cikarak bes alanda sorular hazirlanmistir: genel demografik sorulari, yeni egitim
programlar1 hakkinda diigiinceler, mesleki profesyonellik, okul kiiltiiri, ve kurumsal
yap1 ve liderlik. Boliim A’da, genel demografikler, mesleki deneyim yili, ¢alistiklari
okuldaki deneyim yillar1 ve haftalik ders saatleri, Bolim B’de Arastirma Sorusu 2’ye
yonelik olarak yeni egitim programlarmin felsefesi ile ilgili diisiince, inang ve degerleri
4 soru, Béliim C’de Arastirma Sorusu 3’e yonelik olarak mesleki profesyonellik algisina
yonelik, 6gretmenin rolii, bagimsiz ¢alisabilme, mesleki isbirligi, mesleki gelisim ile
ilgili 7 soru, Bolim D’de Arastirma Sorusu 1’e yodnelik olarak okul kiiltiiriine yonelik,
calisma ortamy, isbirligi ortami, ekip ¢aligmasi, etkin okul algisi, ortak degerlerle ilgili 7
soru, ve Bolim E’de Arastirma Sorusu 4’e yonelik olarak, kurumsal yap: ve liderlikle

ilgili 4 soru sorulmustur.
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Gecerlilik ve Giivenirlik

Gortisme protokolii dncelikle farkli bir okulda ¢alisan 5 6gretmen ve 3 ydnetici
tizerinde pilot olarak uygulanmis, bu pilot uygulama sonucunda bazi sorularin benzer
cevaplari ortaya ¢ikardig, alanla ilgili bazi ifade ve terimlerin ne olarak anlasiimadigy,
bazi sorularin ifade edilis tarzinin tam olarak anlasilmadigi ve ¢ok sayida soru oldugu
ortaya ¢ikmustir. Protokoliin daha gegerli ve giivenilir olabilmesi igin, arastirmact bu
sonuglardan yola ¢ikarak ve calismanin danigmaninin da uzmanhk bilgisinden
faydalanarak su degisiklikleri yapmistir: Gorligme protokollerinin son hali Appendix C
ve Appendix D’de sirasiyla dgretmenler igin ve okul ydneticileri i¢in olmak tlizere

goriilmektedir.

1. Sorularin daha net ve direct olabilmesi igin sorularin ifade edilisi degistirilmistir.
Kendini tekrar eden sorular ¢ikartilarak, soru sayisi azaltilmistir.

Bazi sorulara ek agiklayict alt sorular eklenmistir.

Eall A

Bazi sorular tamamiyle ¢ikarilmaigtir.
Veri Toplama Siireci

Oncelikle arastirmaci, Istanbul 11 Milli Egitim Miidiirliigi’nde bu arastirmayi
yapabilmek igin gerekli resmi izinlere bagvurmustur. Ancak resmi izinlerin ¢ikmasi
yazismalar sebebiyle uzun stireceginde, arastirmact izinlerin ¢ikmasmi beklemeden,
yetkililerden aldig1 sozel onaylarla goriismeleri yapmaya baslamistir. Gorlismeler devam

ederken resmi onaylar da ¢ikmistir (Bkz. Appendix E ve Appendix F).

Arastirmact goriisme yapilacak Ogretmen ve yoneticilerle her okulda
goriigmelere rasgele bagladi. Okul yoneticisinden, goriisme yapilacak Kkisi ve
arastirmacinin  bag basa kalacagi ayri bir oda ayarlanmasini istedi. Gorilismeler
Ogretmenlerin ders saatinin uygunluguna gére yapildi. Her okulun gériismeleri yaklagik

bir hafta ve toplam olarak yaklasik 4 haftada gériigmeler tamamlandu.
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Her goriismenin basinda goriisme yapilan kisiler arastrmanm konusu ve
goriisme siireci hakkinda bilgilendirildi. Gériismenin yaklasik siiresi ve gériismeden elde
edilen bilgilerin isimsiz olarak tutulacagi agiklandi. Ses kaydi yapabilmek i¢in izin

istendi; sadece 7 6gretmen ve 3 yonetici ses kaydina izin verdi.

Arastirmaci goriismeler sirasinda onlarin ciimlelerini bitirmelerini bekledi, kendi
hizlarinda konusmalarma olanak sagladi, soylediklerini itina ile ve aktif bir bigimde
dinledi. Soylenenleri sadece ne sdylendigine degil nasil sdylendigine bakarak tam olarak
anlamaya ¢alisti. Goriismenin amacindan uzaklasildigini hissettiginde kibar bir bigcimde
soruya ve amaca geri donebilmesini sagladi. Giivenirlik agisindan ise, gdriisme siiresince
detayli notlar tutarken, gdriismenin ilerleyen safhalarinda onceki cevaplardan farkli
cevaplar verildiginde goriismecilere dnceden verdigi cevaplart hatirlatti. Gériismelerin
sonunda arastirmaci katihmlarindan dolayr goriigmecilere tesekkiir etti ve arastirmanin

bir kopyasini isteyip istemediklerini sordu.

