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ABSTRACT

THE EFFECT OF EDUCATIONAL IDEOLOGIES ON TEACHERS’

ATTITUDES TOWARDS CURRICULUM CHANGE

Yildirim Yamlmaz, Tuba Nur

M. S. Department of Educational Sciences

Supervisor: Assoc. Prof. Dr. Ercan KIRAZ
September, 2009, 93 pages

This study aimed at investigating the effect of educational ideologies on teacher’s
perceptions of and attitudes towards curriculum change. The sample consisted of 184
primary and secondary school teachers working in Kulu, Konya. Data were gathered
from the participants via two inventories, Educational Ideologies Inventory and
Perceptions of and Attitudes towards Curriculum Change Inventory. The first
inventory developed by William O’Neill. The second inventory was developed by
McAttee & Punch (1979). The researcher translated them into Turkish, made
necessary alterations and pilot tested. Both descriptive and inferential statistics were
utilized to analyze the data. Mann-Whitney U Test was employed to investigate the
effect of educational ideologies on teacher’s perceptions of and attitudes towards

curriculum change.

Results of the study indicated that there is no significant difference between
teachers’ educational ideologies and their perceptions of and attitudes towards
curriculum change. Furthermore, some background variables were also not found to

affect the teachers’ perceptions of and attitudes towards the new curriculum.

Key words: curriculum change, educational ideologies, teacher attitude
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EGITIM IDEOLOJILERININ OGRETMENLERIN MUFREDAT DEGISIMINE
KARSI TUTUMUNA ETKISI

Yildirim Yanilmaz, Tuba Nur

Yiiksek Lisans, Egitim Bilimleri Boltimii

Tez Yoneticisi: Dog. Dr. Ercan KIRAZ
Eyliil, 2009, 93 sayfa

Bu calismanimn amaci Konya, Kulu’da ilkogretim ve ortadgretim okullarinda caligan
ogretmenlerin egitim ideolojilerinin miifredat degisikligine kars1 olan tutumlarina
herhangi bir etkisinin olup olmadigim incelemektir. Veriler, O’Neill (1990)
tarafindan gelistirilmis Egitim Ideolojileri anketi ve McAttee & Punch (1979)
tarafindan gelistirilmis olan Miifredat Degisimine Karsi Ogretmenlerin Algt ve
Tutumlart Anketi kullamlarak toplanmustir. Calismaya 184 6gretmen katilmgtir.
Elde edilen veriler betimleyici ve yordayic istatistiksel yontemler kullamlarak analiz
edilmistir. Ogretmenlerin egitim ideolojilerinin miifredat degisikligine karsi olan
tutumlarina herhangi bir etkisinin olup olmadigini incelemek i¢cin Mann-Whitney U
test kullanilmustr. '

Aragtirmanin sonucu Sgretmenlerin egitim ideolojileri ve mﬁfrédat degisikligine
kars1 olan tutumlari arasinda herhangi bir énemli fark olmadigini gostermistir. Aynt
zamanda cinsiyet ve mezun olunan okul tiirii gibi degiskenlerin de 6gretmenlerin
miifredata karsi bakis agilarimi belirlemede belirgin bir fark olusturmadigt
goriilmuistiir.

Anahtar Kelimeler: miifredat degisimi, egitim ideolojileri, 6gretmen tutumu
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CHAPTERI

INTRODUCTION

1.1 Background to the Study

Educational institutions, like other institutions, need regular monitoring in order to
improve and modify the areas that are out of date or that have deficiencies. From
this perspective, change may be described as the adoption of an innovation
(Carlopio, as cited in Credaro, 2006). Under the umbrella of the broad definition of
change, the aim of the educational change is that to improve the results of education

through altering practices, methods or instruments.

In recent years, the reform of the school curriculum has been a key element of
educational change; since the developments in educational technologies, great
amount of knowledge in every branch of science and the growing needs of both
market and the society make the reform in curriculum necessary and unavoidable.
However, the change, in its nature, is a very complex phenomenon as there are
always proponents as well as the opponents of each reform movement. The
curriculum reform, which includes numerous people, is also a thorny issue. In this
kind of change, there is always a possibility of resistance by anybody who is
affected by the results of change. In the school curriculum reforms, the most
affected ones are, undoubtedly, the teachers; as they apply the changes in their
classrooms. Moreover, the success of such an educational reform also relies on the

successful implementation of the new curriculum by teachers in classrooms.

Regardless of the nature of the changes desired, however, effective
implementation of them will inevitably depend on the ability of
Governments actually to influence what goes on in the classroom- a reality
which is likely to be in large measure a function of teachers’ own priorities;
of their




willingness and ability to implement the changes in question (Broadfoot,
Osborn, Planel & Pollar, 1994, p. 8).

Generally, like all other reforms in education, curriculum reforms are top-down in
nature and teachers are the ones who resist to these curriculum changes as they are
most affected by them. However, in order to apply the changes in classroom settings,
it is important that the teachers should be willing to accept those changes. The
desired situation in these top-down reforms in curriculum is that teachers’
acceptance of those innovations without resistance but the results revealed by
previous studies are different. The problems occur in the application of a new
educational program. Thus, the researchers concentrate on finding out the reasons
which hinder teachers from implementing fhe changes. Fullan and Hargreaves
(1992) indicate that to effectively implement educational reform, teachers must
effect change for the better in their knowledge about the current policy and
professional and research issues. They must have access to a good knowledge base
for improving teaching and schools. This shows that the teachers may resist to the
changes due to the lack of knowledge about the nature of the current change.
Another reason for teacher resistance that is demonstrated by the literature is the
failure to recognize the need for change (Greenberg & Baron, 2000). Unless teachers
understand and appreciate the need for change in the education system, they will be
willing to maintain their current status. Habit may be another barrier to teachers
changing their practices. “Rather than developing new skills/strategies, it is simply
easier to continue teaching in the same ways” (Greenberg& Baron, 2000, p.34).
Teacher may also feel threatened by the nature of the change itself. This makes it
difficult for teachers to welcome these reforms. Their acceptance of change could be
affected by perceived threats to their expertise and proven abilities, and their belief
that they lack the knowledge or skills to implement the change successfully
(Greenberg & Baron, 2000). |

All these studies show that successful implementation of a new program mostly
related to teachers’ willingness and openness to change might depend on their
attitudes toward new educational ideas (Brown & Mclntyre, as cited in Lee, Ha,

Chan &Sum, 2004). Waugh and Punch (1985) have proposed a widely used and
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adopted model to study teachers’ receptivity to change. Their study indicates a range
of variables that affect teacher receptivity to a system-wide change. Their study well
establishes evidence on variables including overall feeling toward the previous
educational system, attitude toward the previous educational system, practicality of
new educational system, perceived expectations and beliefs about important aspects
of the new educational system and beliefs about some important aspects of new
educational system, yet it does not provide a broad frame for the reasons that affect
the teachers’ attitudes towards curriculum change. There might be other, broader
reasons that can help to explain the perceptions and attitudes of teachers towards a

change. As stated by Fullan (2001a, p. 56)

Understanding why most attempts at educational reform fail goes far beyond
the identification of specific technical problems such as lack of good
materials, ineffective in-service training or minimal administrative support.
In more fundamental terms, educational change fails partly because of the
assumption of planners and partly because some problems are inherently
unsolvable.

Thus, the educational ideologies might be among one of the discerning factors that
may explain the reasons of teachers’ attitudes towards curriculum change, since
educational ideologies embrace many beliefs and values related to educational
matter. They can provide a conceptually broader framework in explaining the
teachers’ attitudes towards and perceptions of the curriculum change. O’Neill

(1990) defines the educational ideologies as follows:

Educational ideology is a value or belief system that is accepted as a fact or
truth by people in education. It is composed of sets of attitudes toward the
overall goal of education, the objectives of the school, general characteristics
of education, the child as learner, administration and control, nature of the
curriculum, subject matter, instructional methods and evaluation, and
classroom management (p.19). '

As the definition of the educational ideology suggests, the term refers to a broader
understanding of education and the educational ideology of a person may explain a

lot about the person’s attitude towards the educational change.




1.2 Statement of the Problem

In Turkey, there has been a recent nation-wide curriculum change in the primary and
high school levels and there are some concerns about the proper application of the
curriculum. When some demographic characteristics (Statistics. MEB, 2008) such as
the total number of the teachers, 422,264, working in state schools at the primary
school level and 177,580 teachers at high school level, and teaching to 10,331.752
students at primary schools and 2,817.334 students at high school levels are
considered, the importance of proper implementation of the program will be better
understood. As the literature in the area of educational sciences has revealed most of
the implementation problems of a new curriculum stem from the teachers’ resistance
to the changes in their classrooms. Therefore, it is important to find out the reasons
that hamper the teachers from implementing the new program before coming across
with some implementation problems. The previous studies provide evidence that
there are several reasons for this resistance such as teachers’ lack of knowledge
about the new program, their conception of new program as threats to their
professions, their attitudes towards or emotions and beliefs about the new
curriculum, but they do not provide a broader frame for the reasons that shape the

teachers’ attitudes towards curriculum change.
1.3 Purpose of the Study

The purpose of this study is to investigate the relationship between the primary and
high school teachers’ educational ideologies and their attitudes towards the current
curriculum change in Turkey and to find out whether there are differences in their
perceptions of curriculum change and their attitudes towards the curriculum change.

The questions to be raised in the study are:

1- What are the educational ideologies of the teachers?
2- What are their views on the recent curriculum change in Turkey?

3- Are they willing to implement the new curriculum in their classrooms?



4- Is there a relationship between:

The teachers’ educational ideologies and their attitudes towards

curriculum change?
The teachers’ attitudes towards curriculum change and the gender?
The teachers’ attitudes towards curriculum change and their experience?

The type of faculty teachers graduated from and their attitudes towards

curriculum change?

1.4 Significance of the Study

In order to understand the factors which influence the successful implementation of
an educational program, we need to clarify the reasons that hinder the successful
implementation. Many researches, conducted in the field, reveal that the basic
problem in the implementation stage of a new curriculum is the teacher resistance.
The studies in the area also revealed some of the basic factors (such as teachers’
conceptions of the new curriculum as threats or their lack of knowledge about the
program) that underlie this resistance. The most inclusive study, which has been
done so far, is the “Teachers’ receptivity to change” model developed by McAtee
and Punch (1979). Their model has pioneered many other studies Waugh & Punch
(1985, 1987), Lee (2000) and has formed a base for them. However, this study lacks

a broader framework.

All over the world, in the implementation stage of a new curriculum encounters
problems. A simple literature review also supported that the encountered problems
are similar. Therefore, a study in this field will shed light on the research related to

this area.

This study will help researchers to understand whether the educational ideologies
have an effect on teachers’ attitudes towards curriculum change, so it will make it
easier for curriculum developers to take precautions before coming across with such

problems. They may also develop additional ideas such as additional in-service
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training programs before the implementation of the new curriculum in order to
explain the teachers the importance of change to pace up with the changes in the

world.




CHAPTER II
REVIEW OF LITERATURE

The theoretical framework for this study builds upon two distinct, yet interrelated,
literatures. The first one examines the change, the nature of change and educational
change. The second one, however, is a conceptual overview of ideologies in general,
educational ideologies and their influence on educational decision making

processes.
2.1. Change

Today the advances in technology and increasing knowledge in every branch of
science as well as the direction of market economy shape the people’s conception of
the world. There is no reality in the world that can be considered as absolute today.
Today’s reality can be the obsolete of tomorrow. Because of these rapid
improvements, changes in every walk of life are inescapable and necessary. As
stated by Swenson as cited in Credaro (2006) globalization of society has produced
an imperative for continual reappraisal of practices in order to maintain a
competitive edge. As everything is bound to change around human beings, people
should pace up with these changes via the institutions such as family, society and
school they belong to. However, change implies different connotations to different
people. In order to understand what is meant by the term “change”, the meaning of
change should be clarified in detail. Simply, it can be described as a difference in
the state or quality of something (Evans, 1996) or the adoption of an innovation
(Carlopio, as cited in Credaro, 2006). As they argue the process of change is simple
as there is an innovation and people adopt this innovation. Hdwever, change
includes the involvement of various variables and more complex processes than the
previous definitions. Thus, from this perspective, the change is more like the

definition of Morrison (1998):

Change can be regarded as a dynamic and continuous process of
development and growth that involves reorganization in response to ‘felt
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needs’. It is a process of transformation, a flow from one state to another,
either initiated by internal factors or external forces, involving individuals,
groups, or institutions, leading to a realignment of existing values, practices
and outcomes (p. 58).

This definition shows that there must be a need for change, stated by people, inside
or outside of an organization, a group or an individual. Then, it not only involves
just adopting something new, but it also involves altering the current system
fundamentally including the organizations’ or individuals’ values, practices and

outcomes.
2.1.1 The Nature of Change

All the change processes share some common characteristics. As stated by Cuban
(1990), it is structural, systematic and system-disturbing rather than being
superficial. According to these characteristics, every change process must have a
structure and it is a kind of rebel against the current system. It is a dynamic process-
over time- rather than an event (Morrison, 1998). It does not happen all at once.
When change is put into application, it does not mean that it will be applied in all
areas immediately, “... putting the reforms into practice is a difficult and demanding
~ task. It is hard work, and it takes a lot of time over an extended period- a period of
years, not months” (Anderson, 1995, p. 76) . First of all, the change begins with the
planning procedure. After necessary infrastructure is established in accordance with
the planning, it is applied. The implementation process also takes time. Apart from
being a process, it is also a multidimensional phenomenon (Morrison, 1998). It not
only includes the change in itself but it also embraces the administration,
organization, skills, behaviors, values, beliefs, roles and relationships of people who
are involved in or affected by the change. All the structures within the organization,
in which change takes place, are affected by the process. As it requires the
involvement of people, it results in anxiety and uncertainty together with the need to
develop new skills. Therefore, it encompasses multiple perspectives which also
bring resistance (Hopkins et al., 1994). There are many reasons, depicted by the
literature, for the resistance to change. One of the reasons for the resistance is the

conservative impulse in human nature as stated by Nisbet (1969) “daily experience
8



and common sense confirm the conservative bent of human behavior, the manifest
desire to preserve, hold, fix and keep stable”(p. 25). Organizations as well as the
individuals seek patterns and stability in life. Change poses a potential danger for
them as it is a threat to the predictability. It is easier to continue doing things in the
same way. Another reason for the resistance is that change is considered as a loss of
the habits and customs as indicated by Marris (1986) “we cannot simply accept the
loss of familiar attachments in the name of some impersonal utilitarian calculation
of the common good. It is not easy for the people to give up the things that they are
involved in for years immediately”(p. 176). Indeed, it is considered as a challenge
to the competence of the people. Most of the time, change process requires people to
give up or alter the things in which they consider themselves as skillful and
competent as stated by Evans (1996), “ Change immediately threatens people’s

sense of competence, frustrating their wish to feel effective and valuable”(p.18).

2.1.2 Educational Change

The change is a necessary and an unavoidable process in education as a societal
institution. The developments in educational technologies, the increasing knowledge
in every branch of science, increasing understanding of human learning, the
changing needs of the society, market and labor force make change necessary for
educational organizations as indicated by Morrison (1998) “there are no longer
absolutes; values are debatable and indeed are debated. The aims, objectives,
content, pedagogy, evaluation and direction of education are not fixed but fluid” (p.
2). Schools exist in a destabilized context as Evans (1996) states, the entire
educational environment is in flux, as social, economic, and political forces

radically reshape the world of schools.