Ozet olarak, goriisme yapilanlarin gogunlugu aragtirmaciya miimkiin oldugunca
detayli ve derin bilgi saglamak i¢in istekli goriindiiler. Ancak, saglanan tiim kosullara
ragmen ¢ok fazla konusmayan goriigmeciler de oldu. PubM’de 3 &gretmen ve her iki
yonetici de uzun ve daha agiklayic1 bilgiler vermekte istekli olmadilar. Aragtirmaci
siirekli rahatlatic1 ve goriismelerin gizliligi ile ilgili noktalar1 agiklasa da goériismeciler
kendilerini ¢ok fazla agmadilar. PubL’de 2 6gretmen, PubH’te 1 6gretmen ve 1 yonetici,

ve PriM’de 2 6gretmen benzeri sekilde davrandilar.
Veri Analiz Siireci

Toplanan verileri analiz etmek amaciyla, NVivo 7 bilgisayar yazihm program
kullanilmistir. Tim veriler paket programa girilmis ve bir kodlama listesi
olusturulmustur. NVivo’da ¢alisirken, aragtirmact once nodlart tanimlar; bir nodla ilgili
olarak birkag¢ veli kategori olusturulabilinir. Eger bu veli kategorilerle ilgili daha fazla

fikir ¢ikarsa, gocuk kategoriler eklenir. Ancak her bir ¢ocuk kategorisiyle ilgili olarak
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daha fazla fikir ¢ikmaya devam ederse, dnceki gocuk kategoriler tekrar veli kategorisi

olarak adlandirilir ve yeni ¢ocuk kategorileri olusturulmaya devam edilir.

Arastirmaci, icerik analiz yﬁhtemini kullanmugtir. Verileri analiz ederken, bu
siirekli degisen veli ve gocuk kategorileri, paket program heniiz ¢ok etkin kullanamayan
arastirmaci tarafindan zor bulunmus ve Orlici (2006) tarafindan Gnerilen model
kullanilmistir. Nodlari, veli ve ¢ocuk kategorilerini farkli bir bigimde adlandiran bu
model, verilerin analizi noktasinda NVivo ile benzerdir. Adlandirmalar farklidir. Bu
modeled once genel kategoriler olusturulur, sonra genel kategorilerle ilgili veli
kategorileri ve. alt-veli kategorileri olusturulur. Figiir 3.6.1.’de bu prosediir

gosterilmektedir.

Katilimci1 Kodu
A

Genel Kategori
A
Veli Kategorisi
Alt-veli Kategorisi
N ) Bagimsiz Degisiklikler
Ogretmenler Profesyonellik )
Caligabilme Degisimin Olmamast

Figure 3.6.1. Veri Analiz Modeli
(Source: Oriicii, 2006)

Nodlarm, veli ve gocuk kategorilerinin frekanslari NVivo’da olusturulmus ve

arastirmaci tarafindan frekanslar Word tablolarma konularak goériisme yapilanlarin her

bir veli ve alt-veli kategorisi i¢in sdyledikleri frekanslari ile birlikte gosterilebilmistir.
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Arastirmanin Smirhliklar:

Bu calisma okul kiiltiirii, mesleki profeyonellik ile ilgili algilar, yeni egitim
programlari ile ilgili algilar ve kurumsal yap: ve liderlik gibi miifredat dis1 faktdrlerin
yeni egitim programlarmin bagari ile uygulanmast ile iligkilerini tanimlamay:
amaglamaktadir. Aragtirmaci bu aragtirmayi sinirlayan bazi faktorleri tespit etmistir. Bu
arastirmanin sonuglarini kullanmak isteyen diger arastirmacilar1 bu sinirliliklarr dikkate

almalidir.

Oncelikle, bu calismada elde edilen veriler tek bir ydntemle toplanmustir.
Gozlemler ve odak grup gibi diger nitel arastirma yontemleri de kullanilabilirdi. Bu
calismanin hem gegerliligini arttirir hem de daha derin analiz ve karsilastirmalar
yapilmasini  saglayabilirdi. Ancak bu aragtirma tek bir arastirmaci tarafindan
yiriitiildiigii  igin  ve zaman yetersizliinden diger aragtirma yontemleri

kullanilamamustir.

Ikinci smrlilik olarak, goriismeler sirasinda, gériisme yapilan kisilerin bazilar:
kendilerini baz1 sorularda kapatmis ve yeterince derin ve detayli cevap vermemislerdir.
Arastirmaci goriismeler sirasinda bilgilerin gizliligi ve isimsiz kullanimini hatirlatmasina
ragmen, bazi goriigmeciler kendilerini istenilen oranda agamamustir. Dolayis: ile,
goriismelerin ardindan yapilacak odak gruplar, aragtirmacinin belli bagh bazi noktalarda
daha derine inebilmesine olanak verebilirdi; bazi cevaplarin daha netlesmesini

saglayabilirdi.

Ucgiincii olarak, giivenilirlikle ilgili olarak, farkli kodlayicilar arasinda uyumun
saglanabilmesi ‘ig:in bir tedbir uygulanmamistir. Bu da bir bagka aragtirmacinin bu
arastirma siiresince uygun vaktinin olmamasindan kaynaklanmistir.

Son olarak, bu arastirma, belli bir durumu tanimlayabilmek amaciyla yapildigi
icin, sonuglarin genellestirilmesi gibi bir amaci yoktur. Arastirmanin sonuglar tiim
evrene genellestirilémez; ancak, daha kapsamli bagka arastirmalarin yapilmasina

onciiliik edebilir.
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Okul Kiiltiirii ile Ilgili Genel Sonuglar

Okul kiiltiiri ve okul kiiltiiriine ait veli ve alt-veli kategorileri ile ilgili sonuglar

gbsteren genel bir tablo Appendix G’de verilmistir. Goriisme sonuglarina gore,

yapilandirmaci yaklagima gore hazirlanmis yeni egitim programlarmin uygulanmasinda

engel teskil eden okul kiiltiirii ile ilgili baz1 faktorler ortaya gikmugtir:

ii.

iii.

iv.

vi.
Vii.
viii.

ix.