To pace up with the changes in the world, education adopts some changes in its
structures such as innovations in the teacher training programs, in its administration
units and in the curriculum program. However, like any other change processes in
other organizations, educational changes also have similar characteristics with other

organizations and they face similar problems in the process of implementation. For




any change to take place, first of all, there must be a “felt need” in order to decide
making changes. Then, possible solutions to this need are generated. As a last stage,
the change is implemented. The structural framework of education is hierarchical in
nature. Thus, the innovations in education usually follow a top-down path. “Each of
these strata is comprised of individuals with differing goals, interests and
perspectives” (Credaro, 2006, p.1). The success of the innovation is ultimately
determined by these people who are involved in the implementation of the reform.
However, it should be noted that in an educational process, in which many people
with differing characteristics are involved, the implementation of an innovation
becomes more difficult than in any other institutions as indicated by Credaro (2006)
“Implementation of proposed innovations, the third stage of the change process is
the most complex and difficult to achieve. In the school context, this may be more
arduous than in other organizations” (p.2). Fullan (1993) also notes that educational
reforms are “hard to conceive and even harder to put into practice”(p. 46).
According to Fullan (1990), teachers are the essential implementers of any
educational reform, with activation of the changes. in classes and educational
institutions possible only through them. Moreover, a number of studies also suggest
that teachers’ subjective perception of the proposed changes determine the
effectiveness of any reform (Hargreaves, 1998; McNess, Broadfoot& Osborn,
2003). These studies consolidate the fact that the teachers play a crucial role in the
implementation stage of any educational reform. However, like in all other change
processes, educational reforms also encounter resistance from the people who are
involved in the process. In educational innovations, the resisting agents are mostly
the teachers who are the implementers of the reform. They have the similar
characteristics of the resistors in other organizations. The literature indicates that
there are several reasons for the resistance. Attitude towards change, which is an
indicator of the teachers’ openness to change, is a variable that is linked to
acceptance of new procedures and policies (Zimmerman, 2006; Robbins, 2000).
Another barrier to change is the failure to recognize the need for change. “Unless
teachers understand and appreciate the need for change in their schools, their
interest in maintaining the status quo will undoubtedly take precedence over their

willingness to accept change” (Greenberg& Baron, 2000, p, 24). Moreover, because
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many people feel a sense of security from doing things in familiar ways, disrupting
teachers’ well-established professional and instructional patterns could result in a
fear of the unknown (Fullan, 2001b; Greenberg& Baron, 2000). Teachers might feel
threatened by the prospect of change. Their acceptance of change could be affected
by perceived threats to their expertise and proven abilities, and their belief that they
lack the knowledge or skills to implement the change successfully (Fullan, 2001b;
Greenberg& Baron, 2000).

2.1.3 Curriculum Reform

The curriculum reform is one of the main structures in the change processes,
occurring in the reform of education as indicated by Lee et al. (2004): “During the
past decade, reform of the school curriculum has been undertaken as a key
instrument of educational change”(p.421). The curriculum reform is considered as a
key element because it determines what goes on in the classroom. The success of an
effective implementation of a curriculum reform also depends on the teachers as
they implement the program in the classrooms. Being an innovation, the curriculum
reform also encounter oppositions from the implementers, who are in the context of
educational reforms are teachers. However, “Teachers came to the reform with
varying degrees of knowledge about and experience with the instructional
approaches of the curriculum and not all teachers held a belief system that coincided
with the reform” (Davis, 2002, p. 15). As in all reforms, curriculum reform also
includes implementers with various views and beliefs which may accelerate or

hinder the implementation of an innovation. In her study, Davis (2002) states that

For some teachers the reform process was an opportunity to use a program as
a vehicle to implement new approaches and strategies that reflected where
they were and where they wanted to go. For others, the reform was a
conflict, challenge, and,..., an opportunity to reflect on long-held ideas and
beliefs about students, learning and teaching (p.16).

Literature also has evidence for under what conditions it is easier for teachers to
accept the system-wide changes as curriculum reform and it also provides data

about the variables that affect teachers’ acceptance of changes. Guskey (2002) has
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proposed a ‘Model of Teacher Change’ which indicates that the relationships among
change in teachers’ classroom practices, change in student learning outcomes, and
change in teachers’ beliefs and attitudes are highly complex and reciprocal. He
argues that evidence of improvement in the learning outcomes of students is the key
element of any change in classroom practices and teachers’ attitudes. Waugh and
Punch (1985, 1987) proposed a model to study teachers’ receptivity to change and
their model has been widely used in other studies as well. Their study provides
empirical support for a range of variables that affect teacher receptivity to a system-
wide change, including beliefs about general issues in education, overall feelings
towards the previous educational system, attitude towards the previous educational
system, alleviation of fears and uncertainty associated with the change, practicality
of the new educational system in the classroom, perceived expectations and beliefs
about important aspects of the new educational system, perceived support for
teacher roles at school in respect of the main referents of the new educational
system, personal cost-appraisal of the change and beliefs about some important
aspects of the new educational system in comparison with the previous system. All
these studies managed to explain the reasons for teachers’ resistance to innovations
and changes, yet they do not provide further explanations about the underlying
reasons of teachers’ attitudes towards the educational reforms, specifically

curriculum reform.
2.1.4 Curriculum Change in Turkey

In Turkey, there has been a nation-wide curriculum change since 2005. In this
reform movement, first of all, the curriculum of primary schools from grades 1-5 is
aimed and new curricula have been developed in all courses taught. For grades 6-8,
new curricula gradually have been developed and implemented. At high school
level, new curricula have been developed in the areas of physics, Turkish language
and literature, chemistry, biology, mathematics, geography and history. At the
vocational high schools, a new modular approach has been adopted in the teaching

of vocational courses. The curricula, which have been implemented nation-wide
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since September 2005, was developed and piloted in 120 schools in nine cities in

2004-2005. (Talim Terbiye Kurulu, 2005).

Ministry of National Education (MONE) has considered the curriculum reform
movement as a necessary step in order to keep up with the growing needs of world,
country and the market. Apart from MONE, others are also really concerned about
the quality of education in Turkey as stated by Simsek & Yildirim (2004) it is
widely agreed by scholars, journalists and politicians that there is an imperative
need for reform in education. It is also a necessity for raising the standards of
education as a EU candidate country. The recent international studies PISA (OECD,
2004), PIRLS (2001) and TIMMS (1999) also have strengthened the need for an
educational reform in Turkey since they revealed that achievement levels of Turkish
students were significantly lower than the international average. Thus, MONE has
launched two reform initiatives: curricular and structural.

...one is curricular: it was launched in 2005, and the aim was to make major
alterations in the educational system with a view to preparing young citizens
better for the real world. The other reform is structural, with one of its main
objectives being to decentralize educational provision in Turkey. (Aksit,
2007, p. 135)

In order to understand this need and reform movement thoroughly, a brief historical
overview of curriculum changes in Turkey will be great use. After the foundation of
Turkish Republic in 1923, education system underwent a process of modernization
and secularization. For this purpose, various scholars from different countries,
including John Dewey, were invited to Turkey and Turkish Education System was
rearranged mainly through the advices and observations of these people. After
putting the Law of Common Education into effect in 1924, curriculum development
studies in elementary education (The Primary School Curriculum) began and a
curriculum was developed in that year (Koc}, Isiksal & Bulut, 2007). For 12 years,
this curriculum was maintained. In 1936, curriculum development studies started
again and the previous program was revised. In 1948, the curriculum underwent
some changes owing to the improvements in economical, political and social
structure of Turkey. The principles of the Primary School Curriculum were

rearranged and grouped under four elements: social, individual, human relations and
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economics (Binbasioglu, 1995). In 1962, a relatively flexible curriculum model was
adapted and it was monitored until 1968. It was accepted as the national curriculum
by then. After the military took over in 1980, centralization in education increased
and at the same time, curricula and textbooks became more nationalistic. In 1991-92
academic year, high school students received more freedom to choose courses in an
attempt to transform the philosophy and structure of high school education.
However, the MONE abolished the reform four years later. In 1997, Basic
Education Reform was approved by Turkish Parliament. With this reform, five-year
compulsory education increased to eight years, more schools and classrooms were
opened and faculties of education were required to train more teachers Yildinm &
Simsek, (2004). As a result of the National Education Development Project
supported by the World Bank, in 1993, a new curriculum was adopted by the
Department of National Educational Research and Development of Education
(EARGED) in cooperation with the National Education Development Project.
Between 1993 and 2003, revisions were carried out in individual content area
curricula (Kog et. al. ,2007). These are the corner stones of Turkish curriculum after
the foundation of the Republic. However, in all these years and in all levels of
education, traditional teaching methods which include recitations, memorization and
drills dominated the classroom practices (S6nmez, 1996). Although there have been
reform initiatives to change curriculum and classroom practices previously,
classroom practices, curriculum and textbooks are relatively conservative and

traditional as stated by Simsek and Yildirim (2004).

. research on teaching practices in Turkey shows that most classrooms
continue to be dominated by teacher-centered activity, generally through
lectures and recitation. Teachers typically transmit knowledge to students
and expect that they will produce more or less the same knowledge in the
exams (p.14).

Thus, MONE hés urged that an education reform is needed in all levels of education
in order to provide the students with more up-to-date teaching methods and
educational philosophies. As stated by Aksit (2007) previously, one of the main
elements of educational reform initiative in 2005 is curriculum reform. MONE has

acknowledged that the previous education programs were rather traditional,
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conservative and teacher-centered. Thus, they could not respond to the needs of

students, society and the market. Because of these reasons, reconstructivism was

adapted as the base for them in the development of new education programs.

Constructivism, which has become popular with the new curriculum, means
building new knowledge in mind through connections between the
knowledge he/she has and the knowledge around him/her by interacting with
the environment. Accordingly, student becomes the centre of learning and
the main determiner. (Ozel, Baymdir, Ungan, Arici, Bozkurt & Ozel, 2007,
p- 129).

Reconstructivism, which has a progressive orientation in education, requires the

adoption of liberal education views since it puts the student into the centre of whole

education process, requires teacher to implement various and more student-centered

methods and techniques in teaching according to the needs of the students. The

evaluation process in reconstructivism is rather formative unlike the product-

oriented evaluation of conservative educational views.

Constructivist learning theory has two basic premises: (1) learning takes as
its starting point the knowledge, attitudes, and interests students bring to the
learning situation and (2) learning results from the interaction between these
characteristics and experience in such a way that learners construct their own
understanding, from the inside, as it were (Howe & Berv ed. By Phillips,
2000, p. 32).

The main objectives of curriculum reform, based on constructivist view of

education, stated by Talim Terbiye Kurulu (2005) are

to reduce the amount of content and number of concepts,

to arrange the units thematically,

to develop nine core competencies across the curriculum,

to move from a teacher-centered didactic model to a student-centered
constructivist model, ' |

to incorporate ICT into instruction,

to monitor student progress through formative assessment,

to move away from traditional assessment of recall, and introduce authentic
assessment, '

to enhance citizenship education,
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e to introduce second language courses from primary school,
e to widen the scope of religious education,
e to establish a system of student representation, and engage students in

community work.

However, like in every reform effort, this reform movement has opponents as well
as the proponents. Before, during and after the development of educational
programs, they are highly criticized by some scholars and some Non-Governmental
Organizations (NGOs) such as in Egitim-Sen’s report on the issue (2005). These
criticisms resulted in hot debates on curriculum reform. As stated by Aksit (2007),
the controversies are not much related with direction of the curriculum reform, they
are mostly related with the way it is proposed, developed and implemented. The
major controversies over curriculum reform centre on three views. First of all, it is
argued that the development, piloting and implementation stages of the curriculum
were rushed and the results of these processes were not made public openly and they
were not discussed thoroughly. Although MONE stated that students, teachers,
inspectors, parents, academics and NGOs were consulted during the process, the
faculties of education regretted that they were not formally involved and therefore
could not make their contribution to the development of the new curriculum (Aksit,
2007). Thus, opponents claim that there was not a detailed development and
piloting process, in which all stakeholders participated and stated their views
openly. Secondly, it was claimed that there was not an adequate infrastructure and
resources to implement the new curricula in most of the schools. They state that in
some of the schools, especially in village schools, there are still cojoined
classrooms, in which students from 1-5 are thought in the same classroom. Thus,
without coming over this problem, it may not be possible for teachers to implement
the new programs as they require the use of various methods and techniques while
teaching. However, both implementing various methods and teaching 5 different
grade levels may be a burden to the teachers and implementing these programs
under these conditions will be neither efficient nor effective. Apart from this, some
classes have over forty students, especially at urban schools. This may also cause

some problems for teachers as new programs require allocation of more time per
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student both in teaching and evaluation processes. Moreover, although the effective
and efficient use of information technologies is required in new programs, some
schools still lack resources such as photocopy machine, overhead projectors and
computers. Lastly, in-service trainings of teachers are also among controversial
issues because new programs require teachers a complete shift in their views of
education as well as adoption of new teaching and evaluation methods. Although
there have been a five-day in-service training prior to implementation of new
programs, it is widely discussed that changing deep-rooted implementation of
traditional methods and views on education may not be possible just after a 5-day
in-service training program. Bikmaz (2006) points out that some concepts may lead
misunderstanding in new curricula if in-service training is not carefully planned and
efficiently rendered. These concepts mainly are individual differences, active
learning, the role of teacher as guide, learning as a process and evaluation as a
process. In their analysis of Math Curriculum, Babadogan & Olkun (2006) gives
particular attention to the importance of teacher training since new curriculum
requires teachers a complete shift in their roles, but they also point out that teacher
training, so far, is not adequate. Apart from this, most of the experienced teachers
confront these methods and techniques for the first time. Therefore, there is a wide

information gap between some of the teachers and new programs.

Since the first implementation of new curricula in 2005, various studies have been
conducted on the impacts and results of curriculum change in Turkey. In a case
study, including 32 English teachers, conducted by Kirkgoz (2008) revealed that
after the curriculum change in 4™ and 5" grade levels in English teaching, half of the
teachers still have transmission oriented educational views, six of them are
interpretation oriented and the remaining ten are eclectic oriented teachers. She has
found that there is a considerable variation among the instmctioﬁal practices of
teachers. Her study has also revealed that their background study has played an
important in their teaching. Teachers who received training related with new
methods at university did not have difficulty in teaching with new programs. She
concluded that in order to change teachers’ existing beliefs and classroom practices,

continuous training programs which take into account teachers’ current knowledge
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and beliefs are needed. Another study, conducted by Ozel et al. (2007), studied on to
what extent teachers agree on the reasons for curriculum change in Turkey. They
also analyzed that whether their answers change according to their gender,
experience in teaching and branches. They have found out that female teachers have
stated more positive opinions about the reasons for the change in curriculum than
the males, especially on the articles making classroom management easier,
establishing school culture, encouraging being an information society, and more
emphasis on socialization. Moreover, their study has revealed more positive results
in favor of either teachers with five or less years experience or teachers with 16-20
years of experience. They have not found a significant relationship related to the

reasons for the change in curriculum depending on the branches of teachers.

Bulﬁt (2007) analyzed new elementary school mathematics curriculum by
consivdering 5" grade students’ and classroom teachers’ views in a case study. In his
study, teachers stated that although their workload lessened by placing the student at
the centre of education, arranging physical condition is a problem since the
classrooms are overcrowded. They believe that new curriculum responds to the
needs of students and it is in line with their developmental characteristics which
enable students to learn more efficiently. However, they stated that resources and
infrastructure of schools are not sufficient for the implementation of the curriculum
and the in-service training, prior to pilot testing and support in general are not
adequate, either. Lack of information about the evaluation procedures also causes
problems for them. Students’ views are parallel with those of the teachers. They
state that math is more enjoyable and easier this year in comparison with last year
and they actively participate in classroom activities by playing games, group works

and various activities.

All these studies shed light on some problems related to new curriculum, teachers’
as well as students’ views on the curriculum, and the attitudes of the teachers’
towards the curriculum. However, as one of the important factors that affects the
teachers’ attitudes towards change, the educational ideologies and their impacts on

teachers’ attitudes towards curriculum reform have not been studied yet.
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2.2 Ideology

The term “idea” is defined as (i) a plan of action: Intention, (ii) Something imagined
or pictured in the mind: Notion, (iii) a central meaning or the purpose in Webster’s

Elementary Dictionary.