Yeni egitim programlarini uygun bir bigimde uygulamayan
ogretmenlere ydnelik olarak okul yonetimi tarafindan herhangi bir
yaptirimin ve akran yapririminin uygulanmamasi

Isbirligi ve ekip galismasi eksikligi

Kaynaklar, laboratuvar, kiitiiphane, bilgisayar altyapisi gibi fiziksel
kosullar ve smiflarin $grenci mevcutlart agisindan uygun olmayan
calisma ortami

Hem 6gretmenler hem de yoneticiler i¢in mesleki gelisim firsatlarmin
yetersizligi

Biirokrasi

Yoneticilerin yetkilerinin olmamast

Olumsuz okul iklimi

Ogretmen ve yoneticilerin etkin olmamasi

* Ortiismeyen ortak degerler

Ayni faktorler iizerinde 6gretmenlerin ve yoneticilerin farklr algilari

Tam tersine, yukaridaki faktérlerin olumlu varligi, yeni yapilandirmaci egitim

programlarinin uygulanmasini kolaylastiran faktorler olarak goriilmektedir.

Kurumsal Yapi ve Liderlik ile lgili Genel Sonuglar

Kurumsal yap1 ve liderlik genel kategorisine ait veli ve alt-veli kategorileri ile

ilgili sonuglar, Appendix H’teki tabloda gosterilmistir. Genel olarak ortaya ¢ikan sonug,

yeni egitim programlarinin bagariyla uygulanmasinda, bilgi paylasimi, esneklik, seffaflik
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ve ulasilabilir olma &zelliklerini igeren katilimer ydnetim tarzinin, biirokratik yonetim

tarzindan daha ¢ok kolaylastirict oldugudur.

Ancak, sonuglar sunu da gdstermektedir ki katilimce1 yonetim tarzina sadece okul
seviyesinde degil, Milli Egitim Bakanlig’nin kurumsal yapisinda makro seviyede de
ihtiyac duyulmaktadir. Milli Egitim Bakanligi’nin mevcut merkezi yapilanmasi okul
midiirlerine okul aktivitelerini diizenlemek, bazi sorumluluklar1 6gretmenlere delege
etmek, okul biitcesini yOnetmek gibi kararlart almasinda neredeyse hig
yetkilendirmemektedir. Bu da okul miidiirlerini kendi okullari ile ilgili soruniara ¢Ozim
bulmada ve farkli liderlik tarzlar1 uygulamakta yalniz birakmaktadir. Ogretmenlerin
miidiirlerinden en fazla bekledikleri yonetici davranislarindan birisi, okullarinin fiziki
altyapisini iyilestirmek olarak ¢ikmistir. Ancak merkezi yonetim tarafindan okul
miidiirlerinin boyle bir yetkisi yoktur ve kendilerinden sadece gonderilen y6netmelikleri
uygulamalar1 beklenmektedir. Ilging olan husus, bu smurlihk yoneticiler tarafindan bir
mazeret olarak kullanilmaktadir. Her ne kosullar altinda olursa olsun ellerinden gelenin
en iyisini yapmak ve beklentilere ¢dziim liretmek yerine, bu yetkisizlii bir mazeret
olarak kullanmaktadirlar. Nihayetinde, olumlu bir okul kiiltiiri olusturmak ve katilimet
yonetim tarzini uygulamak, merkezi kurumsal yapidan kaynaklanan faktorlerden dolay:
zorlasmaktadir. Ancak yoneticiler yine de yeni programlarin daha etkin uygulanabilmeis
icin kendi okul ortamlarinda bazi degisiklikler yapabilirler. Yaris baslamadan vazgegmis

goriindiikleri durumu degistirebilirler.

Ogretmenler ve yoneticiler arasinda okuldaki kurumsal yapr ve liderlikle ilgili
ortiismeyen algilarin oldugu PriM gibi okullarda da, 6gretmenler ya karsilastiklari
sorunlar1 giivendikleri biri ile paylagarak ¢dzmeye galistyorlar, ya kendi kendilerine
¢oziimler bulmaya galisiyorlar, ya da problemli bir 6gretmen goriintiisii cizmemek igin
hi¢ bir problem yokmus gibi davraniyorlar. Ogretmenler ve yoneticiler arasindaki
kurumsal yapr ve liderlikle ilgili farkli algilarin varligi, giigli, ve isbirlik¢i bir okul

kiiltiiriiniin olugmasini da zayiflatan bir factor olarak goriilmektedir.
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Yeni Egitim Programlarinin Algilanmasi ile Ilgili Genel Sonuglar

Yeni egitim programlart ile ilgili 6gretmen ve yoneticilerin algilari, zet olarak
Appendix I’da gdsterilmistir. Genel sonug olarak her iki grubun da yeni programlarla
ilgili olumlu diigiincelere sahip olduklar1 ancak programlarin 6grenme ilkeleri, lgme ve
degerlendirme yaklagimi, Ogretilmesi beklenen temel beceriler gibi konularda

diisiindiiriicii boyutta bilgi eksikligine sahip olduklari ortaya ¢ikmustir.