Ideologies are described by Lamm (2000) as one of the cognitive systems that serve
man in discovering and inventing the meaning of the world and of life, and in
deriving an orientation for his actions. He also argues that ideologies act as a control
mechanism on people’s actions in their social and political lives. According to him,
the ideologies have four components: diagnostic, eschatological, strategic, and
collective. Diagnostic component of the ideologies are concerned with the question
of “what is?” and it describes the current status of a situation in life. The
eschatological component of the ideologies answers the question of “what should
be?”. This component mainly focuses on the desired situation. The third component,
strategic, includes a choice of one of the possible strategies: to strive for the
desirable by means of information and education, political action, revolution, and a
seizure of power or by other means. The means that people use in the strategy
component are part of their identities and determine their posture in their lives. The
last component, collective, includes a definition of certain publics and answers the
questions “for whom?” and “by whom?”” One public is defined in each ideology as
its carrier, the public meant to realize it; another public is that on whose behalf the
first group acts. He states that when the four components coalesce, they form an
ideology. He also describes the circumstances in which people choose their
ideologies as follows: |

When

(1) It is vital to act

(2) There is more than one way to act

(3) It is impossible to decide rationally or empirically between the

options
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(4) One must therefore choose between the possible courses of action

without having all the data need for decision.

For Lye (1997), ideology is a term developed in the Marxist tradition to explain how
cultures are structured in the ways that enable the group holding power to have the
maximum control with the minimum conflict. Lye also believes that power concept
is neither a unitary force nor a phenomenon, nor an exclusively political
phenomenon. Power and power relations are woven throughout all the practices and
ideas. To prevent the misconception, some conceptions of ideology de-emphasize
the power aspect and see ideology as the structure of assumptions which form the
‘imaginative world of groups. In this sense, the difficult thing is to classify the
ideologies rather than defining the general concept of ideology since ideology has
an effect on so many things such as politics, economics, religion, and society /
culture. From different aspects, it is possible to use so many classifications.
However, basically, the ideologies can be mainly categorized in two groups, which

are conservative (right wing) and liberal (left wing) ideologies.

Gutek (2004) states ideology is the belief (idea) and value systems of a group,
especially in relation to politics, society, economics, and education. For him,
ideology has following components: '
1. An interpretation of a group’s past that may be both historical and
mythical
2. An account of group’s present condition
3. A strategy and an agenda for improving and maintaining the group’s
situation
4. Some idea of social change-improvement or maintenance- related to

the group’s welfare.

Foldvary (1998) has defined both ideologies and he further explained that right-
wing ideas and movements are associated with the traditional values, conservative
ideologies, support for a strong military, resistance to legal equality, censorship,

nationalism, and reverence and support for symbols of the state, whereas the left-
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wing ideas and movements are usually associated with a tolerance for diverse

religions and races, opposition to censorship, basing morality on reason rather than

tradition, favoring equality before the law and emphasizing human beings regardless

of their nationality, and opposition to privilege.

2.2.1. Educational Ideologies

Ideologies play an important role in the educational decision making processes as

education is one of the areas in life which forces men to make choices and Lamm

(2000) notes that educational decision are all ideological decisions since they

include value judgments, aims and expectations. He also states that the four

components of the socio-political ideologies are also prevalent in educational

ideologies and he describes differences by drawing a table.

Table 2.1 Components of Educational Ideologies
Source: From Lamm, 2001, p. 7 Table 1

Socio-political Ideology

Educational Ideology

Eschatology (aim)

-Image of desired society

Image of “desired adult”,
“educated human”

Diagnosis

Description  of  actual
society in the light of the
image of a desirable
society

Description of  actual
pupils in the light of the
image of desirable pupils,
“educated adults”

Strategy

Means by which to
transform actual society
into desirable society, in
the realization of
eschatology

Didactics, methods of
instruction aimed toward
closing the gap between
actual pupils and desirable
pupils, “educated adults”

Collective

The public that will
rectify society, or for
whom the society must be
rectified

The special pupil
population -to be handled,
toward whom educational
theory is aimed

Gutek (2004) mainly groups educational ideologies in five categories: Nationalism,

Liberalism, Conservatism, Marxism and Liberation.
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The first ideology, Nationalism is lead by the idea of nation. This ,ideology
embodies and expresses the sense of national identity, the “we-feeling” of common
cultural identity and loyalty to the country shared by the people of the country or the
nation; it further expresses the group’s national spirit or patriotism and its national

interests Gutek (2004).

Liberalism is an ideology that stresses the free flow of ideas and the testing of ideas
in human experience. It expresses the beliefs about human freedom, seeks to protect
those freedoms with procedures of representative institutions, and promises that it is
possible to improve the human condition by reform and education. Liberalism has
also argued that schools, in addition to their academic functions, should have a

larger social role (Gutek, 2004).

As a third educational ideology stated by Gutek (2004), Conservatism is an ideology
that emphasizes the preservation of institutions in what is believed to be their
primary and traditional form and function. For conservatives, schools’ primary
purpose is to provide an academic education to students. When they take on
nonacademic custodial, therapeutic, and social functions as recommended by
Liberals, schools dilute, weaken and distort their primary role in society. It has two
goals in regard to institutions: (1) to maintain and preserve those institutions that are
functioning according to their intended original or primary purpose; (2) to restore
those institutions which have been altered or changed and are no longer functioning

according to their original, primary, and traditional purpose.

Marxist ideology claims that economic factors shape society, politics and education

and they have profoundly influenced how we think about the world. The driving
goal of Marxist-inspired education is to bring about fundamental economic change
and restructuring so that ownership of the means and modes of production passes to

dispossessed groups.

Last ideology defined by Gutek (2004), Liberation Pedagogy is that education that

frees a person from domination and oppression. This ideology places emphasize on
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the teacher as an ideologically committed person, who, with students, is engaged in

mutual learning.

Davies (1969) groups educational ideologies into 4 categories: Conservative,
Revisionist, Romantic, and Democratic.

« Conservative ideology is viewed as valuing stability, tradition and continuity with
the past through a transmission of the dominant culture. A hierarchical,
differentiated view of knowledge is taken, with an acceptance that the existence of
elite is necessary, and that a differentiation of curricula for this elite is not only
inevitable, but also desirable.

 Revisionist ideology values the efficiency of an educational system able to
produce an appropriately skilled workforce that can boost the economic efficiency
of the country, by focusing education on those who have the ability to attain most
benefit.

« Romantic ideology puts greater value on the individual, and emphasizes the notion
-of learning through exploration and interpretation, rather than viewing knowledge as
purely objective.

» Democratic ideology is one in which value is placed on the idea of equality, and
access to all forms of education is seen as vital for a truly democratic culture to

emerge.

O’Neill (1990) divided educational ideologies into two groups: Conservative
educational ideologies and liberal educational ideologies. In his categorization, there
are mainly three specific educational ideologies under each general educational
ideology. O’Neill focuses on political philosophies and their implications on

education.

Conservative educational ideologies consist of three basic traditions. These are
educational fundamentalism, educational intellectualism, and educational
conservatism. They range from the religious expression of educational
fundamentalism, at the most conservative or authoritarian end of the spectrum, to

the secular variety of educational conservatism, at the least conservative end. Like
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conservative educational ideologies, liberal educational ideologies consist of three
basic traditions: educational liberalism, educational liberationism, and educational
anarchism. They range from the least liberal expression of educational liberalism to
the exceedingly radical proposals of the utopian anarchist at the end of the
continuum. O’Neill (1990) explains these educational ideologies in six different

categories, discussing and commenting on each one in quite detailed manner.

The first of these ideologies is Educational Fundamentalism which claims that
educational ideology encompasses political conservatism which seeks to minimize
philosophical and / or intellectual considerations, tending to ground their
contentions on a relatively uncritical acceptance (usually justified as “common
sense”). This ideology urges humans to reform conventional standards of belief and
the goal of the school is to restore the older and better ways in order to reconstruct

the existing the social order (O’Neill, 1990).

Educational ideology that emerges out of those expressions of political conservatism
based on closed and fundamentally authoritarian philosophical or religious systems
of thought is called “Educational Intellectualism”. It seeks to change existing
political (including educational) practices in order to make them conform more
perfectly to some established and essentially unvarying intellectual or spiritual ideal

(O°Neill, 1990).

The third ideology is Educational Conservatism which is fundamentally supportive
of adherence to established institutions and processes, together with a deep respect
for law and order. In educational terms, conservatives see the central goal of the
school as being the preservation and transmission of existing social patterns and

traditions. They seek to develop a contemporary society by ensurihg sort of slow |
and organic change that is compatible with the pre-established legal and institutional

_requirements (O’Neill, 1990).

The fourth ideology, Educational Liberalism, is somewhat far from being similar to

the previous ones in that liberalists believe that the long term goal of education is to
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preserve and improve the existing social order by teaching each child how to deal
effectively with his or her real-life problems. Schools should attempt both to provide
students with the information and skills necessary to learn effectively for themselves
and to teach students how to solve practical problems through the application of

individual and group problem-solving processes (O’Neill, 1990).

Similar to the previous one, Educational Liberationism as the fifth educational
ideology maintains that the ultimate goal of education should be to implement the
reconstruction of society through humanistic lines emphasizing the fullest
4development of each person’s unique potentialities as a human being (O’Neill,

1990).

The last ideology, Educational Anarchism, holds that we should emphasize the need
for eliminating institutional limits and pressure on personal behavior. In a
decentralized, deinstitutionalized society, people would be returned to themselves,

and be more willing to have personal responsibilities (O'Neill, 1990).

It seems that these ideologies affect people’s behavior in terms of their approaches
to the overall goal of education, the objectives of the school, the roles of teachers
and students, the administration and control, the nature of the curriculum as well as
instructional methods and evaluation. The educational ideologies are very diagnostic
in some of the educators’ behaviors in the classroom environment. However, some
possible effects of educational ideologies are still in need of further research. For
instance, one of the issues that should be further investigated is whether there is a
relationship between educational ideologies and teachers’ attitudes towards changes
in education. In Turkey, there have been a nation-wide curriculum change since
2005 and curriculum is among one the components which have been affected by
educational ideologies as stated by Caldwell (1997) Educational ideologies
inevitably influence the development of the curriculum, but at the same time are
themselves influenced by the prevailing social and political ideologies. Fiala and
Lanford (1987) explain the relationships between the ideology of education and

types of school curricula and he states those both formal and intended curriculums
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are directly influenced by educational ideologies which affect active curriclum via

formal and intended curriculum.

After the problems in educational change came into light, the researchers have
begun to investigate the reasons for these problems. Unfortunately, these studies
have remained somewhat limited in scope and there is no research study,
investigating the relationship between educational ideologies and teachers’ attitudes
towards curriculum change. However, there are some clues that guide us to conduct

research in this area as in the study conducted by Kiraz and Ozdemir (2006).’

As the literature indicated, educational ideologies explain many things about the
ongoing process of education and it can also help to predict the course of things that
may happen in the education in the future since the educational ideologies influence
many decisions in education. Thus, after a change movement in educatlon
educational ideologies can shed some light on the outcomes of the change process

after its implementation.
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CHAPTER III

METHOD

This chapter describes the overall design of the study, population and sample
selection, data collection instrument, data collection procedures and limitations of

the study.

3.1. Overall Design of the Study

The purpose of this study is to investigate the relationship between the teachers’

educational ideologies and their attitudes towards the curriculum change in Turkey.

A survey design was used in this study. It covered the teachers working in Kulu,
Konya. The researcher used a questionnaire on Educational Ideologies and Teacher
Receptivity to System-Wide Change. It was distributed to the primary and high
school teachers who are working in state schools in the centre of Kulu, Konya. The
researcher either applied the questionnaire herself or handed it to the teachers via

other teachers.

The questionnaire had three parts which were the demographics, educational
ideologies and attitudes of teachers towards new curriculum. Both qualitative and
quantitative data were collected through the questionnaire and they were analyzed

~ descriptively and inferentially.

3.2. Population and Sample Selection

In the study, convenience sampling method was used. The population of the study
was primary school and high school teachers who were working in Konya. The
sample of the study was 177 primary school and 62 high school teachers who were

working in Kulu, Konya. Only the teachers whose curriculum has changed gradually
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since 2005 participated in the study. When demographic characteristics of the
population are considered, 66 (% 37) of the teachers are female while 111 (% 63) of
them are male at primary school level. At high school level, 20 (% 32) of the
“teachers are female; whereas, 47 (% 68) of them are male. Whole population was
included in the study as the number of population was not 00 large. Therefore, the
targeted number of participants was 239. However, of all the 177 primary school
teachers, 143 of them returned the questionnaire and of all the 62 high school
teachers, 41 of them responded the questionnaire. The response rate was %76, 9.
The following table represents the distribution of the teachers in terms of their

genders.

Table 3.1

Distribution of teachers in terms of their genders and school fype
SCHOOL TYPE * GENDER Crosstabulation

Count
GENDER
female male Total
SCH.TYPE primary and
elementary school 59 84 143
high school 5 2 17
anatolian high P 3 ;
school
imam hatip high 1 1 )
school
vocational high . 3 s
. school
Total 71 113 184

Among 41 high school teachers, 7 of them are working in Anatolian High Schools,
15 of them are working in Vocational High School, 2 of them are working in Imam-
Hatip High School in Kulu. The following table shows the distribution of teachers in

terms of their graduation years.
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Table 3.2

Distribution of teachers in terms of their graduation date

Cumulative
Frequency Percent Valid Percent Percent

Valid 2005- 28 15,2 15,2 15,2
2000-2004 74 40,2 40,2 554
1995-1999 42 22,8 22,8 78,3
1990-1994 16 8,7 8,7 87,0
1985-1989 13 7,1 7,1 94,0
1980-1984 8 4,3 4,3 98,4
1975-1979 3 1,6 1,6 100,0
Total 184 100,0 100,0

3.3 Data Collection Instrument

The questionnaire is mainly composed of three sections: Demographics, Educational
Ideologies and Teacher’s Perceptions of and Attitudes towards Curriculum Change.

These are. discussed below.
3.3.1 Demographics

This section aims at gathering detailed information on teachers’ background
characteristics as age, gender, teaching experience, graduation date, faculty they
have graduated from, their field of graduation, their current field of teaching, school
type they are working in, their in-service teaching experience related to the recent
curriculum change, their inspection experience after the change, marital status,
number of children, their children’s schooling, their spouses’ working condition, the

reasons of teachers for choosing teaching as their profession.
3.3.2 Educational Ideologies

In the second section, items on six different ideologies, Educational

Fundamentalism, Educational Intellectualism, Educational Conservatism,

Educational Liberalism, Educational Liberationism, and Educational Anarchism are

included. In the section, Educational Fundamentalism and Educational Anarchism
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have seven questions; Educational Intellectualism and Educational Liberationism
have nine questions; Educational Conservatism has eight and Educational

Liberalism has ten questions. The total number of items is 51.

This section was translated and adapted from the Educational Ideologies Inventory
that was developed and standardized by William O°Neill who standardized the
inventory in 1990. This inventory had been previously translated into Turkish and
used by Ozdemir (2004).

In the study of Ozdemir, the committee approach had been used in the adaptation
process. In his study, firstly, all the items were translated into Turkish by 8 experts
and among them another expert selected the most appropriate translation. The expert
opinions were gathered for translation and the content validity of the inventory.
Then, he conducted a pilot study with a small group. After the revisions, in order to
ensure the reliability of the inventory, he used the method which was used by the
provider of the original ideologies inventory. The Cronbach aipha for this study was

.90. (Ozdemir, 2004).

Table 3.3
Ozdemir’s correlational matrix

Fund. Int. Cons. Gen. Cons. Lib. Lbt. Anarc. Gen.

Lib.