Ogretmen ve yoneticilerin goriiglerinin toplamina bakildiginda, programlarla
ilgili en fazla olumlu diistince belirten okul PubH (f:45), daha sonra sirastyla PubL (f:42)
ve PubM’dir (f:30). En az olumlu goriis ise PriM (f:25)’de dile getirilmistir. Bu sonucun
ortaya ¢ikmasinin sebebini anlamak igin, ilk 3 okul ve PriM &6gretmen ve yoneticileri
tarafindan sunulan Snerileri dikkate almak gerekir. Bu okulda toplam 4 defa daha fazla
mesleki gelisim ve egitim ihtiyacina deginilirken, PubL’den sadece 1, PubM ve
PubH’ten ise hi¢ bu konuda goriis ortaya ¢ikmamigtir. Bu sonuglar, yeni programlarin
temelini olusturan ilk eve yaklagimlarimin PriM &gretmen ve yoneticileri tarafindan

yeterince anlasilmadigint goéstermektedir.

Yeni egitim programlarimi daha etkin uygulayabilmek igin okullar1 igin
sunduklar1 degisiklik 6nerilerine bakildiginda, ¢ogunlukla okullarin fiziki altyapisi, idari
ve finansal acilardan kurumsal yapi, liderlik tarzi ve mesleki gelisim ile ilgili oneriler

olduklari gériilmektedir.

Onemli goriislerden birisi, “Ogretmenlerin islerini kaybetme korkulari yok”
olmustur ki, bu da baz1 6gretmenlerin devlet memurlugu statiilerini ve is giivenliklerini
yeni programlari etkin bir bigimde uygulamak i¢in yeterince ¢aba ortaya koymamak igin
kullandiklarini gosteriyor. Bu yaklagim, okul miidiirlerinin merkezi kurumsal yapi ile

ilgili savunmaci mazeretlerine benzer bir yaklagimdir.

Ogretmen ve yoneticilerin yeni programlarla ilgili olumsuz goriislerine
bakildiginda ise, olumsuz goriislerin ¢ogunlugunun yetersiz fiziki altyapi ile ilgili oldugu
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goriilmektedir. PubL’den 12 gériis, PubH’ten 9 goriis, PubM’den 5 goriis ve PriM’den 2
goriis yetersiz altyapi ile ilgilidir. PriM ozel bir okul oldugu i¢in, fiziki altyapida en az
iyilesmeye ihtiya¢ duyulan okulun bu okul olmasi anlagilir bir durumdur. Ikinci olumsuz
gorils ise programlari daha etkin uygulayabilmek igin ihtiya¢ duyulan kaynak ve
materyallerin yetersizligidir. Uglinci olumsuz gorils ise, dgretmenlerin programlara

yeterince sahip gikabilmeleri i¢in yeterli bilgiye sahip olmamalaridir.

Yeni programlarin bagari ile uygulanabilmesi i¢in engel teskil eden bu olumsuz

goriisler, toplam goriis sayilari ile birlikte asagidaki sekilde siralanabilir:

e Okullarn fiziki altyapisi (£.25)

o  Gerekli material ve kaynaklarin eksikligi (f:8)

e Yeni programlar hakkinda yetersiz bilgiye sahip olma ve yeterince
sahiplenmeme (f:7)

e Uniteler i¢in ayrilan siirenin yetersizligi (f:6)

e Velilerin katiliminin olmamasi (f:5)

e Maddi yetersizlikler (f:5)

e Programlarin yiiklii olmasi (f:4)

o Gereksiz olgme ve degerlendirme yontemleri (f:2)

e Biirokratik engeller (f:2)

o Etkin olmayan liderlik (f:2)

e Ogretmenlerin yaraticiliklarinin simirlandirilmasi (f:1)

Onceki iki bsliimdekine benzer olarak, PriM ve PubL okullarindaki 6gretmenler
etkin liderlere duyduklar1 ihtiyaci dile getirmigler ve programlarin daha etkin
uygulanabilmesi i¢in etkin liderlerin bir gereklilik oldugunu sdylemislerdir. Fiziksel
altyapt digindaki diger oneriler ise idari ve finansal reformlari igeren kurumsal yap:
degisiklikleri ve Ogretmenleirn yeni programlar ile ilgili daha fazla kendilerini
gelistirmeleri yoniindedir. Bu bsliimde 6nerilen tiim oneriler, dnceki iki boliimde de yeni

programlarin bagar ile uygulanmasiyla iliskili olan faktorler olarak bulunmustur.
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Mesleki Profesyonellik Algsi ile Tlgili Genel Sonuclar