Fund. S5 .64 .68 27 18 20 27
Int. .59 61 43 41 35 A4
Cons. 71 520 42 27 43
Gen. Cons. 34 34 14 32
Lib. : .67 45 .61
Lbt. 45 .60
Anarc. 30
Gen. Lib. ‘
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In this study, the questionnaire was shortened as it is a long inventory in order not to
jeopardize the response rate of the study. In the process of omitting some items, first
of all, two broad categories of general ideologies are not included since the other six
subgroups of these broad categories can gather detailed information about the
educational ideologies. Secondly, the similar items within each subgroup were
excluded as having one item related to the important issues in educational ideologies
will suffice and from each six subgroups, ten items were selected. Apart from this,
some of the long sentences were shortened in order to make the meaning clearer.
Then, the inventory was checked by a Turkish teacher so as to prevent the loss of
meaning. As a result, some of the sentences were rewritten. After these
modifications, the Educational Ideologies Inventory was given to 8 of researcher’s
colleagues and 3 academicians in order to check the appropriateness of the
inventory and to make modifications accordingly. The experts that check the
inventory were a Turkish, a Maths, a Science, a Social Science, four classroom
teachers, an Associate Professor and two Research Assistants. The comments of
both academicians and teachers were very similar. According to their feedbacks and
comments, some of the items were modified and some of them were totally
excluded as these items were not found closely related with educational ideologies.
They were stated as political ideologies rather than educational ideologies. After this
selection and shortening procedure, the total number of items in the inventory is 31,
including 7 Educational Fundamentalism; 9 Educational Intellectualism and
Educational Liberationism; 8 Educational Conservatism, Educational Anarchism
and 10 Educational Liberalism questions. After the inventory was ready, a pilot
study was conducted with 52 primary, secondary and high school teachers. Initial
principal component analysis calling for six factors, which are educational
conservatism, educational fundamentalism, educational intellectualism, educational
liberalism, educational liberationism, and e€ducational anarchism, Was conducted.
The results of the analysis revealed that the educational liberalism subscale
pertained 10 items (Items 1, 5, 8, 15, 18, 21, 24, 27, 35, and 40) with loadings
ranging from .33 to .51, the educational liberationism subscale pertained 9 items(
Items 2, 10, 12, 19, 28, 32, 34, 42, and 49) with loadings ranging from .34 to .60,

the educational fundamentalism subscale pertained 7 items (Items 3, 11, 14, 16,
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37, 41, 45,) with loadings ranging from .30 to .70, the educational anarchism
subscale pertained 8 items (Items 4, 7, 22, 29, 36, 47, 48, 51) with loadings ranging
from .33 to .62, the educational intellectualism subscale pertained 8 items (Items 6,
9, 20, 23, 26, 31, 33, and 50) with loadings ranging from .30 to .60, the educational
conservatism subscale pertained 9 items (Items 13, 17, 25, 30, 38, 39, 43, 44, and
46) with loadings ranging from .30 to .68. Scale variables were reached by
computing the unweighted mean of the responses to the items retained within each
factor in the factor analysis for each participant. Table 3.4 presents the findings of

the analysis.

It was also found out that the study was internally consistant. Cronbach Alpha for

the inventory was found as .75.
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3.3.3 Perceptions of and Attitudes towards Curriculum Change

The items in this section were collected from an original survey which explores
teachers’ perceptions of and attitudes towards curriculum change, originally created
by McAttee & Punch (1979) and developed, adapted and used by Waugh & Punch
(1985, 1987) and Lee (2000). The original survey composed of ten sections:
Attitude Towards the New Curriculum, Cost Benefit of the New Curriculum to the
Teacher, Practicality of the New Curriculum in the Classroom, School Support for
Teacher in Teaching the New Curriculum, Teacher Participation in Curriculum
Decisions, Significant Other Support for the New Curriculum, Feelings towards
Previous System Compared to the New Curriculum, General Behavior Intentions
towards the New Curriculum, Overall Feelings towards the New Curriculum,
Concerns about Important Issues. In this study, the questionnaire was based on the
questionnaire that was developed by Waugh &Punch (1993). This questionnaire was
analyzed from the data that was got from 480 teachers at 17 government secondary
schools in the Perth area, Western Australia. In order to ensure validity, it was
analyzed by following the seven criteria outlined by Wright & Masters (1981). For
the analysis of the original inventory, the Rating Response Model (Andrich, 1978)
was used with a computer program called Quest. As a result, for each variable scales
were produced. They showed that all the scales represent unidimensional measures
of the variables.

The researcher translated the survey into the native language of the sample as the
native language of the sample is not the same as the language of the original survey.
Then, this translation is cross-translated by an expert who was an academician in
linguistics department. The cross-tranlation and the original survey were checked by
another expert and it is clearly stated that the cross-translation was almost identical
with the original survey; thus, it can be clearly assured that there Was no loss of
meaning in translation process. After the reliability of translation had been assured,
some modifications and exclusions were made in the translated survey because there
were some differences in the nature of original survey and the curriculum change in
Turkey. In the final draft of the survey, there were seven sections:  Attitude

Towards the New Curriculum, Cost Benefit of the New Curriculum to the Teacher,
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Practicality of the New Curriculum in the Classroom, Support for Teacher in
Teaching the New Curriculum, Feelings towards Previous System Compared to the
New Curriculum, General Behavior Intentions towards the New Curriculum,
Overall Feelings towards the New Curriculum. However, the Support for Teacher in
Teaching the New Curriculum section is the combination of “Significant Other
Support for the New Curriculum” part and “School Support for Teacher in Teaching
“the New Curriculum” part. This survey was proofread by the same 11 experts that
proofread the Educational Ideologies Inventory. Unclear items were clarified, the
format of the survey was redesigned according to their feedbacks and another
section at which the participants can freely express their ideas about the curriculum
change has been added to the survey. The pilot study was employed to the same 52

teachers.
3.4. Data Collection Procedures

For data collection, the researcher first got permission from University Human
Subjects Ethics Committee. Then, Governorship of Konya was applied to get
permission in order to conduct the study at 11 primary and 4 high schools in Kulu,
KONYA. After taking permission, the questionnaire was published in paper format.
The researcher collected data from 5 schools, approximately 110 teachers, by
herself. In this process, the participants were asked to answer the questionnaire
sincerely. When there were questions reléted to the items, the researcher gave
detailed information on how to complete it. Data from these participants either
collected at the time, the questionnaires handed or the participants submitted them to
the researcher via other colleagues after completing at their homes. Other 129
questionnaires were distributed to the teachers via other teachers or the principles of
other schools. In this process; the researcher told the importance of fhe study to the
other data collectors and gave clear instruction on how to collect data from other

participants.
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3.5. Data Analysis Procedure

The data collected through the questionnaires were analyzed using descriptive and
inferential statistics. All responses to close-ended items were entered into SPSS for
statistical analysis.

Statistical analyses of the data were implemented according to the research questions.
Firstly, the reliability of the educational ideology and teachers’ receptivity to system-
wide change inventories were calculated using Cronbach’s alpha and compared with the
results of past studies. Secondly, the data were eplained descriptively by calculating the
frequency, mean, and standard deviation, kurtosis, and skewness values where
necessary. Thirdly, the items in the questionnaire were examined through Mann-
Whitney U Test in order to determine whether or not the differences among teachers’
attitudes towards curriculum change and perceptions of it correlated with their
educational ideologies. The reason for using Mann- Whitney U Test for the statistical
analysis was that the resuslts of the test of normality tests revealed that the scores
gathered from the teachers’ receptivity to system-wide change section were not
normally distributed. Thus, it required the use of non-parametric tests in the study. The
Mann Whitney U test was chosen among the non-parametric tests as the independent
variable, educational ideologies, is a categorical variable and the scores gathered from

the dependent variable, teacher receptivity to change, can be rank-ordered.
3.6 Limitations and Delimitations

This study was conducted with 184 primary and high school teachers in Kulu,
KONYA. Thus, the scope of the study is limited to the teachers described above.

Another limitation of the study is related to the data collection. Some of the
respondents did not complete the questionnaire at the time it was distributed by the
data collectors; thus the environmental conditions in which the participants
completed the questionnaire could not be controlled. Therefore, environmental

biases may be present in the study.
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There were several reasons for Kulu to be selected as the research place. First of all,
it was convenient for the researcher, since she was working there and thus, it was
assumed that the teachers would fill the quéstionnaire sincerely due to the colleague
relationship with the researcher. This would minimize the occurrence of misleading
results and will increase the reliability and the validity of the study. Moreover, as it
is always case with the cities which are large enough Kulu, all teachers, working in
Kulu, come together three times in an academic year, one at the beginning of the
academic year, one before the beginning of the second half of the academic year and
one before the end of the academic year. In these meetings, all teachers who teach
the same class level in the primary schools and all teachers who teach the same
subject in the elementary and high schools meet. They discuss some of the major
concerns of the academic year such as the new implementations in the classrooms,
collaboration within and between schools among teachers, resources, success and
failures of the students. The teachers who are working in larger cities do not find
this kind of opportunity to discuss these issues as there are not such meetings, in
which all teachers, in the same district, come together. These meetings are very
important because the teachers not only share their ideas about the new
implementations but they also tell their concerns about them. They may also get
some new implementation ideas from each other as well as learning about others’
perceptions, attitudes and classroom implementations of the changes. The
significant thing about that is as Fullan (2007) stated the change occurs when people
come together and share their ideas in the implementation stage of the change

process.

... what on earth is going to motivate teachers to change? The answer has to
be deep engagement with other colleagues and with mentors in exploring,
refining, and improving their practices as well as setting up an environment
in which this is not only can happen but it is encouraged, rewarded, and
pressed to happen. (Fullan, 2007, p. 8)

Thus, it is important to have cooperation among teachers in the implementation
stage of a reform in order to implement the reform successfully. Because of these

reasons Kulu is a very advantageous place to conduct the study.
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CHAPTER IV
RESULTS

The purpose of this study is to investigate the effects of teachers’ educational
ideologies on teachers’ perceptions of the new curriculum and their attitudes towards
it. This chapter presents the findings of the study from the questionnaires. The
findings are presented in four sections: the first section describes the background
characteristics of the sample; the second section, which answers the first research
question, describes the distribution of the educational ideologies of teachers; the
third section, which answers the second research question, examines the teachers’
receptivity to system-wide change; and the forth section, which answers the fifth
research question, examines the effects of general educational ideologies on the
teachers’ perceptions of the curriculum change and attitudes towards it, the
relationships between the gender and the teachers’ attitudes towards curriculum
change, the relationship between the teachers’ experience and their attitudes towards
curriculum change, and the relationship between the type of faculty the teachers

graduated from and their attitudes towards curriculum change were also analyzed.

4.1. Background Characteristics of the Sample

In the questionnaire, teachers were first asked to give some detailed information
about themselves in terms of gender, age, the date of graduation, their current field
of teaching, the program type they graduated from, their years of service, their
inspection experience after the curriculum change, their in-service training
experience related to the new curriculum, their previous experience of
administration, their marital status, their spoﬁses’ working status and their jobs, the
number of their children, their children’s education status, their reasons for choosing
teaching as their career and ; the university, faculty and department they graduated

from.
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As table 4.1 displays that 66, 9% of teachers are the graduates of education or related
faculties, the rest 33,1% is the graduates of other faculties. This shows that the

number of teachers that are the graduates of other faculties compose 1/3 of the

sample.
Table 4.1
Distrubution of the Teachers in terms of the faculties they graduated from
Frequency Percent
Engineering 3 ' 1,6
Education 107 58,2
Theology 6 3.3
Social Sciences Graduate 2 1,1
Vocational Faculty of Education 4 2,2
Letters 23 125
Vocational School 2 1,1
Distant Education 6 33
Agriculture 3 1,6
Administration 4 2.2
Education YO 10 5,4
Humanities 2 1,1
Communication 2 1,1
Technical Education 7 3,8
Commerce and Tourism Education 2 1,1
Home Economics 1 5
Total 184 100

Table 4.2 describes the in-service training status of the teachers. As the table
indicates 56, 5 % of the teachers participated in a new curriculum related in-service
training program after the curriculum change. This indicates that a significant
number of teachers did not participate in in-sercvice training program at the time of
data collection, which is almost 3 years after the implementation of new curriculum
programs. It can be inferred that this variable may affect the classroom

implementation of the programs.

Table 4.2
In-servivice training status of teachers

Frequency Percent
Yes : 104 56,5
No 80 43,5
Total 184 100
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Table 4.3 shows the inspection status of teachers after the curriculum change. 67,9%
of the teachers were inspected, whereas, 32,1% of them were not inspected after the
curriculum change. This indicates that 1/3 of teachers did not receive feedback about

their classroom implimatations after the curriculum change.

Table 4.3
Inspection status of teachers after curriculum change

Frequency Percent
Yes 125 67,9
No 59 32,1
Total 184 100

Table 4.4 describes the teachers’ administration experience. 32,1% of teachers are
currently school principles or they worked as school principles previously. However,

67, 9% of them had no administration experience.

Table 4.4
Teachers’ administration experience

Frequency Percent
Yes 59 32,1
No 125 67,9
Total 184 100

Table 4.5 describes the teachers’ reasons for choosing teaching as their profession. In
this question, the teachers were asked to rank-order the first three factors that make

them choose teaching as their profession. While calculating the total results, the

factor which was indicated as the first reason was given the value of 3, the factor

which was indicated as the second reason was given the value of 2, the factor which
was indicated as the third reason was given the value of 1. Then, these values were
added for each factor and a total value was got for each factor. As the table 4.5
suggests the teachers’ desire to be teacher is the most common reason for teachers to
prefer teaching as their career. It is followed by the opportunity of finding a job,
university entrance examination (uee) score, the influence of their families, their
desire to work with young people, the working conditions, the status of teachers,
other, and the influence of friends. This finding is also supported by the previous
studies (Aksu, Daloglu, Yildirim, Kiraz & Engin-Demir, 2008)
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Table 4.5
Teachers’ reasons for choosing teaching as their profession

Factors 1%reason  2™reason  3"reason  Total
Desire to be teacher 88 24 9 321
Status of teachers 1 18 16 55
Influence of my family 10 19 19 87
Influence of my friends 1 1 7 12
Opportunity of finding job 30 43 28 204
Working conditions 4 16 36 80
Working with young people 10 18 18 84
uee score 32 16 12 140
Other 7 1 2 25

4.2. Educational Ideologies of Teachers

In the second part of the questionnaire, teachers were given 51 questions that identify
their educational ideologies. As table 4.6 indicates the majority of teachers had
educational liberalist ideology. The percent of the teachers that had liberalist
educational ideologies among other teachers is 48, 4%. It is followed by educational
liberationists 29,9%, educational conservatives 8,7%, educational fundamentalists
7,6%, educational anarchists 4,3% and educational intellectualists 1,1%. This shows
that most of the teachers’ educational ideologies that is compatible with the ideology

of new curriculum.

Table 4.6
Distribution of teachers in terms of their Educational Ideologies

Frequency Percent Valid Percent Cumulative

Percent

Educational Liberalism 89 48,4 48, 4 48, 4
Educational Liberationism 55 29,9 29,9 78,3
Educational Fundamentalism 14 7,6 7,6 85,9
Educational Anarchism 8 4,3 4,3 90, 2
Educational Intellectualism 2 1,1 1,1 91,3
Educational Conservatism 16 8,7 8,7 100, 0
Total 184 100, 0 100, 0

In the further analyses, these ideologies were grouped into two broad categories:
educational conservatism which is composed of educational fundamentalism,
educational conservatism and educational intellectualism; educational liberalism

which includes educational liberalism, educational liberationism and educational
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anarchism. As table 4.7 describes 82, 6% of teachers had liberal educational

ideologies, whereas, 17,4% of them had conservative educational ideologies.

Table 4.7
Distribution of teachers in terms of their general Educational Ideologies

Frequency Percent Valid Percent Cumulative

Percent

Educational Liberalism 152 82,6 82,6 82,6
Educational Conservatism 32 17,4 174 100,0
Total _ 184 100,0 100,0

4.3. Teachers’ Receptivity to System-Wide Change

The third part of the questionnaire investigates the teachers’ perceptions of
curriculum change in Turkey and attitudes towards it. In this section, teachers’
receptivity to change scores will be summarized according to the responses to seven

subsections.
4.3.1. Teachers’ Attitude towards the New Curriculum

In this part, teachers were asked to respond 9 adjective pairs as a ten category
semantic differential with the New Curriculum as the referent. The adjective pairs
are as follows: satisfactory/ unsatisfactory (s/u), worthless/ valuable (w/v), wise/
foolish (w/f), permissive/ restrictive (p/r), good/ bad (g/b), intelligent/ absurd (i/a),
effective/ ineffective (e/i), necessary/unnecessary (n/u), and uncomplicated/
complicated (u/c). This part is responded by 176 teachers. The mean and median
scores for each adjective pair are shown in Table 4.8. As the table indicates the

teachers are fully neither satisfied nor dissatisfied from the new curriculum.

Table 4.8
The responses teachers gave to the adjective pairs in relation fo their attitude
towards the New Curriculum

S'U  W/N W/F PR GB TA EI NU U/C

Mean 560 596 6,27 642 6,10 594 590 6,42 6,12

Median 6,00 6,00 6,00 7,00 6,00 6,00 6,00 7,00 6,00
Minimum 1,00 1,00 1,00 1,00 1,00 1,00 1,00 1,00 1,00
Maximum 10,00 10,00 10,00 10,00 10,00 10,00 10,00 10,00 10,0
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4.3.2. Cost Benefit of the New Curriculum to the Teacher

This subsection inquires about the the teachers’ view on whether the new curriculum
is cost beneficial and worthwhile to implement in their classrooms. In this
subsection, teachers responded to five questions in four categories as “very much”

(vm), “a little” (1), “not much” (nm) or “not at all” (na).

Table 4.9 presents the frequencies and percentages of the responses given to all
questions in this subsection. As the finding points out most of the teachers thinks
that there is a good balance between the balance between the work generated for

them by the New Curriculum and their satisfaction with teaching.

Most of the teachers seem to have a balanced life between their school work and

their life outside the school.

As the table indicated %75 of teachers thought that the new curriculum provides

better classroom learning for students.
When the teachers weighed up the balance between the problems generated by the

new curriculum and its total benefits, it could be seen that more than 2/3 of teacher

thought that the new curriculum is worthwhile to implement in the classroom.
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Table 4.9
The teachers’ views on the costbeneficiality of the new curriculum

Item Not at all | Not much | A little Very Total
much

Isnewcurriculum |F |% |F | % F % F % F %
worthwhile when
you weighed up the
balance between;

1- the work 7 38129 | 158 | 101 | 54,9 |47 | 255 | 184 | 100
generated for you
by the New
Curriculum and
your satisfaction -
with teaching?

2- the work 13 1°7,1 140 | 21,7 |95 |51,6 |36 |19,6 | 184 | 100
generated for you
by the New
Curriculum and
your life outside
the school?

3- the work 7 3,8 139 |212 |84 45,7 |54 1293 | 184 | 100
generated for you
by the New
Curriculum and
better student
classroom
learning?

4- all the problems |7 |49 (41 [22,3 |92 50,0 42 |22,8 | 184 | 100
generated for you
by the New
Curriculum and its
total benefits?

5- the 13 [7,1 |41 |223 |81 |44,0 {49 |26,6 | 184 | 100
responsibility for
student assessment
generated for you
by the New
Curriculum and
your work load?

Table 4.10 presents total mean and median score calculated for the each question in
the section A. As the table suggests the median scores for each question in this
section is 3.00 which shows that teachers consider the New Curriculum as “a little”

cost beneficial. When the responses of given to the questions of this section are
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compared, it can be observed that almost %70 of teachers are satisfied from new

curriculum programs.

Table 4.10
Mean & Median scores for Cost Benefit of the New Curriculum to the Teacher

Question 1 Question2  Question3  Question4  Question 5

Mean 3,02 2,83 3,00 2,90 2,90
Median 3,00 3,00 3,00 3,00 3,00
Minimum 1,00 1,00 1,00 1,00 1,00
Maximum 4,00 4,00 4,00 4,00 4,00

4.3.3. Practicality of the New Curriculum Outline in the Classroom

This section asks questions to teachers about outlines of curriculum which is
provided by MONE and it also investigate how much these outlines suit their

teaching styles.

In this subsection, teachers responded to seven questions in four categories as “very
much” (vm), “a little” (1), “not much” (nm) or “not at all” (na). This section collects
the ideas of teachers on the practicality of the ne w curriculum in the classroom. The
frequencies and percentages of the responses for each item are represented in the

Table4.11.
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. Table 4.11

The teachers’ views on the practicality of the new curriculum outline

Item Notat all | Not much | A little Very much | Total

F | % | F % | F % F % F %

1- Do the outlines |13 | 7,1 |27 | 14,7 | 86 |46,7 |58 |31,5 |184 | 100
of new curriculum
suit your
classroom teaching
style?

2- Do the outlines | 13 | 7,1 |48 |26,1 |85 |46,2 |38 |20,7 | 184 | 100
of new curriculum
reflect your
educational
philosophy?

3- Do the outlines | 9 49 |41 |22,3 |87 47,3 |47 |255 184 |100
of new curriculum
provide a sufficient
variety of
classroom learning
experience?

4-Ts the classroom | 15 |8,2 |49 |26,6 |89 |484 |31 |16,8 | 184 | 100
content tuned to
the needs of the
students?

5- Are your 12 | 6,5 |54 (293 |77 |41,8]41 |22,3 |184 | 100
students’ attitudes
towards your
classroom
assessment

| program positive?

6- Do the course 17 19,2 |40 | 21,7 |82 |44,6 |45 |24,5 | 184 | 100
outlines provide
sufficient
flexibility to help
you manage the
day-to-day running
of the classroom?

7- Are the 17 19,2 |40 | 21,7 |82 |44,6 |45 |24,5 | 184 | 100
resources in your
subject area
sufficient to
implement the
course outline as
stated?
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The findings indicate that the outlines of new curriculum are compatible with the
teaching styles of the teachers as %78, 2 of the teachers stated this openly.

The second item gives clues about how the teachers consider their educational
philosophies when they compare them with the philophy of the new curriculum.
Only %20, 7 of teachers stated that the educational philosophy of the new curriculum

totally reflects their own educational philosophies.

The forth item tries to find out whether the teachers think that the new curriculum
respond to the students’ needs. This is important to find out since one of the most
distintictive aims of the new curriculum is that responding the needs of students.
%65, 2 of teachers thought that the new curriculum responds to the needs of the

students.

This sixth question investigates if the new curriculum is flexible enough. This is
important because one of the characteristics of the new curriculum compared to the
previous curriculum is that new curriculum’s being more flexible than the previous
curriculum. The result indicated that %69,1 of teachers believed that the new
curriculum outline is flexible.

The decrease in the percent of satisfied teachers to the seventh question indicates that

the resources are not sufficient to implement the course outline as stated.

Table 4.12 presents total mean and median score calculated for the each question in
the section B. As the table suggests the median scores for each question in this
section is 3.00 which shows that teachers consider the Outline of New Curriculum as
“a little” practical apart from the last question in this section which is inquires about
whether the teachers have sufficient resources to implement the course outline as

stated.

Table 4.12
Mean & Median scores for practicality of the New Curriculum Outline

Ques. 1 Ques.2 Ques.3 Ques. 4 Ques. 5 Ques. 6  Ques.

7

Mean 3,02 2,80 2,93 2,73 2,79 2,84 2,44
-Median 3,00 3,00 3,00 3,00 3,00 3,00 2,50
Minimum 1, 00 1,00 1,00 1,00 1,00 1,00 1,00
Maximum 4, 00 4,00 4,00 4,00 4,00 4,00 4,00
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4.3.4. School Support for the Teacher in Teaching New Curriculum

In this subsection, teachers responded to eleven items in four categories as “strongly
agree” (sa), “agree” (a), “disagree” (da) or “strongly disagree” (dsa). This section
gathers information about the teachers’ views on the support provided to them in
their schools about the new curriculum. The frequencies and percentages of the

responses for each item given to this subsection are presented in the Table 4.13.

This table shows that more than half of the teachers do not have another teacher who

can help about the problems in new curriculum.

The third item in this section indicates that the support for the successful

implementation of the curriculum is not sufficient.

' %67 of teachers thought that some problems cannot be solved informally by the
support of the school.

The support of the principal is vital for the succeful implimentation of the new
curriculum. The findings of the seventh, tenth and elenth items showed that 2/3 of

teachers have the support of their principles at their schools.

Only half of the teachers thought that the other teachers at their schools support the
new curriculum. However, it can be expected that almost %80 of teachers support

the new curriculum as they have liberal educational ideologies.

Total mean and median score calculated for the each question for this subsection
suggests that the median scores for the first, second, third, fifth and eleventh items
in this section are 2.00 (Disagree); whereas for the forth, sixth, seventh, eighth, ninth

and tenth items, the median scores are 3.00 (Agree).
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Table 4.13

The support for teachers provided by the school

Item

Strongly
Disagree

Disagree

Agree

Strongly
Agree

Total

F

%

F

%

%

F

%

%

1- There are regular
school meetings at which
I can raise my fears and
apprehensions about the
New Curriculum

26

14,1

69

37,5

79

42,9

10

5,4

184

100

2- There is a senior
teacher to whom I can
turn for advice related to
new curriculum
problems

31

16,8

67

36,4

73

39,7

13

7,1

184

100

3- There is good general
support whenever I have
problems with New
Curriculum books,
equipment etc.

36

19,6

80

43,5

60

32,6

43

184

100

4- There is at least one
school person with
whom I can talk about
any student problems in
new curriculum

13

7,1

41

223

108

58,7

22

184

100

5- Problems about the
New Curriculum can be
solved informally in
general conversation at
school

20

10,9

77

41,8

73

39,7

14

7,6

184

100

6- There are some
problems with the New
Curriculum that cannot
be solved through
support at this school

11

49

26,6

2

94

51,1

2

30

16,3

184

100

7- Our principal at this
school supports the New
Curriculum

33

35

19

112

60,9

31

16,8

184

100

8- the senior teachers at
our school supports the
New Curriculum

18

9,8

68

37

77

2

21

11,4

184

100

9- the majority of
teachers at our school
supports the New
Curriculum

16

8,7

74

40,2,

2

70

38

24

13

184

100

10- At school meetings,
the principal makes
comments praising the
New Curriculum '

43

49

26,6

100

54,3

27

14,7

184

100

11- At school meetings,
the principal makes
comments criticizing the
New Curriculum

15

8,2

38

47,8

71

38,6

10

5,4

184

100
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4.3.5. Feelings towards the Previous System Compared to the New Curriculum

In this subsection, teachers responded to six items in four categories as “strongly
agree” (sa), “agree” (a), “disagree” (da) or “strongly disagree” (dsa). This section
asks teachers to compare the new curriculum with the previous one. This section is
really important as the new curriculum holds a completely new paradigm. The
results of this section presented how the teacheré conceive the new curriculum when

they compare it to the previous curriculum.

The finding of the first item in this section indicated that % 79, 4 of the teachers
thought that the new curriculum provides better student learning than the previous

curriculum.

The second item in this section showed that %48, 4 of the teachers experience

classroom management problems while implementing new curriculum.

The finding of the third item presentéd that one of the aims of the new curriculum is
successfully achieved as %82, 6 of the teachers think that the new curriculum is

more up-to-date.

The forth item in this subsection inquired whether the teachers think that the new
curriculum is ‘responding the needs of the students’ which is also one of the main
aims of the new curriculum. The responses given to this item indicated that %71,2 of
the teachers believed that the new curriculum is responding the student needs better
than the previous curriculum. Thus, the finding also indicated that the paradigm shift

from the old curriculum to new one is successful.

The last two items of this section indicated that most of the teachers considered the
new curriculum more interesting and richer content than the previous curriculum.
The frequencies and percentages of the responses for each item are represented in the

Table 4.14.
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Table 4.14

Teachers’ Feelings towards the Previous System Compared to the New Curriculum

Ttem

Strongly
Disagree

Disagree

Agree

Strongly
Agree

Total

In comparison
to the previous
curriculum,;

F

%

F

%

F

%

F

%

F

%

1- the New
Curriculum
provides for
better student
learning

16

8,7

44

23,9

90

48,9

34

18,5

184

100

2- the New
Curriculum
allows me to
manage my
classroom
better

18

9.8

71

38,6

71

38,6

24

13

184

100

3- the New
Curriculum
provides more
up-to-date
content

2,7

27

14,7

117

63,6

35

19

184

100

4- the New
Curriculum
allows students
to better match
courses with
abilities and
needs

3,8

46

25

98

53,3

33

17,9

184

100

5- the New
Curriculum
provides for
more
interesting and
vatted
experiences for
the students

3,8

40

21,7

101

54,9

36

19,6

184

100

6- the New
Curriculum
provides richer
content

14

7,6

44

23,9

87

47,3

39

21,2

184

100
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Table 4.15 presents total mean and median score calculated for the each item in the
section D. As the table suggests the median scores for each item in this section is

3.00 (Agree).

Table 4.15
Mean & Median scores Feelings towards the Previous System Compared to the New
Curriculum

Item 1 Item 2 Item3 Item4 Item35 Item 6
Mean 2,77 2,54 2,98 2,85 2,90 2,82
Median 3,00 3,00 3,00 3,00 3,00 3,00
Minimum 1,00 1,00 1,00 1,00 1,00 1,00
Maximum 4.00 4,00 4,00 4,00 4,00 4,00

4.3.6. General Behavior Intentions towards the New Curriculum

In this subsection, teachers responded to six items in four categories as “strongly
agree” (sé), “agree” (a), “disagree” (da) or “strongly disagree” (dsa). This section
shows whether they are willing to implement and support the new curriculum in
various contexts or not. This is important because their intentions of implementing
or.not implementing the new curriculum determine whether the change process will
be successful or not. The frequencies and percentages of the responses for each item

are represented in the Table 4.17.

As the table 4.16 indicated almost %55 of the teachers would openly and actively
support the new curriculum. However, when their educational ideologies were
considered, %80 of the teachers was expected to support the new curriculum as %80

of the teachers had the parallel educational ideologies with the new curriculum.

The percent of the teachers who could tell that the new curriculum was flexible;

hence supportable was 63, 1.
The sixth item in this section indicated that almost 2/3 of the teachers could tell

others that the new curriculum could be adapted to the needs and abilities of the

teachers.
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Table 4.16

Teachers’ General Behavior Intentions towards the New Curriculum

Item

Strongly
Disagree

Disagree

Agree

Strongly
Agree

Total

In my behavior
and
communication
with others;

Fl| %

F

%

F

%

F %

%

1- I will probably
oppose the New
Curriculum

32 | 17,4

82

44,6

58

31,5

12 16,5

184

100

2- I will probably
actively and
openly support
New Curriculum

14 | 7,6

69

37,5

73

39,7

28 1152

184

100

3- I will probably
praise New
Curriculum

17 19,2

77

41,8

68

37

22 |12

184

100

4- I will probably
actively and
openly resist New
Curriculum

18 19,8

87

473

60

32,6

19 10,3

184

100

5- I will tell them
that the New
Curriculum is
flexible and hence
supportable

15 182

53

28,8

91

49,5

25 | 13,6

184

100

6- I will tell them
that the New
Curriculum can
be adapted to the
needs and abilities
of students

10 |54

47

25,5

99

53,8

28 [152

184

100
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Table 4.17 presents total mean and median score calculated for the each item in the
section E. As the table suggests the median scores for first, third and forth items are
2.00 (disagree); however, the median scores for second, fifth and sixth items are 3.00

(Agree).

Table 4.17
Mean & Median scores of teachers’ general behavior intentions fowards the New
Curriculum

Item 1 Ttem 2 Item 3 Item 4 Item 5 Item 6
Mean 2,27 2,62 2,51 2,43 2,68 2,78
Median 2,00 3,00 2,00 2,00 3,00 3,00
Minimum 1,00 1,00 1,00 1,00 1,00 1,00
Maximum 4,00 4,00 4,00 4,00 400 4,00

4.3.7. Teacher Participation in the New Curriculum

In this subsection, teachers responded to six items in four categories as “very much”
(vm), “somewhat” (sw), “not much” (nm) or “not at all” (na); however, the teachers
responded to the last item in three categories as “greater than I expected” (gte), “as I
expected” (ae), “less than I expected” (lte). This section describes how the teachers
evaluate themselves and their success while teaching the new curriculum and

assessing the student success in the new curriculum.

The findings in this section revealed that %77, 7 of the teachers stated that they did

not have influence in relation to teaching the new curriculum.