Ogretmen ve yoneticilerin mesleki profesyonellik ile ilgili algilarina yénelik
genel ve alt kategoriler, Appendix J’deki tabloda 6zet olarak gosterilmistir. Sonuglara
gore, profesyonellik kelimesi OFretmenlere farkli anlamlar ¢agristirmaktadir.
Profesyonel bir 3gretmen taniminda ise, tamamen farkli tanimlar ortaya ¢ikmaktadir.
Bunun sebebi, Tiirkge’de “profesyonel” kelimesine yiiklenen anlamla agiklanabilir.
Tiirkge’de “profesyonel” kelimesi ¢ogunlukla “amatdr” kelimesinin zit anlamlist olarak
kullanilmaktadir. Amator, bir isi istekle, hevesle ve maddi bir karsilik beklemeden yapan
kisidir. Tiirkge’deki bir ifade, “amator ruhla caligmak”, bu anlami yeterince ortaya
¢ikarmaktadir; amatdr gibi ¢alisan birisi, yaptigi ise kalbini ve ruhunu koyan ve
karsiliginda bir para beklemeyen kisidir. Amatdr ve profesyonel kelimeleri ile ilgili bu
kiiltiirel yaklasim, ogretmenlerin profesyonel kelimesini tanimlamalarinda ortaya
¢ikmaktadir. Ogretmenler arasmda agikga profesyonel kelimesinin anlamu ile ilgili goris
birligi bulunmamaktadir. Yoneticilerin de profesyonellikle ilgili algilar1 kisithdur.
Profesyonellik ile ilgili yapilan literature arastirmas: ise, Ogretmenlik ile ilgili
profesyonelligin diger mesleklerde oldugu gibi 6gretmenlik meslegini gli¢lendiren
6zelliklerin oldugunu gostermektedir. Bu ozellikler ortak bilgi temeli, standartlar,
mesleki hazirlik, meslege baglama, siirekli 6grenme, terfi etme, g:ahﬁma kosullari,

bagimsiz ¢alisabilme, takdir yetkisini kullanabilme, hesap verebilme gibi 6zelliklerdir.

Mesleki profesyonelliin 6zelliklerinden birisi olan bagimsiz ¢alisabilme
faktoriinde, okul tipinin ayirt edici bir 6zelligi olmadigr ortaya ¢ikmistir. Her okulda
Ogretmenlerin ¢ogunlugu yeni programlarla birlikte daha az bafimsiz ve otonom
hissettiklerini sdylemislerdir. Bu sonug¢ Ogretmenlerin yeni programlarla ilgili bilgi
yetersizliginden kaynakli giiven eksikliginden olabilir. Onceki bdliimlerdeki sonuglarla
birlikte degerlendirildiginde, 6gretmenlerin  gretme ve Ogrenme ile ilgili
paradigmalarini tamamen degistirmedikleri goriilmektedir; 6gretmen kitaplarmin ve
ornek ders planlarimi adim adim takip etmeleri gerektigini diigiinerek bagimsizliklarini
kisithiyorlar. Sadece yeni programlarin dgretme ve 6grenme ilkeleri hakkinda yeterli
bilgi ve becerilere sahip dgretmenler sinifta neyi ne zaman ve nasil yapacaklarina karar
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verebilirler; takdir becerilerini kullanabilirler. Programlarla birlikte onerilen érnek ders
planlar1 Milli Egitim Bakanligi’nin dedigi gibi sadece birer &rnektir; kesin gergeklik
olarak alinmamali ve her smifin kendi 6zelligine gore adapte edilmelidir. Ciinkii
programlar ayni zamanda her dgrencinin farkli 6grenme stillerine ve farkli ihtiya¢larina
odaklanmakta, bu farkliliklara dikkat ederek dgretmenlerin ders planlar1 hazirlamalarim
tesvik etmektedir. Ogretmenlerin Ogretmen kitaplarmi sadece bir rehber olarak
kullanmalari, daha bagimsiz hareket etmeleri gerekmektedir. Bu anlamda &gretmenlerin
zorluk ¢ekmelerinin sebebi, dgretmenlerin kendilerini yeni programlarin felsefesi ile

ilgili yeterince donanimlr hissetmemeleridir.

Ogretmenlerin isbirlikgi galigma ortamina iliskin goriisleri degerlendirildiginde,
isbirliginin tenefflislerde ya da béliim toplantilarmda problemlerin paylasimi olarak
algilandig1 goriilmektedir. Mesleki anlamda igbirligi kavrami bulunmamaktadir. Isbirligi
sadece okuldaki meslekdaslariyla paylasim degil, mesleki bir internet sitesine iiye
olmak, e-posta gruplarina iiye olmak, konferanslara katilmak gibi okul disindaki meslek
tiyeleri ile bir araya gelmek ve paylagimlarda bulunmaktir. Mesleki anlamda okul digi
mesleki gelisim ve biiyiime ¢abalarini icermektedir. Ogretmenler arasindaki igbirliginin
daha da artmasi gerekmektedir. Isbriligine yonelik gabalar, ekip gretmenligi, kogluk

gibi kavramlarin 6gretmenlerin profesyonel repertuvarlarina girmesi gerekmektedir.

Ogretmenlerden farkli olarak, yoneticilerin mesleki isbirligi ile ilgili daha ¢ok
yontem kullandiklari goriilmektedir. Diger okullarin miidiirleri ve yoneticileri ile
iletisime gegmek, boliim toplantilarina katilmak, 6gretmenlerle birlikte ¢alismak, hizmet
ici egitimlere katilmak gibi. Bunun bir sebebi yeni programlarin okullarinda etkin
uygulanabilmesi igin, okul yoneticisi olarak kendilerini sorumlu hissetmeleri olabilir.
Ogretmenler sonugta simiflarina girdiklerinde kapilarini kapatinca yeni programlara gore
ders isleyip islememek kendilerine kalmaktadir. Ama, okul yoneticisi olarak kendilerini
daha fazla sorumlu hisseden liderler, kendilerini gelistirmek ve digerleri ile mesleki