%74, 5 of the teachers did not consider themselves successful while assessing the

students achievement in the new curriculum.

Almost %55 of teachers did not think that there was co-ordination among teachers in

relation to the new curriculum.

The frequencies and percentages of the responses for each item are represented in the

following Table 4.18.
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Table 4.18
Teachers’ conceptions of themselves in relation to their success and their authority
in new curriculum

[tem Very somewhat | Notmuch |[Notatall | Total
much

F % E % E % E % E %

W

1- The influence 1,6 | 38 | 20,7 | 117 | 63,6 | 26 | 14,1 | 184 | 100
that I have in
relation to
teaching the

subject matter is

2- My success 2 1,1 | 45 [ 245 | 115 | 62,5 | 22 12 | 184 | 100
in relation to
assessing
student
achievement in
New
Curriculum is

3- My success 8 4,3 70 38 88 |1 478 | 18 | 9,8 | 184 | 100
in relation to
describing and
reporting
student
achievement in
the New
Curriculum is

4- My authority | 19 [ 10,3 | 63 | 342 | 79 | 429 | 23 | 12,5 | 184 | 100
in relation to
deciding subject
matter to be
taught in New
Curriculum is

5- My authority | 10 | 54 | 58 | 31,5 | 94 | 51,1 | 22 12 | 184 | 100
in relation to
deciding
assessment
policy in New
Curriculum is

6- The co- 22 | 12 | 60 | 32,6 | 93 | 50,5 9 | 49 | 184 | 100
ordination
among teachers
in relation to
subject matter is
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Table 4.19 describes the frequencies of the responses for the seventh item which is:
when all items in this section are considered, the overall quality of new curriculum

is. This finding indicated that the new curriculum met the half of the teachers’

expectations.
Table 4.19
Teachers’ expectations of the new curriculum

Frequency Percent
Greater than I expected 20 10,9
As I expected 90 48.9
Less than I expected 74 40,2
Total 184 100,0

Table 4.20 presents total mean and median score calculated for the six items in this

section. As the table suggests the median scores for each item in this section is 3.00

(somewhat).
Table 4.20
Mean & Median scores for Teacher Participation in New Curriculum

Item 1 Item2 Item3  Item4 Item 5 Item 6
Mean 2,90 2,85 2,63 2,57 2,69 2,48
Median 3,00 3,00 3,00 3,00 3,00 3,00
Minimum 1,00 1,00 1,00 1,00 1,00 1,00
Maximum 4,00 4,00 4,00 4,00 4,00 4,00

4.4 The Effects of Educational Ideologies on Attitudes towards Curriculum
Change

In this section, the relationship between teachers’ educational ideologies and their

attitudes towards new curriculum are investigated.

The independent variable, edﬁcational ideologies include two main levels which are
composed of three subcategories each. The two main levels are general educational
conservatism and general educational liberalism. Three subcategories of educational
conservatism are educational fundamentalism, educational intellectualism and
educational conservatism. Three subcategories of general educational liberalism are

educational liberalism, educational liberationism and educational anarchism. The
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dependent variable, attitude towards new curriculum include two levels: feelings
towards the previous curriculum compared to the new curriculum and general

behavior intentions towards the new curriculum.

Tests of normality were conducted for two levels of dependent variable, which are
sections D and E of Teachers’ Receptivity to System-Wide Change questionnaire
according to the distribution of teachers’ educational ideologies and it was observed
that the total and mean scores of these sections were not normally distributed. Thus,
the analyses were conducted by using non-parametric tests. The significance level

was set at 0.05. Table 4.21 shows the test of normality scores for them.

Table 4.21
Tests of Normality
Edu. Ideo. -Kolmogorov-Smirnov Shapiro-Wilk
Statistic | df Sig. Statistic | df Sig.
Sect. d total ~ Liberal. 142 152 .000 954 152 .000
Conserv. 153 32 .055 963 32 341
Sect. d mean Liberal. 142 152 .000 954 152 .000
Conserv. 153 32 .055 963 32 341
Sect. e total ~ Liberal. .083 152 012 984 152 .076
Conserv. 102 32 200 .965 32 367
Sect. etotal  Liberal. .083 152 012 .984 152 .076
Conserv. 102 32 200 .965 32 367

To investigate the relationship between educational ideologies and attitudes towards
curriculum change, the data were analyzed by conducting Mann-Whitney U Test as
independent variable is categorical and the scores which were acquired from

dependent variables can be rank-ordered.

4.4.1 The Relationship between Teachers’ Educational Ideologies and Teachers’

Feelings towards the Previous Curriculum Compared to the New Curriculum

For the overall evaluation of this section, total and mean scores of the section D,

which is Teachers’ Feelings towards the Previous Curriculum Compared to the New
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Curriculum, were calculated and the results were compared to two main levels of
educational ideologies. Table 4.22 presents the results of overall comparison of this

section.

Table 4.22
Overall comparison of Teachers’ Feelings towards the Previous Curriculum
Compared to the New Curriculum with Educational Ideologies

Statistics
Educational ldeo. Sect.d.total Sect..d mean
Edu. Liberal. N Valid 152 152
Missing 0 0
Mean 17,1316 2,8553
Median 17,0000 2,8333
Std. Deviation 3,90226 ,65038
Minimum 6,00 1,00
Maximum 24,00 4,00
Edu. Conser. N Valid 32 32
Missing 0 0
Mean 15,7188 2,6198
Median 16,5000 2,7500
Std. Deviation 3,25511 ,54252
Minimum 9,00 1,50
Maximum 22,00 3,67

These results were analyzed with Mann-Whitney U Test for the statistical
significance. As the table 4.23 indicated there is no significant mean difference was
- found between the teachers with conservatist educational ideologies and the teachers
with liberalist educational ideologies in their comparison of the new curriculum with

the previous curriculum p=.056, p>.05.

Table 4.23
Teachers’ Feelings towards the Previous Curriculum Compared to the New
Curriculum in terms of their educational ideologies

Test Statistics 2

Sect..d.total Sect.d.mean

Mann-Whitney U 1912,000 1912,000
Wilcoxon W 2440,000 2440,000
Z -1,913 . -1,913
Asymp. Sig. (2-tailed) ,056 ,056

a. Grouping Variable: Educational ideologies
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When Mann-Whitney U Test was conducted for each item in this section, it was seen
that there was statistical difference in the distribution of scores in the items 24 p=
.002 and 27 p= .025. Item number 24 investigates the teachers’ views on previous
curriculum and new curriculum in terms of better student learning. Item number 27
investigates that whether new curriculum allows students to better match courses
with abilities and needs. No significant difference was found in other items in this
section: item 25 p= .367, item 26 p= .433, item 28 p= .092 and item 29 p= .167.
Table 4.24 presents these results.

Table 4.24

Item by item analysis of Teachers’ Feelings towards the Previous Curriculum
Compared to the New Curriculum in terms of their educational
ideologies

Test Statistics?
cur.d.24 cur.d.25 cur.d.26 cur.d.27 cur.d.28 cur.d.29
Mann-Whitney U 1656,000 2200,000 2248,000 1875,000 2014,500 2078,500
Wilcoxon W 2184,000 2728,000 2776,000 2403,000 2542,500 2606,500
zZ -3,052 -,902 -, 785 -2,236 -1,687 -1,383
Asymp. Sig. (2-tailed) ,002 367 433 ,025 ,092 167

a. Grouping Variable: Educational ideologies

4.4.2 The Relationship between Teachers’ Educational Ideologies and Teachers’

General Behavior Intentions towards New Curriculum

In this section, the effect of educational ideologies on Teachers’ General Behavior
Intentions was analyzéd. First, the mean and total scores in section E, which gathered
" data on the general behavior intentions of teachers, were calculated and then they
were compared to the two main levels of educational ideologies for the overall

. evaluation of this section. Table 4.25 represents the result of the comparison.
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Table 4.25
Overall comparison of Teachers’ General Behavior Intentions with Educational

Ideologies

Test Statistics?

Sect.E total Sect.E mean

Mann-Whitney U 1941,000 1941,000
Wilcoxon W 2469,000 2469,000
Z -1,803 -1,803
Asymp. Sig. (2-tailed) ,071 ,071

a. Grouping Variable: Educational ideologies

Ranks

Edu. Ideo. N Mean Rank  Sum of Ranks
Sect.E total  liberalism 152 95,73 14551,00
Conserv. 32 77,16 2469,00

Total 184
Sect.E mean liberalism 152 95,73 14551,00
Conserv. 32 77,16 2469,00

Total 184

As the table indicated, in the overall evaluation of this section, there was found no

significant difference in the distribution of scores p=.71.

In the item by item analysis of this section, there was also no significant relationship
between teachers’ educational ideologies and their general behavior intentions
towards the new curriculum which is an indicator of the teachers’ attitudes towards
the new curriculum. The p values for each item was calculated as p=.076 for item
30, p=.298 for item 31, p=.173 for item 32, p=.754 for item 33, p=.121 for item
34 and p=.695 for item 35. Table 4.26 describes these ﬁndings.
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Table 4.26

Item by item analysis of teachers’ general behavior intentions in terms of their
educational ideologies

Test Statistics

Sect. E | Sect. E | Sect. E32 | Sect. E33 | Sect. E34 | Sect. E 35

30 31
Mann-Whitney | 1977.0 2164,500 | 2083,000 | 2352,500 | 2040,000 | 2334,500
U
Wilcoxon W 13605,0 | 2692,500 | 2611,000 13980,500 | 2568,000 | 2862,500
4 -1,777 -1,041 -1,363 -,313 -1,551 -,392
Asymp. Sig. (2- | ,076 ,298 ,173 , 754 ,121 ,695
tailed)

Grouping Variable: Edubational ideologies

4.5 The Relationship between Gender and Teachers’ Attitudes towards New

Curriculum

In this section, the relationship between gender and teachers’ attitudes towards new
curriculum was analyzed by comparing the distribution of the scores acquired from
section D, Feelings towards the Previous Curriculum compared to the New
Curriculum and part E, General Behavior Intentions towards the New Curriculum
with the genders of teachers. For the analysis of this section, Mann Whitney U test

was used. The significance level was set at p.05.

451 The Relationship between gender and Teachers’ Feelings towards

Previous Curriculum compared to the New Curriculum

In this section, an overall evaluation was made in terms of teachers’ gender and their
conceptions of the new curriculum in compaﬁson with the previous curriculum. The
analysis revealed that no significant relationship was found between gender and
teachers’ feelings towards previous curriculum compared to the new curriculum.

Table 4.27 describes the results.
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Table 4.27
Overall analysis of teachers’ conceptions of the new curriculum in terms of gender

Test Statistics 2

sect.D total Sect. D mean

Mann-Whitney U 3534,500  3534,500
Wilcoxon W 6090,500 6090,500
z -1,366 -1,366
Asymp. Sig. (2-tailed) ,172 172

a. Grouping Variable: gender

Statistic
gender sect. D total sect. D mean
female N Valid 71 71
Missing 0 0
Mean 16,4789 2,7465
Median 17,0000 2,8333
Std. Deviation 3,52079 ,58680
Minimum 6,00 1,00
Maximum 24,00 4,00
male N Valid 113 113
Missing 0 0
Mean 17,1416 2,8569
Median 18,0000 3,0000
Std. Deviation 4,00194 ,66699
Minimum 6,00 1,00

Maximum 24,00 4,00

4.5.2 The Relationship between gender and Teachers’ General Behavior

Intentions towards the New Curriculum

In this section, an overall comparison was made in terms of teachers’ gender and
their attitudes towards the new curriculum. As the table 4.28 indicated, a significant
relationship was found between gender and teachers’ general behavior intentions

towards the new curriculum.
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Table 4.28
Overall analysis of Teachers’ General Behavior Intentions in terms of gender

Ranks
GENDER N Mean Rank Sum of Ranks
Section.E Total  female 71 82,33 5845,50
male 113 98,89 11174,50
Total 184
Section.E mean  female 71 82,33 5845,50
male 113 98,89 11174,50
Total 184
Test Statistics(a)
Sect.E.Total Sect. E mean
Mann-Whitney U 3289,500 3289,500
Wilcoxon W 5845,500 5845,500
Z -2,065 -2,065
Asymp. Sig. (2-tailed) ,039 ,039

a Grouping Variable: GENDER

Specifically, a significant relationship was found, in the item by item analysis of this
section. It was found out that in second item which is I will probably actively and
openly support New Curriculum and forth item which is I will probably actively and
openly resist New Curriculum of this section, there was a significant relationship

with gender; p=.036 and p=.006 respectively. Table 4.29 describes the results.

Table 4.29

Item by item analysis of Teachers’ General Behavior Intentions in terms of gender
Test Statistics(a)

CUR.E.30 CUR.E.31 CUR.E.33 CUR.E.34 CUR.E.35

Mann-Whitney U 3973,500 3320,500 3933,500 3118,000 3664,000
Wilcoxon W 6529,500 5876,500 6489,500 5674,000 6220,000
z - 116 -2,093 -,239 2,752 -1,089
Asymp. Sig. (2-tailed) ,908 ,036 ,811 ,006 ,276

a Grouping Variable: GENDER

4.6 The Relationship between Teachers’ Attitudes towards New Curriculum
and the Type of Faculty Teachers Graduated From

This part analyzes the relationship between teachers’ attitudes towards new
curriculum and the type of faculty they graduated from. The teachers were grouped

as the graduates of education faculties and the graduates of other faculties. The
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scores got from sections D, Feelings towards the Previous Curriculum compared to
the New Curriculum and E, General Behavior Intentions towards the New
Curriculum were compared to these groups. This section was also analyzed with

Mann Whitney U test and p value was set at p .05.

In this section, an overall analysis was conducted with regards to the type of faculty
the teachers graduated from and their attitudes towards curriculum change and their
perceptions of it. As table 4.30 indicated that there was no significance in
distribution of median scores in relation to the type of faculty the teachers graduated

from and their perceptions of the curriculum change and their attitudes towards it.

Table 4.30
Analysis of teachers’ perceptions of curriculum change and their attitudes towards it

In Terms of the Type of Faculty They Graduated From

Ranks
fac N Mean Rank  Sum of Ranks
Sect, i fiicas Education 114 94,22 1Q741 ,50
Others 70 89,69 6278,50
Total 184
sect.E mean Education 114 94,94 10823,50
Others v 70 88,52 6196,50
Total 184

Test Statistics 2

Sect. Dmean  Sect. E mean

Mann-Whitney U 3793,500 3711,500
Wilcoxon W 6278,500 6196,500
Z -,564 -,799
Asymp. Sig. (2-tailed) ,572 425

a. Grouping Variable: facuty

4.7 The Relationship between Teachers’ Attitudes towards New Curriculum

and their Teaching Experience

In this part, it was tried to be find out if there was a significant relationship between
teachers’ attitudes towards new curriculum and their teaching experience. In order to

“analyze the data, the teachers were grouped into three categories in terms of their
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teaching experience: teachers with 1-5 years of experience, 6-9 years of experience
and 10 years or more. The mean scores of sections D, Feelings towards the Previous
Curriculum compared to the New Curriculum; and E, General Behavior Intentions
towards the New Curriculum were compared to teachers’ experiences. As there were
three levels of experience. Kruskal-Wallis Test was conducted to analyze the data.
No significant relationship was found in the analysis between these sections and the
teachers’ experience p= .49 for section D and p= .796 for section E. Table 4.31
describes the findings.

Table 4.31
Analysis of teachers’ perceptions of curriculum change and their attitudes towards it
in terms of Teachers’ Experience

Test Statistics 2P

Sect. Dmean  Sect. E mean

Chi-Square 1,428 456
df 2 2
Asymp. Sig. ,490 , 796

a. Kruskal Wallis Test
b. Grouping Variable: yearl

4.8 Summary of the Findings

The data collected for the purpose of finding the relationship between educational
ideologies and teachers’ perception of curriculum change and their attitudes towards
it provided evidence that there are only significant relationships between the
educational ideology and the teachers’ views on previous curriculum and new
curriculum in terms of better student learning; and between the educational
ideologies and teachers’ views on whether new curriculum allows students to better

match courses with abilities and needs.

In the further analysis of the variables, a significant relationship was found between

gender and teachers’ general behavior intentions towards the new curriculum.

68




It was also found out that there is no significant relationship between the type of
faculty the teachers graduated from and their perceptions of curriculum change and

their attitudes towards it.

This study also showed that there is no significant relationship between the
experience and the teachers’ perceptions of curriculum change and their attitudes

towards it."

In the next chapter, the discussions of the results, conclusions drawn and

implications for practice and future research are presented.
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CHAPTER V
DISCUSSION, CONCLUSION AND IMPLICATIONS

This final chapter presents discussions, conclusions of the study, and implications for

practice and research.
5.1 Discussion

In this study, it has been tried to shed light on some issues about the acceptance of
curriculum change in education. The factors that have been affecting the change
process have been argued for a long time and many factors have been reported as the
reasons of resistance to change. The most common reasons supported by the
previous studies are top-down nature of change (Fullan, 1990), lack of knowledge,
sources or skills to implement the curriculum (Greenberg & Baron, 2000) and the
teachers’ resistance (Fullan, 1990; Lee et al.,2004; Waugh &Punch, 1985; Credaro,
2006; Hargreaves, 1998; McNess, Broadfoot& Osborn, 2003 ). In the case of
curriculum change, among these reasons, teacher resistance is considered as one of
the most important as the teachers are the ones who determines what goes on in the
classroom. However, when the teacher resistance is considered, it can be seen that it
does not stem from only one reason. There are usually reasons or conditions which
interact with other conditions or reasons in the change process apart from the
personal differences. Thus, curriculum change can be more arduous to take place
when compared to other kind of changes in the field of education as it involves the
human factors as well as social and economic factors. Because of these reasons,
finding out the variables that affect the teachers’ perceptions towards change is not
easy. In this aspect, the question is what makes some people adopt the change more

easily than the other people.

In previous studies, many factors are listed as the reasons for the teacher resistance.

For instance, teachers may feel challenged by the new curriculum or they may see it
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as threats to their personal expertise (Fullan, 2001b; Greenberg & Baron, 2000;
Evans, 1996). They may have lack of knowledge or resources (Greenberg & Baron,
2000) to successfully implement the new program. However, all these factors that
~are counted as the reasons for teacher resistance are usually specific to certain
conditions or environments and all these reasons can be solved through several need
analysis, but what if there are some factors which are innate and unsolvable in nature

in the change process as stated by Fullan (2001a).

In this study, educational ideologies were tested as a factor affecting the teachers’
perceptions towards change since educational ideologies cover the issues of both
human and social change processes as well as being unique to each person. Thus,

they may not be changed easily and they may not be determined at first glance.

Educational ideologies are categorized in two broad groups: the general conservative
educational ideologies and the general liberal ones. In both ideologies, fulfilling the
one’s full potential has the utmost importance.l Happiness is only possible by
reaching this potential. However, the means, beliefs, truths, values to reach
happiness are different in two ideologies. In most basic terms, conservative ideology
view that fulfilling the one’s potential is only possible through dedication to some
absolute reality such as God, natural law, wisdom of past, tradition; on the contrary,
liberal ideology puts the human experience in the centre to be able to fulfill the one’s
fullest potential and it believes that man is the source of all knowledge (O’Neill,
1990). In the context of education, these ideologies differentiate people’s beliefs

about the nature of education. Thus, it changes the practice in education.

In this study it has been tried to find out that if there is difference in acceptance and
perceptions of curriculum change between teachers with liber.al educational
ideologies and teachers with conservative educational ideologies. Further analysis
were conducted in respect to the gender, the teachers’ type of faculty they graduated
from and their teaching experience in case these factors may also have an effect on

their perception of and attitudes towards curriculum change.
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This study showed that the teachers with liberal educational ideologies believe that
new curriculum provides better student learning and it allows students better match
courses with abilities and needs when compared to the previous curriculum.
However, no relationship was found between educational ideology and teachers’
perceptions of the new curriculum or attitudes towards it in the rest of the
comparisons. This indicates that teachers, irrespective of their educational ideology,
mostly share the same attitudes or views about the new curriculum although it has

been developed on the basis of liberal educational ideology.

In the study, it was also analyzed that if there was a difference between experienced
and less experienced teachers in their attitudes towards and perceptions of new
curriculum. As new curriculum has liberal basis and requires the inclusion of
educational technologies along with the use of up-to-date materials, it was assumed
that less experienced teachers were more familiar with these; thus, they welcome
new curriculum moré easily than the experienced teachers. However, unlike the
study of Ozel et al. (2007), no significant difference was found among the teachers

with 1-5, 6-10 and 11 or more years of teaching experience.

In the analysis of gender differences, it was observed that there was no significant
relationship between male and female teachers in their perceptions of new
curriculum. However, a significant relationship was found in terms of their attitudes
towards new curriculum in favor of male teachers. They indicate that they will
openly support the new curriculum. However, Ozel et al. (2007) found out that
female teachers stated more positive opinions on the about the reasons for the change

in curriculum than the males.

Another analysis was also made to find out if there was a difference between the
graduates of education faculties and the graduates of other faculties in their
perceptions of and attitudes towards new curriculum. In the statistical analysis, it was

found out that there was no significant difference between them.
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In the study, one of the striking results was that %82, 6 of teachers had liberal
educational ideology which was compatible with the ideology of new curriculum.
Howéver, when attitudes and perceptions of teachers with liberal educational
ideologies were compared to the teachers with conservative educational ideologies, it
was observed that there was little significant difference in their perceptions of the
curriculum change and there was no significant difference in their attitudes towards

it. The reason or reasons for this finding is worth researching further.

Another important finding of the study is related to the teachers’ reason for choosing
teaching as their career. The teachers were asked to rank order these reasons
specifying the first three. It was found out that teachers’ reasons for becoming
teachers were as follows their desires for being teachers, the opportunity to find a job
easily, their university entrance examination score, the influence of their family, their
desire to work with young and children, the working conditions, the social status of
teaching career, other and the influence of their friends. This finding was similar to

the finding of Aksu et al. (2008).
5.2 Conclusions and Implications

The purpose of this study is to investigate the relationship between teachers’
educational ideologies and their attitudes towards recent curriculum change in
Turkey. In the further analysis, the relationship between teachers’ attitudes towards
curriculum change and their gender, the type of faculty they graduated from and their

experience was also investigated.
5.2.1 Conclusions

The first research question was “is there a relationship between teachers’ educational
ideologies and the teéchers’ attitudes towards the new cwrriculum?” The answer was
sought through a consideration of two main determinants of attitudes towards new
curriculum: the teachers’ feelings towards previous curriculum compared to the new

curriculum and teachers’ general behavior intentions towards new curriculum.
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In the overall analysis of the first determinant, it was found out that the educational
ideologies did not affect the teachers’ conceptions of the new curriculum when
compared to the previous curriculum. However, Ain the item by item analysis of each
determinant, it was found out that the teachers with liberal educational ideologies
thought that the new curriculum provides for better student learning when compared
to the previous curriculum. It was also found out that the teachers with liberal
educational ideologies thought that the new curriculum allows students to better
match courses with abilities and needs. These results indicated that although more
than 2/3 of the teachers had liberal educational ideologies, the teachers with both
ideologies mostly shared the same views in their comparisons of the new curriculum

with the previous curriculum.

In the second level, teachers’ general behavior intentions towards the new
curriculum were compared to their educational ideologies. In both the overall and the
item by item analysis of this section, no significant difference was found between
teachers with liberal educational ideologies and teachers with conservative
educational ideologies in their general behavior intentions towards new curriculum.
This indicated that all teachers would exhibit the same or similar attitudes towards

the new curriculum.

In the further analysis, the relationships between teachers’ attitudes towards new
curriculum and their gender, the.type of faculty they graduated from, their

experience in teaching was sought.

Although no significant relationship was found between male and female teachers in
their views of new curriculuin in comparison of the previous oné, a significant
relationship was found in their general behavior intentions towards new curriculum
in favor of males. Male teachers expressed that in their behavior and communication
with others, they will probably actively and openly support New Curriculum. They
also stated that in their behavior and communication with others, they will tell others

that the New Curriculum is flexible and hence supportable.
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When the relationship between the type of faculty the teachers graduated from and
their attitudes towards new curriculum was investigated, it was found out that there
was no significant relationship between these variables in both levels. This finding
revealed that unlike the assumptions of the study, the graduates of the education
faculties did not have a different perception of the new curriculum. Moreover, they
shared the same attitudes towards the new curriculum with the graduates of the other

faculties.

In the last analysis, the relationship between teaching experience and the teachers’
attitudes towards curriculum change was investigated. However, unlike the
assumption of the study, no significant difference was found among teachers with 1-

5 years of experience, 6-10 years of experience and 11 years or above experience.
5.2.2 Implications for Practice

This study presented the profile of the primary and high school teachers working in
Kulu, a borough of Konya, Turkey in terms of their educational ideologies and their
perceptions of and attitudes towards new curriculum. The results gathered from this
study gave significant clues about the ongoing adoption process of new curriculum
as Kulu has some distinctive features that can reflect the characteristics of many
areas in Turkey. First of all, it is situated right in the midst of Ankara, the capital and
Konya, one of the largest and most developed cities in Turkey. Thus, it can be
assumed that it can reach easily to the means, resources, and in-service trainihg
programs, required for the adoption of the curriculum change. However, it also has
the status of an area of multiple deprivations since the socio-economic status of the

borough is not developed.

The results of the study indicated that %82, 6 of the teachers have liberal educational
ideologies. In this respect, most of the teachers, who hold liberal educational
ideologies, were expected not to resist change and to be open to all kinds of

innovations. Moreover, they were expected to have more positive attitude towards ne

75




curriculum than the teachers with conservative educational ideologies and they were
also expected to have different perceptions of the new curriculum from the teachers
with conservative educational ideologies as new curriculum hés been developed
according to the view of liberal educational ideologies. However, the results of the
study indicated that theoretical assumptions are different from practical results since
there was almost no difference in perceptions and attitudes of teachers with liberal
educational ideologies and teachers holding conservative educational ideologies. The
basic differences between their views are with regards to the new curriculum’s
providing better student learning and its better matching with students’ needs and

abilities.

On the contrary to the assumptions, there is no difference in the attitudes of the
teachers holding liberal educational ideologies and teachers with conservative
educational ideologies. This showed that the type of ideology teachers holding may
not affect the teachers’ attitudes towards curriculum change. There might be some
other reasons why the teachers with different educational ideologies exhibit similar
attitudes towards new curriculum. Not having enough resources, materials,
knowledge, support, in-service training programs might be the significant factors that
may hinder teachers with liberal educational ideologies from supporting the new
curriculum. When some of the background characteristics of the sample were
considered, it could be seen that only % 56, 5 of teachers participated in an in-
service training related to the new curriculum. This indicates that more than half of
teachers were not knowledgeable about the new program a year after the
implementation of the program. Furthermore, after the ifnplémentation of the
program %67, 9 of teachers were inspected. When the guiding role of inspectors in
education are considered, it can be inducted that 1/3 of teachers did not know

whether they are implementing the new curriculum appropriately or not.

As the results indicated only %14, 1 of teachers believe that the resources were
sufficient enough to implement new curriculum successfully. This shows that most
of the teachers participated in the study lacked the resources for the successful

implementation of the curriculum.
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It is also noteworthy that %67 of teachers believed that in new curriculum; there
were some problems that cannot be solved with the support provided at the school.
Moreover, %63 of teachers also believed that there was not enough support related to

the issues as resources, materials and field-work.

When all these findings were considered, it could be seen that even if the teachers
hold the same educational ideology with the new curricular program, they do not
always support the program or they may not have a different perception of the
program from their colleagues with conservative educational ideologies. The reason
for this may be due to the lack of some infrastructure, required for the successful
implementation of the program as stated by some NGOs (Egitim-Sen, 2005) and

some academicians Bikmaz, F. H. (2006) prior to the implementation.

5.2.3 Implications for Further Research

This study reflected how the primary and high school teachers in Kulu approached
education as a whole, including the dimensions of the overall goal of education, the
objectives of the school, general characteristics, the child as learner, administration
and control, the nature of curriculum, subject matter, instructional methods and -
evaluation, classroom. control. It also reflected how the teachers perceived the new
curriculum and they evaluated it in various aspects such as its practicality, cost
beneficence, support provided for teachers to implement the curriculum, their
feelings towards it compared to the previous curriculum, their participation to the
teaching process after the new curriculum, their general behavior intentions and their
overall feelings about it. | |

The study showed that most of the teachers (%80,6) have liberal educational
ideologies; that is, they are willing to adopt a more open and student-centered kind
of education, focusing on scientific problem-solving and critical thinking skills
which are also the characteristics of new curriculum. However, this finding was only

gathered through quantitative methods and it only presented how teachers viewed
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themselves. Although they may have liberal educational ideologies; in their
classroom practices, they may follow conservative way of teaching and classroom
control methods. Thus, if some qualitative studies are conducted along with

quantitative data, this might strengthen the findings.

Some detailed need analysis are required in order to fully understand what the
teachers need to successfully implement the new curriculum as this study showed
that most of the teachers lacked some basic needs for successful implementation
such as in-service training programs or resources at the time of the data gathered.
After solving infrastructure problems, conducting some further studies to gain more
insight in educational ideologies and adoption of curriculum change can be more

meaningful.

Above all, the results of this study only reflect the findings of a small case. The
findings of a study with a different and larger sample can be totally different.

The findings of these studies will hopefully shed some more light on the literature of

the area and also will solve some of the problems encountered in the process of

.adopting new curriculum programs.
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APPENDIX A

Ogretmenlerin Yeni Miifredata Bakis Acilari ve
Egitim Goriisleri Arastirmasi

Sevgili Ogretmenim,
bu arastirma 6gretmenlerin egitim goriislerini, yeni miifredata kars1 bakis agilarini
belirlemeye ve bu iki 6zelligin arasinda herhangi bir iligkinin var olup olmadigini
ortaya gikarmay1 amaglamaktadir.
Anket formuna adimzi yazmamz gerekmemektedir. Sorulart yamitlarken
gostereceginiz dikkat samimiyet ve sabir, var olan durumun oldugu gibi ortaya
konulmas: agisindan dnemlidir. Bu nedenle liitfen formdaki higbir soruyu yanitsiz
birakmayiniz. Katkilariniz igin tesekkiir ederiz.

Tuba Nur YILDIRIM Dog. Dr. Ercan KIRAZ
ODTU Egitim Fakiiltesi, ODTU Egitim Fakiiltesi,
Egitim Bilimleri Bolimii Egitim Bilimleri Bolimii

Yiiksek Lisans Ogrencisi

Bu bslimde k1§15e1 bllgllerxmze 111§k1n sorular yer almaktadlr S1ze en uygun olan
kutucuga X isareti koyarak ya da istenilen bilgiyi birakilan bosluga yazarak
cevaplaymiz.

1. Cinsiyetiniz: [ K [ ]E

2. YaSimz: ..ooovueinnnnnnnn

3. Mezun oldugunuz Universite (Yaziniz) ...........cceoveeenee.

4. Mezun oldugunuz Fakiilte (yaziniz) ........ccccceeueuee

5. Mezun oldugunuz Bolim (yazinz) .......cccceceveeennenee.

6. Mezuniyet tarihi yil olarak (yazimz) .................

7. Branginiz (Yaziniz) .......ccceceeeveerueeuenne

8. Mezun oldugunuz program tiirii [ ]1.6gretim [ ]2. 6gretim

9. Hizmiet ViliBiZ ... .. 005 c0mmeens covss

10. Yeni programlarla ilgili bir hizmet i¢i egitime katildiniz mi?

[ ]Evet [ ] Hayir
11. Miifredat degistikten sonra teftis gecirdiniz mi? [ ] Evet [ ] Hayr
11. Ogretmen olarak statiiniiz nedir?