paylagimlarda bulunmak i¢in daha fazla yol ve firsat arayabilirler.
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Yeni programlarla birlikte yoneticilerden beklenen yeni rollere baktigimizda,
Milli Egitim Bakanhgi’nin agik¢a okul miidiirlerinden girisimei ve doniisimeii lider
olmalarin1 bekledigini gériiyoruz. Ancak, daha dnceki sonuglarin da gosterdigi gibi, okul
miidiirleri dontistimcti lider olarak hareket edememektedirler. Bunun bir kag¢ sebebi
vardir. Bir sebep, yoneticilerin liderlik ile ilgili yeterli egitimleri almamis olmalaridir.
Ikinci sebep, okul miidiirlerinin Milli Egitim Bakanligi’nin merkezi yapilanmasinda
sadece yonetmelik ve mevzuatlara gore hareket etmelerinin beklenmesidir. Milli Egitim
Bakanlifi okul midiirlerinden 6gretmenler ic¢in gerekli kaynaklari saglamasini
beklemekte, ancak bu kaynaklari yaratabilmesi igin herhangi bir finansal yetki
vermemektedir. Milli Egitim Bakanligi, okul miidiirlerinin okul disi aktivitelerin
diizenlenmesini kolaylastirmalarini beklemekte, ancak hem Ogretmenlerin hem de
yoneticilerin belirttigi gibi, okullarin bu tarz aktiviteleri diizenleyebilmeleri i¢in belli bir
biirokrasiyi takip etmeleri gerekmektedir. Biirokrasi ve yetkinin olmamasi, hem
ogretmenler hem de ydneticiler tarafindan onceki béliimlerde de engelleyici faktorler
olarak aciklanmistir. Milli Egitim Bakanligi, kendi kurumsal yapisini degistirmeden,

dgretmen ve yoneticilerden bu beklentilere sahip olarak kendisi ile gelismektedir.

Opretmenlerden beklenen yeni rollere bakildiginda, hed dgretmenlerin hem de
yoneticilerin tamimlarinin, Milli Egitim Bakanlig: tarafindan agtklanan tanimlardan ¢ok
dar kapsamli oldugu goriilmektedir. Bunun sebebi, yeni rol beklentileri ile ilgili gerekli
bilgi ve becerilerle ilgili yeterli hizmet igi egitimin verilmemesinden kaynaklaniyor

olabilir.

Hem &gretmenler hem de yoneticiler, Milli Egitim Bakanlig) tarafindan verilen
hizmet igi egitimlerin, sayi, icerik ve kullanilan metot agisindan yetersiz kaldigin
soylemislerdir. Ogretmenlere gore hizmet igi egitimlerin yetersiz olmasmin sebebi,
egitimi veren Kkisilerin kendilerinin programlar hakkinda yeterli bilgiye sahip
olmamalari, egitmenlerin sadece bilgi aktariminda bulunmasi, ve pratik uygulamalardan
ornekler verilmemesidir Bir anlamda egitmenlerin  kendileri, Ogretmenlere
yapilandirmaci yaklagim metotlar: ile $gretmenlik yapmalarini soylerken, kendileri bu

yaklasimla 6gretmen egitimlerini hazirlamamslardir.
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Okul tiplerinin mesleki profesyonellik algisi iizerine aymrt edici bir ozellik
olmadigi goériilmektedir. Mesleki profesyonellik ile ilgili net olmayan algilar, bagimsiz
olamama, yeni programlarla birlikte degisen rol beklentilerinin yeterince algilanamamasi
ve yeni programlarla ilgili yetersiz bilgi ve egitimler, programlarin bagar1 ile

uygulanmasini zorlastiran faktérler olarak belirlenmistir.

Uygulamaya Yonelik Cikarimlar

Bu ¢alismanin sonuglarina gére, yeni programlarin basari ile uygulanabilmesini
etkileyen faktorlerden birisi, Milli Egitim Bakanligi’nin okul yoneticilerine herhangi bir
yetki birakmayan merkezi yapilanmasidir. Literatiir arastirmasinin da destekledigi gibi,
1990°lardaki egitim reformlar1 6Fretmen yetkilendirmesine vurgu yapmaktadir. Karar
alim siirecinde Sgretmen profesyonelliginin ve katiliminin saglanmasi, 6gretmenleri
reform girisimlerinin pasif alicilari olmaktan ¢ikarmaktadir. Egitim reformlarinin 6nemli
bir pargast olan yetkilendirmeyi azaltan merkezilesmenin ve biirokrasinin goklugu,
kurumsal iklimi olumsuz etkilemektedir. Egitimcilerin deneyimlerini géz ardi eden
tepeden getirilen reformlar, dgretmenleri, hizmet ettikleri 6grencilere faydali olacak
kararlar1 alabilme yetisine sahip profesyoneller olarak goérebilmeyi ihmal ederler.
Merkezi emirlerle alinan reform kararlari, 8gretmenlerin, farkli 6grenci ihtiyaglar1 ve
becerilerini ve toplumun ihtiyaglarini karsilayabilecek ozgiirliiklerini kisitlamaktadirlar.
Bireysel ogretmen bagimsizligi, egitim reformu hareketi igin en Onemli faktorlerden

birisidir.

Yonetimsel yetkiye sahip olmamak, yeni programlarla birlikte zorunlu olan okul
dist aktiviteleri organize etmek i¢in resmi izinlerin alinmasi gibi biirokratik engeller ve
finansal kisitliliklar, her okul tipindeki 6gretmenler ve yoneticiler tarafindan yeni egitim

programlarinin bagari ile uygulanmasini zorlastiran faktorler olarak siralanmigtir.