[]Uzman [ ]Kadrolu [ ]Stajyer [ | Sozlesmeli [ ] Ucretli
12. Ogretmenlik yaptigmiz okul tiirii

[] Ilkogretim [ ] Anadolu Lisesi  [_] Endiistri Meslek Lisesi

[ Diiz Lise [ limamHatipLisesi [ |Diger(Belirtiniz)...............
13. Daha dnce yoneticilik yaptimz mi? [ ] Evet [ ] Hayir
14. Evli misiniz? [ ] Evet [ ] Hayir
14. soruya yanmitiniz “evet” ise bu iki soruyu cevaplayimiz.
15. Esiniz calisiyor mu? [ |Evet [ ] Hayir

16. Caligtyorsa MESIEHI? .. i ossusimmmmmnisiinssnssss
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17. Cocugunuz varsa sayist? [_|Yok [ 1 [12 [J3 [[]4 [I5[ l6ve fazlast

18. Cocugunuz okuyorsa hangi kademede .
[ ] lIkdgretimde [ lorta 63retimde [ lyiiksek 6gretimde

19. Ogretmenlik meslegini tercih etme nedenlerinizi 6nem sirasma gore (en
onemli 1, ikinci derece 2 vb. olacak sekilde en az 3 tanesini)
numaralandirmz.

[ ] Ogretmen olma istegim

[ 10gretmenlik mesleginin statiisii

[ ] Ailemin etkisi

[ ] Arkadas cevremin etkisi

[ 11s bulma olanag:

[ ] Caligma kosullar1 (mesai saatleri, uzun yaz tatili vb.)

[ ] Cocuklar/genglerle ¢alismak

[ ] OSS puanim

[ ] Diger (Liitfen Belirtiniz)...........cccveiuniiiiiiieiiieiieenn,

PREEAAINE WD -

§— .
Bu bélimde yer alan ifadelerde goriisiiniizii yuvarlak kutucuklan

doldurarak belirtebilirsiniz. (Liitfen her ifade i¢in sadece bir kutucuk
doldurunuz)

Egitim Goriisleri

Katiliyorum
Katilmiyorum

1. Opretmen bilgiyi aktarmaktan ziyade o6grencileri
motive etmek, onlarda 6grenmeye karst ilgi ve istek
uyandirmakla ilgilenmelidir.

2.  Bagka goriislere saygt gosteren ve baskici olmayan
okullar agik goriislii ve baskict olmayan insanlarin
yetismesine olanak saglar.

3.  Okullar dgrencilerin ahlaki degerlerini
sekillendirmeye ve deger yargilarmin olusmasina O
oncelik vermelidir.

4.  Kisiler arasindaki fiziksel ve ruhsal farkliliklar o
kadar belirgindir ki, bu farkliliklar herkese ayni ya
da benzer egitimin uygulanmasi ilkesine ters diiger.

5. Sinif iginde yasanan davramig sorunlar1 genelde
ogrencilerin yeterince motive edilmedigini gsterir.

6.  Ogprencilerin, inanglar yoluyla ortaya ¢ikan degerleri
benimsemeleri beklenmelidir.

7. Oprenci, kendi kisisel gereksinimlerine en uygun
egitimin hangisi olacagina karar veren kisi olmalidir. |-

8. Okul, bireysel ve grup olarak problem c¢6zme
yontemleri iizerinde yogunlagsmalidir

86




-Egitim Goriisleri

ety

| Kesinlikle

Katiliyorum

Katilmiyorum

9.

Okullar, 6grenciyi belirli bir toplumsal gérev igin
yetistirmek yerine, onu yasamdaki roliine agirlik O

vererek hayata hazirlamalidir.

10.

Ogretmenler, dgrencilerin yeteneklerinin gelismesini |
engelleyen toplumsal kosullart elestirmede &zgiir O

olmalidirlar.

11.

Ogretmen, ahlaki ve bilimsel anlamda mitkemmellik |

ornegi olmalidir.

12.

En iyi toplum, herkese en iist diizeyde toplumsal
adalet saglamak i¢in diizenlenmis olan demokratik O

sosyal devlet temelinde érgiitlenmis bir toplumdur.

13.

Yapici toplumsal degisimin temelinde yasalara ve |,

diizene duyulan derin saygi vardir.

14.

Ilkogretimde daha ¢ok ezber ve alistirmalar {izerinde

durulmalidir.

15.

Diisiinme ve &grenme, cesitli grup etkilesimleri |

yoluyla ortaya ¢ikan ortak ¢abalarin {iriiniidiir.

16.

Gereginden fazla ogrenme bireyin var olan |

sagduyusunu zayiflatir.

17.

Okulun temel amaci, ¢ocuklarin var olan toplumsal
diizen iginde hayatta kalmalar1 ve basarili olmalar
icin gerek duyduklart bilgi ve becerileri onlara
aktarmak olmalidir.

18.

Demokratik yontem, kigiler arasindaki goriis
farkliliklarini ¢6zmek i¢in en iyi yoldur.

19.

Egitim politikalar, gerekli sosyal degisiklikleri |

gerceklestirme yetenegine ve sorumlulufuna sahip
aydin bir azinlik tarafindan yénlendirilmelidir.

20.

Felsefe egitimi, iyi bir egitimin ¢ok O6nemli bir |

pargasidir.

21,

Okul iginde bulundugu toplumu temel almali; o V:‘_r
toplumun ihtiyaglarina ve ilgi duydugu konulara (

agirlik vermelidir.

22.

Geleneksel o6gretim ¢ogu zaman ¢ocugun kendi
basmna Ofrenme yetenegini olumsuz yoénde
etkilemektedir.

23,

Egitimin temel hedefi, 6grencilerin mutlak dogrular: |

tanimlamalarina, korumalarina ve aktarmalarina
yardimci olmaktir.

24.

“Nasil” diigiiniilecegini ogrenmek genelde kisinin |,

“ne” diisiindiigiinden daha 6nemlidir.
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Egitim Goriisleri

Katiliyorum

Katilmiyorum

25.

Bilgi, oncelikle var olan toplumsal diizene basariyla
uyum saglayabilmenin bir aracidir.

0 [ ResmiRE

e

I Kasininorun

26.

Okul kendisini miimkiin olabildigince aklm |
gelistirilmesiyle smirlandirmali, kisisel gelisimin |
diger onemli Ogelerini din ve aile gibi toplumsal |

kurumlara birakmalidir.

27.

Kisinin gelecekteki ihtiyaglarini gidermesinin en iyi |
yolu su anki ihtiyaglarim kargilamay1 6grenmesinden

geger.

28.

Okuldaki Psikolojik Damisma ve Rehberlik |

hizmetinin amaci, toplumsal kontrol ve uyumu
saglamaya yoneliktir.

29.

Orgiin egitim temelde gereksizdir ve insanin engin '
deneyimine ¢ok az miktarda katki saglar ya da hig [

katk1 saglamaz.

30.

Okul gecmis ya da gelecek tizerinde durmak yerine |-

“bugiin” {izerinde yogunlagmalidir.

31.

Ogretmen entelektilel miikemmeliyetin bir modeli |

olmalidir.

32,

Okullar, toplumsal sorunlari, konulari, degerleri ve |

varsayimlar1 sorgulayarak irdelemelidir.

33.

Dogrular, deger yargilart ve insan dogasi genelde
degismez. Bu yiizden miifredatin gesitlendirilmesine O

gerek yoktur.

34.

Toplumsal adalet elde etmek igin girisimde bulunmak =

egitimli bir insanin en 6nemli 6zelligidir.

35.

Cocugun ihtiyaglar1 ve ilgileri dikkatlice saptanmali
ve bunlar miifredatin temeli olmalidir.

36.

En iyi yOnetim, en az yonetimdir.

37.

Cocuklar1 tarihimizdeki saygin insanlarla, olaylarla,
inancglarla, torelerle ve sembollerle tanistirarak
vatanseverlik kavrami gii¢lendirilmelidir.

38.

Ogrenciler toplumeca kabul goren davranig ve kiiltiiri |
benimsemis iyl birer vatandas olmak iizere C

egitilmelidir.

39.

Ortadgretim,  Ogrencilerin topluma yararli
olabilecekleri bir meslek ya da beceri kazandirmay1
hedefleyen mesleki bir egitim olmalidir.

40.

Ogretmen 6grenme faaliyetlerini ve deneyimlerini |
diizenleyen ve ortaya ¢ikan sorunlara ¢are bulan kisi O

olmalidir.
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Egitim Goriisleri

| Katithyorum

Katiliyorum

|Kararsizim

Katilmiyorum

| Katilmivorum

41.

Cocuk saglam bir rehberlik ve iyi bir egitim
almadik¢a hataya ve anti-sosyal davramslara
meyillidir.

42.

Cocuklar siuf i¢inde 6grendikleri bilgilerden uygun
olanlarmi  okul  digindaki  giincel ~ sorunlarin (

¢Oziimiinde kullanmak tizere tesvik edilmelidir.

43.

Egitim var olan toplumsal kurumlarin korunmasina |

yonelik eylemleri vurgulayan bir stire¢ olmalidur.

44,

Okullar toplumun genelinin benimsedigi kurallara |

uygun bir bigimde yo6netilmelidir.

45.

Egitimin temel hedeflerinden biri bazt kokli ulusal |
hedefleri yeniden yaratmak ve giiclendirmek (

olmalidir.

46.

Miifredatta zaman ic¢inde gegerliligi kanitlanmisg :

diisiince ve uygulamalarin yer almasi gereklidir.

47.

Ozgiirce se¢im yapma yetenegi, yapilan segimlerin |

dogrulugundan daha 6nemlidir.

48.

Egitim gruba uyumdan ¢ok , kisisel yaraticiliga |

agirlik vermelidir.

49.

Okullar, ozgiirlestirici  belli baz1  toplumsal

reformlarn gerekliligi konusunda dgrencileri tesvik
etmelidir.

150.

Yazili sinavlar gibi genel zihinsel yetenegi 6lgmeye |
yarayan yontemler, bilgi igerigine agirlik veren (

coktan-segmeli testlerden daha iyidir.

51.

Var olan okul sistemi yerini goniilli ve Kkiginin |
kendisini yonlendirebildigi bir okul sistemine (

birakmalidir.
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Liitfen yeni miifredat hakkindaki goriislerinizi asagida verilmis sifatlar
arasindaki degeri isaretleyerek belirtiniz. (1 en diisiik — 10 En yiiksek

puandir)
10 |9 8 7 6 5 4 3 1

Yeterli Yetersiz
Degerli Degersiz
Akilcr Sagma
Esnek Kati
Iyi Kotii
Zekice Aptalca
Etkili Etkisiz
Gerekli Gereksiz
Anlagihir Karmagik

Liitfen bu kistmda yer alan ifadelerden size en uygun olam X isareti koyarak

belirtiniz. Tiim sorular1 yanitlaymiz.

A. Yeni miifredat degerli mi?

Cok

Biraz

Cok Az
Hic

1. size yiikledigi is ve 6gretiminizdeki tatmin bakimindan

2. size yiikledigi is ve okul dig1 zamaniniz bakimindan

3: size yiikledigi is ve daha iyi simif i¢i 6gretim bakimindan

4. yarattig1 biitiin zorluklarla 6grencilere olan toplam faydas:
bakimindan :

5. 6grencileri degerlendirirken yiikledigi sorumluluk ve is
yiikiintiz bakimindan

B. Yeni programla birlikte sunulan;

6. ders planlan 8gretim tarziniza uyuyor mu?

7. ders planlari egitim felsefenizi yansitiyor mu?

8. ders planlari, yeterli gesitlilikte ders i¢i 6grenim deneyimi
sagliyor mu?

T e

10. 6lgme ve degerlendirme ydntemine &grencilerin bakisi olumlu
mu?

11. ders planlari, dersin giin be giin iglenisini idare etmenize
yardimci olacak yeterli esnekligi sagliyor mu?

12. kaynaklar, ders planlarini belirtildigi gibi uygulamaniza
yeterli mi?
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C. Okulumda;

Kesinlikle

Katiliyoru

m

Katiliyoru

Katilmiyor

Kesinlikle

Katilmiyor

um

13. yeni miifredatla ilgili sikint1 ve endiselerimi
ifade edebilecegim diizenli okul toplantilar
var.

14. her ne zaman yeni miifredatla ilgili bir
problem yagasam danisabilecegim
tecriibeli/bilgili bir meslektagim var.

15. her ne zaman yeni miifredattaki kitaplar, arag-
geregler, alan ¢alismast vs. ile ilgili problemim
olsa yeterli destek var.

16. yeni miifredattaki 6grenci sorunlarini
konusabilecegim en az bir kisi var.

17. yeni miifredatla ilgili sikintilar resmi yollara
basvurmaksizin okul i¢inde ¢oziilebilir.

18. yeni miifredatla ilgili okulun sagladig:
destekle ¢oziilemeyecek bazi problemler var.

19. Okul yéneticilerimiz yeni miifredati
destekliyor.

20. Kidemli 6gretmenlerimiz yeni miifredati
destekliyor.

21. Ogretmenlerin gogunlugu yeni miifredati
destekliyor.

22. Okul yoneticilerimiz toplantilarda yeni
miifredati destekleyen yorumlar yapiyor.

23. Okul yoneticilerimiz toplantilarda yeni
miifredati elestiren yorumlar yapryor.

D. Eski miifredatla karsilastirildiginda;

24. yeni miifredat 6grencilerin daha iyi
dgrenmesini sagliyor.

25. yeni miifredat sinifim1 daha iyi ydnetmeme
izin veriyor.

26. yeni miifredat daha giincel bir igerik
sagliyor.

27. yeni miifredattaki dersler 6grenci ihtiyag ve
yeteneklerini belirlemeye daha ¢ok uyuyor.

28. yeni miifredat 6grenciler i¢in daha ilging ve
yogun bir igerik sagliyor.

29. yeni miifredat 6gretmek i¢in daha zengin bir

icerik sagliyor.

E. Davramslarimda ve baskalariyla
iletisimimde;

30. yeni miifredata karsi oldugumu gosteririm.

31. yeni miifredati agik ve aktif bir sekilde
destekledigimi ortaya koyarim.

32. yeni miifredat! Gverim.
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33. yeni miifredati uygulama konusunda agikca
ve etkin bir sekilde direng gosteririm.

34, yeni miifredat programinin esnek ve bu
yiizden desteklenebilir oldugunu sdylerim.

35. yeni miifredati 6grencilerin ihtiyag ve
yeteneklerine gore adapte edilebilecegini

soylerim.
= a
F. Yeni miifredatta; % N ~ _g
SH| & |2C
36. dersi 6gretmemdeki etkim
37. 8grenci bagarisini degerlendirmekteki basarim
38. dgrenci basarisini raporlagtirmadaki basarim
-39, dgretilecek konuyu belirlemedeki yetkim
40. 6grenci basarisin1 degerlendirme seklini ve
stirecini belirlemedeki yetkim
41. konularla ilgili olarak gretmenler arasindaki
koordinasyon
42. F boliimiindeki ifadeler dikkate alindiginda yeni miifredatin niteligi:
[ ] Bekledigimden fazla [] Bekledigim gibi ] Bekledigimden

daha niteliksiz

43. Yeni miifredatla ilgili 5nemli oldugunu disiindiigtiniiz ve belirtmek
istediginiz 6nemli noktalar varsa liitfen yaziniz.

Ankete katiliminizdan dolay tesekkiir ederiz.
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APPENDIX B

LIST OF SCHOOLS in Kulu

List of Primary Schools in Kulu

1. 60. Yil llkogretim Okulu

2. Alparslan Ilkégretim Okulu

3. Atatiirk llkégretim Okulu

4. Bahadirli llkogretim Okulu

5. Cumhuriyet IIkogretim Okulu

6. Fatih llkogretim Okulu

7. Mehmet Akif Ersoy llkégretim Okulu

8. Merkez llkogretim Okulu

9. Miitas llkogretim Okulu

10. Yavuz selim llkogretim Okulu

11. Yusuf Kiiciikgol llkogretim Okulu

List of High Schools in Kulu

1. Anadolu Lisesi

2. Kulu Lisesi

3. Imam Hatip Lisesi

4. Kulu Mesleki ve Teknik Egitim Merkezi
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