Yapilandirmaci yaklagimlar nasil kendi iginde o&gretmenlerin rollerinde yol
gdsterici bir rol degisimini Oneriyorsa, benzeri bir yapilandirmaci yaklagimi, Milli
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Egitim Bakanh@ kendi kurumsal yapilanmasinda da ortaya koymalidir. Benzeri bir
sekilde, yapilandirmaci yaklasim nasil Ogretmenlere yetkilendirme ve O6gretmen
bagimsizligini  Oneriyorsa, benzeri bir yetkilendirme ve bagimsizlik ta okul
yoneticilerine verilmelidir. Milli Egitim Bakanligi kendi roliinii yeniden tanimlamalidir.
Milli Egitim Bakanligi yeni programlarla birlikte okul yoneticilerinden doniisiimcii
liderler olarak hareket etmelerini bekledigini acik¢a ifade etmektedir. ‘Bu, literature
aragtirmasinin da destekledigi gibi, yapilandirmact egitim programlarinda beklenen bir
liderlik roliidiir. Ancak, yoneticiler bazi giinliik uygulamalarda, égretmen ise
alimlarinda, 6gretmenlerle ¢alismaya son vermede, 6gretmenlerin atanmasinda, yaptirim
uygulamada, kaynak saglamada, okulun finansini ve biitgesini control etmede, okulun
fiziksel bakiminda, ve benzeri hususlarda, kisitli ya da hi¢ yetkiye sahip olmadiklar igin,
kendilerini okullarinin gergek liderleri olarak hissedememekte ve buna gore davranislar
gosterememektedirler. Eger yoneticilerin 6gretmenlerinin yeni egitim programlarini
uygulayip uygulamadiklarmi kontrol etmek i¢in yetkiden ziyade sadece sorumluluklar
var ise, o zaman Ogretmenlerini kendilerini degistirmeleri igin cesaretlendiremezler;
sadece Bakanlik tarafindan gonderilen mevzuat ve yonetmelikleri uygularlar. Ingiltere
ve Kanada’da yapilmig diger ulusal ¢aph egitim reformlarinda oldugu gibi, Milli Egitim
Bakanhigi yapilandirmaci egitim programlarinin uygulanmasini kolaylastiracak yapisal
bir takim degisiklikleri de yapmahdir. Fakat, merkezi yapilagmanin azaltilmasi nerisi,
finansal degisimler agisindan Maliye Bakanligi’nin da katilimini gerektirmektedir. Bir
okulun biitgesinin olusturulmasi ve kontrolii yetkisini okul bolgesi yonetimine ya da
okulun miidiiriine vermek, tiim iilkedeki biitce sisteminde ciddi degisimlerin yapilmasini
gerektirmektedir. Su anda, Maliye Bakanligi tarafindan pilot olarak uygulanan ve
Performans Esasli Biitceleme’ye dayali, yerel yonetimlere kendi biitgelerini kontrol
yetkisi veren bir program pilot olarak uygulanmaktadir. Bu Biitgeleme program 8 farkh
kurumda pilot olarak uygulanmaktadir. Benzeri bir pilot uygulama, Milli Egitim
Bakanh@ ve Maliye Bakanlhig tarafindan belli sehir ve okul bolgelerinde baglatilabilir.
Pilot program degerlendirildikten sonra, alani daha genisletilerek, gerekli

iyilestirmelerin 1181nda yavag yavas tiim tilkeye yayilabilir.

264



Okul miidiirlerinin rollerinde yapilandirmaci yaklagimla birlikte goriilen
degisimler, literature aragtirmasinda da irdelenmistir. Egitim programlarindaki reform
calismalarmin etkili olabilmesi igin, kurumsal yapilanmalarda da degisimin gerekli
oldugu buhinrnustur. Miifredat degisikliklerinin ve 6gretmen yeterliklerinin gelisiminin
3 seviyeli bir okul yapilanmasiyla gerceklesecegi ifade edilmistir: “Bireysel seviye”,
“Grup/Program seviyesi”, ve “Tim okul seviyesi”. Tiim okul seviyesinde &nerilen
faktorler, dgretmen gelisimi, insan kaynaklarr yonetimi, katilimel yonetim, doniisimcii
liderlik, sosyal etkilesimler/iklim, ve kurumsal 8grenme olarak siralanmistir. Bu goklu
durum arastirmasinda, tiim okul miidiirlerinin genel olarak liderlik, kurumsal kiiltiir,
egitici liderlik, stratejik liderlik, katilimer liderlik ve kurumsal 6grenme gibi alanlarda

egitim almalar1 6nerilmektedir.

Her okul tipinde, hem &gretmenler hem de yoneticiler, yeni programlarla ilgili
olumlu bakis agilar1 dile getirmiglerdir; etkin olmayan liderlik, yetersiz fiziksel altyapi,
mesleki yetkiye sahip olamama, mesleki isbirligi eksikligi, material ve kaynak
yetersizligi, ve 8gretmen ve yoneticilerin mesleki gelisim olanaklarinin eksikligi gibi
yeni programlarin uygulanmasinda engelleyici olabilecek faktorlere ragmen, en azindan
yeni programlarin uygulanmasina karsi ve degisime kars1 agikga dile getirilmis bir
direnme olmamistir. Ancak, agik¢a goriilmektedir ki, her okuldaki her iki grup ta yeni
programlarin uygulanabilmesi igin gerek duyulan bilgi ve becerilerle yeterince
donatilmamislardir. Oncelikle, yeni programin paradigmasi farklidir. Sonra, dgretmen ve
yoneticilerden beklenen roller farkhidir. Ugiincii olarak, yeni programlar yetkilendirme,
bagimsiz calisabilme, takdir kullanabilme, isbirligi ve paylasim gibi profesyonellikle
ilgili degerlere dnem veren profesyonel 6gretmen ve ydneticilere ihtiyag duymaktadir.
Literatiir arastirmasma gore de, reform odakli yapilandirmact pedagojilerin etkin
uygulanabilmesi, paylasilmis liderlige dayali smuf dinamiklerine, yeni fikirlere agik
olabilmeye, belirsizlikleri kabullenebilmeye, grup ¢abalarma deger vermeye baglidir. Bu
Ozellikler, 6gretmenlere yeni ve farkli diisiinme Ve'davramg modelleri ile karsilasma,
yeni fikirleri tartirsma ve irdeleme, farkli durumlarda yeni stratejileri uygulama, yeni
fikir ve becerileri uygulamalari ile ilgili geri doniitler alma, yaklasimlarim gozden

gecirme ve degistirme firsatlart yaratacak mesleki gelisim aktiviteleri ile
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modellenmelidirler. Mesleki gelisim siirecinde, derinlemesine elestirel diisiinme, yeni
stratejilerin degerlendirilmesine ve okulun kiiltiirii ve ihtiyaglarina yonelik degisiklik
onerilerinin entegre edilmesine firsat tanir. Bu ¢alismadan ¢tkan sonuglardan birisi de,
yeni programlarla ilgili sunulan hizmet i¢i egitim programlarinin hem 6gretmenler hem
de yoneticiler tarafindan yetersiz ve etkisiz bulunmalaridir. Bu egitimler sadece bilgi
aktarimi olarak verilmis, pratik uygulamalar paylagilmamstir. Bir bakima, Milli Egitim
Bakanligi, geleneksel egitim metotlari ile hizmet i¢i egitimlerini yiiriitmiis, yapilmasini
istedigini yapmamustir. Hizmet i¢i egitim programlari da yapilandirmaci yaklagimla
hazirlanmahidir. Programlarin vizyonu ve dgrenme ilkeleri, 6gretmen ve yoneticilerden
beklenen roller, mesleki paylagim ve isbirligi ve benzeri konularda daha kapsamli ve
uzun hizmet i¢i egitim programlari diizenlenmelidir. Bununla ilgili olarak, British
Columbia’daki okul reformlarinda, mesleki gelisim aktiviteleri ve isbirligini

desteklemek amagcl bir takim yollar 6nerilmistir. Bunlar asagidaki gibi 6zetlenebilir:

1.  Ogretmen aglar, yol gosterici liderlik ve isbirligine dayali 6grenme
yakalgimlarmi igermektedir.

2. Ogretmen arastirmalar:, goniilli katthmla yapilir, ogretmenlerde
metotlara yonelik sahiplik ve farkli bakis agilarina saygi duyma ve bu
bakis agilarini uygulama noktasinda cesaret verme duygusu gelistirir.

3. Ogretmen ¢alisma gruplari, 6gretim stratejileri, miifredatlarin igerigi, ve
yapilan aragtirmalari tartisma.

4. Okul-iiniversite isbirlikleri, iiniversite programlari ve dgretmen aragtirma
projelerinin isbirligi iginde olmalari; teori ile uygulamay: birlestirmek

5.  Mentor ogretmenler, ¢ok basarilh Ogretmenlerin yeni Ogretmenler,
miifredat uzmanlari, egitim fakiiltelerindeki 6gretim gorevlileri i¢in
mentor roliinii iistlenmeleri; hatta bir okulun egitim programlarindan

sorumlu bag 6gretmenleri olarak gérev almalari
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Ileriye Yonelik Arastirmalar Icin Cikarimlar

Bu arastirma, dort okulla smirlidir: bir 6zel, alt, orta ve {iist diizey sosyo
ekonomik statiiden ii¢ devlet okulu. Dolayisi ile, daha genis bir Orneklemde nitel

arastirma yontemi kullanarak benzer sonuglarin ¢ikip ¢ikmayacag aragtirilabilir.

Bu ¢alisma, 6gretmen ve Ogretmenlerin kurumsal kiiltlir, kurumsal yap1 ve
liderlik, mesleki profesyonellikle ilgili degerler, ve yeni programlarla ilgili algilarini
tanimlamakla smirlandirildign igin, bu ¢aligmadan ¢ikan sonuglarin gergek uygulamalari
gormek amaciyla smif ve okul gozlemleri ve miifettislerin gbzlem ve algilarmi ortaya

¢ikaracak goriismeler yaparak sonuglar dogrulanabilir.

Son olarak, bu c¢alismada arastirilan her alanla ilgili daha detayli ayr1 arastirma
calismalarinin yapilmasi Onerilmektedir: Yeni programlarla ilgili algilar, okul kiltiird,
kurumsal yap1 ve liderlik, ve mesleki profesybnellik algisi. Bu aragtirmalar, her bir alani

detayl aragtirmak amaciyla hem nitel hem de nicel olabilir.
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